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ABSTRACT

SUSAN W. THORNTON
THE IMPACT OF STANDARDS-BASED REFORMS ON THE ART OF TEACHING: 
A NARRATIVE CASE STUDY OF THE PERCEPTIONS OF HIGHLY EFFECTIVE 
TEACHERS IN GRADES 7-12
Under the direction of DR. HARRIET ANNE HATHAWAY, Ed. D.

In the 12 years subsequent to the passing of No Child Left Behind (NCLB), the 

ensuing standards-based reforms (SBRs) have created multiple effects that have 

permeated every aspect of the educational process, and teachers have reported specific 

constraints being placed upon them as a result. Grounded in Eisner’s (2002b) theory of 

aesthetic teaching and learning, the purpose of this qualitative narrative case study was to 

explore the impact of SBRs as perceived by highly effective teachers, specific to teaching 

style (Butler, 1984; McEwan, 2002), pedagogical practice (Alexander, 2004; Chapuis,

2003), and classroom climate (Adelman & Taylor, 2005; Kumar, 2007). This study was 

conducted to answer the following research question: To what extent have standards- 

based reforms impacted highly effective teachers’ art of teaching? For this study, the “art 

of teaching” was defined as a reflective form of practice “informed by the imagination 

that employs techniques to select and to organize expressive qualities to achieve ends that 

are aesthetically satisfying” for both the learner and the teacher (Eisner, 2002a, p. 49). 

The following sub-questions were utilized to guide the research further:

xv



a) To what extent have standards-based reforms impacted the teaching style of 

highly effective teachers in a Middle Georgia school district?

b) To what extent have standards-based reforms impacted the pedagogical 

practices of highly effective teachers in a Middle Georgia school district?

c) To what extent have standards-based reforms impacted the classroom climate 

o f highly effective teachers in a Middle Georgia school district?

Using a narrative case study methodology, this dissertation investigated the 

perceptions of four teacher participants from grades 7-12 identified by colleagues as 

being highly effective based on ten characteristics outlined by McEwan (2002). Four 

types of data were collected from the research participants and included: 1) written 

responses to emailed questions; 2) collected documents; 3) teacher observations; 4) semi

structured, open-ended teacher interviews. Template analysis based on pre-established 

codes was used to analyze data, and the study’s theoretical framework provided the 

themes with which data were interpreted. The impact of standards-based reforms as 

determined by the findings of this study suggest that as a result of increased government 

intervention in public education and the implementation of SBRs, these teacher 

participants have experienced a negative impact on their art o f teaching. Stress, anxiety, 

fear, guilt, and a sense of powerlessness emerged as topics of concern among these 

participants. Future research concerning the experiences and perceptions of highly 

effective teachers in standards-based classrooms, particularly after implementation of the 

Common Core, is recommended.



CHAPTER 1 

INTRODUCTION TO THE STUDY 

Standards based reform (SBR) has regulated K-12 education in America for more 

than 30 years (Massell, Kirst, & Hoppe, 1997). Rothstein, Jacobsen and Wilder (2008) 

and Urban and Wagoner (2009) reported that No Child Left Behind (NCLB, 2001), 

combined with standards-based reforms (SBRs), has continued steering public education 

toward an increased focus on accountability. Rubin and Kazanjian (201 la) asserted that 

test data are now used to explain the success or failure of students, teachers, principals, 

schools, and school districts. According to Cawelti (2006), the negative aspects of 

NCLB, in tandem with the effects of SBRs, have outweighed the hoped-for-gains in 

student achievement and instead have served to undermine and demotivate teachers. As 

reported by Fitzgerald (2008), the resulting effects have led to serious considerations and 

reservations from teachers regarding the impact of SBRs on the teaching profession.

With this in mind, it is significant to consider the long-term effects that NCLB 

and SBRs have had on the art and science of teaching. Calling education a “topsy-turvy” 

profession, Kopkowski (2008) of the National Education Association (NEA) explained 

that the effects of federal mandates as reported to the NEA, specific to teacher retention, 

have impacted education as existing research indicates many teachers, both novice and 

veteran, are presently choosing to leave the field. These teachers’ reasons for



reconsidering their profession include an overall demoralization due to a lack of 

professional respect and administrative support, over-crowded classrooms, poor student 

discipline, the use of scripted lessons, unrealistic expectations, a curriculum driven by the 

test, and, despite the sincerest efforts on the part of many of these teachers, a continuance 

of low-performing students and schools (Nichols & Berliner, 2007; Ravitch, 2010; Rubin 

& Kazanjian, 201 la; Santoro, 2011).

The research of Tye and O’Brien (2002) supported these findings as they found 

many educators are choosing to leave the profession because they perceive that the main 

focus o f education is no longer on students or on student needs, but rather centered on 

increased accountability through high-stakes testing and the limitations of standards, 

leading to a loss of professionalism. Citing statistics from the U. S. Bureau of Labor, 

Graziano (2005) painted a bleak picture by revealing that the teacher turnover rate for 

those who have been in the profession just after three years is around 30%, while the 

statistics grow to 50% for those who leave the profession just after five years. Graziano 

(2005) asked the question, “What is killing their spirit and how can we get them to stay?” 

(intro). Therefore, in order to address this and other related questions, it is useful to 

explore teacher perceptions of the profession in light of the standardization movement.

Darling-Hammond (2010) argued that teacher attrition rates should be a concern 

to all education stakeholders, as many of those who choose to leave the field are, or have 

the potential to be, highly effective educators, a role that cannot be underestimated. 

Ingersoll (2001) affirmed the significance of the relationship between the excellence of 

the teacher and the accomplishments of the student. The National Board for Professional



Teaching Standards (NBPTS, 2002) concurred that employing highly effective teachers is 

critical to the future of education in America. Cruickshank and Haefele (2001) reported 

national perceptions regarding teacher effectiveness have varied depending on the era. 

Early effective teacher research in the 1970s and 80s, which includes the work of 

Rosenshine and Furst (1971), Brophy and Good (1986), Jane Stallings (1975 & 1980), 

and Madeline Hunter (1985), reflected the various perceptions of the time period and 

subsequently provided noteworthy insight into effective teaching practices used to inform 

the art and science of contemporary education. Moreover, the seminal studies cited 

above provided new opportunities for those in education to examine and consider the role 

of the classroom teacher specifically as massive policy changes in education were on the 

horizon.

Stronge and Tucker (2003) extended these ideas to insist that, regardless of the 

type or the structure of any educational reform measure, the absence of capable, highly 

effective teachers will result in certain failure, as without this component “. . .  no 

educational reform effort can possibly succeed” (p. 3). Furthermore, Sanders and Rivers 

(1996) stressed that the single most important factor for student success is found in 

having a highly effective teacher and preferably one for several successive years if  one 

wants to see the greatest impact on student success. According Darling-Hammond (2000,

2004) highly effective teachers are one of the most significant and valuable resources any 

school can have as highly effective teachers do, in fact, have one of the largest impacts on 

student learning. Therefore, highly effective teachers are crucial to the overall mission of 

education. However, while there is a scholarly consensus on the importance of highly



effective teachers, there often exists an inconsistency in the understanding of what is 

meant by the term “highly effective” versus what is meant by the term “highly qualified”. 

Given that the two terms are often used interchangeably, it is applicable for purposes 

specific to this study to note the delineation in the definition and in the understanding of 

“highly effective” versus “highly-qualified”.

As outlined by NCLB (2002), the term “highly-qualified” was used to designate 

the requirement that each school district, by the 2005-06 school year, must confirm that 

all core subject area teachers had earned a Bachelor of Arts or Bachelor of Science 

degree, held state certification, and demonstrated content competency. As a means to 

reduce the number of educators who were teaching in subject areas outside of their 

content-area expertise, this component was included in NCLB (2002) with the intent to 

reduce student failure. Coggshall (2007) of the National Comprehensive Center for 

Teacher Quality reported that the concept of the term “highly effective” varies depending 

on scholarly opinion, interpreted research, and most often, individual perspectives of the 

various educational stakeholder groups as interpreted through “. . .  deeply held personal 

and professional beliefs and values . . . ” (p. 3). For the purpose of this study, the defining 

criteria for “highly effective” teachers are based on the 10 characteristics used by 

McEwan (2002) in her book, 10 Traits o f  Highly Effective Teachers. These traits are:

1. Mission-Driven and Passionate 6. Motivational Expertise
2. Positive and Real 7. Instructional Virtuoso
3. A Teacher Leader 8. Book Learning
4. “With-It-Ness” 9. Street Smarts
5. Style 10. A Mental Life



McEwan’s (2002) definition was selected specifically for its practicality of use, its 

concise historical overview of a description for an “effective” teacher, and the details it 

provides in describing each effective attribute. Moreover, these traits were used by the 

study’s key informants to identify potential research participants. Table 1 provides 

detailed descriptions of each characteristic.

Table 1
Ten Traits o f  Highly effective Teachers (Adaptedfrom McEwan, 2002)

Personal 
Traits th a t  

Indicate 
Character: 

W hat a 
T eacher Is

MISSION DRIVEN AND 
PASSIONATE

Felt a call to  teach  as well as a passion to  help 
s tu d en ts  learn and grow

POSITIVE AND REAL Exhibits qualities o f caring, em pathy , respect, & 
fairness in relationships w ith s tu d en ts , paren ts, & 
colleagues

A TEACHER-LEADER One w ho positively affects th e  lives of s tuden ts, 
paren ts, and colleagues

Teaching  
Traits th a t G et 

Results: 
W hat a 

T eacher D oes

WITH-IT-NESS

Being on to p  of, tu n ed  in to , aw are of, and in 
com plete control of th e  3 critical face ts  of th e  
classroom : a) m anagem ent & organization, b) 
studen ts, & c) tim e

STYLE Exhibits a unique style, bringing dram a, 
en thusiasm , liveliness, hum or, charism a, creativity, 
and novelty to  th e  classroom

MOTIVATIONAL EXPERTISE

Believes in his o r her ability to  m ake a d ifference in 
th e  lives o f s tuden ts, & relentlessly  p resses & 
pursues s tu d e n ts  to  m aintain th e  h ighest possible 
behavioral and academ ic standards

INSTRUCTIONAL EFFECTIVENESS
Skilled in com m unication and having a rep e rto ire  of 
essential abilities, behaviors, m odels, and principles 
th a t  lead s tu d en ts  to  learning

Intellectual 
Traits th a t  

D em on strate  
K now ledge, 

Curiosity, and  
A w aren ess

BOOK LEARNING Possesses sound con ten t know ledge o f th e  
discipline and th e  in tended  ou tcom es

STREET SMARTS
Knows th e  s tuden ts, th e  school, th e  com m unity 
w here  he o r she teaches and uses th is know ledge 
to  solve problem s in th e  class

A MENTAL LIFE

a) M etacognitive d) Com m unicative
b) S trategic e) Responsive
c) Reflective



Background to the Study 

The task of educating America’s youth has long been delegated to the states, yet, 

with the passage of time, the federal government has worked increasingly to expand its 

scope and power on education through a succession of legislative acts. In order to place 

parameters on the history of educational reform in America, a brief background

thperspective of this study is addressed through three key pieces of historic 20 century 

legislation: the 1983 A Nation at Risk Report', the 1993 America (Goals) 2000; and the 

2001 No Child Left Behind Act (NCLB).

A Nation at Risk

In 1983, the United States Commission on Excellence in Education issued the 

landmark report, A Nation at Risk (National Commission on Excellence in Education, 

1983). Citing lagging student achievement, the report warned of the possibility that the 

United States would lose its economic world standing if changes in education were left 

unaddressed and thus, the nation would ultimately fall far behind the rest of the world. A 

Nation at Risk (National Commission on Excellence in Education, 1983) highlighted four 

specific categories deemed to be in need of attention: a) content standards, b) 

expectations, c) time, and d) teaching. Spring (2005) stated that the major 

recommendation of this report placed new emphasis on the basic core curriculum to 

include mathematics, English, science, social studies, and computer science. Jeynes 

(2007) reported that these core areas were to be the heart of the curriculum from which 

all other courses would stem and provide the essentials that American students needed in 

order to compete globally. According to Ravitch (2000), A Nation at Risk had a



considerable impact on the whole of education, as much of the general population and 

many politicians questioned the overall effectiveness of public education and 

subsequently pressured schools to institute curricular changes designed to transform the 

entire educational model by focusing on competition and rigor (Tyack & Cuban, 1995). 

Goals 2000

Goals 2000 was signed into law in 1994 (Goals 2000). Paris (1994) stated that this 

reform initiative was multi-purposed for it was designed to serve as a framework for the 

development of content standards that would, in-tum, promote global competitiveness as 

it measured student progress while additionally providing the support that students 

needed to meet the standards. Urban and Wagoner (2009) disclosed that this reform act 

had a total of eight educational goals addressing school readiness, student academic 

achievement, an increase in math and science requirements, improving the graduation 

rate, increasing adult literacy, creating safe and drug-free schools, improving teacher 

professional development, and increasing parental participation in schools. According to 

Ravitch (2000), Goals 2000 became the catalyst that shifted America’s educational 

priorities from the absence of national or state standards to the voluntary creation of state 

standards, as federal monies were readily available for any state willing to comply. 

Without concrete guidelines Ravitch (2000) affirmed that funding recipients w ere,, 

charged with the task of identifying and describing, in the form of standards, what the 

students in the various grade and content levels should know and be able to do. Due to 

the strong incentive of federal funding, it was not long before almost every state had 

joined in the standards creation movement (Spring, 2005). Ravitch (2000) revealed that



any state could receive federal funding under Goals 2000 if it willingly adhered to the 

idea of standards-based, universal reform and placed a plan into action to support that 

effort.

While not all of the stated goals in this piece of legislation were achieved, Heise 

(1994) proposed that on a grander scale, this reform effort had two significant political 

outcomes. First, Goals 2000 paved the way for a substantial increase in future federal 

control over American educational policymaking at the expense and the diminishment of 

state and local influence. Second, this legislation not only created a way to give more 

power over education to the federal government, but also forced the responsibility for 

funding the new federal mandates squarely on the shoulders of state and/or local school 

systems (Heise, 1994).

No Child Left Behind (NCLB)

Goals 2000 served as the predecessor of No Child Left Behind in 2001. Jorgensen 

and Hoffman (2003) shared that NCLB (2002) included federal reform components that 

focused on closing the student achievement gap. Jeynes (2007) acknowledged that this 

legislation placed an additional demand on states that wanted federal funding for 

education, as it included a mandated standardized testing component to ensure student, 

teacher, and school accountability. Pennington (2007) verified that the additional 

accountability component for teachers and schools also included an extended 

implementation of standards-based reforms and the promise to parents that if the school 

failed to meet the established criteria, the parents could opt for school choice, that is, 

move to a new school if their students were attending low-performing schools.



Unlike A Nation at Risk and Goals 2000, Mathis (2006) asserted that NCLB went 

a step further in that it allowed for even greater government intervention as schools could 

be placed under government sanctions if  they were not successful in making adequate 

yearly progress (AYP) according to the prescribed guidelines of the act. Thus, the many 

reform measures linked to NCLB were met with mixed reactions.

While Ravitch (2010) affirmed that the initial bipartisan support for this school 

reform was strong, and as such, NCLB was easily ratified, Dee and Jacob (2010) reported 

that shortly after this legislative act was approved, it was met with local, state, and 

national criticism. McElroy (2005) stated that the larger criticisms of NCLB were voiced 

by both new and veteran educators who upheld that, when considering the current 

realities and experiences of being a classroom teacher in this ongoing period of 

accountability, an overall increase in frustration and discontentment with teaching as an 

occupation occurred.

Statement of the Problem 

Urban and Wagoner (2009) stated that increased federal intervention in public 

education led to greater federal control over public education within the last 40 years. 

Rothstein, Jacobsen, and Wilder (2008) reported as a result of the federally implemented 

NCLB (2002) and its pointed attention on student success through the use of standardized 

high-stakes tests, the central focus of many local and state accountability plans became 

grounded in test results; therefore, test results became the chief measure by which teacher 

effectiveness was determined. Consequently, Wood (2004) held that for many educators, 

the creativity, the autonomy, and the originality once tied to teaching has been condensed



to nothing more than a required list of content standards and the use of state-designed 

instructional scripts that are limited to the content standards teachers are assigned to 

cover. Neill, Guisbond, Schaeffer, Madden and Legaros (2004) agreed that the structure 

of NCLB (2002) has been flawed from the beginning, pointing out that one of the more 

serious dangers o f this federal intervention was the mandated requirement for students to 

pass state-created high-stakes tests for the purpose of the school to make Adequate 

Yearly Progress (AYP) as defined under NCLB (2002). Furthermore, the associated 

sanctions resulting from being relegated to the “in need of improvement” list assigned 

schools and teachers, especially those serving low-income children, to an almost 

impossible task and essentially created the perpetuation of educational inequality (Neill, 

et al., 2004).

Manna (2010) reported that since the passage of NCLB, associated standards- 

based reforms (SBRs) have permeated multiple aspects of the public school setting, 

resulting in great controversy and conflict between the external and internal stakeholders 

of the educational community. While both groups retain the belief that some type of 

curriculum standards are needed, Barton (2009) revealed a division exists in group 

perspectives specific to the point, the purpose, and the outcomes of the current 

established reforms. Rubin and Kazanjian (201 la) concurred, describing the parameters 

that NCLB and SBRs have placed on students, teachers, and schools as unrealistic. As a 

result, many teachers report feeling overwhelmed and undervalued. According to Poston 

et al. (2004), a curricula evolution occurred in Georgia as a result of NCLB, transitioning 

the state from what used to be locally-designed curricula to the state-wide Quality Core



Curriculum (QCC) to the Georgia Performance Standards (GPS), which were intended to 

align to the NCLB mandates. Moreover, Massell, Kirst, and Hoppe (1997) reported that 

this curricula transformation, using standards-based reforms (SBRs) as determined 

through various state accommodations, was intended to advance the federal agenda of 

NCLB (2002). In Georgia, this transitional process was led by the Georgia Department 

of Education, which definitively supported the idea that the created standards were the 

curriculum (GaDOE, 2004). Wraga (1999) proposed that the shift toward curriculum 

standardization offered a political means for those external to education the chance to 

control the quality of education; however, this politicization failed to consider the impact 

on students, and more specific to this study, the impact on educators. As a result of this 

curriculum regulation and standardization, contemporary teachers may find their teaching 

style, pedagogical practice, and classroom climate impacted (Kohn, 2004b; Ravitch,

2010; Wood, 2004).

Smith and Kovacs (2011) reported that NCLB and SBRs have placed limitations 

on teachers’ autonomy and creativity through the implementation of a state designed 

standards-based classroom model, a prescribed instructional framework, and a test- 

centered curriculum. For many teachers this has led to job dissatisfaction, an increase in 

job-related stress, and an overall sense of demoralization (Smith & Kovacks, 2011). Day, 

Stobart, Sammons, and Kington (2006) affirmed that the impact of SBRs has “. . .  

challenged teachers’ individual and collective professional and personal identities”

(p. 172). McElroy (2005) reported that the current realities and experiences of being a 

classroom teacher in this era of reform have led to overall frustration and dissatisfaction
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with teaching as an occupation as there is a general assumption by many members of the 

public who believe that tests, test preparation, and test-taking skills are the paramount 

measure of a teacher’s effectiveness. Hence, for many highly effective educators, the art 

and science of teaching has been called into question, causing concerns regarding the 

ways in which these reforms have had impact on their teaching styles, pedagogical 

practices, and classroom climates.

Purpose of the Study 

This qualitative narrative case study explored the perceptions of highly effective 

teachers by focusing on what it means to be an artful educator in an age of 

standardization. Grounded in Eisner’s (2002b) theory of aesthetic teaching and learning, 

the purpose of this qualitative narrative case study was explore the perceptions of highly 

effective teachers in grades 7-12 regarding the ways in which standards-based reforms 

have impacted their art of teaching specific to teaching style (Butler, 1984; McEwan, 

2002), pedagogical practice (Alexander, 2004; Chapuis, 2003), and classroom climate 

(Adelman & Taylor, 2005; Kumar, 2007). For this study, the “art of teaching” was 

defined as a reflective form of practice “informed by the imagination that employs 

techniques to select and to organize expressive qualities to achieve ends that are 

aesthetically satisfying” for both the learner and the teacher (Eisner, 2002a, p. 49).

Research Questions

This study was guided by a single overarching research question and supported by 

three subsequent questions designed to specifically examine the effects of standards- 

based reforms on the participant group using the three categories: 1) teaching styles; 2)



pedagogical practices; and 3) classroom climate. The main research question was: To 

what extent have standards-based reforms impacted highly effective teachers’ art of 

teaching? The following sub-questions were utilized to further guide the research:

a) To what extent have standards-based reforms impacted the teaching style of 

highly effective teachers in a Middle Georgia school district?

b) To what extent have standards-based reforms impacted the pedagogical 

practices of highly effective teachers in a Middle Georgia school district?

c) To what extent have standards-based reforms impacted the classroom climate 

of highly effective teachers in a Middle Georgia school district?

Theoretical Framework 

While there is a scholarly consensus that education is both an art and science 

(Davidson Films, 1991; Marzano, 2007), for the purpose of this study, the participant 

groups’ perceptions and the collected data were examined using the theoretical 

framework of Eliot Eisner’s aesthetic teaching and learning theory, which posited that 

teaching is an art to be experienced. In his work, The Educational Imagination, Eisner 

(2002b, pp. 154-156) provided four rationales described as “senses” to support his theory:

1. Aesthetic Experience: Teaching is an art in the sense that it can be performed with 

such skill and grace that, for the student as well as the teacher, the experience can 

be justifiably characterized as aesthetic.

2. Judgment of Quality: Teaching is an art in the sense that teachers like painters, 

composers, actors, and dancers, make judgments based on events that unfold 

during the course of action.
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3. Unscripted Activity: Teaching is an art in the sense that it is not dominated by 

prescriptions or routines but is influenced by qualities and contingences that are 

unpredicted.

4. Emergent Process: Teaching is an art in the sense that the ends it achieves are 

often created in the process.

It is in these four senses -  teaching as a source of aesthetic experience, as dependent 

on the perception and control of qualities, as a heuristic or adventurous activity, and as 

seeking emergent ends -  that teaching can be regarded as an art (Eisner, 2002b, pp. 154- 

156). Eisner (2002b) refers to these four rationales as senses, that is, they are something 

to be experienced. Thus, the theoretical framework of this research study was based on 

the view that the teaching process is an art grounded in scientifically-based principles, but 

more specifically, that the teacher is an artist who, through aesthetic experiences, is able 

to provide a pathway to the imagination if given the opportunity to employ the creativity 

and the autonomy that artists in other professions enjoy.

Building upon the ideas of Sir Herbert Read, Eisner (2004) discerned artful 

teachers to be ..  individuals who have developed the ideas, the sensibilities, the skills, 

and the imagination to create work that is well-proportioned, skillfully executed, and 

imaginative, regardless of the domain in which the individual works” (para. 16). 

Therefore, according to Eisner (2002a) the artful teacher is not one who should work 

within the conformity of a prescriptive demand model. Furthermore, Eisner (2002b) 

affirmed that an artful teacher is not one who should be relegated to modeling the actions 

of a manufacturing producer or an assembly line technician, as according to him,



teaching is an artful endeavor and cannot be supported through repetitive factory-like 

behaviors.

Moreover, Eisner (2002b) affirmed that contentment found within these rationales 

is an autonomous experience. Autonomy promotes freedom and flexibility based on the 

teacher’s intuitive talent, which specifically provides the educator the ability to choose 

his or her own artistic strategies to ensure the successful creation of the desired learning 

experience, while simultaneously facing the creative challenges of the ever-changing 

classroom. Therefore, through these four rationales, Eisner (2002b) provided a solid 

analogous framework in his comparison of the practices and the behaviors of what it 

means to be a master artist and in turn, what it means to be an artful teacher. The four 

rationales offered by Eisner (2002b) served to support the focus of this narrative case 

study research.

Eisner’s (2002b) aesthetic theory of learning and teaching is deeply embedded in 

the theory of experiential learning. Itin (1999) explained that experiential learning theory 

is fixed in the idea that experience, combined with reflection, becomes the teacher while 

simultaneously becoming the lesson which is learned. Accordingly then, experiential 

learning theory provides a strong connection to Eisner’s (2002b) theoretical thoughts as 

he asserted that within the aesthetic teaching and learning theory, “teaching is indeed an 

art to be experienced” (p. 154), and simultaneously, teaching as art becomes an 

experience from which much is learned. Dewey (1934) affirmed that if either the teacher, 

or the student can make an emotional connection to the experience, or if they are able to 

attach some significance to the experience, then the experience has aesthetic value.



Dewey’s affirmation supports Itin’s (1999) assertion that a reflective component 

is necessary and important in order for the experience to be critical. Dewey (1934) 

insisted that, in order for an experience to be considered aesthetic, the experience must 

produce some type of emotional or perhaps even personal connection within the 

participant. Continuing in this vein, Dewey (1934) pointed out that an aesthetic 

experience failed to occur if the participant garnered very little meaning from that 

experience, and then, subsequently neglected to make any important connections between 

that experience and any other prior experiences.

Experiential learning theory can be traced historically through educational and 

social theorists such as Dewey (1938), Greene (1978), Kolb (1984), Freire (2005), and 

Jarvis (2006). While each of these scholars approached this theory in various ways and 

produced works to support the credibility of the theory, for the purpose of this study, 

experiential learning theory and its relationship in supporting Eisner’s (2002b) model of 

“teaching as an art to be experienced” was defined by the work of John Dewey, as it was 

Dewey who significantly impacted Eisner’s educational philosophy and to whom Eisner 

refers to most often.

As an experiential learning theorist, Dewey (1934) subscribed to the view that 

learners benefit best from personal discovery and direct experimentation as opposed to 

acquiring knowledge found within the structural limitations o f reading or listening to 

another’s experiences. Thus, he supported that whenever possible, learners should have 

numerous opportunities to discover and investigate that which should be learned through 

first-hand experience. However, Dewey (1916) also affirmed the value of experiential
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continuity, which maintained the idea that learning could occur based on the experiences 

of others.

The principle of experiential continuity contends that all types o f experiences 

(past, present, and future) have an impact on the learner. Specifically Dewey (1916) 

stated, “. . .  the principle of continuity of experience takes something from both those 

who have gone before and modifies in some way the quality of those which come after” 

(p. 35), meaning that people can and do learn from the experiences of others.

Accordingly, Dewey (1938) insisted that every experience, including those that were 

primary or secondary, an opportunity to leam was provided, and while the lesson could 

result in either a positive or a negative outcome, it was of little consequence because over 

time, lessons would be taught and lessons would be learned.

When considering the many types of experiences, Dewey (1934) held that the 

aesthetic experience was set slightly apart from all other experiences, “not necessarily in 

type, but certainly in the quality . . . ” (p. 9). Moreover, he believed that the aesthetic 

experience and the aesthetic process were available to all and not something singularly 

reserved for the advantaged, nor limited to the creative work of certain artists. Field

(2005) revealed that Dewey supported the concept that the aesthetic and the aesthetic 

experience could be found in every intelligent and creative human activity. That is to 

say, Dewey (1934) refused to limit the idea of aesthetic experiences to only include 

“what happens to us,” but also to include any type of activity that affects the learner both 

internally and externally on multiple levels (p. 42). Thus, for Dewey (1934) and for
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Eisner (2002b), the purpose of education should be to allow meaningful experiences to 

take center stage through aesthetic learning.

Dewey’s work provides support for Eisner’s efforts as both agree that each 

aesthetic experience encountered is powerful and meaningful for both the student and the 

teacher. Moreover, Dewey’s principles, as proposed through the lens of Eisner (2002b), 

lent significant weight to this study when considering the role of the teacher in the 

aesthetic and in the experiential learning process. Dewey (1938) charged educators to be 

cmsaders of the principles of experiential learning through the aesthetic in saying, “Every 

experience is a moving force. Its value can be judged only on the grounds of what it 

moves toward and into” (p. 38). Eisner (2005b) concurred that it is the role of the 

classroom teacher to provide aesthetic learning experiences that are balanced, expertly 

implemented, and creative. Furthermore, according to Dewey (1938) these experiences 

should be provided through a medium that is amazing, challenging, and creative; one that 

will become a powerful experience in the hearts and minds of students.

Dewey (1938) contended that the teacher must act in a highly effective manner by 

assuming a leading role in the classroom and providing creative, challenging, and quality 

experiences for students as there is no other who is in “a better position to evaluate the 

experiences of the young” (p. 38). In this same context, Dewey (1938) chastised 

educators who relinquished this responsibility by saying, “ Failure to take the moving 

force of an experience into account so as to judge and to direct it on the ground of what it 

is moving into means disloyalty to the principle of experience itself’ (p. 38). Therefore, 

any educator who ignores his or her responsibility in creating and providing engaging
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aesthetic classroom experiences is, according to Dewey (1938), “false and unfaithful” (p. 

38) to the principle itself. Equally, Eisner (2005a) chastised educators who relinquish 

this responsibility in the name of standards-based reforms by saying, “To neglect the 

social and emotional aspects of [student] development, in order to focus all attention on 

measured [standards-based] academic performance, is to blind us to these youngsters’ 

need to live a satisfying life” (p. 15). Even when faced with the challenges of SBRs, 

Eisner (2005a) contends that teaching must remain an artful endeavor.

Dewey’s contributions to experiential learning theory are applicable to this study 

as it highlighted the importance of how experience impacts the knowledge, the growth, 

and the development of learners and teachers. Building from Dewey’s theories of 

experiential learning, aesthetics, and the principle of continuity of experience, Eisner’s 

(2002b) aesthetic teaching and learning theory provided an interpretive framework for 

this research study.

Significance of the Study 

Highly effective teachers can and do make a significant difference in education 

(Darling-Hammond, 2004; Hanushek, 1992; Sanders & Rivers, 1996; Varlas, 2009); 

therefore, it was noteworthy to investigate their perceptions in order to better understand 

the extent that standards-based reforms have impacted their art of teaching in an age of 

standardized accountability with respect to teaching style, pedagogical practices, and 

classroom climate. Holzer (2004) stated that the Lincoln Center Institute’s Aesthetic 

Education Program affirmed the significance of aesthetics in pedagogy as its main goal is 

to “integrate aesthetic education into teacher preparation programs in order to ensure that
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the arts and imagination will assume an essential place in the education of all children”

(p. 133). Moreover, Hobbs (2012) shared that the aesthetics o f pedagogy provide a 

cognitive and emotional dimension for teachers as they incorporate, then integrate, that 

which is to be learned with an appreciation of their students, while simultaneously 

considering the potential impact the learning will have on the student. Thus, aesthetics 

plays a significant role in education. This study’s examination of the beliefs, perceptions, 

and experiences of classroom teachers related to the aesthetics of pedagogy contributes to 

the general knowledge base in the field of curriculum and instruction and is relevant to 

those teachers, administrators, and curriculum leaders.

Methodology

In order to explore the extent to which standards-based reforms have impacted the 

art of teaching of highly effective teachers in grades 7-12, this qualitative dissertation was 

situated in a constructivist paradigm (Mertens, 2009) and utilized a narrative case study 

approach. Qualitative case study methodology, as defined by Merriam (2009), provided 

an in-depth description and analysis o f a bounded system. Stake (2005) and Merriam

(1998) grounded their theories regarding qualitative case study in the social constructivist 

approach where it is accepted that many representations of reality exist and as such, the 

truth depends on the subjective perspective of the individual (Vygotsky, 1978). Based on 

the belief that reality is multi-faceted and also grounded in personal experiences, 

Baghramian (2011) concluded that constructivism is built upon the proposition that 

reality is a social construction. Consequently, in a qualitative case study, participants are 

encouraged to describe their realities based on their individual experiences and



21

perspectives and then, through the collection and analysis of multiple data, perceptions 

are revealed, allowing the researcher to better understand the case being explored 

(McMahon, 1997; Stake, 1995). Mertens (2010) affirmed that case studies focus on a 

“particular object or case and on reaching an understanding of that object or case within 

that context” (p. 233). Additionally, Maxwell (2005) proffered that the number of events 

or conditions associated with the topic or subject to be explored in case study research 

may be limited, but this limitation allows the researcher the opportunity to examine the 

relationship in greater depth and then provide a thorough contextual analysis.

Utilizing purposeful criteria sampling (Mertens, 2009), this study’s participant 

group included two middle school teachers and two high school teachers from a single 

school district in Middle Georgia who taught before and since the implementation of 

NCLB. Using a copy of Table 1, the researcher asked 12 random teachers from various 

content areas at each school site to identify colleagues who they believed possessed the 

ten traits identified by McEwan (2002). In total, 10 teachers were identified by their 

colleagues as being highly effective; of these 10, four were selected for this study based 

on a diversity of subject areas, grade levels, gender, and race.

Four types of data were collected for this narrative case study: email interviews, 

document collection, teacher observations, and teacher interviews. Data were collected in 

a five-step process. Figure 1 illustrates the data collection procedures.

1. Demographic Information Collection: Potential participants were identified 

through key informants (colleagues), and then contacted via email by the 

researcher for the purpose of recruitment and for gathering demographic data.
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2. Email Interview: Research participants first responded in writing to three multi

part interview questions via email.

3. Document collection: Primary or secondary source documents were collected 

from each participant that reflected examples of their teaching experiences from 

before and after NCLB.

4. Teacher observation: The researcher observed in each participant’s classroom as 

a means to better understand the impact of SBRs on the teacher and the classroom 

climate.

5. Teacher interview: Follow-up, semi-structured, open-ended interviews included 

three multi-part questions. These interviews were conducted face-to-face, audio 

recorded with participant permission, and then transcribed by the researcher.

2. Email 
Interview

S. Teacher 
Interview

3. Document 
Collection

4. Teacher 
Observation

1. Demographic 
Information 
Collection

Figure 1. Data Collection Procedures (Adapted from Creswell, 2007)
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Data were analyzed based on three categories established based on the study’s 

literature review: teaching styles, pedagogical practices, and classroom climate.

Emergent themes were also identified and reported. Findings were interpreted through 

the lens of Eisner’s (2002b) theory of aesthetic teaching and learning (see Table 2).

Table 2
Alignment o f  Theoretical Framework to Research Categories

Eisner's Four 
Senses of 

Teaching as an 
Art 

(2002b)

AESTHETIC
EXPERIENCE

JUDGMENT 
OF QUALITY

UNSCRIPTED
ACTIVITY

EMERGENT
PROCESS

Teaching in 
th e  classroom  
involves such 
skill and grace 
th a t  e ith er o r 
bo th  th e  
te ac h e r & th e  
s tu d en t 
engages in an 
aesthe tic  
experience.

The te a c h e r  
m akes judgm ents 
of educational 
quality based  on:
1) s tuden t 

observations 
an d /o r  th e  
lesson

2) m onitoring of 
abilities in th e  
classroom

The te ac h er 
recognizes 
th a t no t all 
activity in th e  
classroom  is 
predictable 
and s tu d en t 
learning 
experiences 
are often  
unscripted.

The teach ing  & 
learning goals 
are  ever 
evolving and 
are  achieved 
th rough  th e  
process.

Hi
lieiassriOom'Jbhm'ate'MBSS

immmrnmmm



Limitations

This case study was bounded within a single school district in Middle Georgia. 

Participation in this study was limited to public school teachers in grades 7-12; therefore, 

the results may not be representative of teachers in earlier grades, other types of schools, 

or geographic regions. This single school district selected based on researcher access in 

order to meet the significant limitation of time as it pertained to the dissertation study.

As this qualitative narrative case study sought to describe the perceptions of one 

specific group of teachers, one limitation of this study was that the results were not 

generalizable. However, Mertens (2010) confirmed that the goal in qualitative research is 

not to create a generalizable reality for a larger population, for qualitative research 

ascribes to a constructivist paradigm, thus, social environments are also personal 

constructs and thus, are not generalizable. Therefore, the researcher provided concrete 

examples of the research participants’ experiences and presented data in narrative form in 

order to provide the rich description (Stake 1995) characteristic of case study research.

The researcher, as a public school teacher, acknowledged that personal beliefs, 

values, and predispositions potentially existed related to this topic, so the possibility for 

bias was recognized. In an attempt to minimize this bias, the researcher engaged in the 

use of bracketing as part of this research study as recommended by Creswell (2007) as an 

way to limit researcher-based biases and/or conclusions respective to collected data. 

Creswell (2007) revealed that this method’s potential to address bias is by means of 

identifying and then addressing, through personal reflection, the researcher’s thoughts
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regarding the potential bias. Consequently, the researcher practiced bracketing through 

writing in a reflective journal during the course of this study.

The researcher recognized that the a potential bias was rooted in the number of 

years the researcher has had in the profession, the various positions she has held, and her 

first-hand knowledge of many of the Middle Georgia communities and school systems. 

Therefore, the researcher avoided encouraging any potential participants to participate in 

this study. Potential participants received the same recruitment email, and no other 

encouragement to participate was given by the researcher.

This study relied on the research participants’ memory and thoughts that have 

contributed to their perceptions of how standards based reforms have impacted their art 

of teaching. Specifically, part of the data collected was based on questions that asked 

participants to consider retrospectively their art of teaching prior to the implementation of 

NCLB and SBRs and then to consider their art of teaching in the present. Consequently, 

the researcher recognized that the passage of time was a consideration and thus had to 

trust that the research participants extolled honest thoughts, remarks, and reflections to 

the best of their memory as they responded to the interview questions.

Another possible limitation to this study was the teacher observation component. 

First, because this study was collecting available data from before and after the passage 

of NCLB and the subsequent implementation of SBRs, a limitation was present as no pre- 

NCLB observation data were available. This variation was acknowledged by the 

researcher. Second, even though the researcher did not interact in any way with the 

teacher during class observations, Creswell (2009) acknowledged that the presence of the
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researcher has the potential to change the classroom climate while the researcher is 

present. The attempt to minimize this effect with the research participants was addressed 

through contacting each participant prior to the observations to provide assurances 

regarding the point and purpose of the visit prior to the teacher observation. The teacher 

participants informed their students of the researcher’s visit prior to the observations.

Delimitations

This study did not focus on student perceptions, nor did the study attempt to 

collect any type of quantifiable data associated with teacher performance or student 

performance. The decision not to collect this data was purposeful as this qualitative 

narrative case study did not attempt to determine if the teacher participants were highly 

effective teachers as determined by test scores. Instead, the only focus this study had as it 

related to testing was to explore the potential impact that the mandated testing component 

of NCLB and the SBRs had on the participants’ perceptions o f his or her art of teaching 

as it related to their teaching style, their pedagogical practices, and their classroom 

climate. For the purpose of this study, the participants were considered highly effective 

as they were recommended by their colleagues as having met the ten characteristics of 

being a highly effective teacher as outlined in McEwan (2002).

Ten teachers were recommended as potential participants, and of these, seven 

agreed to participate in the study. However, the number of participants for this case study 

was limited to four as Stake (1995) emphasized that the number of participants included 

in a case study should depend upon the purpose of the inquiry. Moreover, Creswell 

(2007) reasoned that, because case study research generates vast amounts of data from
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numerous sources, participant size is not restricted in any manner. Although Creswell 

(2007) affirmed there are not a set number of participants to include in a case study, he 

suggested that no more than four or five should be chosen by the researcher. 

Consequently, this study was limited to four participants.

Assumptions

The researcher of this study was also a public school teacher; therefore, a few 

assumptions regarding the research participants were recognized. The researcher 

assumed that the participants were familiar with the subject-specific content standards, 

and were aware of the steps their district took to implement those standards beginning in 

2004 with the English/Language Arts standards and continuing with the staggered 

introduction of subsequent content areas.

It was also assumed that the participants were aware o f the presence of the 

Georgia Department of Education (GaDOE, 2011) subject-area frameworks complete 

with scripted lessons, notes, and pre-designed performance tasks. Support for this 

assumption was provided as the researcher was aware that several Middle Georgia 

school districts provided professional development in response to NCLB that detailed 

the incoming standards-based reforms and the benefits of the then partially completed 

GaDOE (2011) instructional frameworks.

Additionally, the researcher trusted that the participants provided honest thoughts, 

remarks, and reflections as they participated in the study and shared their perceptions 

regarding the extent that standards-based reforms have impacted their art of teaching.



Definition of Key Terms 

For the purposes of this narrative case study the following terms were defined:

Aesthetic is an appreciation of or a response to that which is beautiful or pleasing 

either visually or through experience; often resulting in some type of transformation 

(Dewey, 1934).

Aesthetic Experience is a personal experience that is created or can occur during 

any human activity, including education. While often associated with an encounter 

through the arts, for the participant, it is a heightened especially meaningful experience, 

usually ending in the sense of fulfillment which solidifies the experience (Parrish, 2010; 

Dewey, 1934; Eisner, 2002b).

A Priori Codes are one type of codes that are commonly used in qualitative data 

analysis and are developed before examining current data (Moran, 2004; Taylor & Gibbs, 

2010). A priori codes can be identified from a variety of sources that could include: a) 

previous research or theory; b) research questions; c) questions and topics from 

interviews; d) literature reviews; e) the researcher’s gut feeling about the data or the 

setting. Moreover, a priori codes can also “come from already determined definitions 

found in literature reviews; from local, commonsense constructs; or from researchers’ 

values, theoretical orientations, and personal experiences” (Bernard & Ryan, 2009, pg. 

56).

Artful Educator is one who engages in a reflective form of practice “informed by 

the imagination [who] employs techniques to select and to organize expressive qualities
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[in order] to achieve ends that are aesthetically satisfying” for both the learner and the 

teacher (Eisner, 2002a, p. 49).

Art and Science o f  Teaching is “a unique and dynamic activity based on the 

science of learning” (Hunter, as cited in Magestro, 1994, p. 83).

Artful teaching/Art o f teaching is a reflective form of practice “informed by the 

imagination that employs techniques to select and to organize expressive qualities to 

achieve ends that are aesthetically satisfying” for both the learner and the teacher (Eisner, 

2002a, p. 49).

Classroom Climate is the interpreted quality of the physical setting of the 

classroom. This includes the mood or the atmosphere created by teachers in their 

classroom to include the physical, the social, and the emotional elements of the classroom 

that contributes to and creates the classroom environment (Adelman & Taylor, 2005; 

Kumar, 2007).

Curriculum is defined in the following multiples: that “which is taught in schools, 

a set of subjects, a content, a program of studies, a set of materials, a sequence of courses, 

a course of study,” and a series of experiences undergone by learners in a school (Oliva, 

1997, p. 4).

Curriculum Narrowing is the practice of increasing instructional time spent on 

state tested subjects like math, reading, and writing, at the instructional cost of other core 

subjects and/or the reduction of core content to basic knowledge (Rothstein, Jacobsen, & 

Wilder, 2008; Rubin & Kazanjian, 201 la).
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District Level Expectations are created by districts in the time of No Child Left 

Behind and encompass the expectations that are required of schools, principals and 

teachers for the benefit of raising student achievement (Wood, 2004).

Highly effective Teachers are, for the purpose of this study, defined as educators 

who display the ten characteristics used by McEwan (2002) in her book, 10 Traits o f  

Highly Effective Teachers? These traits are 1) Mission-Driven and Passionate; 2)

Positive and Real; 3) A Teacher Leader; 4) “With-It-Ness”; 5) Style; 6) Motivational 

Expertise; 7) Instructional Virtuoso; 8) Book Learning; 9) Street Smarts; and 10) A 

Mental Life (McEwan, 2002).

Pedagogical Practices are the intentional instructional practices of the highly 

effective educator. Grounded in the science of educational theories and the artful practice 

of instruction, pedagogical practices are a combination of the expert skills, knowledge, 

and discourse that the teacher needs to know in order to judge, create, and justify the 

many different varieties of decisions faced by the teacher each day. Moreover, 

pedagogical practice includes the daily strategies highly effective teachers utilize to 

incorporate the components of curriculum, instruction, and management into the 

classroom (Alexander, 2004; Chapuis, 2003; Marzano, 2007).

Performance Standards are the criteria provided to place basic expectations for 

content assessment, instruction, and student work. According to the Georgia Department 

of Education, “Performance standards define the level of work that demonstrates 

achievement of the standards, enabling a teacher to know ‘how good is good enough’. 

Performance standards incorporate content standards, but expand upon them by providing
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the teacher suggested tasks, sample student work, and teacher commentary” (GaDOE, 

2007, para 2; West Georgia RES A, 2013).

Science o f  Teaching is the systematic study o f teaching that includes the 

psychological and didactic principles associated with various educational theorists and 

associated theories like child development theory, motivational theory, experiential 

theory, learning theory, teaching theory, curriculum theory, pedagogy theory, adult 

learning theory, and assessment theory, etc. (Hake, 2007; Marzano, 2007).

Standards are the educational goals, objectives, or guidelines related to specific 

content and developed by federal or state departments of education to be used as a 

framework for learning expectations of all students within U.S. public schools (USDOE, 

2003).

Standards-Based Classroom is a classroom that follows the state-mandated 

curriculum and functionality, where both students and teachers have a plain 

understanding of the standards that dictate the instruction. Both teachers and students 

know what is being taught, why, and how (GaDOE, 2007; West Georgia RJESA, 2013).

Standards-Based Curriculum Model is a teaching model grounded in the 

expectations developed by the federal or state departments o f education to be a 

framework for learning expectations of all students within U.S. public schools (USDOE, 

2003).

Standards-Based Reforms (SBRs) is a term used in this study to include all or part 

of the following six elements:
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1) academic expectations fo r  students (often described as indicating ‘what 

students should know and be able to do’); 2) alignment o f the key elements o f the 

educational system to promote attainment of these expectations; 3) the use of 

student achievement assessments to measure outcomes; 4) decentralization of 

responsibility for decisions relating to curriculum and instruction to schools; 5) 

federally imposed state and district support and technical assistance to foster 

improvement of educational services; and 6) accountability provisions that reward 

or sanction schools or students on the basis of measured performance” (Hamilton, 

Stecher & Yaun, 2008, p. 2).

Teaching Style includes the qualities of a teacher’s philosophy, attitude, and 

actions used to intentionally expose a student to the whole of learning. It is the quiet 

force of abilities utilized by the teacher that drives the instructional activities and 

encourages learning. Unique to each highly effective teacher, teaching style includes 

distinct qualities of excellence that are intrinsic to the teacher and includes a variety of 

behaviors and actions aligned to the teacher’s personal philosophy, values, and beliefs 

and are utilized effectively in the classroom (Butler, 1984; McEwan, 2002).

Template Analysis is a particular way of thematically analyzing qualitative data 

and involves the development of a coding "template", which summarizes themes 

identified by the researcher(s) as important in a data set, and organizes them in a 

meaningful and useful manner beneficial to the research. Analysis often, though not 

always, starts with a priori codes, which identify themes strongly expected to be relevant 

to the analysis. However, these codes may be modified or dispensed with altogether if
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they do not prove to be useful or appropriate to the actual data examined (University of 

Huddersfield, 2007).

Turn to Theory is a means by which the qualitative researcher can use the theory 

or the theorist associated with his or her research to analyze data and/or to interpret data 

through the lens of the theory or the theorist. According to Wolcott (1994), turn to theory 

is “A means to link case studies to larger issues” (p. 43). Wolcott (1994) stated that this 

method allows the researcher various ways to examine data and interpret the phenomenon 

being researched (Wolcott, 1994).

Summary

In the 12 years subsequent to the passing of No Child Left Behind (NCLB), the 

ensuing standards-based reforms (SBRs) have created multiple effects that have 

permeated every aspect of the educational process. Increasingly, research studies are 

examining the merits of this 2001 piece of legislation, as teachers report constraints 

placed upon them by this educational reform. Accordingly, the purpose of this 

qualitative narrative case study was to explore the extent that standards-based reforms 

have impacted the art of teaching of highly effective teachers in grades 7-12.

Chapter 1 presented the introduction, background and theoretical framework of 

the study, as well as the statement of the research problem, the purpose and significance 

of the study, and the research questions. Additionally, this chapter described the study’s 

methodology and addressed limitations, delimitations, and associated assumptions. This 

chapter also provided definitions of key terms relevant to the study.
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Chapter 2 presents a review of the literature related to the rise of standards-based 

reforms in education at the national and state level. This chapter also includes a review 

of effective teacher research to include literature on the importance of teaching style, 

pedagogical practice, and classroom climate.

Chapter 3 describes the methodology for this qualitative narrative case study, 

including the problem, purpose, research questions, research design, setting and 

participants, data collection procedure, and data analyses procedures used to address the 

main research question and the sub-questions of this study.

Chapter 4 presents an analysis of the data collected from participant interviews, 

provided documents, and teacher observations. This chapter includes the participants’ 

profiles, narrative description of data, the data analysis process, emerging themes, and a 

theoretical interpretation of the findings.

Chapter 5 includes a review of the study, as well as a discussion of the study’s 

findings, implications, and recommendations for further research.



CHAPTER 2 

REVIEW OF THE LITERATURE 

Cohen (1995) reported that considerable sums of educational research have been 

conducted focusing on the teacher’s role in the classroom. In agreement, McGuinn

(2006) affirmed that the work teachers do on a day-to-day basis regularly falls subject to 

the scrutiny of research, specifically with regard to the relationship between the teacher’s 

instructional practices and the students’ success. Within the current trend of educational 

accountability generated at the federal and state level, Ravitch (2010) stated that federal 

education reforms have been the impetus for much of this contemporary research as 

many of these reforms have directly influenced policies and teachers. Nogera (2007) 

reported that as a result of the many policy changes over time, educational practices have 

been influenced causing countless numbers of teachers to be affected in multiple ways. 

Accordingly, and depending upon the research, the various impacts on education that 

have resulted have influenced the teaching style, pedagogical practice, and classroom 

climate of highly effective teachers serving under the shadow of NCLB.

Principally, with the passage of No Child Left Behind (NCLB), a shift in 

educational practices occurred, as Dee and Jacob (2010) purported that NCLB generated 

the most extensive government educational policy changes initiated in the last 40 years.

35
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Because NCLB contained multiple layers of embedded reforms, direct evidence 

supporting Dee and Jacobs’ claim can be found in the policy’s execution at the national 

and state level. In order to address fully the central question of this study and the 

subsequent research questions, a review of the following literature includes informative 

works related to the fundamental areas of this study, empirical peer-reviewed journal 

articles, and data from empirical research in several key areas.

Standards-Based Reforms under NCLB 

Beginning with its earliest national introduction, NCLB created cause for great 

concern by many in education. The rise of accountability procedures grounded in high- 

stakes testing combined with sanctions for failing to achieve beset many educators. 

However, not all teachers were concerned by NCLB. Mumame and Papay (2010) 

affirmed that it would be inaccurate to characterize the opinions of all teachers 

collectively, as their research found that many teachers supported the fundamental 

principles of NCLB to provide a quality education for all children. However, while their 

research indicated teacher support for the principles, there was also genuine and equal 

concern for the practices associated with NCLB and the impact these practices have had 

on the profession of teaching.

The basic premise of NCLB was for schools and educators to be held to a stricter 

level of accountability regarding the academic achievement of students and thus, positive 

changes in education would occur. Kimura, Nishioka, Jenner, Capellas, and Brandt

(1999) reported one promised benefit of NCLB was equal access to the curriculum, 

instruction, and subsequent associated assessments for all students. Since the
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2001 enactment of NCLB, the ensuing standards-based model (SBM) of reforms has 

permeated every aspect of education.

Ravitch (2010) revealed that NCLB proposed by President George W. Bush 

shortly after taking office, received the support of both Republicans and Democrats alike 

as members of each party held that educational reform was needed. Moreover, these 

politicians recognized that NCLB had the potential to assist each political group with 

specific aspects of their agendas. Specifically, there were members of each party who 

supported what Noguera (2007) revealed to be the priority quest of the nation, that is, 

addressing America’s educational deficiencies through a direct evaluation of what public 

school teachers were or were not teaching and what students were or were not learning. 

Sizer (2004) proposed that NCLB was the direct reflection of the American people’s 

disgust with the way states and school districts addressed the educational needs of 

students who were finding themselves in the ever-increasing gap between the rich and the 

poor. However, Kohn (2004a) reported that the Congressional support and interest 

generated in passing this legislation were not singularly aimed at addressing the nation’s 

educational shortcomings, but intended to execute the biased agendas of both political 

parties; and thus, the reason the act received strong bipartisan support. McGuinn (2006) 

and Ravitch (2010) confirmed that this issue-specific bipartisan alliance was one way for 

Democrats and Republicans to address individual party goals, as the Democrats wanted 

education to have an increased federal presence and Republicans favored NCLB’s school 

choice provision. In the end, the act was passed and along with it came various 

associated reforms.



According to the U.S. Department of Education (USDOE, 2003), NCLB 

authorized the use of tougher accountability requirements like the standardization of the 

curriculum, the standardization of instruction, and the standardization of classrooms. 

Presented as being a research-based initiative, the text of NCLB (2002) cited the phrase, 

“scientifically based research” over 100 times; however, the document was void of a 

definition for the verbiage (NCLB, 2002). Beghetto (2003) reported that in spite of 

extensive discussion among various scientific groups, a precise definition specific to 

NCLB had remained elusive. A year later, Zucker (2004) reported that the term 

“scientifically based research,” when used within the boundaries of the field of education, 

had essentially come to mean what Marzano, Pickering, and Pollock (2004) defined it as, 

that is, educational research that employs an equal application of quantitative rigor 

typically found in conducted research for the “hard” sciences such as chemistry, physics, 

or biology (p. 4). Wood (2004) agreed that the chief intent of NCLB was to improve 

education through research based principles; however, Ravitch pointed out in 2009 that 

nearly a decade after the implementation of the act, much of the contemporary research 

on NCLB called into question the success of this reform effort, indicating instead that 

NCLB had led to considerable conflict and controversy resulting in great opposition by 

forces both internal and external to education.

While Noguera (2007) revealed that this educational initiative was bold in its 

desire to improve education for all, Ravitch (2010) indicated that not everyone 

experienced success, as it was not long before both teachers and students realized the 

impact of NCLB with regard to accountability specific to the required standardized
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testing component. Accordingly, Kohn (2000) affirmed if student pass rate percentages 

on the mandated high-stakes tests were not on par with the established criteria for 

achieving AYP, not only would the students suffer academic repercussions, but 

additional punitive sanctions would eventually befall the school and ultimately the 

teachers. Kohn’s (2004b) assessments of these repercussions are supported by the chief 

sponsor of NCLB, House Representative John Boehner (2001) who, in his bill synopsis, 

outlined the consequences of not succeeding. Thus, as an attempt to avoid educational 

failure and as a means to ensure collective student outcomes, Rentschler (2011) asserted 

that NCLB was centered on creating conformity within education and mandated all 

participating states receiving federal funds to develop educational policies that aligned to 

NCLB’s principles. Continuing, Rentschler (2011) reported that as the individual states 

began the process of alignment, the design of a common instructional framework, along 

with the standards-based classroom model, was spawned. Each served as an attempt to 

address the high-stakes testing component of NCLB. Accordingly, this model of 

compliance gave rise to the acceptance of scripted classroom teaching that was set within 

the standardized classroom model. Consequently, and in a cyclical fashion, the focus in 

public education became one centered on the student’s ability to pass the required high- 

stakes tests through demonstrated mastery over the selected standards, which were 

viewed to be the school’s curricula. This feat was to be accomplished by relying on the 

pre-fabricated standardized instructional lessons and common performance tasks to be 

utilized within the setting of a standardized classroom model, and then, in full circle,
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student performance was to be measured by common benchmark assessments and then 

the mandated state developed high-stakes tests. Figure2 illustrates this cycle.

HIGH
STAKES

TESTING

C O M M O N
BENCHMARK

ASSESSMENTS

C O M M O N
PERFORMANCE

TASKS

STANDARDS & 
STANDARDIZED 
CURRICULUM

STANDARDIZED
CLASSROOM

MODEL

PRE-FABRICATED
CONTENT

FRAMEWORK
LESSONS

Figure 2. The Cyclical Process of NCLB and Standards-Based Reforms

Although it has been more than a decade since the initial passing of NCLB, the 

established protocol of high-stakes testing continues to have power over the 

advancements and/or the restrictions of schools, students, and teachers. In his research 

on the effects of high-stakes testing, Au (2007) affirmed that high-stakes testing, as 

central to NCLB, has had three significant effects. First, high-stakes testing has led to the
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creation of a curriculum whose content has been altered, meaning that, the curriculum has 

been narrowed to focus only on that which is to be tested. Second, high-stakes testing 

has altered how knowledge within the content is structured, leading to the use of a 

minimalist approach that has relegated much of what is to be learned to the lower 

knowledge base or comprehension level. Third, high-stakes testing has altered how that 

content is communicated to the students by the teachers to include all associated 

pedagogical practices. In his conclusions, Au (2007) asserted that the data generated by 

high-stakes testing serves two significant purposes. First, the data are what defines the 

success or the failure of schools since the results are used to identify schools that are 

deemed to be succeeding or failing in their pursuit to achieve adequate yearly progress 

(AYP). Second, the data provides a clear opportunity for the increased control over what 

happens in the schools and in the classrooms by forces external to education.

Accordingly, Kohn (2004b) reported schools that fail to meet the state’s established 

criteria for AYP are identified as being in need of improvement and face outlined tiered 

sanctions. Rentschler (2011) affirmed that once identified as a school in need of 

improvement, a school had to work unrelentingly to correct identified deficiencies or risk 

being placed on the next tier of sanctions. This action jeopardized the school by placing 

it one step closer to the state assuming control over the school. As a means to counter the 

possibility of failing to make AYP, a new focus on SBRs as an educational impetus 

began.

Massell, Kirst, and Hoppe (1997), as well as Meier (2004), confirmed that the 

move toward SBRs began in education in the latter 1980s and continued into the 1990s
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for these reforms were connected to earlier educational initiatives. Mumame and Papay 

(2010) reported that some individual states (i.e. Massachusetts, Kentucky, Florida, and 

Texas) had already developed extensive test-based accountability systems that included 

variations on SBRs long before NCLB. As such, SBRs, as defined by this study 

(Hamilton, Stecher & Yaun, 2008), were already in the earliest stages of being 

implemented in public schools. However, with the subsequent passing of NCLB in 2001, 

the standards-based reform movement grew exponentially and created a ripple effect as 

individual states subscribed to, replicated, and then mandated these reforms along with 

other various accountability measures (Zhao, 2009). Even though NCLB allowed states 

extensive flexibility to develop the content standards, design the high-stakes tests, and 

decide the minimum score needed to be declared proficient, Mumame and Papay, (2010) 

acknowledged the implementation of accountability provisions was welcomed by some, 

yet remained suspect by others.

Foorman, Kalinowski, and Sexton (2007) reported that as the demands of NCLB 

became embedded in the day-to-day world of education, SBRs, as aligned to the 

established state standards became part of the school-improvement movement for many 

states. Presented at the state level and mandated at the district level, these reforms were 

intended to standardize the teaching style, the pedagogical practices, and the classroom 

climates of teachers in each participating state.

Standards-Based Reforms in Georgia 

At the request of the Georgia Department of Education (GaDOE, 2006), Phi Delta 

Kappa, in 2002, conducted an audit of the state’s existing Quality Core Curriculum
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(QCC). The results of this examination determined that Georgia’s QCC was too broad, 

lacked significant depth, and fell short of meeting standards established at the national 

level. Moreover, the study highlighted the impossibility of educators addressing all of 

the QCCs within a student’s typical 12 years of education. In fact, it was determined that 

the requirements of the QCC were so extensive and void of depth, that it would be 

impossible for any significant learning take place unless the objectives could be presented 

over a 23-year period (GaDOE, 2006). As a result of this audit and the real need to 

comply with the requirements of NCLB, the GaDOE (2002) created new content 

standards known as the Georgia Performance Standards (GPS). Through the GaDOE, the 

GPS were phased into existence over a four-year period. Table 3 depicts this 

implementation schedule.

Table 3
Georgia Performance Standards: Schedule o f Implementation (GaDOE, 2004)

2005-06 2006-07 2007-08 2008-09

CONTENT AREA/ 
GRADE LEVEL(S)

CONTENT AREA/ 
GRADE LEVEL(S)

CONTENT AREA/ 
GRADE LEVEL(S)

CONTENT AREA/ 
GRADE LEVEL(S)

ENGLISH LANGUAGE 
ARTS/ K-12

SCIENCE/
3-5

SCIENCE/
K -2& 8

MATH/
9-12

SCIENCE/ 
6, 7, & 9-12

MATH/
K -2& 7

MATH /  
3-5, & 8

SOCIAL STUDIES/ 
K-5

MATH/
6

SOCIAL STUDIES/ 
6-12
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These new standards, accompanied by SBRs, had the potential to, and eventually would, 

impact the teaching style, pedagogical practices, and classroom climate of the state’s 

educators.

In keeping with the national trend, the evolution of SBRs in the State of Georgia 

varied little from those in other states. The state’s DOE endorsed and provided 

professional development to guide teachers and administrators through the process of 

integrating the new GPS within the framework of the standards-based classroom model. 

As a means of professional development, the GaDOE (2005) developed focus trainings 

intended to expose educators to (a) the content specific standards; (b) the role of the 

enduring understandings; (c) the use of the essential question; (d) the word wall; (e) the 

content concept maps; (e) the prefabricated instructional frameworks complete with 

aligned performance tasks; and (f) examples of standardized benchmark assessments 

(DocumBase.com, 2013). Endorsed as a key step on the pathway to achieving AYP, 

designated school personnel across the state attended this training in order to comply. By 

using the ‘train the trainer’ concept, the Ga DOE supported the integration of SBRs at 

each school level (GaDOE, 2006).

In his discussion on the accuracy and effectiveness of AYP as a means to measure 

the success of schools, Mathis (2006) reported that many school districts across the 

nation began to train school personnel on the techniques needed to meet NCLB’s 

requirements as outlined by the AYP prerequisites. Realizing the pressure to achieve at 

the district level, Georgia school leaders were provided additional training through 

various professional organizations on how to educate the teachers on the integration of
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SBRs in the classroom. In Georgia, one such organization, GLISI (2011), an acronym for 

the Georgia Leadership Institute for School Improvement, provided this training for 

district administrative teams so they would better understand the SBR requirements and 

then, how best to employ them within the classroom and within the school (GLISI, 2011). 

Because SBRs were presented as being critical to enhancing the school’s chances of 

achieving AYP, many school systems readily accepted SBR initiatives and mandated 

their use upon completion of the training.

Now armed with a clearer understanding of the mission at hand, school 

administrators, coupled with district directives, assumed the school-wide use of SBRs as 

this approach was promoted as being the most reliable means to achieve the desired 

results of obtaining AYP (GLISI, 2011; West Georgia RESA, 2013). Thus, the practice 

of teachers limiting instruction to the content standards, to be universally delivered 

through prefabricated instructional frameworks, and then assessed through common 

benchmark evaluations originated. Mathis (2006) reported teacher conformity became 

the conventional process to avoid potential sanctions related to the AYP’s measurement 

of a school’s success. When the goal of achieving AYP rose to a new level of 

prominence, building level principals were soon aware of their critically expanding role 

as well.

During the early days of NCLB, Bishop (2009) affirmed that the role of principal 

began to shift from one who formerly managed and accounted for school resources, to 

one who was formally being held accountable for student success. Through the imposed 

accountability measures tied to NCLB, building administrators recognized the greater
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challenge of their new role as the school’s curriculum and instructional leader, 

specifically as each related to the academic achievement of all students. Hence, Larson 

(2009) revealed the lure of conformity through the use of SBRs as a means to achieve 

accountability appealed to administrators and in turn contributed to SBRs becoming 

policy norms. Consequently, the standards as a curriculum, grounded in accountability 

measures as provided by high-stakes testing, gave rise to the standards-based classroom 

model and when combined with the state-generated frameworks of prescriptive lessons, 

became the routine formula that teachers were mandated to follow (Kohn, 1999; Rubin & 

Kazanjian, 201 la).

In Georgia, this standards-based classroom conformity model included specific 

mandated components that were required to be visible to all administrators during any 

administrative classroom walk-thru or formal observation. Touted as a way to inform and 

to focus students on what they were to know and to learn, and as a way to eliminate 

inconsistencies between teachers, Schultz (2005) revealed that the push to standardize 

classrooms came with an attached, yet unspoken message for many teachers: that a loss 

of autonomy, a loss of individuality, and a loss of professionalism had transpired. Hence, 

while the idea to narrow the achievement gap in education through NCLB may have had 

innocuous origins, Eryaman and Riedler (2010) and Taylor (2010) confirmed that it was 

not long before many educators across the nation viewed the standards-based classroom 

model and the prescriptive lessons of the instructional frameworks as just another attempt 

to “teacher-proof’ the classroom (Ravitch, 2005). Few would disagree that NCLB and 

the ensuing SBRs have wrought change in the educational setting and have impacted
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highly effective teachers in their daily practice. The degree to which this has happened, 

specific to the teaching style, the pedagogical practices, and the classroom climates of 

these professionals, is worthy of investigation.

Effective Teacher Research: The Art and Science of Teaching 

The value of a highly effective teacher cannot be underestimated as these 

exceptional individuals create opportunities and experiences for their students that are 

life-altering and transformational (Darling-Hammond, 2009).Often identified as an art 

and a science, teaching and its associated activities vary on a day-to-day basis as it is an 

ongoing and emergent process (Smith, 2005). When examining education through the 

lens of the arts, Eisner (2004) asserted that teaching is an unscripted activity that requires 

the highly effective educator to possess multiple aptitudes in order to create the needed 

aesthetic experiences. Moreover, Greene (1995) revealed it is the artful side of teaching 

that allows the highly effective teacher, through the flexibility and the creation of 

aesthetic experiences, the opportunity for academic discovery. When considering 

teaching as a science, Hake (2007) explained it to be the systematic study of education 

that includes the psychological and didactic principles that are associated with the many 

educational theorists and the associated theories. These educational theories include but 

are not limited to child development theory, motivational theory, experiential theory, 

learning theory, teaching theory, curriculum theory, pedagogical theory, adult learning 

theory, and assessment theory. Marzano (2007), in his research synopsis on the art and 

science of teaching, included three basic practices related to being a highly effective 

teacher: focus on instruction, focus on management, and focus on classroom curriculum
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strategies. Marzano’s (2007) effective practices align to this study’s areas of research 

specific to the teaching style, pedagogical practice, and classroom climate of highly 

effective teachers.

The highly effective teacher is a multi-faceted individual who demonstrates the 

best of what it means to be a teacher. Numerous studies have been conducted in an 

attempt to identify the highly effective teacher. Popham (1999) affirmed that in the era of 

SBRs, effective teachers and effective teaching have been defined almost singularly by 

student results on high-stakes standardized tests. This is a practice with which Popham 

(1999) did not agree as he emphasized the impossibility of a single test to measure the 

school, the teacher, or the student. Thus, the singular use of test data to determine the 

effectiveness of the teacher and/or the school provides an incorrect, almost deceptive 

representation of each to the community, to the parents, and to the teachers as well, 

specifically with regard to understanding their own levels of effectiveness.

Referring to existing empirical research, (Darling-Hammond, 2000; Marzano, 

Pickering, & Pollock, 2004; Wright, Horn, & Sanders, 1997), Tucker and Stronge (2005) 

confirmed that highly effective teachers, through their teaching style and their 

pedagogical practice, increase a student’s desire to learn. By providing the desired 

experiences for student success, Tucker and Stronge (2005) determined that highly 

effective teachers accentuated the positive aspects of education through the creation of 

exceptional experiences and in doing so, promoted a desire within students to achieve 

academically. Darling-Hammond (2009) emphasized that research on teacher 

effectiveness provided a tremendous wealth of insight on how to address student needs.
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However, any attempt to assign a set of exacting dispositions that would accurately 

reflect effective teachers and uniformly characterize what effective teaching is would be 

nearly impossible as each in various research studies presents uniquely.

Fennell (2011) affirmed that highly effective teachers know their content, know 

their students, and know the politics linked to their profession in order to navigate the 

dynamics of the classroom, school, and community. Pianta, Hamre, and Stuhlman,

(2003) revealed that highly effective teachers work to develop relationships with their 

students, as they view this act to be imperative in fostering the personal and academic 

growth of their students. Kemp and Hall (1992) acknowledged that highly effective 

teachers enjoy having the opportunity to make their own judgments regarding classroom 

decisions specific to teaching style and pedagogical practice. Grounded in the 

recognition that the teacher is a professional, and as such, would understand how best to 

utilize his or her own professional judgment, Spencer (2013) agreed that having the 

autonomy to make academic decisions is critical to the overall interests of highly 

effective teachers.

While each of the aforementioned descriptors provides a limited snapshot into the 

preferences and practices of the highly effective teacher, the list is not comprehensive as 

many studies have highlighted this research focus. For the purposes of this qualitative 

narrative case study, an investigation of additional empirical research will include a brief 

historical summation of effective teaching research against the backdrop of the 1970s,

80s and 90s.



In the 1970s and 80s, studies on teacher effectiveness moved to the forefront of 

educational research. Brophy (2006) revealed that four large research programs known 

as the Texas Teacher Effectiveness Study, the Beginning Teacher Evaluation Study, the 

Missouri Math Study, and the Follow through Evaluation Study were the noteworthy 

forces behind this research and home to many significant researchers of the period. 

Researchers like David Berliner, Jere Brophy, Tom Good, Barak Rosenshine, Norma 

Furst, Jane Stallings, and others laid the groundwork for educators to better understand 

the significance o f examining teacher effectiveness and served to inspire contemporary 

research on the criticality of the role that a highly effective teacher plays in the 21st 

century classroom.

In an attempt to examine what made a teacher highly effective, Brophy and Good 

(1986) conducted a study to evaluate less effective teachers as compared to their more 

effective counterparts. The results of the study revealed specific elements deemed to be 

significant. Resulting data revealed student accomplishment aligned directly to those 

who were taught by the more effective teachers. An examination of the teaching style 

and the pedagogical practice of the participant groups were employed in order to compare 

and contrast the variances. The practices examined included class management, time 

allotted for learning, the use of direct instruction, and a focus on staying on task. Brophy 

and Good (1986) confirmed these specific examples of teaching style/pedagogical 

practices were vital to the study.

The purpose of this type of research was to identify effective teaching behaviors 

that could be generically inculcated into teacher education programs and educator
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evaluation methods. Hence, in managing the research, the amount of time the students 

spent on task was ultimately determined to be as significant as the students’ overall 

achievements. As a means to link time on task with student achievement, a new theme 

emerged in the form of student engagement, while the teacher remained responsible for 

student effort. Thus, in the 1970s and 80s, the strongest determining factor for 

identifying an effective teacher was student achievement.

The four large research groups Brophy (2006) identified above produced seminal 

studies that examined the relationship between the processes of the classroom and the 

products of the classroom. Brandt (1992) reported a majority of this research and 

subsequent study were centered on the practices of teachers identified as having students 

who scored high on standardized tests. The resulting data of this research are based on 

the process and product concept, which theorized when the teacher engaged in 

scientifically-based behaviors or practices (the process), that which resulted, like a 

student performing well on an assessment, became the product. The work of Rosenshine 

and Furst (1971, 1973) served as the impetus for future studies in the 1980s and 90s after 

they engaged in a meta-analysis of teacher behaviors and concluded that highly effective 

teachers demonstrated common variables unique to them. These included: (a) clarity, (b) 

variability, (c) enthusiasm, (d) having task-oriented and/or businesslike behaviors, and (e) 

student opportunity to learn standardized material (Bulger, Mohr, & Walls, 2002). This 

research was later extended and supported by the work of Brophy and Good (1986).

Subsequent research by Rosenshine and Stevens (1986) and O’Neill (1988), 

affirmed that class management and the management of teaching were directly related to
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student learning. In a related study, Kemp and Hall (1992) aligned student achievement 

to effective teaching and pedagogical practices as they too concluded that class 

management and the management of teaching was significant. Conducted that same year, 

the research of Kemp and Hall (1992) supported that students made greater gains when 

they were taught in an environment where teaching procedures were systematic, but also 

where the teacher had the opportunity and the autonomy to make professional judgments 

to adjust the complexity level of the teaching and/or the assignments as determined by the 

teacher. Thus, the major research conclusion of the Kemp and Hall (1992) study was that 

student learning and student achievement were directly related to the instructor’s mastery 

over the subject content, his or her pedagogical abilities, and the specific interaction 

between the two.

In 1988, Feldman conducted a meta-analysis of 31 studies specific to higher 

education in which he examined the pre-identified characteristics o f highly effective 

instructors as determined by students and by faculty. The analysis concluded that the 

most common characteristics identified by the students as being significant were 

dissimilar from those identified by the faculty. Student participants placed a strong 

emphasis on personal attributes of teachers as they wanted teachers who were interesting, 

had an engaging delivery style, were easily accessible, and were willing to help. 

Conversely, faculty participants placed greater importance on professional attributes such 

as establishing high standards through academic integrity, promoting and being 

intellectually rigorous in their interactions with others, encouraging motivation among
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the students, and advancing the concept of self-directed learning with students by 

fostering the concept of self-initiated learning.

Following the lead of Jackson (1990), McEwan (2002), through extensive 

literature reviews and by combing through existing research, analyzed, summarized, and 

then highlighted the identifying characteristics of highly effective teachers specific to 

what their teaching style and teaching methods. Looking for a relationship between the 

actions of the highly effective teacher and student performances, McEwan (2002) 

concluded there were 10 specific traits exceptional educators regularly displayed. Thus, 

for the purpose of this qualitative narrative case study, the established defining criteria for 

“highly effective” teachers was based the ten characteristics used by McEwan (2002) in 

her book, 10 Traits o f Highly Effective Teachers. To reiterate, these traits include: 1) 

Mission-Driven and Passionate; 2) Positive and Real; 3) A Teacher Leader; 4) “With-It- 

Ness”; 5) Style; 6) Motivational Expertise; 7) Instructional Virtuoso; 8) Book Learning;

9) Street Smarts; and 10) A Mental Life.

Table 1 provides a detailed description of each characteristic. This criterion was 

selected specifically for its practicality of use, its concise overview in characterizing an 

“effective” teacher, and the details it provided in describing each effective teacher 

attribute. Accordingly, these criteria served as the study’s definition of what it meant to 

be “highly effective” and were used by the study’s key informants to identify potential 

research participants. Principally, McEwan (2002) compiled this information into a 

bestselling book as a means to assist building-level principals in their quest to hire 

exceptional teachers. In an attempt to identify potential highly effective teachers, many
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principals and districts are turning to research to determine what qualities, traits, and/or 

characteristics to look for prior to employing new educators/ In 2003, Carter conducted 

an analysis of 96 teachers in Hamilton County, Tennessee specifically to gain 

information for “recruiting, selecting, hiring, supporting and retaining quality teachers” (p. 

17). All of the study’s participating teachers had been previously identified as being 

highly effective either through the obtainment of high assessment scores or through 

principal nomination. The 18-month long study examined the background data, the 

educational philosophies, the collegial experiences and coursework, as well as the 

professional development opportunities of these participants. While the study did reveal 

some minor conclusions regarding the correlation of test scores, the greater good of the 

study was found in what these participants revealed regarding professional development. 

The exceptional benefits of providing professional collaboration opportunities combined 

with ongoing “training, nurturing, and support” (p. 18) was stressed. Moreover, it was 

indicated that new teachers would benefit from this continued training and the assistance 

of mentors willing to assist them in their journey.

In his 15-year longitudinal, quasi-research study, Walker (2008) reported the 

results of his work with undergraduate pre-service teachers and teachers who had 

returned to college seeking a graduate degree. With over 1000 participants from multiple 

backgrounds, races, ethnicities, experiences, and gender, the study’s focus centered on 

participant perceptions concerning the defining characteristics of a highly effective 

teacher. Asking students to respond to a single research question regarding the qualities 

of the teacher who had the most positive and/or significant impact in their life and who,



55

either directly or indirectly, inspired them to become a teacher, the researcher had the 

students write essay responses to the research prompt. Additionally, pre- and post

discussions with the participants were held. In reporting his results, Walker (2008) found 

that within the 15-year period of the study, 12 reoccurring themes or characteristics 

emerged. Collectively, these reoccurring themes placed emphasis on the personal 

disposition of the teachers and not on the academic behaviors or the academic 

attainments of the teachers. Hence, what mattered most to the participants were the 

nurturing and caring qualities displayed by the teacher.

Noddings (1992) supported the importance of caring in education, as she affirmed 

the benefits and positive effects of teachers incorporating long-term care into their 

classrooms and in building relationships with their students. So important to the role of 

being highly effective, Noddings (1984) affirmed that caring is essential and serves to 

underpin the pedagogical practices of many highly effective educators. Scott-Elliot 

(2009) insisted that positive relationships between the teacher and the student are critical 

to ensure the academic success of the student. This relationship, dictated by the teacher’s 

beliefs, character, and personality will influence his or her teaching style, pedagogical 

practice and classroom climate. Thus, as the teacher works to develop a positive student- 

teacher relationship, ultimately the outcome will depend on how the students respond to 

the combination (Scott-Elliot, 2009).

The Role of Teaching Style, Pedagogical Practice, and Classroom Climate 

Understanding the relationship between teaching style, pedagogical practices, and 

classroom climates can be difficult as the lines that delineate the three consistently
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overlap and often blur in the classrooms of highly effective teachers. Often, the 

integrative actions of exceptional educators inspire students to reach for goals previously 

believed to be unattainable. Therefore, it is significant to identify the role that teaching 

styles, pedagogical practices, and classroom climates of highly effective teachers’ play as 

Darling-Hammond (2000) and Goe and Holdheide (2011) emphasized the influence 

highly effective teachers have on student learning.

Teaching Style

Understanding what distinguishes a highly effective teacher in the classroom is 

critical. Jarvis (2002) discussed the once widely accepted idea that teaching was 

grounded in the general perception that there was some type o f knowledge or truth to be 

known and through the actions and/or the practices of the teacher, this knowledge could 

be obtained by others. While there is a connection between what a teacher does and how 

well a student performs (Darling-Hammond, 2000; Goe & Holdheide, 2011), further 

examination regarding the teaching style of highly effective teachers is needed. Highly 

effective teachers have their own unique style of teaching that sets them apart; therefore, 

there is no single style that is correct. Instead, exploring the role that teaching styles play 

offers insight into these individual’s unique ability to engage their students.

For the purpose of this study, teaching style was defined as the qualities of a 

teacher’s philosophy, attitude, and actions used to intentionally expose a student to the 

whole of learning. It is the quiet force of abilities utilized by the teacher that drives the 

instructional activities and encourages learning. Unique to each highly effective teacher, 

teaching style includes distinct qualities of excellence that are intrinsic to each teacher
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and includes a variety of behaviors and actions aligned to the teacher’s personal 

philosophy, values, and beliefs and are utilized effectively in the classroom (Butler, 1984; 

McEwan, 2002). Accordingly, it is important to point out that teaching style is not the 

equivalent to teaching methods.

Often used interchangeably, the two terms teaching style and teaching method 

have distinctively different meanings as reported by Jarvis (2002). Accordingly, Jarvis 

(2002) proposed that style refers to the “the way things are done -  design and so on,” 

while method refers to “the techniques teachers employ; the processes” (p.23). Calling 

attention to the difference between the two is significant, as Jarvis (2002) aligned 

teaching style to the art o f teaching and teaching method to the science of teaching. 

Hence, according to Jarvis (2002), “teaching method” addressed the process or the 

pedagogy of teaching [the science of teaching], while “teaching style” addressed the 

actions or associated behaviors demonstrated while teaching [the art of teaching] (p. 24). 

Jarvis (2002) continued in his explanation by declaring if teaching methods are placed at 

the center of one’s educational focus, the effects result in standardized education. 

Conversely, if the educational focus is on teaching styles, the effects result in recognizing 

the uniqueness of the teacher.

Accordingly, it is easy to see why these two phrases are often misinterpreted or 

even substituted one for the other, as Jarvis (2002) concluded, the teacher who 

determined which teaching methods were to be used in the classroom was also the same 

teacher who demonstrated his or her own distinctive teaching style in the classroom. 

Hence, from the learner’s perspective, an overlap occurs, and the lines differentiating
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style from pedagogical practice begin to blur. Even still, Jarvis (2002) confirmed that the 

proper blend of method and style are necessary for overall success.

The development of the Grasha (1996) Teaching Style Inventory reflected a 

response for the need to systematically categorize the shared personalities and behaviors 

typically exhibited by all teachers. Relying on the research of Jung (1960), Bandura 

(1971), Kolb (1984) and others, Grasha (1996) launched his own research which yielded 

a research-based taxonomy of five teaching styles as displayed in Table 4. This taxonomy 

was subsequently developed into a teaching styles inventory of 40 questions designed to 

assist teachers in determining their own style and thus, providing them a chance to reflect 

and consider the alignment of their teaching style to the various learning styles of their 

students. Each determined style has specific descriptors that highlight the characteristics 

of the like personalities and behaviors as determined by Grasha (1996).

Table 4
Teaching Styles (Grasha, 1996)

STYLE DESCRIPTION

Expert
Possesses knowledge and expertise; oversees, guides, and directs learners; gains 
status through knowledge; focuses on facts

Formal
Authority

Possesses status among learners because of knowledge and au thority / position; 
follows "traditions” and standards of medical practice; focuses on rules and 
expectations for learners; supervises learners closely with critical eye toward 
standard practices and procedures

Personal Model
Leads by personal example; suggests prototypes for appropriate behavior in office; 
shows learners how to do things; wants learners to observe and emulate approach

Facilitator
Emphasizes personal nature of teaching-learning relationship; asks questions, 
explores options with learners; focuses on learner responsibility, independence, 
and initiative

Delegator
Encourages learner responsibility and initiative when appropriate; goal is to have 
learner function autonomously; a "resource person"; answers questions and 
periodically reviews learner progress

Note. Adapted from Teaching with Styleby A. (jrasha, 19%, San Bemadino, CA: Alliance.
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Jarvis (1995) pointed out that teaching is typically grounded in two basic 

approaches: student-centered or teacher-centered. Also considering this idea, Grasha 

(1994) proposed that a good number of educators fall into additional broad-spectrum 

teaching categories. That is, some are progressive who are student-centered and exhibit 

an informal authority style in their teaching. Alternatively, some are traditional who are 

teacher-centered and employ a formal authority style in their teaching. While each style 

and approach demonstrates specific features and distinctions, Grasha (1994) clarified that 

these combinations of categorizations are not always aligned in this manner, as one could 

see any combination depending on the uniqueness of the personalities, behaviors, beliefs, 

and opinions of the teacher. Table 5 depicts the two basic teaching styles and 

characteristics of each.

Table 5
Broad-Spectrum Teaching Approaches

Student-Centered Classroom 
Progressive Teacher 
Informal Authority

Teacher-Centered Classroom 
Traditional Teacher 

Formal Authority
• active/constructivist
• energetic -  less structured
• promotes student-teacher 

interactions
• entertaining/keep students engaged
• promotes class discussion, 

collaborative learning & group 
projects

• incorporates life experiences of 
personal stories to enhance the 
content of the curriculum

• project-based assessments
• participatory

Note. Adapted from leaching with Style by A. (jrasha, 19%, San B

• serious — highly structured
• authoritarian
• teacher typically unsociable with 

students
• organized -  desks in rows
• anti-noise
• established rules and consequences
• content driven
• delivers information - lecture is the 

primary mode of delivery
• students are receivers information
• formal assessments at the end

emadino, CA: Alliance and the theory and Practice o] teaching

by P. Jarvis, 2002, Sterling, VA: Stylus.
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McEwan (2002) stressed the importance of highly effective teachers exhibiting 

their own teaching style. Using the term to more closely align with the specific 

personality traits demonstrated by the highly effective teacher, McEwan (2002) 

emphasized style to be critical, ranking it as the second most important teaching trait a 

highly effective teacher can have as this is what appeals to students and achieves results. 

In addition to having strong content knowledge to support style, McEwan (2002) asserted 

that the highly effective teacher displayed particular style traits, identified to be 

significant in their effects as each demonstrated exceptional teaching traits. These traits 

include, but are not limited to being, ‘humorous, creative, enthusiastic, lively, and 

charismatic” (p.60).

Teaching style plays a multi-dimensional role and impacts the way in which 

highly effective teachers navigate the countless tasks of their classroom. Consequently, 

style permeates every comer of the highly effective teacher’s professional existence to 

include the preparation of lessons, presentation of content information, and management 

of the countless classroom responsibilities. As such, students are positively influenced by 

the highly effective teacher’s interactive uniqueness to teaching.

Pedagogical Practice

Because pedagogical practice is one of the necessary and contributing factors in 

the academic growth of students, examining its role, specific to the classrooms of highly 

effective teachers, is critical (Darling-Hammond & Richardson, 2009). For the purpose 

of this study, pedagogical practice has been identified using a multi-dimensional 

description from the works of Alexander (2004), Chapuis (2003), and Marzano (2007).
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Pedagogical practice, within the confines of the classroom, is the intentional instructional 

practices of the highly effective educator. Grounded in the science of educational theory 

and the artful practice of instruction, pedagogical practices are a combination of the 

expert skills, methods, knowledge, and discourse that the teacher needs to know in order 

to judge, create, and justify the many different varieties of decisions faced by the teacher 

each day. Moreover, pedagogical practice includes the daily strategies highly effective 

teachers utilize to incorporate the components of curriculum, instruction, and 

management into their classrooms (Alexander, 2004; Chapuis, 2003; Marzano, 2007).

In his quest to develop a commonsense definition of pedagogy, Anderson (2009) 

proffered that perhaps pedagogy is indeed “an art, a science, or perhaps even the 

profession of teaching” itself (p. 39), as certainly, it is much more than “a skill, a 

discipline knowledge, or a worldview” (p. 41). Therefore, pedagogy is a combination of 

many components incorporated by the highly effective teacher to teach and to use in the 

creation of educational opportunities that both excite and engage students to learn.

Highly effective educators use a variety of pedagogical practices to incorporate the expert 

skills, knowledge, and discourse needed in the classroom. Each of these practices are 

equally dependent upon the teacher’s mastery of content knowledge and pedagogical 

aptitude as Bulger, Mohr, and Walls (2002) emphasized the need and the dependence of 

one upon the other to occur in order for authentic teaching to occur.

In research specific to higher education, Boyd (2001) wanted to identify the 

pedagogical strategies used most often in higher education by those deemed to be highly 

effective. Boyd’s (2001) mixed methods study was specific to those who taught political
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science, but it focused on those who were recognized by the American Political Science 

Association as being highly effective, thus, it is interesting to note the results. Boyd’s 

(2001) collected data highlighted clear differences between gender and academic rank. 

Concerning instructional strategies, class discussion was reported as being used most 

often. Female instructors, preferring structure, typically spent more time per week in 

preparation for class, while male instructors spent less time preparing and preferred a 

less-structured environment. Additionally, it was reported through student evaluations 

that male instructors were perceived to have greater expertise in knowledge of the 

content, while female professors were perceived to be the better instructors. According 

to Boyd (2001), these data indicated that female instructors were more diverse in their 

pedagogical strategies, but it was also noted that senior faculty members were equally as 

creative and imaginative as their junior counterparts. A strong commonality indicated in 

this study was the faculty expectations of the students. Collectively, a vast majority of 

these professors held their students to the highest level of academic expectations as 

demonstrated through the required assessments, which centered oh the use of essay 

exams and term papers over quizzes or multiple choice style tests. Hence, understanding 

the role of pedagogy and pedagogical practice and the associated strategies is critical to 

higher education as well.

A solid understanding of pedagogy and pedagogical practice provides highly 

effective educators the desired skills and the knowledge to create classrooms that will 

serve to inspire students as well as the teacher. In his work, Marzano (2007) provided a 

focus on the combination of strategies needed to support the efforts of the highly
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effective teacher. It is through these effective pedagogical strategies that the highly 

effective teacher concentrates on establishing the learning goals, then communicates 

those goals, and follows through by monitoring the student’s progress. Hence, having a 

repertoire of effective instructional strategies, management strategies, and a clear vision 

of the classroom curriculum design strategies is mandatory. Figure 3 displays the three 

components of effective pedagogy as identified by Marzano (2005).

Reprinted from: 
The A rt and 
Science o f  
Teaching, by 
R. J, Marzano, 
2005,
Alexandria, VA: 
ASCD. Copyright 
2007 by the 
Association for 
Supervision and 
Curriculum 
Development. 
Reprinted with 
permission.
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Figure 3. Three Components of Effective Classroom Pedagogy

Many in education recognized that highly effective teachers rely on their expert 

knowledge for their instructional work with students. This expert knowledge is typically 

found in the teacher’s knowledge of the content area, but can also be found in their 

pedagogical practices. A needed recognition of the combination of the two was essential 

and Shulman (1986) provided an alternative idea that no longer juxtaposed the two, 

placing them in a ‘tug of war,’ but instead, created something new altogether. His
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seminal work on teachers’ “pedagogical content knowledge” proffered the controversial 

(for its time) idea that the two educational components need not be separated, but instead, 

he coined the concept of pedagogical content knowledge which he promoted to be a form 

of practical knowledge used by highly effective teachers to guide their actions in the 

classroom. It is a combination of the special skills and knowledge needed by the teacher 

to address direct instruction, to know the many needs of the learner, and to know which 

teaching strategies work best in any given situation, all in order to ensure the needs of the 

learner have been met. Accordingly, Shulman (1986) argued that this pedagogical piece 

was critical to the success of teachers if they want to be effective, even at the most basic 

level.

Classroom Climate

Specific to this study, classroom climate was defined as the interpreted quality of 

the physical setting of the classroom. This definition includes the mood or the 

atmosphere that is created by highly effective teachers in their classrooms. Therefore, 

classroom climate would include the physical, social, and emotional elements of the 

classroom that contribute to learning while creating an environment of positive 

experiences (Adelman & Taylor, 2005; Kumar, 2007).

Battelle for Kids (BK) is a national nonprofit organization originating in Ohio.

The organization’s self-stated mission is to improve public education, which led to the 

research conducted to determine why some teachers were more effective than others. As 

part of their work, the organization identified four specific classroom characteristics of 

highly effective teachers. Indicating the importance of productivity and rigor, BK (2010)
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reported that highly effective educators believe that all students, with the right attitude, 

can learn the skills and the knowledge needed to be successful in the world, and they 

believe highly effective teachers contribute to this success.

Accordingly, Battelle for Kids (2010) reported that highly effective teachers have 

a classroom climate that is structured and controlled, where routines and rules prevail. 

These classrooms are also collaborative and supportive for learning is grounded in the 

building of relationships as it is a social activity. A critical piece of this research 

information lies in how highly effective teachers address standards-based reforms. 

Emphasizing the practice of the highly effective teacher’s ability to exhibit flexibility and 

adaptability in the face of government reform was noted.

Adelman and Taylor (2005) reported the importance of classroom climate in 

relationship to student behavior and learning. Fraser (1998) and Freiberg (1999) 

concluded there was a significant relationship between classroom climate and the overall 

environment of the school. Factors included setting the tone for student expectations, 

engagement, achievement, behavior, and self-efficacy beliefs.

Consequently, it is imperative for the highly effective teacher to establish the 

proper classroom climate. Adelman and Taylor (2005) summarized the many 

characteristics of the highly effective teachers’ classroom climate. These reflected the 

flexibility, judgment, individual style of the educator, and educators’ knowledge 

pertaining to the social, emotional, and physical awareness needed to create a healthy and 

productive classroom environment. Thus, when considering the role of classroom 

climate in the realm of the highly effective educator, it can be reasoned that this
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established climate and the teacher’s effort to reinforce this climate, in order to ensure the 

success of the students, is grounded in a combination of factors to include the teachers’ 

teaching style and pedagogical practices.

Impact of NCLB and SBRs on the Classroom Teacher 

Not long after the implementation of NCLB and the ensuing SBRs, reports 

identifying the negative consequences of this legislation began to trickle out (Schneider 

& Hutt, 2012). Currently, these reports have continued and have now escalated into 

various types of research studies as a rise in opposition to the standards-based movement 

has become more prevalent. In 2011, the California Teachers Association (CTA) 

requested interested members “to share their NCLB stories from the front lines” (CTA, 

2011, p. 2). Responses poured in from members statewide. Described as being 

“poignant, distressing, and sad” (p. 2), CTA (2011) confirmed a growing discontent 

among the state’s professionals whose respondents expressed frustration not only for 

themselves, but in greater part for the students they teach.

Ravitch (2010) reported that those who are concerned about NCLB’s effects on 

education are becoming more vocal, specifically in response to what they consider the 

holistic, detrimental effect of NCLB and SBRs on education, particularly since 

standardized testing and associated accountability became the driving force behind the 

majority of state and district level decisions. While SBRs have had multiple effects on 

education, Hamilton, Stecher, and Yuan (2008) reported that much of the existing 

research regarding these effects on teachers, students, and schools has generated a single 

consistent outcome in that the professional practices and beliefs of teachers have been
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altered. McCarthey (2008) reported that national surveys measuring the concerns of 

educators regarding the effects of NCLB have now begun to document the many negative 

consequences specific to teaching style, pedagogical practices, and classroom climates. 

Schultz (2005) concluded this has in turn reflected the reported loss of autonomy, 

motivation, and professionalism that was once tied to teaching style, pedagogical 

practice, and classroom climate.

Teaching Style

The teaching style of a highly effective educator can either flourish or decline 

based on the freedom to employ the creative imagination instinctive to his or her soul.

For many highly effective educators, it is this ingrained imagination and creative instinct 

which allow them to be a highly effective educator in the first place. Thus, altering their 

teaching style and impeding what is central to their core will create a ripple-effect of such 

consequence that the risk of negatively impacting others in education is critical.

Negative effects of the consequences of NCLB and SBRs were reported by 

Nichols and Berliner (2007) as they affirmed that high-stakes testing did not improve 

student academic performance. In a study of 25 states, the researchers concluded that the 

negative effects of NCLB on teachers’ instructional styles led to a decrease in the 

motivation of students. In a New Jersey study conducted by Centolanza (2004), 376 

elementary and secondary teachers in New Jersey reported that they were straggling 

under the yoke of SBRs, as they found themselves teaching to the test to such an extent 

that they neglected the individual needs of their students. Moreover, these same research 

participants reported having little time to import any creativity into their lessons, thus,



68

affecting their teaching style as they soon found that not only were they boring their 

students to death with drill and kill test remediation activities, but they were boring 

themselves as well. This, in turn, created an overwhelming decrease in teacher morale.

Wood (2004) asserted that SBRs have eliminated teacher individuality and 

effectively marginalized the professionalism once afforded to educators. Grissom, 

Nicholson-Crotty, and Harrington (2012) noted a decrease in teacher morale as 

researchers associated with the annual MetLife (2013) teacher job satisfaction survey.

The results of this work found many classroom educators were becoming increasingly 

unhappy. Citing comparative percentages from 2008 and 2013, the survey revealed that 

in 2008, 62% of the responding teachers were satisfied with their job. In 2013, that 

number had dropped significantly to only 39%. Several reasons were cited for this 

decrease, but the data results indicate one category related to teaching style that was 

significant, but ironic: the teacher’s inability to meet the many diverse needs of the 

students under NCLB, which is contrary to the point and purpose of the act’s original 

intent.

By intentional design, Tieso (2003) confirmed NCLB and SBRs called for 

homogeneous grouping of all students regardless of learning styles, academic abilities, 

disabilities, or even language barriers. Guisbond, Neill, and Schaeffer (2012) affirmed 

that students were being taught using the same standards, the same pedagogical methods, 

and in the same type of classroom. Furthermore, in many districts, this instruction 

occurred using an exact day-by-day timeframe from classroom to classroom, and all for 

the purpose of assessing students using a standardized test. Firestone, Schorr, and



69

Monfils, (2004) revealed that in light of this cookie-cutter approach to teaching, a 

teachers’ teaching style must reflect variety as teachers are also charged with the 

responsibility of providing all students with differentiated instruction and differentiated 

assessments in the classroom.

Neill et al. (2004) emphasized NCLB has reduced the quality of instruction and 

thus, education in America. Jaeger (2006) expressed her concern by pointing out NCLB 

as a failure, but more importantly, how little was known about the act by the general 

populace and pointedly, how little was known by educators. However, as more research 

has become available, teachers, parents, and other stakeholders are now paying attention 

and asking significant questions. Simon (2012) found appropriate questions have begun 

to arise specific to the reduction of pedagogical quality and a rising new concern from 

parents and other stakeholders regarding the overall limitations of teaching to the test. 

Pedagogical Practice

Research on the impact of NCLB and SBRs upon the pedagogical practices of 

highly effective teachers indicates the restrictive nature of this reform effort. In his 

attempt to ascertain a commonsense definition of pedagogy, Anderson (2009) expressed a 

concern for the excessive measures taken by school districts in the attempt to implement 

the numerous requirements of NCLB. Criticizing many of NCLB’s components for their 

lack of effectiveness, Anderson (2009) emphasized that the policy, as instituted, had no 

intent of improving teacher’s pedagogical practices and in fact, placed limitations on 

them. Moreover, because a majority of the decisions surrounding NCLB’s design were 

made by those external to education, specifically political interests and business efforts,
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Anderson (2009) confirmed that a demoralizing undertaking for teachers was created. 

With the passing of NCLB, any previous focus on pedagogical knowledge and 

pedagogical practice was lost resulting in an increase in ambiguity in many educators’ 

understanding of the term. Consequently, Anderson (2009) confirmed that the many 

professionals, who were engaged in the contemporary discussions regarding pedagogy, 

were not equally versed in their own understanding of the term. Accordingly, Anderson 

(2009) emphasized it is the educator’s professional obligation to stay abreast of the 

various means to improve or to understand their pedagogical practices in spite of NCLB’s 

reforms. Therefore, he recommended that teachers should be pro-active in the pursuit of 

self-improvement, which can be achieved on an individual basis through collaborative 

efforts or through district-sponsored professional development opportunities.

Achinstein arid Ogawa’s (2006) case study research confirmed the negative 

impact that SBRs have had on the pedagogical practices of teachers as they concluded 

that prescriptive instruction has restricted the classroom practices and methods previously 

used by teachers. Their research revealed that often out of fear, teachers are no longer 

readily using the proven doctrines recognized to be a professional practice, nor are they 

using the creativity that they know to be best. Vogler and Virtue (2007) concluded that 

SBRs have impacted the curriculum. More importantly, they affirmed these reforms have 

restricted the teacher’s pedagogical autonomy and in turn, have altered the academic 

relationship between the student and the teacher. Santoro (2011) reported that teachers 

were experiencing regular and unrelenting dissatisfaction in accessing the once accessible 

moral rewards that were linked to teaching through their pedagogical practice. This has
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resulted in an alteration of their teaching dispositions overall. Donlevy (2003) confirmed 

that high-stakes reforms have lead to mounting anxiety with teachers, schools, and 

districts.

As a result of self-reported high levels of stress experienced by teachers, 

Fitzgerald (2008) discovered a recurring theme of stress that resulted from teachers being 

forced to teach a narrowed curriculum that required them to ignore, or to superficially 

address, content areas that were not included in the testing. Through surveying 

principals, teachers, and other school district officials, Rothstein, Jacobsen, and Wilder 

(2008) affirmed that SBRs have reduced and limited classroom instruction since most 

classroom teachers are now under such pressure to meet the prescribed standards, that 

they have condensed their instruction solely to the standards. Cawelti (2006) confirmed 

that schools have narrowed the curriculum to that which is to be tested only, which in 

turn has altered the pedagogical practices of teachers. Kohn (2004b) has concerns 

regarding this practice, as he believes this compromises the autonomous nature of the 

pedagogical practices of teachers as they adjust their methods of instruction to fit a test- 

based curriculum. Hamilton, Stecher, and Yaun (2008) reported that high-stakes testing 

has definitely altered the classroom procedures of teachers, for many have changed their 

pedagogical practices to focus solely on the test. Consequently, Hamilton, Stecher and 

Yaun (2008) claimed testing has become so ingrained in American education, that 

schools across the nation have moved beyond a standards-based focus and have instead 

adopted a test-based culture. Fitzgerald (2008) confirmed this in his Minnesota-based 

research study as the teacher participants in the study reported how SBRs have caused
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them to neglect, or to de-emphasize, content that was not tested. Furthermore, this 

study’s participants believed that their pedagogical practices have been restricted by 

SBRs and consequently reported feeling that they are cheating their students by limiting 

their academic potential. Moreover, Fitzgerald’s (2008) participants reported they have 

been unfaithful to themselves as professionals as they have experienced a decline in their 

ability to be challenging and creative both in teaching style and pedagogical practice. 

Knowing that challenging and creative lessons would enhance their students’ critical 

problem solving abilities, these teachers instead reported having to focus on the “one-size 

fits all” (p. 12) pedagogical practice as the pressure to make AYP has superseded 

professional practice and moral obligation.

Classroom Climate

Research examining the direct effects of NCLB and SBRs on the classroom 

climate of highly effective teachers is limited. However, research on classroom climate 

during the NCLB reform period has been conducted. Much of this research illustrates the 

significant role classroom climate plays with regard to the believed quality of the 

physical setting, the mood, and/or the atmosphere that is created by teachers in their 

classrooms to include the physical, the social, and the emotional factors of the classroom 

(Adelman & Taylor, 2005; Kumar, 2007).

As part of the plan to implement SBRs, Briars and Resnick (2000) emphasized the 

importance of integrating the required essential classroom elements outlined by SBRs for 

the successful instruction of mathematics to take place. These included: a) the display of 

required visual aids; b) the posting of and the pointed use of the math standards; c)
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additional visual aids posted in the classroom to include displays of student work that was 

specifically from the states approved instructional frameworks; and d) projects and 

activities related to the current standard. As part of the physical aspect of the classroom, 

these components have the potential to impact the social and emotional factors related to 

the climate of the classroom.

In an attempt to determine the role that classroom climate played in helping 

students succeed and in helping teachers improve their instruction, Shindler, Jones, 

Taylor, and Cardenas (2004) conducted a qualitative pilot study in the classrooms of two 

secondary teachers. Promised that, if  used, Facing History and Ourselves would help 

students succeed, teacher participants implemented the civic and character education 

curriculum marketed as a way to promote positive classroom climate through improved 

instructional practices. The results of the study as reported indicated that this particular 

curriculum did lead to better instructional/pedagogical practices, better student results, 

and thus, to better classroom climate (Shindler, Jones, Taylor, & Cardenas, 2004). While 

touted as being highly effective, the civic and character education curriculum of this 

study reflected a single organization’s education agenda and thus, to determine 

trustworthiness further investigation may be warranted. Nonetheless, the idea of a link 

between sound pedagogical practices, teacher processes, and the establishment of a 

positive classroom environment is essential to consider.

Brown, Jones, and Aber (2010) conducted a three-year longitudinal study to 

examine if the 4Rs Program, Reading, Writing, Respect and Resolution, would impact 

students’ social-emotional and academic progress. The 4Rs Program is a social-
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emotional literacy intervention program designed to be implemented as an intervention 

strategy through the elementary classroom climate and the teachers’ pedagogical 

processes and practices. Evidence from the study suggested that the intervention had a 

positive effect. Brown, Jones, and Aber (2010) reported that, as the teachers engaged in 

the study, the determined pedagogical practices of the 4Rs Program did impact the social- 

emotional, behavioral, and academic functions of the students. By the end of year one, 

student behavioral and academic improvements were noted. By year three of the study, 

the researchers observed that the 4Rs Program had led to improvements in the 

effectiveness of the teachers’ pedagogical practices to influence the students. Hence, 

according to this study, classroom climate and the pedagogical practices of teachers 

played an important role for the well-being of both the teacher and the student.

Research on this topic is not complete without considering the voice of the 

students; therefore, Anderson, Evans, and Harvey (2012) conducted a study at the 

elementary level to investigate students’ emotional responsiveness in interpreting 

teacher’s feelings as reflected through the teaching style, the classroom management, and 

the student-teacher relationships. The researchers concluded that teaching is multi

dimensional in its scope. Hence, the building of relationship between the students and 

the teacher is vital to the positivity of the classroom climate. In a similar study, Gillen, 

Wright, and Spink (2011) found that positive classroom environment was an important 

factor to students in their survey research of middle grades students. These students 

attributed classroom climate to their overall academic success, especially if the teacher 

was able to build positive teacher-student relationships.
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Strong teacher-student relationships play a significant role in the creation of a 

positive classroom climate. Ketter and Poole (2001) reported that the intense focus on 

test preparation created by NCLB and SBRs has interrupted the teacher-student 

relationship practice as students in this study became disengaged when they perceived 

that the teacher no longer recognized their personal and cultural individualities, thus 

creating a shift in the dynamics of the classroom climate. Moreover, Valli and Buese 

(2007) found that teachers reported a decline in their ability to develop or to build 

personal relationships with their students in light of the pressure to accomplish all that is 

linked to SBRs. Because classroom climate is the quality of the physical setting of the 

classroom as interpreted by students, and also includes the mood or the atmosphere that is 

created by teacher in the classroom (Adelman & Taylor, 2005; Kumar, 2007), this 

research is significant.

Summary

Chapter 2 was a focused review of the literature related to the rise of standards- 

based reforms in education. This rise was first examined at the national level and then, 

expressly as the reforms were implemented in Georgia. Because the purpose of this 

study was to explore the extent that standards-based reforms have impacted highly 

effective teacher’s art of teaching in grades 7-12, this chapter also included effective 

teacher research. Within that realm, literature on the significance of teaching style, 

pedagogical practice, and classroom climate was reviewed. Continuing, the chapter 

examined literature pertaining to the general impact of NCLB and standards-based 

reforms on the classroom teacher, and then specifically with regard to how these reforms



have impacted teaching style, pedagogical practice, and classroom climate. This chapter 

served as the basis for the research methodology and data analysis discussed in the 

subsequent chapters.



CHAPTER 3 

RESEARCH DESIGN AND METHODOLOGY 

Introduction

In this investigation, a qualitative narrative case study research design was used to 

explore the beliefs and experiences of highly effective teachers in grades 7-12 specific to 

the ways in which standards-based reforms (SBRs) have impacted their art of teaching as 

examined through their teaching style, their pedagogical practice, and their classroom 

climate. For this study, the “art of teaching” was defined as a reflective form of practice 

“informed by the imagination that employs techniques to select and to organize 

expressive qualities to achieve ends that are aesthetically satisfying” for both the learner 

and the teacher (Eisner, 2002a, p. 49). Teaching style was defined as the qualities of a 

teacher’s philosophy, attitude, and actions used to intentionally expose a student to the 

whole of learning. It is the quiet force of abilities utilized by the teacher that drives the 

instructional activities and encourages learning. Unique to each highly effective teacher, 

teaching style includes distinct qualities of excellence that are intrinsic to each teacher 

and includes a variety of behaviors and actions aligned to the teacher’s personal 

philosophy, values, and beliefs and utilized effectively in the classroom (Butler, 1984; 

McEwan, 2002). Pedagogical practice was defined as the intentional instructional 

practices of the highly effective educator. Grounded in the scholarship of educational 

theories and the artful practice of instmction, pedagogical practices are a combination of

77
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expert skills, knowledge, and discourse that the teacher needs to know in order to judge, 

create, and justify the many different varieties of decisions faced by the teacher each day. 

Moreover, pedagogical practice includes the daily strategies highly effective teachers 

utilize to incorporate the components of curriculum, instruction, and management into the 

classroom (Alexander, 2004; Chapuis, 2003; Marzano, 2007). Classroom climate was 

defined as the interpreted quality of the physical setting of the classroom. This includes 

the mood or the atmosphere created by teachers in their classroom to include the 

physical, the social, and the emotional elements of the classroom that contributes to and 

creates the classroom environment (Adelman & Taylor, 2005; Kumar, 2007).

Theoretical Framework 

Eisner’s (2002b) Four Senses of Teaching as an Art served as the theoretical 

framework for this study. Eisner (2002b) aligned his theory of aesthetic teaching and 

learning using the concept of senses because much like contributing experiences provided 

by the five senses of taste, touch, smell, hearing, and sight to the overall quality of life, so 

too does artful teaching contribute to the overall quality of life for the artful teacher. 

Taking this further, Eisner (2002b) used the concept o f ‘sense’ as a way to discuss how 

artists from various genres, void of set standards, rules, or direct management, know 

internally if the ends they are attempting to achieve have been met. For example, 

according to Eisner (2002b), painters, sculptors, actors, musicians, authors, and many 

other types of artists have the ability to know if the color being mixed will be the correct 

hue, if the marble slab will perform at the will of the sculptor’s chisel, what to do if 

something unscripted happens on the stage, if the tempo of the music is incorrect, or if
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the character in novel is developed to the fullest. According to this theory, so too does 

the artful teacher possess an internal sense about the actions and activities required of him 

or her to artistically perform in the classroom. In this study, the four senses of teaching 

as an art as described by Eisner (2002b) to include: a) aesthetic experience; b) judgment 

of quality; c) unscripted activity; d) and emergent process are integrated and embedded in 

the three research categories of teaching style, pedagogical practices, and classroom 

climate of highly effective teachers.

This chapter discusses the problem and the purpose of the study, the research 

questions, the design of the study, the setting and the process used to select participants, 

the data collection process, and the data analysis procedure.

Problem and Purpose 

In the years subsequent to the passing of No Child Left Behind (NCLB), the 

ensuing standards-based reforms (SBRs) created multiple effects that have permeated 

every aspect of the educational process. Research calling this 2001 piece of legislation 

into question has increased, and more teachers have reported specific constraints being 

placed upon them by this educational reform. Many educators view teaching to be an art 

as well as a science; consequently, a critical component to the success of the profession 

lies in the effectiveness of the teacher and his or her ability to employ these two views in 

the classroom successfully.

The National Education Association (NEA) explained that the effects of federal 

mandates, as reported to the NEA, have impacted education, significantly causing many 

highly effective educators to reconsider teaching as a profession (Kopkowski, 2008).
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Reasons cited for this reconsideration include an overall demoralization of the profession 

through a lack of professional respect, a lack of administrative support, over-crowded 

classrooms, poor student discipline, the use of scripted lessons, unrealistic expectations, a 

curriculum driven by the test, and despite the sincerest efforts on the part of many of 

these teachers, a continuance of low-performing students and schools (Nichols &

Berliner, 2007; Ravitch, 2010; Rubin & Kazanjian, 201 la; Santoro, 2011).

Federal and state intervention in education has typically led to restrictive reforms 

(Spring, 2005). According to Dee and Jacob (2010), the most stringent and significant of 

these reforms is No Child Left Behind, passed into law in 2001 during the George W. 

Bush administration. Designed to be a great equalizer between students who were 

economically disadvantaged and students who were not, this legislation was widely 

accepted in its initial introduction to the country. However, for a multitude of reasons, 

which include poor design, poor funding, and poor implementation, contemporary 

research has indicated NCLB’s distinct impact on the whole of education to be 

detrimental (Ravitch, 2010).

Many are pointing to those who are being left behind, including highly effective 

educators who have indicated their art of teaching has been impeded (Esquith, 2013). 

Research is needed in order to understand the experiences and perceptions of these 

teachers. The purpose of this qualitative narrative case study was to explore the extent 

that standards-based reforms have impacted the highly effective teacher’s art of teaching 

in grades 7-12 in one Middle Georgia school district specific to their teaching style, 

pedagogical practices, and classroom climate.
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Research Questions

This study was guided by a single overarching question, and supported by three 

sub-questions designed specifically to examine the effects of standards-based reforms on 

the participant group. The main research question was: To what extent have standards- 

based reforms impacted the highly effective teacher’s art of teaching? The following 

sub-questions were utilized to further guide the research:

a) To what extent have standards-based reforms impacted the teaching style of

highly effective teachers in a Middle Georgia school district?

b) To what extent have standards-based reforms impacted the pedagogical

practices of highly effective teachers in a Middle Georgia school district?

c) To what extent have standards-based reforms impacted the classroom climate

of highly effective teachers in a Middle Georgia school district?

Narrative Case Study Research Design

Grounded in a review of the literature and the existing research base regarding the 

effects of NCLB and SBRs on schools, students, and teachers, this study investigated 

these impacts in three major categories, including teaching style, pedagogical practices, 

and classroom climate. Data were examined through a theoretical lens positing that 

teaching is an art and that highly effective teachers are the creators of that art (Eisner, 

2002b). In order to answer the main research question, the researcher selected a 

qualitative methodology, specifically a narrative case study design. Merriam (1998) 

concluded this design to be appropriate as a means to study the beliefs and the 

experiences of participants. Additionally, this methodology was selected as Creswell
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(2007) supported it to be an appropriate approach when researching an existing problem 

where a comprehensive understanding of a significant phenomenon is desired.

Moreover, this method was selected as Denzin and Lincoln (2000) affirmed that research 

should be conducted in the most authentic setting as possible as this is the best way to 

make sense of the phenomenon with specific regard to the meaning that people create 

through their experiences and perceptions.

Qualitative research is not intended to be generalizable. This qualitative narrative 

case study described the perceptions of one specific group of teachers. Mertens (2010) 

confirmed that the goal in qualitative research is not to create a generalizable reality for a 

larger population, as qualitative research ascribes to the paradigm of constructivism, 

wherein social environments are also personal constructs equally created by individual 

clarification and thus, are not generalizable. Choosing this research model allowed the 

researcher to collect multiple forms of qualitative data in the form of written responses to 

questions, document collection, teacher observations with researcher field notes, 

memoing, and audio-recorded interviews. These multiple forms of data, presented in 

narrative form, provide thick descriptions that are characteristic of case study research 

(Stake 1995).

This qualitative narrative case study was designed to collect data from highly 

effective teachers concerning their beliefs and experiences regarding the impact that 

standards-based reforms have had on their art of teaching. The narrative case study 

methodology was appropriate to this study as it provided insight into the professional
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practices of highly effective teachers as influenced by the educational reform 

phenomenon known as No Child Left Behind.

For this study, narrative is defined as a way of understanding and examining 

experiences through the ways humans .experience the world (Connelly & Clandinin,

1990). This methodology was appropriate to the study as Bruner (1986) described 

narrative as a way of “ordering experience and of constructing reality” (p. 11). Connelly 

and Clandinin (1988) recommended the use of narrative particularly when examining the 

individual experiences of teachers, as it is through the exploration processes of teaching 

and through the teacher’s individual experiences that a greater appreciation and 

understanding of teaching, as perceived by the teacher, is found. Hence, this method 

provides the research participants the opportunity to tell the stories of their past and 

present teaching experiences as a means to provide insight and reflection on those 

experiences and as a way to comprehend the events in their lives (Clandinin & Connelly, 

2000). Consequently, the use of the narrative lends itself well to the case study approach 

as the case study allows for the capturing of the rich data within the stories that ultimately 

provides thick, rich descriptions (Merriam, 2009).

Setting and Participants 

The site and participant selection for this study centered on the goal of examining 

the beliefs and experiences of highly effective teachers regarding the impact that SBRs 

have had on their art of teaching specific to teaching style, pedagogical practices, and 

classroom climates. Therefore, after selecting McEwan’s (2002) work as the criterion of 

what it means to be a highly effective teacher, and after establishing the categories of and
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the definitions for teaching style, pedagogical practices, and classroom climate, two 

additional concerns remained: selecting the setting and the participants for the study. 

Creswell (2007) provided considerations when selecting research sites and potential 

participants to research as certain considerations should factor into the selection process. 

Critical to the decision making process, Creswell (2007) stated that the researcher should 

consider first if the potential participants and the prospective site will help the researcher 

address the central phenomenon being studied. Next, the researcher must consider if he 

or she has access or potential access to the site. Accordingly, for this study, the selected 

school district and participants were chosen based upon researcher access. Mertens 

(2010) and Patton (2002) confirmed that the ready availability to the research site or to 

the participants is appropriate as long as the principle phenomenon being studied can be 

addressed.

This narrative case study was conducted within a single school district in Middle 

Georgia in grades 7-12. Overall, the district has approximately 282 full-time teachers 

and a total enrollment of over 3,600 students (City-data.com, 2013). Within this single 

school district, there is one middle school and one high school with a collective student 

enrollment of approximately 1300 students. The entire school district falls under the 

heading of being a Georgia Title 1 district, meaning that the district meets the federal and 

state criteria of having a high concentration of poverty and, as such, is provided 

additional federal and state funding to offset the gap between those students who are 

economically-disadvantaged and those who are not (GaDOE, 2011). Approximately 90% 

of the students enrolled in grades 7-12 in this school district are African American and,
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according to the district’s latest data for free and reduced lunch, nearly 88% of the 

students system-wide are below the poverty-level. Both schools participating in the study 

have relatively new facilities that are fewer than 10 years old, and both claim to have 

excellent amenities to provide students with the most current capabilities in technology, 

academics, athletics, and the arts.

Selecting participants for this study was the result of utilizing purposeful criteria 

sampling. Patton (1990) supported the use of purposeful sampling as it permits the 

researcher to select information-rich cases for in-depth study. Moreover, Mertens (2010), 

supported the use of purposeful criteria sampling as an acceptable selection process in 

qualitative research as it assists the researcher in setting desired parameters for the 

potential research participants. Accordingly, this study’s participant group included four 

teachers from grades 7-12 from a single school district in Middle Georgia who met the 

following three criteria requirements: 1) to have taught before the implementation of 

NCLB; 2) were currently teaching in the classroom; and 3) are considered to be highly 

effective.

Using the 10 characteristics of highly effective teachers as outlined by McEwan 

(2002) and displayed in Table 1, potential research participants were identified by the 

study’s key informants (colleagues) as being educators who possessed McEwan’s (2002) 

defined traits. Specifically, using a copy of Table 1, the researcher selected 12 random 

teachers from various content areas at each school, five at the middle school and seven at 

the high school, and asked them to identify any colleagues whom they believed to 

possess McEwan’s (2002) defined traits and who also met the first criterion of having
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taught before NCLB. Middle school respondents named five different teachers, while the 

high school respondents named five teachers with two duplications. Thus, a total of 10 

teachers were identified and contacted by the researcher via email to explain the study, to 

gather general data specific to verifying eligibility for the study based on the study’s 

previously stated three criteria requirements, and to serve as a means for potential 

participants to agree to participate in the study. Seven of the identified 10 teachers self

volunteered to participate; however, based on this study’s purpose, the sample size for 

this case study was limited to four participants as Stake (1995) emphasized that the 

number of participants included in a case study is not mandated and should depend upon 

the purpose of the inquiry. Moreover, Creswell (2007) reasoned that, because case study 

research generates vast amounts of data from numerous sources, participant size is not 

restricted in any manner. Although Creswell (2007) affirmed there are not a set number 

of participants to include in a case study, he suggested that no more than four or five 

should be chosen by the researcher.

Accordingly, the researcher used researcher discretion and narrowed the seven 

potential participants to four. The decisions associated with this discretion were based on 

the researcher’s attempt to achieve a mixed representation of content areas taught, grade 

levels taught, and variation specific to gender and race of the participants. Consequently, 

two teachers were selected from the middle school and two were selected from the high 

school. After this final selection was determined, the researcher collected additional, 

more detailed, demographic data via email on the final four participants to include a) age;
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b) ethnicity; c) years of teaching experience; and d) highest degree earned. Additionally, 

research participants were provided a copy of the informed consent.

Because the researcher was interested in knowing the beliefs and experiences 

from multiple teachers, the two selected teachers from the middle school and the two 

selected teachers from the high school in this Middle Georgia school district served as 

this study’s single units of analysis. While Miles and Huberman (1994) pointed out that 

the case being studied is the unit of analysis, Patton (2002) supported this concept as a 

means to focus data collection on the experiences of the participants within a setting and 

how those participants have been affected by the setting.

Data Collection and Instrumentation 

For this narrative case study, five types of data were collected from four 

participants, including: a) demographic information collection; b) email interview; c) 

document collection; d) teacher observation; and e) face-to-face teacher interview. A 

description of each data collection instrument follows:

Demographic Information Collection

Initially, 10 potential participants were identified by colleagues as being highly 

effective teachers. The researcher contacted these 10 via email to explain that they had 

been identified by their colleagues as being a highly effective teacher and to explain the 

purpose of the study and to provide an opportunity for these potential teacher participants 

to self-volunteer for the study. Seven of the 10 volunteered for the study. In an effort to 

achieve a mixed representation of content areas, grade levels, gender, and race a decision 

was made by the researcher to limit the study’s participants to four. The final
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demographic information collection procedure consisted of questions related to each 

participant’s: a) age; b) ethnicity; c) years of teaching experience; and d) highest degree 

earned. This demographic information was an important data source that was used to 

generate a biographical narrative for each research participant.

Email Interview

After collecting initial demographic data, the researcher emailed the research 

participants three multi-part questions (see Appendix A). Each participant received the 

same email interview questions. Because these questions required the participant to 

recall past events from many years prior to this study, deep reflective thought was 

needed, hence, participants were asked to respond to these emailed interview questions in 

writing regarding their experiences specific to their teaching style, their pedagogical 

practices, and their classroom climate before the implementation of NCLB and SBRs.

McCracken (as cited in Mertens, 2010) emphasized that written responses by 

participants are a viable means to collect data as “the use of the questionnaire does not 

preempt the open-ended nature of the qualitative interview as the exploratory, 

unstructured response opportunity remains” (p. 372). Through the use of this format, the 

participants were allowed unrestricted opportunity to provide pointed responses 

pertaining to the questions directly, or at their discretion, they could expand their 

responses to include additional information as they chose, thus making the questions 

semi-structured in nature. Mertens (2010) affirmed this format was acceptable as 

response data can be collected via electronic means and in doing so, is considered 

“minimally structured” (p. 370), or semi-structured.
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Document Collection

Including documents as sources for data collection and analysis in qualitative 

research has its advantages. Robson (2002) affirmed that because documents are 

unobtrusive and can be used without imposing on participants, they can be checked and 

re-checked for reliability (p. 358). Conversely, Denzin and Lincoln (1994) 

acknowledged document analysis can also generate restrictions because rarely does a 

document tell the whole of a story. Therefore, according to Stake (1995), the collection 

and analysis of multiple data sources to include the use of documents provided the 

researcher the opportunity to produce in-depth descriptions of that which is being studied 

and further substantiates the prospect of triangulation. For the purpose of this narrative 

case study research, the collected documents were teacher created, school created, and 

included documents of mixed design, meaning that some documents were a combination 

of teacher-created materials and information drawn from alternate sources. Table 6 

displays the examples of documents collected in this study.

Table 6
Documents Provided by Participants

Victor
- pre- and  post-NCLB/SBRs te a c h e r  lesson plans
- pre- and  post-NCLB te a c h e r  course  syllabi

Cierra - pre- and  post-NCLB lesson plan forms

Brenda - pre- and  post-NCLB classroom assignm ent

JaLisa - pre- and post-NCLB final exam review guide
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As means to investigate the research question further, Merriam (1998) supported 

that the use of relevant documents provides the researcher with a vast assortment of 

physical evidence either and allows the researcher look into the past and while also 

considering the present. Mertens (2010) stated that this type of data instrument is bi

functional because documents serve the researcher and the research by providing 

awareness into the “background of the situation and [to gain] insights into the dynamics 

of everyday functioning” (p. 373). Therefore, collected documents supplied by the 

research participants included pre-and post-NCLB/SBRs pieces to include: a) teacher 

lesson plans; b) teacher course syllabi; c) lesson plan forms; d) classroom assignments; 

and e) a final exam review guide. Copies of these documents are located in Appendices 

D through K.

As part of educational research, Biklen and Bogdan (2007) revealed that if using 

document collection and analysis are part of one’s research, then documents can be put 

into three central categories to include: 1) personal document; 2) official documents; and 

3) documents associated with pop culture. For this research study, this data instrument 

included the assemblage of either primary or secondary source documents as provided by 

each participant. The researcher requested each participant to provide, as possible, 

documents either created by them or used by them that were reflective of examples used 

from prior to the implementation of NCLB and also examples from after the 

implementation of NCLB. Individual documents provided included a mix of teacher- 

created materials, documents from alternate sources but utilized by the teacher, and 

documents generated by the school or the district.
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Teacher Observation

Merriam (1998) confirmed that the purpose of the observation component in 

qualitative case study research was to provide the researcher a direct opportunity to 

encounter the phenomenon being investigated. The observation piece of this study 

included a visit to each participant’s classroom in order to examine the physical 

characteristics of the classroom and to observe the teacher’s interactions and functionality 

within that setting to include the role SBRs have played in the classroom. During the 

spring of 2013, a single observation took place in each participant’s classroom which 

lasted 73 minutes in the middle school classrooms and 48 minutes in the high school 

classrooms. The observation format used by the researcher to observe these classrooms 

is outlined in Appendix L. This format served as the criterion for what the researcher 

was looking for during the observation to include the presence of standards-based 

elements as observed through the actions of the teacher and as observed in the physical 

setting of the classroom.

Following the observational practices of Mertens (2010), the researcher employed 

methods to focus on the setting such as sketching and labeling the layout of the room (see 

Appendix M), to include a detailed description of the style and location of the standards- 

based elements within the room. Additionally, Mertens (2010) advocated the need for 

the researcher to study the human and social environment, specifically to consider modes 

of communication and how decisions are made by watching for, “Who makes the 

decisions about the activities that take place and how those activities take place” (p. 368). 

Continuing, Mertens (2010) stated the importance of the researcher to observe the
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research participant’s behaviors and actions within the context of the setting. For this 

study, the researcher considered the actions of the teacher in relation to the posting of 

standard-based elements in the room and the teacher’s references to or the reviewing of 

those elements during the course of the lesson, as well as, any other actions, activities, or 

practices of the teacher related to this study’s definitions of teaching style, pedagogical 

practice, and classroom climate.

Mertens (2010) stated it is part of the researcher’s role to watch for body language 

and/or other nonverbal types of communication, as well as, any unplanned activities that 

may possibly arise during the course of the observation and to record those as this could 

provide additional and unexpected information relevant to the study (pp. 368-369). This 

was accomplished as the researcher recorded the actions of the teacher, the physical 

setting of the classroom and other relevant information as deemed by the researcher, 

observed in an observation notebook while acting as a non-participant observer 

(Creswell, 2007) or a complete observer (Hesse-Biber & Leavy, 2006) in the classroom, 

meaning that the researcher did not interact with the class or the participants during the 

observation process.

Teacher Interview

DiCicco-Bloom and Crabtree (2006) confirmed that the use of the interview is 

recommended in qualitative research, particularly in the social sciences; moreover, the 

interview has always had a strong foothold in the field of medicine. Through the 

utilization of the interview process, the researcher is allowed greater opportunity to better 

know the research participant, which provides greater insight into that which is being
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researched. According to DiCicco-Bloom and Crabtree (2006), the point and purpose of 

the one-on-one interview is so the resulting research will advance people’s knowledge 

and understanding regarding the perceptions and individual experiences of others, ha 

addition, the interview provides alternative viewpoints on any given set of concerns.

The participant interview in case study research is used to provide an additional 

layer of pertinent data as the interview allows the researcher to peer into the participant’s 

views based on their perspective (Maxwell, 2005). For this study, each participant took 

part in an audio-recorded, one-on-one, semi-structured, open-ended interview responding 

to three, multi-part questions regarding his or her teaching experiences, pedagogical 

practices, and classroom climate after the implementation of NCLB and SBRs (see 

Appendix B). The interview protocol included specific questions that were the same for 

each participant; however, ensuing conversation varied based on the participant’s prior 

written responses, the researcher’s notes and/or memos that the researcher made and also 

on participant choice. The teacher interview questions were:

1. How would you describe your attitudes and actions as a teacher since the 

implementation of NCLB with respect to:

a. the ways you provide aesthetic experiences in the classroom?

b. the methods you use to judge educational quality in your classroom?

c. the ways you address unpredicted events that occur in the class?

d. the ways you envision the teaching and learning goals for the class?
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2. How would you describe the skills, the knowledge, and the discourse you utilize 

in the classroom currently as a means to make judgments about the teaching and 

the learning that is taking place in the classroom?

3. How would you describe the actual physical features, as well as, the social and 

emotional atmosphere you foster in your classroom today?

The teacher interviews took approximately 60 -  90 minutes, and were audio recorded and 

then transcribed by the researcher. Additionally, the teacher interviews served as a 

culminating activity to shed light on any questions the researcher had pertaining to any 

other collected data as the ensuing conversation between the researcher and the 

participants varied based on the participant’s written responses to the email questions, 

researcher notes, comments, and/or questions from the observation component, or 

participant preference.

Data Collection Summary 

After first narrowing the participant field to four and engaging in a demographic 

information collection process which included collecting an IRB consent form from each 

participant, data collection began with an email interview. The third step of this 

procedure involved a document collection process with documents that were provided by 

the research participants. Teacher observations comprised the fourth step of the data 

collection process. The four teacher participants were observed in the spring of 2013 

with the two middle school observations being 73 minutes in length and the two high 

school observations lasting 48 minutes each. The researcher used a specified observation 

format (see Appendix L) for each observation as the way to record the presence of
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standards-based elements as posted by, and referenced or reviewed by, the teacher and/or 

had a physical presence in the classroom. Moreover, the observation allowed the 

researcher to take additional notes on the various actions, activities, or practices of the 

teacher related to this study’s definitions of teaching style, pedagogical practice, and 

classroom climate and allowed the researcher the opportunity to contemplate additional 

considerations within the observation setting like the decision making process, the role of 

communication and the potential for unplanned events. The fifth step of the data 

collection procedure included a teacher interview with each of the four research 

participants. This semi-structured interview was designed to gain information on the 

beliefs and experiences of the teacher participants specific to their teaching style, 

pedagogical practices, and classroom climate after the implementation of NCLB and 

SBRs. Moreover, this interview served as a means for the researcher to clarify any 

questions pertaining to other data collected.

Data Analysis Procedures 

When considering the most significant contributions to education’s knowledge 

base and practice, Merriam (1988) supported the idea that research which focused on 

discovery, insight, and understanding, especially from the perspective of the research 

participant, has the greatest potential of transforming the field and the profession. 

Accordingly with case study research and case study analysis, Merriam (1998) asserted 

that through the process of conducting interviews, observations, and examining collected 

documents, “the process of understanding and describing the phenomenon of interest 

begins to merge” (p. 149). All three data collection procedures represent an
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amalgamation of the data that contributed to this case study analysis. Thus, consistent 

with case study research, multiple sources of data were included in this study to include 

an email interview, document collection, a teacher observation, and a teacher interview.

Analysis included thematic coding and began as a theory-to-codes model (see 

Figure 4), meaning that this study’s theoretical framework served as the starting point of 

the research analysis process in providing the four themes with which the data would be 

considered (Fereday & Muir-Cochrane, 2006). This approach to the coding of the data is 

appropriate as Gibbs (2007) declared that thematic coding is an acceptable form of 

analyzing qualitative data since this method

. . .  allows the researcher the opportunity to connect common themes or identified 

ideas to passages of text or images and to intentionally record this text so it can be 

indexed and categorized into the established framework of thematic ideas that are 

related to it. (p. 42)

While thematic coding is also acknowledged through the use of different terminologies, 

Gibbs (2007) confirmed that these alternate names are “nothing more than thematic 

coding or a slight variation of thematic coding” (p. 38). Sometimes referred to as 

thematic analysis, template analysis, or framework analysis, Gibbs (2007) regarded each 

to be essentially just another form of thematic coding. Additionally, this study made use 

of template analysis which Miles and Huberman (1994) supported as this analysis model 

provides the researcher an initial framework of categories to apply to the data collected. 

Endorsed by Crabtree and Miller (1992), the origins for the categories can be from any
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number of sources. For example, these sources can include existing theory, previous 

research evidence, the literature review, or even the research and/or interview questions.

fltretrart > Real a Priori Codes
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Practice
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Qualitative Researchers, by J. Saldana 
(2008}, Thousand Oakes, CA: Sage,
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Figure 4. Theory-to-Codes Model for Thematic Coding in Qualitative Inquiry

Crabtree and Miller (1992) stated that template analysis enables the researcher to 

search for theoretically relevant items of meaning within the text or the narrative as the
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use of a priori codes helps to provide structure to the process o f data analysis by assisting 

the researcher in segmenting the text in a meaningful and manageable manner.

King (2005) explained that with template analysis, it is possible to determine the 

frequency of the various predicted themes in the participants’ explanations and thus, this 

analysis method has the potential to make certain inferences about the common 

experiences of the participants. Gibbs (2007) emphasized that template analysis and the 

use of a priori coding can also identify or highlight unexpected themes; that is, issues in 

the text or in the narratives that emerge in the process and remain uncoded after the 

template has been applied.

The three organizational categories of 1) teaching style; 2) pedagogical practices; 

and 3) classroom climate were inspired by this study’s review of literature and were 

established by the researcher prior to the collection of data. Later, these categories 

functioned as “bins for sorting collected data for further analysis” (Maxwell, 2005, p. 97). 

This study employed thematic coding, with pre-established a priori codes that were 

developed before examining the collected data. Moran (2004) and Taylor and Gibbs 

(2010) emphasized that a priori codes are one type of codes that are commonly used in 

qualitative data analysis and are developed before examining current data. As stated 

previously, a priori codes can be identified from a variety of sources to include: a) 

previous research or theory; b) research questions; c) questions and topics from 

interviews; d) literature reviews; or even e) the researcher’s gut feeling about the data or 

the setting. Furthermore, a priori codes can also “come from definitions found in the 

literature reviews; from local, commonsense constructs; or from researchers’ values,
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theoretical orientations, and personal experiences” (Bernard & Ryan, 2009, p. 56). For 

this study, the use of nine a priori codes (see Figure 4) aligned to teaching style, 

pedagogical practice, and classroom climate were inspired by this study’s literature 

review. In the category of teaching style, codes included philosophy, attitudes, and 

action; for pedagogical practices, codes included skills, knowledge, and discourse; and 

for classroom climate, codes included physical, social, and emotional.

Gathered data included teacher responses to an email interview and a teacher 

interview, collected documents, and teacher observations. Data were collected and sorted 

into one of the three organizational categories. It was through “the coding of data for its 

major categories of information” (Creswell, 2007, p. 64) that led to the alignment and to 

the analyzing of the data to the a priori codes. This step served multiple purposes. First, 

it was a means to triangulate the use of the a priori codes to the three research categories. 

Second, it was another means to analyze the collected data; and lastly, it served as a way 

to identify emerging themes.

Additionally, the researcher used memoing through the entire process of data 

analysis as Creswell (2007) and Mertens (2010) affirmed it is always a good practice for 

the researcher to engage in memoing, that is, for the researcher to record reflective notes 

about what he or she is learning from the data during the data analysis process. Maxwell 

(2005) agreed that the idea of writing memos to oneself reflecting the ideas and insights 

that the data may bring to the researcher’s mind can help the researcher in the data 

analysis process.
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Analysis of Email Interviews

The email interview centered on participant responses to three multi-part 

questions (see Appendix A) that required participants to spend time reflecting on events 

that occurred many years ago and for them to respond as openly and honestly as possible 

based on memory. This research study began with themes linked to the theoretical model 

and as such, the process used to begin analyzing this data was a variation of the general 

step-by-step process provided by Ryan and Bernard (2003).

The researcher’s steps for analyzing the email interview included:

1. printing out the individual participant’s responses and completed an initial read 

through of the responses;

2. a second read through of the written data and included the use of memoing, or the 

recording of the researcher’s personal thoughts and/or reflective comments in the 

margins;

3. a third read through of the data using the a priori codes and organized the data by 

color coding the participants’ responses to align to the three categories of this 

study’s research focus: teaching style, pedagogical practices, and classroom 

climate as displayed in Figure 4; and

4. a fourth reading of the data, additional reflective notes (memoing) concerning 

what was being learned from the data, as well as: noting any topics that fell 

outside the parameters of the a priori codes and thus, were considered emerging.
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Analysis of Collected Documents

Documents collected from this study’s four teacher participants included: a) pre- 

and post-NCLB teacher lesson plans; b) pre-and post-NCLB lesson plan forms; c) an 

example of a pre- and post-NCLB classroom assignment; d) a pre- and post-NCLB final 

exam review guide; and e) a pre- and post-NCLB teacher course syllabi. The mix of 

provided documents for this study is significant, as Merriam (1988) pointed out that 

multiple types of documents ‘help the researcher uncover meaning, develop 

understanding, and discover insights relevant to the research problem' (p. 118).

Therefore, analysis of collected documents included utilizing similar steps associated 

with the other collected textual data pieces. The following analysis procedures were 

used:

1. an initial read through of the documents;

2. a second read through of the documents; again the researcher used memoing; 

however, this time the researcher’s personal thoughts and/or reflective comments 

were included in the margins and were related to the point and purpose of the 

documents and any potential alignment of the documents to the research 

categories;

3. a third document read through examining the documents using the a priori codes 

which lead to organizing the data by color coding the document text to align to 

the three categories of this study’s research focus: teaching style, pedagogical 

practices, and classroom climate as displayed in Figure 4;
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4. a fourth reading of the data and the use of memoing in the form of reflective notes 

concerning what was learned from the data specific to the intent and the use of the 

documents and to consider any potential alignment of the documents to the 

research categories, as well as, noting any topics that fell outside the parameters 

of the a priori codes and thus, were considered emerging.

Analysis of Teacher Observations

Creswell (2007) emphasized the value of observation as a qualitative data 

collection method as observations provide researchers the opportunity to explore a topic 

while also allowing them to develop a holistic perspective on that which is being 

explored. For this qualitative research study, the researcher used an observation format 

described below and acted as a non-participant observer, by selecting a location in the 

classroom that was non-intrusive. Cognizant of the time and the responsibilities of being 

the observer, for this portion of the study, an observation notebook was used. Upon 

entering the teacher’s room, the researcher sketched out a quick floor plan of each 

classroom (see Appendix M) complete with notations (Mertens, 2010) specific to the 

location of any observed SBR components within the room, the location and grouping of 

desks, and any other contributing physical elements. Additionally, .a checklist was 

included that was specific to the presence of various standards based reforms. Social 

and/or emotional components of the classroom that contributed to the classroom climate 

category were noted by the researcher and were identified through the behavior, the 

actions, and/or the discourse of the teacher (Mertens, 2010). The teacher observations 

were not videoed or audio recorded and as such, the researcher followed a pre-established
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observation format (see Appendix L) and used an observation notebook making field 

notes and in some cases wrote self-memos to serve as a reminder to ask the participants 

during the teacher interview any follow-up question(s) specific to something observed 

during the teacher observations.

Based on examples from Briggs (1986), Maxwell (2005), and Mertens (2010), the 

researcher used field notes and a variation of memoing during the observation. The 

researcher divided the observation notebook into sections within the notebook. A 

checklist was present that was specific to the presence of various standards based 

reforms. In the observation notebook, the upper left side page was used to sketch out the 

rooms’ layout and to label observed evidence or presence of standards based reforms as 

displayed in the classroom setting. The mid-left side of the page was used to describe the 

standard-based elements as posted in the room, while the lower left side of the page was 

used to record the teacher’s oral referencing of or reviewing of the standards and any 

additional notes/questions that may have emerged specific to the teacher’s actions or the 

physical presence of SBRs. The right side of the page was used by the researcher to 

record field notes specific to noted events taking place or evidenced in the classroom as 

related specifically to the three research categories: teaching style, pedagogical practices, 

and classroom climate. Specifically, the researcher was looking for any visible evidence 

and/or actions that reflected the teacher’s philosophy or attitudes as demonstrated through 

his or her practices and judgments used, discourse used, or any other effects climatically 

related to the mood, the atmosphere, or the environment of the classroom (Mertens,

2010). The mid-section and the lower section on the right side of the page in the



researcher’s observation notebook contained a two sections for the researcher called a 

journal section or a notes/comments/questions section which the researcher used to 

record personal ideas, thoughts, comments, or questions that in some instances may have 

contained subjective comments about events observed but possibly had potential to be 

important to the study. However, these journal notes were not necessarily intended to be 

included in the data analysis as the notes recorded at the time of the observation were 

planned to be more of an investigative safeguard for the researcher and as a “back-up” 

strategy to extend the conversation, during the final teacher interview, if  needed, and 

would serve to open the door for conversation beyond the established semi-structured, 

open ended questions.

Steps to preserve the integrity and ensure the accuracy of the observation and the 

analysis were addressed immediately upon completion of the teacher observation. Thus, 

the researcher engaged in the following steps:

1. a first reading of the researcher’s notes;

2. rewrote the researcher’s notes to extend abbreviations and/or to expand notations 

on what was observed while it was still fresh in the researcher’s mind. This 

included noting evidence of the physical presence of SBRs in the classroom and 

any other symbolizations used associated with the social or emotional, mood or 

atmosphere related to classroom climate;

3. a second reading of the researcher’s notes after the researcher’s rewriting process 

checking for accuracy in the researcher’s notations;
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4. clarified and expanded questions that may have arisen during the observation 

process, just in case those questions were needed later for the interview process;

5. a third reading of the observation notes using the a priori codes to organize and to 

identify the data through color coding the text notes for alignment to the three 

research categories (also, for the purpose of triangulation);

6. a fourth reading of the data and made reflective notes (memoing) concerning what 

was learned from the data, as well as noting any topics that fell outside the 

parameters of the a priori codes and thus, were considered emerging.

Analysis of Teacher Interviews

Stake (1995) emphasized one primary method for gathering data in case studies is 

through participant interviews. Because each participant has a unique experience to share, 

the case study researcher’s inclusion of the interview is significant. Therefore, for this 

narrative case study, a final step in the data collection process included an audio

recorded, semi-structure, open-ended interview designed to gain access to the descriptive 

experiences of the research participants and to consider how participant interpretations of 

these experiences have contributed to their overall perceptions of the impact of standards 

based reforms on their art of teaching.

The teacher interviews were held at a location and a time that was convenient for 

and decided by each research participant. Interviews were audio-recorded with 

participant consent using a digital voice recorder and subsequently stored on the 

researcher’s password protected computer. These recordings also were transcribed 

personally by the researcher in order for the researcher to ‘become one’ with the data, as
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Mertens (2010) affirmed this process to be most effective for later data analysis.

Following the process of transcribing the interviews, the researcher re-listened to the 

audio recordings of the interview, while simultaneously sight-reading the transcription 

and cross-checking the typed textual information to the spoken word. This was done for 

assurance of accuracy and triangulation purposes.

Analysis of the data generated from the interview process was next and the 

researcher took the following steps:

1. a first listening of the audio recorded interview;

2. transcribed the audio recordings, creating transcriptions of each interview;

3. a first reading of the interview transcription while listening to the audio 

recording while cross-checking the typed textual information to the spoken 

word for alignment and triangulation;

4. a second reading of the transcribed data, while adding personal thoughts/notes 

(memoing) to the margins of the transcript in the form of memoing using 

reflective comments specific to what the researcher was gaining from the data 

specific to the teacher’s beliefs and experiences related to their interaction 

with SBRs and the altering effects they revealed;

5. a third reading of the printed transcript using the a priori codes to organize and 

to identify the data by color coding the text of the transcript to the three 

research categories; and

6. a fourth reading of the data and made reflective notes concerning what was 

learned from the data.
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Throughout the data analysis process, the researcher made note of any emerging 

topics that fell outside the parameters of the a priori codes and/or the three organizational 

categories that included teaching style, pedagogical practices, and classroom climate. 

Emerging topics were cross-referenced so the researcher could check for reoccurrences.

Triangulation and Trustworthiness

Establishing credibility and trustworthiness in a qualitative study has to do with 

an examination of the component parts of the research (Merriam, 1998). Tellis (1997) 

confirmed that the need for triangulation in case study research originated with the 

necessity to authenticate the research process. Eisner (1991) affirmed that the qualitative 

researcher’s challenge to triangulate his or her data is a means to provide “a confluence 

of evidence that breeds credibility” (p. 110).

Tellis (1997) supported that case study, via the sheer nature of its design to utilize 

multiple sources of data, is a triangulated research strategy. Creswell (2009) advocated 

the importance of the researcher consistently memoing, that is, recording reflective notes 

throughout the process of analyzing qualitative data as this is a viable means for the 

researcher to consider what is being learned from the data and it adds a triangulated level 

of trustworthiness to the data. To be considered triangulation, Stake (1995) considered 

the collection of multiple data and subsequent procedures employed to interpret that data 

to be a means of ensuring accuracy and as a way to provide alternate explanations of the 

data.

For this narrative case study, triangulation was provided with the use of 

contextual data sources generated from multiple methods of investigation. These data
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sources included: participant responses, document collection, and teacher observations, 

researcher field notes and memos. Accordingly, Creswell (2007) confirmed that a key 

strength of qualitative case study research is the use of multiple data sources and methods 

in the data gathering and data analysis process. For this study, the collection of four 

types of data from four different participants provided an opportunity for substantive and 

meaningful description, a method Creswell (2009) affirmed to be acceptable as a means 

to generate detailed descriptions that are reflective of the intent of the research and 

reflective of the authentic conditions the research is investigating, and thus, ensuring 

trustworthiness.

The researcher employed triangulation (Creswell, 2007), member checking 

(Merriam, 2009) and the use of thick description (Stake, 1995). This multi-step process 

provided trustworthiness and credibility to this dissertation study.

The four teacher participants agreed to participate in this study under the 

condition that their privacy would be protected and anonymity ensured. Therefore, the 

research assigned a pseudonym to each participant. In addition, to protect participants’ 

confidentiality, the names of the school sites and school district studied are not revealed.

Interpretation of Findings

As a means to explain the researcher’s next step in working with the data, it is 

important to note here that while template analysis is an accepted qualitative data analysis 

procedure, it is not without its disadvantages. Shortcomings associated to template 

analysis are that the categories have the potential to be too broad, which could lead the 

researcher to incorrectly categorize similar data or perhaps limit the researcher to not
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consider fully the experiences of the participants and thus, the data could become 

fragmented (Gibbs, 2007). To counter this possibility, Crabtree and Miller (1992) argued 

that the best means to address any potential weaknesses associated with template analysis 

would be to employ an additional step to interpret the data. Accordingly for this study, 

the researcher adopted a subsequent interpretive step, turn to theory (Wolcott, 1994), as a 

means to connect the categories and the analysis of the data to the study’s theoretical 

framework and is subsequently discussed below.

Using Wolcott’s (1994) concept of turn to theory as a means to interpret the data, 

the researcher returned to Eisner’s (2002b) theory of aesthetic teaching and learning to 

examine the data through this lens. Wolcott (1994) revealed that turn to theory is, “A 

means to link case studies to larger issues” (p. 43). Wolcott (1994) stated that this 

method allowed the researcher numerous ways to examine and/or to interpret the 

phenomenon being researched (Wolcott, 1994). Consequently, data for this study were 

interpreted through the lens of this study’s theoretical framework, that is, Eisner’s 

(2002b) theory of aesthetic teaching and learning. Meaning that, the researcher, used the 

four senses of Eisner’s (2002b) theory to consider the data that was shared by the 

participants or observed by the researcher in order to interpret the phenomenon as 

considered through the teaching styles, pedagogical practices, and classroom climates of 

the participants. This alignment of the theoretical framework to the research categories 

and questions is seen in Table 2.

Summary



This chapter focused on the methodology for this narrative case study. It 

provided the problem, the purpose, the research questions, the research design, the setting 

and the participants, the data collection procedure, and the data analyses and 

interpretation procedures that were used to address the research questions and the 

supporting questions of this study. The 7-12 grade level teachers who participated in this 

study were located in a single school district in the Middle Georgia area. The study 

investigated the beliefs and experiences of four highly effective teacher participants with 

respect to the impact that standards based reforms have had on their art of teaching when 

examined through the categories of teaching style, pedagogical practice, and classroom 

climate. Research participants responded to an email interview, provided relevant 

documents, engaged in a teacher observation, and an audio-recorded, semi-structured, 

open-ended teacher interview, all for the purpose of answering the main research 

question: To what extent have standards-based reforms impacted highly effective 

teachers’ art of teaching? To accomplish this, deductive thematic template analysis was 

utilized as collected data were aligned to the three research categories, analyzed using 

nine a priori codes as well as topics that emerged during analysis, and then interpreted 

through the study’s theoretical framework.



CHAPTER 4 

RESULTS

This chapter presents the analysis of data collected from four public school 

teachers selected by their peers as being highly effective educators in an age of 

standardization in public schools. Data were collected in the spring of the 2012-2013 

school year from a single school district in Middle Georgia. The purpose of this narrative 

case study was to explore the perceptions of highly effective teachers in grades 7-12 

regarding the extent that standards-based reforms have impacted their art of teaching 

specific to their teaching style, their pedagogical practices, and their classroom climate.

It is important to note that for this qualitative study, the “art of teaching” was defined as a 

reflective form of practice “informed by the imagination that employs techniques to 

select and to organize expressive qualities to achieve ends that are aesthetically satisfying 

for both the learner and the teacher” (Eisner, 2002a, p. 49).

Data were collected through email interviews, document collections, teacher 

observations, and teacher interviews in order to answer the following research question: 

To what extent have standards-based reforms impacted highly effective teacher’s art of 

teaching? In order to address the main research question, the study’s sub-questions had to 

be answered first. The sub-questions were:

111
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a) To what extent have standards-based reforms impacted the teaching style of

highly effective teachers in a Middle Georgia school district before and after 

NCLB?

b) To what extent have standards-based reforms impacted the pedagogical

practices of highly effective teachers in a Middle Georgia school district 

before and after NCLB?

c) To what extent have standards-based reforms impacted the classroom climate

of highly effective teachers in a Middle Georgia school district before and 

after NCLB?

Participant Profiles

This narrative case study focused on four highly effective public school teachers 

in grades 7-12 bounded within a single school district in Middle Georgia. The study’s 

participants consisted of two teachers from the district’s middle school and two teachers 

from the district’s high school. Both middle school participants taught seventh grade; 

one in the area of social studies and one in the area of science. Participants at the high 

school level included a mathematics teacher for ninth, tenth, and eleventh grade and an 

English teacher for tenth, eleventh, and twelfth grade. Collectively, the four teacher 

participants in this study (see Figure 5) had close to 100 years of professional classroom 

teaching experience and each, through various means and in various capacities, had been 

recognized at the district or state level as being highly effective. In addition, for the 

purpose of this study, these four participants were identified by their colleagues as being 

highly effective based on the 10 characteristics established by McEwan (2002).
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7th 6rade 

"Brenda”

- White American
- 48 years old

- science teacher

- 27 yrs. teaching exp.

7th Grade 

“Victor'
- African American
- 43 years old
- social studies teacher

- 22 yrs. teaching exp.

9th, 10th, & 11th 

•Jalisa"
- African American

- SS years old
- math teacher
- 32 yrs. teaching exp.

Participants

10th, 11th, & 12th 
“Cierra"

- White American
- 33 years old
- English teacher
-18  yrs. teaching exp.

Figure 5. Profile of Research Participants

The researcher employed participant anonymity as a means to protect the identity 

of the research participants and the school district in which they worked; hence, the true 

identity of each participant was not given. A pseudonym, selected by the participant, was 

used to protect the identity of the participant, while also allowing each the opportunity to 

use his or her voice in sharing the stories of his or her teaching experiences. Other 

inconsequential, but possibly identifying information was purposively withheld in order
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to ensure anonymity. In the interest of research confidentiality, actual participant 

identities will remain privy to the researcher only.

Narrative Descriptions 

This chapter presented an analysis of data and includes the participants’ profiles, 

narratives, the data analysis process, an analysis of emerging themes, and a theoretical 

interpretation of the findings. This narrative presentation of data highlighted the four 

teacher participants in this study and revealed the stories of their classroom experiences 

from before the era of standards-based reforms and after. Results of the analysis were 

interpreted using Eisner’s (2002b) theory of aesthetic teaching and learning to determine 

if and how standards-based reforms have impacted these participants’ art of teaching, 

specifically related to the categories of teaching style, pedagogical practices, and 

classroom climate.

Victor: Middle School Social Studies Teacher 

Victor a seventh grade social studies teacher has been teaching for 22 years. He 

began his career as an educator in an alternative school setting where he taught for two 

years until a position opened at the middle school where he is presently employed.

Victor self-identified as an African American male, 43 years of age. He received his 

undergraduate degree in middle grades education from Albany State University in 

Albany, Georgia and his master’s degree in education from Fort Valley State University 

in Fort Valley, Georgia. Victor has been recognized on three occasions as being the 

teacher-of-the-year for his school. According to Victor, this recognition is of particular 

professional value to him as this honor is decided upon by his peers and thus, as Victor
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phrased it, “carried more weight” than if the recognition were decided by his school’s 

administrative team.

As a veteran teacher, Victor recognized that many of the students in his Title I 

school district simply do not have the needed support at home and in many ways, he was 

not only a teacher to some of his students, but also a mentor. Even after 22 years of 

being in the classroom, Victor is of the opinion that it is his responsibility as the teacher 

to be “engaging, motivating, and captivating”.

Victor’s Teaching Style: Philosophy, Attitude, and Actions

Insight into Victor’s philosophy, attitude, and actions specific to his teaching style 

was shared through his responses to the email interview, the teacher observation, and the 

teacher interview. Collected documents were also referenced by Victor in this 

discussion.

During the teacher interview, Victor shared that many of his ideas on teaching, 

both good and bad, stemmed from his earliest experiences as a student. Victor expressed 

his desire to make a difference in the lives of his students saying, “I have high 

expectations for all of my students because I know they all can learn given the right 

instructional push.”

Citing past experiences that occurred over the course of his years as a public 

school student, Victor recounted that he was fortunate enough to have had various 

teachers growing up who made a significant and positive difference in his life. However, 

he also shared that he had teachers he believed to be poor and ineffective. Moreover, 

Victor was convinced that these teachers had no interest in his personal well-being, no 

interest in his learning, and according to Victor, no real interest in the subject they were



116

responsible for teaching. Furthermore, he believed that some of them really did not care 

if he was academically successful in the long-term or not, as he thought many of the 

ineffective teachers he encountered were really just “biding their time until something 

better came along.” Victor shared the irony that he found in his experiences with these 

teachers as he explained that he often used many of these same teachers to serve as 

inverse role models for his earliest teaching experiences. He stated,

Like most young teachers when they first start out in the classroom, I was 

scrambling everyday just to keep my head above water. You know, doing what I 

could just to stay one day ahead of the kids. But, no matter how bad things got, 

this much 1 did know -  that no matter what I did, as long it wasn’t what Mrs. So- 

and-So did, or what Mr. What’s-His-Name did, I would be okay. Sometimes, it 

wasn’t nearly as important to know what to do, but instead, knowing what not to 

do that helped the most.

Consequently, as an educator, Victor explained that he takes pride in his chosen 

profession as he believes teachers can and still do make a difference in the lives of young 

people. Moreover, he stated that he takes his responsibility to educate very seriously as 

he expressed a very protective nature over the actual day-to-day time he has to spend 

with his students especially as it “plays out over the course of a typical, albeit short 180 

day” time span. Believing time to be a limited commodity, Victor openly addressed the 

limitations of time in saying that he could not afford “to cheat any of my students out of a 

learning opportunity through the wasteful use of time”. Accordingly, Victor described 

himself as being “task driven, goal oriented, and a bell-to-bell” kind of teacher.
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During the email interview, Victor shared his thoughts on his teaching style prior 

to NCLB reforms. In particular, he provided an example that he believed best 

exemplified his teaching style during that time.

My teaching style suited who I was as a teacher; it fit my personality of being 

energetic, and spontaneous. I’ve always have had a slight flair toward the 

dramatic and some of the stuff I did back then was certainly memorable. Once, I 

was teaching a lesson on the horrors of the Middle Passage, so I tied my students 

together and everyone crawled into refrigerator boxes to simulate the ship’s cargo 

hold. Now, that was a huge “make it real” experience!

When discussing this early experience in the teacher interview, Victor expressed the 

value he placed on the whole of student learning. Intent upon providing his students a 

memorable illustration that also supported the lesson, this instructional endeavor was 

considered by Victor to be a firm example of an activity that encouraged student learning 

through the practice of personal engagement and relevance which he recognized as being 

central to his teaching philosophy. Placing great value on “engaging students in 

appropriate, meaningful, and challenging tasks”, Victor expressed his belief that it is “the 

teacher’s responsibility to ensure students have the opportunity to learn through 

experience, exploration, and discussion.” Victor cited a shift in his actual actions and in 

many ways his attitude over the years since the passing of NCLB and the implementation 

ofSBRs.

During the teacher interview, Victor was asked to consider the impact that SBRs 

have had on his teaching style. Victor shared his personal thoughts based on his current 

experiences specific to the presence of the conflict he believes exists between his
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opportunities to provide aesthetic opportunities in being creative and artistic and the 

scripted requirements of the standards-based classroom:

In a word, [it’s] stifling. Rather than feeling the sense of actually teaching and 

focusing on a process of engaging in thoughtful interaction, it seems more like 

there is this checklist idea to teaching. I feel that I must busy myself with a 

myriad of extraneous, mundane details that effectively detract from the teaching 

that I would like to be doing. Although I try to continue incorporating my 

individual style of teaching that is reflective o f my personal philosophy and 

ideologies regarding teaching, the opportunity has been drastically reduced 

because of the unnecessary and tedious detail that revolves around the 

requirements of NCLB, but nonetheless is demanded of teachers. Trying to get it 

all done is nerve racking!

When asked what he meant by “getting it all done,” Victor stated:

Getting everything they want up in the classroom on a day-to-day or weekly basis. 

When I say ‘they’, I’m talking about the principal, the assistant principals, all 

those people who haven’t been in a classroom in years, and then think that just 

because all that mandated crap is up everywhere that something, you know, I 

mean ‘learning’, is going on in the classroom. Getting it all done is making sure 

the agenda’s up, the standard is posted, the EQ, you know, all that stuff. That’s 

part of their “dog and pony” show for accountability, not mine. I do it because I 

have to. (Pause) And . . . ,  if I don’t, well then, that leads to a poor evaluation and 

nobody wants a poor evaluation, right?



Victor spoke specifically to how his attitude toward his job has waned more 

recently as he believes his teaching style is better and stronger when he is allowed to have 

“free reign” over the level of creativity he can employ in his classroom. Blaming time 

constraints and his school’s focus on testing, he said the chance to be creative has 

changed. He voiced a concern over how this has been restricted since the mandated 

Standards-Based Reforms (SBRs) have been implemented in his district. When asked 

what he meant by “free reign,” Victor shared that he missed the former autonomy that 

allowed him to make the necessary instructional decisions that, according to him, should 

be left to the classroom teacher. He said:

You know at one point in my career, I was allowed to make pretty much all the 

instructional decisions for the students in my classroom - which I did based on my 

belief that it is the teacher’s professional responsibility to know their students, 

which I do. When I say ‘know,’ I mean, to know where each kid is cognitively, 

academically, developmentally and so on. Okay, so maybe, personally as well, 

and then, based on that knowledge, to design lessons that are appropriate, 

meaningful and still challenging.

When prompted to discuss his concern regarding autonomy in greater detail, Victor 

referred to the lesson plans (see Appendices F & G) he provided from before and after 

NCLB and SBRs in saying:

Well, just look at the two lesson plans I gave you. There you will see a prime 

example of what I mean. One contains my ideas and decisions on what the 

students were to leam and the manner in which 1 decided it would best be 

presented and learned and the other is centered on the standards and on meeting
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a specified checklist of requirements in the manner that the administration 

demands. It’s disheartening to think . . .  no, to know that my voice and my 

professionalism have disappeared almost overnight.

According to Victor, the two lesson plans represent an intrusion to his ability to make 

professional decisions and further reflect an impediment to his inherent teaching style or 

as he phrased it, “who I am as a teacher.”

Observing Victor in his classroom yielded an opportunity to see his style of 

teaching as he actively engaged his students in a CRCT review. In order to engage all of 

his students, Victor said he planned the activity with the idea of “trying to pump them 

up,” so he decided to use the ‘Trivia Night’ review approach where teams are formed and 

asked to respond to questions. Teams with the greatest number of correct responses are 

declared the winner. Consequently, students were divided into teams with each team 

establishing their own team name. Victor wrote the team names on the whiteboard and 

also used the board to record each team’s score. Because this review activity was carried 

out like a Trivia Night experience, Victor used a small, home version of a karaoke 

machine that was complete with a microphone, the ability to play music, and had a sound 

system with speakers.

Acting as the “DJ,” Victor used the microphone to read the questions aloud and 

then, while the teams discussed and wrote down their responses, he played contemporary 

music that the researcher did not recognize, but was recognized by the students as they 

physically responded to the music by nodding their heads to the music or singing along 

with the music. Periodically, Victor stopped the music to reread the question, spending 

about one, to one and a half minutes per question. During this time, teams wrote their



responses to the questions on small slips of paper with one member of each group taking 

the team’s answer to Victor who was at the front of the room. Victor checked each 

team’s response and recorded a correct response on the whiteboard with a hash mark. 

After all teams had a response in, Victor stopped the music and once again read the 

question aloud and then called on a team to respond with the correct answer. Depending 

on the question, it was observed that Victor used the CRCT review questions to get 

students to recall information, to summarize information, and to make connections by 

extending discussion and questioning students about the information if needed.

Moreover, it was observed that Victor actively interacted with his students and worked to 

engage them through the review process. Sometimes he danced during the music 

portions, he responded enthusiastically to teams with correct answers, and he jokingly 

chided those who did not. While utilizing these skills, the lesson was fast-paced, creative 

and lively, and in short, provided a novel approach to the reviewing process. However, it 

was also observed that while the students seemed to enjoy what they were doing, they 

also appeared to be very reserved or less-enthusiastic than expected. When asked about 

this Victor replied:

Yeah, I probably went a little overboard with that because that class is my “off the 

chain” class, you know -  after lunch, full of energy and sometimes it’s hard to 

keep them on task. So, I pretty much warned them to be on their best behavior 

. . .  because you were coming, plus we were just reviewing for the CRCT and 

quite honestly I think they find that kind of boring. Plus, it reminds them of the 

pressure to succeed. Even though I had them in teams and tried to make it a
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competitive game, they really weren’t too happy with the way I broke the groups. 

You know they like to sit with their friends, but that’s not always the best thing. 

Through a unique approach, it was observed during the classroom observation that Victor 

worked to motivate his students in an appropriate, meaningful, and challenging manner. 

Victor’s Pedagogical Practices: Skills, Knowledge and Discourse

Insight into the skills, knowledge, and discourse related to Victor’s pedagogical 

practices was communicated through his responses to the email interview, the teacher 

observation, the provided course syllabi, and the teacher interview.

According to Victor, instructional effectiveness is paramount to not only the 

success of his students, but to him as well. Because he believes all students can learn, he 

chooses to use what he believes is essential to good teaching and that is, “three specific 

instructional principles” he tries to use regularly in the classroom. When asked to share 

these principles, he related that for him “success in the classroom boiled down to 

preparation, organization, and communication.”

With respect to preparation, Victor was adamant in its importance because he 

believes that best lessons are aligned to the curriculum, thoughtfully created in advance 

and not singularly focused or limited to the basic information to be learned or the 

standard to be taught. According to Victor, teachers “miss the boat” if  they only prepare 

a lesson that is limited to the basic information as there is so much more to consider, 

especially when it comes to the students. Victor expressed that preparation might begin 

with a standard, but no lesson should ever be taught without considering it from the 

student’s point-of-view. When asked about the ways he envisioned the teaching and
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learning goals for his classes prior to NCLB and SBRs, Victor responded in the email 

interview. He stated,

As I designed lessons, I would always try to consider how it would be seen 

through the eyes of the students. We had the curriculum and the QCCs, so 

knowing what the students were to learn wasn’t the problem, but deciding the best 

way for them to learn it was my task, so I would also have to consider the 

different abilities of my kids, the time we had to learn, and also instructional 

methods to make it more engaging. So, through my own actions and expertise, I 

was able to assess them, gage their abilities and link it to their prior knowledge. 

When prompted to discuss this further during the teacher interview, Victor 

expressed that he subscribed to the idea that teaching was in many ways a “sacred 

opportunity” and one that should probably not be entrusted to just anyone. However, he 

also expressed that if a person decides to go into the profession, it should be based on the 

desire to improve, or to enhance, the opportunities and the lives of the children. Hence, 

he expressed his goal as a teacher was and is to actively provide learning opportunities 

that benefit all of his students.

Citing an intrusion to this in his practice, Victor, during the teacher interview, 

discussed and expressed the professional frustration he has experienced as a result of 

NCLB and SBRs as he once again addressed the question about the ways he envisioned 

the teaching and learning goals for the class since the passing of NCLB and SBRs. He 

shared,

I guess how I envision the learning and teaching goals is vastly different than 

what is happening. For me, learning and teaching is an ongoing process not
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limited to a simple standard, because the basic standard, in fact, limits what a 

student should know. So, in order for learning and teaching to expand, a teacher 

has to go beyond the standard, but with the mandates our administration places on 

us, the reality is way different and sometimes difficult.

When asked to expand on what he meant by the term, ‘different’ Victor added,

Well, learning and teaching should be a natural process that sort of just emerges 

through the course of things - kind of on its own, but now everything is so 

prescriptive and follows a formula -  maybe ‘schedule’ is a better word, I don’t 

know, but my thoughts on teaching and learning really haven’t changed, but in 

many ways, I’ve been forced to change my practices as the primary focus has 

become raising the test scores and [the school] making AYP.

The second principle Victor ascribes to is organization, which in his words is an 

“extension of preparation” as he expressed the importance of using good organizational 

practices in the classroom. He shared that the best way to avoid problems in the 

classroom is to be prepared and to be organized as this not only encourages the best use 

of time for the teacher, but it also ensures the best use of time for the students with less 

chance for them to be off-task. Early in his career, Victor noted from personal 

experience and from observing other teachers, that time off-task leads to ineffective 

classroom management and in general, behavior problems all around. Consequently, 

Victor confirmed that he plans and organizes his lessons well in advance and then, 

communicates those plans and goals to his students to avoid any surprises or 

misconceptions as he believes communication contributes to building strong student- 

teacher relationships which are necessary to be a successful educator.
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Typically, Victor communicates these advanced plans and goals to his student 

through his course syllabus. As a participant in this study, Victor provided an example of 

his course syllabus from before and after NCLB (see Appendix D & E). Victor shared 

that he selected these documents to serve as an example of the communication he 

provided his students and to be an example of the input he, at one time, had using his 

professional knowledge and skills to determine the teaching and learning goals for the 

class. According to Victor, the two document examples are in contrast to one another as 

he no longer believes his professional knowledge and skills are effectively represented in 

the current syllabus, which, according to him is a “deep concern”.

For Victor, the role communication plays is multi-faceted as he accepts the notion 

that communication “runs in both directions.” As an educator, Victor is of the opinion 

that it is his responsibility to use numerous strategies each day in order to effectively 

communicate the lessons to his students so that everyone “gets it” and if  they do not, he 

expects and encourages students to ask questions. This, according to Victor, requires that 

he be skilled in multiple methods of teaching and learning that is grounded in theory. 

Additionally, he must be knowledgeable of his student’s social, behavioral, and cognitive 

levels in order for him to be his best. Consequently, Victor emphasized the professional 

importance he places on continuing to stay abreast of current trends in education, new 

learning or teaching theories, and the latest research.

Victor conveyed his astonishment regarding how many of his peers never bother 

to “take a class, read a journal, or go to a conference in order to improve, or to just keep 

up with what’s going on.” He expressed that he did not necessarily believe that acquiring 

more or higher degrees led to better practices, as he revealed that many of his colleagues
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have openly pursued higher degrees in order “to boost the paycheck.” As a professional, 

Victor expressed that “all teachers have a professional obligation to themselves, to their 

profession, and to their students to, at the very least, stay current in their respective 

content area with learning that extends beyond the required professional development for 

certificate renewal.”

Continuing with the importance of communication, Victor stressed the value of 

teaching solid communication skills to his students which he executes through modeling. 

Citing that many of his students come from homes that are reflective of generational 

poverty, where little to no clarity in communication exists, he believes there is power in 

improving his student’s abilities to communicate by actively pushing vocabulary growth, 

improving the spoken quality of their speech, and working to increase the dialogue skills 

needed to engage in thoughtful conversation or academic speech. In response to this, 

Victor shared that he has received some criticism in the past from various members of the 

local African American community accusing him of “acting white” and/or “trying to 

destroy the culture [of the students].” Undaunted, Victor emphasized his belief in the 

power of language and in the power of improving his student’s communication skills as 

he expressed it is his goal to see all of his students grow beyond “the poverty that is 

choking them.”

Victor shared his additional thoughts in the email interview when asked how he 

would describe the skills, the knowledge, and the discourse he utilized in his classroom 

before NCLB as a means to make judgments regarding the teaching and the learning 

taking place in his classroom. In his response, he shared that prior to NCLB, the 

approach he used most often generally came out of class discussions based loosely on the
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Quality Core Curriculum and on related topics that he thought were significant enough to 

introduce them to his students. Whether it was about current events, world history, world 

geography, or Georgia history, Victor used the QCCs as a guide and then chose topics 

that would spark thought and discussion. According to Victor, these topics would open 

the floor for conversation and would usually provide the base on which additional 

projects and/or research was conducted later. He shared that this did not mean that the 

class addressed a standard list of broad topics that would stand for a complete lesson. 

Instead, based on a series of questions regarding these topics, he was able to address the 

specific needs of the students by relating the topic to something relevant to them.

When asked the same question in the teacher interview, Victor expressed the 

following,

Presently, I think my classroom is too heavily focused on drill and kill skills in 

order to pacify the expectations of the school specific to teaching to the standards, 

or should I say tests? You know . . .  it’s all about AYP. This [focus] is also used 

to assess students’ base concrete knowledge and thus, ends up taking up the 

largest part of my "teaching." (Victor made the air quote signs). Assessing 

what the students know on a deeper cognitive level is often overshadowed by 

assessing these basic rote skills even though we all know that communication in 

the classroom is the best way to really assess what students know. Of course, this 

is my opinion and really the way that I would like to teach always, but right now, 

discussion is not necessarily encouraged, but I do try to get my students to engage 

in conversation and classroom discussions even when it doesn't necessarily have 

anything to with a particular standard. I just feel this gives them a chance to think
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and express themselves beyond the standards. After all, if a student cannot be 

social in a social studies classroom, then something is wrong!

Victor shared that he had some reservations about this change and knew that he, as well 

as some of his colleagues, have experienced the frustrating effects of a “test-centered 

curriculum”. Victor stated,

However, I realize that this is not the norm in many classrooms today and even in 

the professional stuff I read. Today’s classroom seems to be a breeding ground 

for teaching test-taking strategies and for covering standards. Forget spontaneity, 

individuality, creativity, and for God’s sake, there better not be anything going on 

in the classroom that wasn’t planned or on the lesson plan or the agenda! As a 

matter-of-fact, the more I think about it, creating a curriculum based on 

knowledge, enhanced by dialogue, and then fostered by the student’s and 

teacher’s knowledge, skills, and experiences - man, that would be ideal.

When prompted to address this statement in greater detail, specific to the remark on 

spontaneity, individuality, and creativity and the presence of unplanned activities, Victor 

revealed that, according to the new Teacher Keys evaluation system being implemented 

in his school, if he were being observed by any of his administrators and an activity or a 

discussion were taking place that was not on the daily agenda, the lesson plan, or 

somehow linked to the standard, then he would be given a lower performance mark by 

the administrator on his teacher evaluation. This, according to Victor, essentially kills 

spontaneity, individuality, and creativity for both students and teachers.

Concluding Victor stated,
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It’s pretty stupid because with students you never know where the conversation 

will lead or what they want to know, but what am I going to do? It is frustrating, 

but I really don’t have a lot of choice, so sometimes you just have to go with the 

idiocy of it all. This means limiting the kids to the task at hand and placing huge 

restrictions on me - something I can’t stand.

When prompted to continue the discussion about the ways Victor addresses the 

unpredicted events that occur in class, Victor shared that for the most the part these 

events are few and far between because the class and the school stays on such a strict 

timeline to get it all in before the testing window, that it is pretty rare. However, when 

something like that happens, Victor revealed that he tries to foster the moment because he 

would rather allow an impromptu question or event to happen that would hopefully leave 

an indelible mark on what believes is more reflective of a complete education. Victor 

shared that when an unpredicted event like a student question comes up about something 

not related to the day’s lesson, he typically goes with the flow unless an observation is 

being conducted, then he uses redirection tactics.

In considering the methods he uses to judge the educational quality that takes 

place in his present-day classroom, Victor shared how the teachers in his school are 

required to use the prefabricated benchmark assessments. Also, he discussed how a large 

amount of time that could be spent learning new or interesting material is typically spent 

teaching the kids various test-taking skills and practices in order to score well on the 

school’s CRCTs and as means to better prepare them to take more tests in the future. 

Concerned over the limitations of this practice Victor shared,



I am not sure that this [practice] really measures the quality of education in my 

classroom. I think that it simply provides a lot of data showing what students 

don't know; however, it also gets in the way of me being able to address student 

deficiencies and to really teach them what they need to know and how to figure 

things out. It’s fair to say, my practices in the classroom have certainly changed 

and I feel the pressure and stress over the conflict of what is the best thing to do. 

So, sometimes I’m kind of like ‘Vegas’. You know, what happens in Vegas stays 

in Vegas? Well, what happens in my classroom doesn’t really stay in the 

classroom, but not everyone needs to know that I don’t always follow the rules 

that they set - at least not technically. But the things, which I believe to be 

invaluable and of real worth to educational quality are often eclipsed by the 

checking off of standards from a list, preparing students for tests and then 

spending hours each week just putting stuff up in the room that may align to the 

standards, but is really all for show. All of that takes away from real instructional 

time or from preparing valuable, engaging lessons. So, in the end, I really don’t 

feel I have a lot of say in this whole perfunctory process as the “powers that be” 

(Victor raised his hands and made the “air quotes sign”) are beyond the four walls 

of my classroom and really don’t have a clue about me, or the needs of my 

students, but they’re the ones making all the decisions.

When the researcher asked Victor to explain how he felt about this, at first he shared that 

he was frustrated, but then clarified his statement by adding,

Mostly, I’m pissed and upset that I know my kids better than any of my 

administrators, but that doesn’t matter. Some of them [the kids], I know better
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than their own Mama knows them, so I feel responsible about limiting their 

education by staying within the confines of the standards - because that’s not 

really teaching and that’s not letting me do my job.

For Victor, doing the best job he can regardless of the circumstances is 

significant, as during the teacher interview he shared his students come first and while he 

is not always happy in the situation in which he currently works, he tries to navigate the 

impediments and move forward. Specific to pedagogical practices, the observation 

recorded Victor’s class engaged in a group review activity relevant to the upcoming 

CRCT. It was observed that the review activity was pre-planned as desks were in pre

arranged groups of four, and the presence and use of a karaoke machine with 

accompanying microphone and selected music, along with the pre-written CRCT review 

questions on 3x5 cards. The observed activity was a prepared and organized review of 

the CRCT as the questions being asked were aligned to the standards. Student groups 

were intentionally arranged by Victor using differentiation strategies as the activity was 

well-ordered. Moreover, the student’s demonstrated an age appropriate level of self- 

control. Victor communicated with his students in an engaging and relaxed manner, but 

his interaction also reflected a professional tone of seriousness as he modeled 

behaviorally what was expected of his students. The observation provided a window to 

Victor’s skills, knowledge, and discourse as he monitored and addressed student’s 

progress and abilities and student misunderstandings related to the review topics.

Victor’s Classroom Climate: Physical, Social, and Emotional

The information on Victor’s classroom climate originated from a combination of 

his responses to the email interview, the teacher observation, and the teacher interview as
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this provided a view into the physical, social, and emotional characteristics of the 

classroom.

Victor’s classroom measured approximately 20x25 feet (see Appendix X).

Student desks were arranged facing one another in seven groups of four. The grouping 

arrangement provided students the opportunity to work collaboratively. The teacher desk 

was not centered in the front of the room, but was instead in the back comer of the room 

along with a desktop computer for the teacher. Taped to the wall next to Victor’s desk 

were cards, notes, and pictures created by his students and addressed to him. The room 

was equipped with two additional desktop computers with a sign above labeled, “Student 

Research Center”. A bookshelf was nearby and contained many books and magazines on 

various countries, cultures, current events, and several atlas style books easily available 

to the students. One wall in the classroom had a physical map of the world that was the 

full-size of the wall. Other walls contained examples of student work with handwritten 

teacher commentary, classroom rules, and various school related documents to include a 

bell schedule, a lunch menu, and instructional guidelines for students to know what to do 

in the event of a fire or a tornado. There were numerous smaller posters related to travel 

and to world geography posted in various locations on the walls throughout the room. 

Next to the main whiteboard at the front of the room was an area labeled ‘Word Wall’ 

that contained several vocabulary style words associated to social studies and an 

American flag. Written on the whiteboard was a daily agenda that provided a sequential 

outline of the class’ schedule for the day complete with areas labeled: a) Opening; b) 

Work Session; and c) Closing. Also on the board, to the left of the daily agenda, the 

Georgia Performance Standard and elements associated with the day’s lesson was visible.
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Additionally, the essential question for the day’s lesson was written. The room was well- 

lit, although one fluorescent light fixture was partially burned out with only three of the 

four bulbs working. The temperature in the room comfortable and overall, the room was 

well-ordered and clean. Victor’s classroom provided a sense of order and structure and 

one that was conducive to learning.

In order to be in the room at the beginning of class, the researcher arrived early 

for the teacher observation and waited in the hallway for the previous class to file out 

when the bell rang. After the previous class left the room, the researcher entered and 

located a non-intrusive, but easily observable spot in the room. Victor was observed 

standing at the door of his classroom personally greeting each student as he or she 

entered the room. Shaking the hands of some of the students, providing a fist-bump to 

others and nodding or patting the shoulders of some, each student was greeted personally 

by Victor. Some students were smiling, others were sweating and out-of-breath, and still 

others had no expression until Victor offered a greeting, to which they responded with a 

smile or a comment. Two young men were spoken to directly by Victor as they entered 

the room, as he quietly whispered something in their ears, to which they nodded and one 

student said, “Yes sir.” It was observed that Victor had established a connection with 

many of his students as they were smiling during this interaction with him.

During the teacher observation, it was recorded that once the students had entered 

the room the general atmosphere of the room was one of attending to the business at 

hand. Students entered the room in a quiet and orderly fashion. After checking for their 

names on the index cards taped to the various desks, students located their name and then 

sat in their assigned desk. The day’s agenda was posted on the board and the students



were observed beginning their work without direct instruction by Victor. As the students 

copied the homework assignment from the board, Victor visually took roll and recorded 

the day’s attendance in the computer at his desk. He then reviewed the day’s agenda with 

the students reading from the board. This was followed by him referencing the list of 

content standards that each student had a hardcopy of in his or her notebook. Shortly 

after locating those standards, the class activity of reviewing for the upcoming CRCT 

began.

The observed social interaction between Victor and the students appeared to be 

relaxed and comfortable and was confirmed as such by Victor in the teacher interview as 

he noted that while that class can be super lively, they are also a lot of fun as he enjoys 

the kids and the many personality combinations. The students were actively engaged in 

the review and the whole of the review method; however, they were also somewhat quiet 

or reserved which Victor shared was due to his issuing a pre-warning to some of the 

students to be “on their best behavior”. Additionally, Victor shared that his way of 

grouping the students was not necessarily to their liking as they would have preferred to 

sit with certain friends. However, in the interest of differentiation for this review, the 

students were grouped according to a mixed range of abilities as Victor did not want all 

of the high-achievers seated together, and conversely, did he want all of the students who 

struggled to be in a single group. The mixed ability groups had a good rapport with one 

another as the observation demonstrated a climate of tolerance with each team working 

together to respond to the review questions. One team, had periodic internal 

disagreements over the responses to the review questions, but other than, “Man, I told
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you that was the wrong answer,” there were no outbursts or visible conflicts between 

students.

During the teacher interview Victor shared additional insights regarding his 

thoughts on the climate in his classroom. Victor said he wanted the social and emotional 

climate in his classroom to be grounded in mutual respect as he works to promote this 

through modeling. Moreover, he expressed his desire to not only promote a respectful 

environment, but also one that fosters the idea of intellectual freedom -  meaning that 

students can take risks without the fear of being wrong. He shared that so many middle 

school students are self-conscious and really afraid they will be ridiculed if they venture 

an incorrect answer which keeps many of them from speaking up. However, at the same 

time, these same students don’t mind “making fun’ of others who may be wrong. He 

shared that his approach to this is to not tolerate ridicule in his room and he works to 

promote an environment that is “risk-free,” meaning that the students know up front if 

they make fun of someone, there will be consequences from Victor. Victor shared that 

typically he only has to address this once at the beginning of each school year.

When asked to share more about the climate in his classroom since NCLB Victor 

shared that his classes engage in collaborative work as he has long believed “there is a 

time, a place and a purpose for collaborative work.” As such, Victor explained that one 

of the physical features in his classroom used to support collaboration is the regular 

grouping of student desks. Victor shared that he not only placed students in groups and 

pairs, but that he also posted student work in the classroom complete with his standards- 

based aligned commentary, placed a daily agenda with the mandated categories on the
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board, had the standard written for students to see and had an accompanying essential 

question.

During Victor’s teacher observation, the researcher noted the presence of the 

physical features in his classroom that were associated to SBRs. Later in the teacher 

interview, some of these features were discussed with Victor in relation to the 

classroom’s climate. It was noted that Victor had student work posted with his 

handwritten commentary specifically aligned to the standard that the student’s work 

represented. An example of this commentary was observed and read:

Your essay comparing and contrasting the governments of China and India clearly 

demonstrated your understanding of GPS SS7CG7. You included information on 

the role of the citizen regarding voting rights and the allowed personal freedoms 

in both countries. Good.

Additionally, other standards-based mandates were present in the room as previously 

listed above. During the teacher interview Victor discussed the role some of these 

standard-based requirements play in his emotional and social relationship within the 

classroom. Victor shared that SBRs have impacted and impeded his ability to make 

meaningful decisions, create joyful, engaging experiences in the classroom and how, in 

many ways, he now feels ineffective. He stated,

I have so many responsibilities that are outside the realm of teaching. I mean the 

real interaction that I should be having with my students is now spent meeting all 

of the standard-based requirements. The stress to get it all done is overwhelming 

at times and I’m not really convinced that these reforms, like posting the standard
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is really that beneficial to the students, but it sure messes up me and my 

colleagues.

With regard to the presence of the standards in the classroom, Victor shared that he posts 

each standard as the class works on them because the teachers at his school are assessed 

for having them posted in the classroom as part of the teacher evaluations.

Victor believes that the general climate of his classroom is very different than 

what it was just a few years ago. He emphasized that many of the experiential processes 

he would gravitate towards as a part of his former educational practices and methodology 

are now absent from the current climate of his classroom. Calling the classroom “kind of 

flat” Victor expressed that while he knows projects and other hands-on activities would 

be a great way to reinforce the student’s learning of the standards, it is not something that 

he has the class time for, but unless the projects are done in class they rarely are 

completed. Consequently, projects are seldom assigned by Victor. He stated,

Most of the time, it’s a battle to assign even the smallest project to be done at 

home because most of the parents for various reasons, can’t, won’t, or aren’t 

involved enough with their kid’s education. And, I just don’t have available class 

time to devote to projects because we teachers are under such pressure to cover all 

of the standards before the test dates, that by the time the dates do arrive we all 

[students and teachers] are a nervous wreck.

Because of the push to expose the students to all of the standards prior to the Spring 

testing window, Victor shared that much of the what used to be included in the 

curriculum and taught in the classroom has been reduced to repetitive reviewing for the 

tests. He expressed that the presence of the test-centered CRCT Coach Books, review
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guides complete with practice tests, has become the dominant curricula force in many 

current classroom situations. Specific to this Victor stated,

It is not my choice. It is what is required of me and while I want to continue 

being a highly effective teacher, I’m afraid that the current administration’s 

definition of that [highly effective] doesn’t align to mine. Oh yes, I can get kids 

to pass the tests, even exceed on them, but what else are they walking away with?

I can tell you, a whole lot less than what they used to walk away with in my 

room. Sad -  and I can’t help but feel responsible for that. But, what’s really 

sad is that the standards or having standards is not the real problem. The real 

problem is how they were forced, mandated, implemented -  whatever you want to 

call it. That’s the problem, I think. Personally, I think everyone from the top 

down is trying to practice covering their ass.

Victor: Summary

As an educator, Victor is a collection of complicated convergences. His 

designation as an artful and/or highly effective educator is accurate as he is indeed one 

who engages in a reflective form of practice that has been informed by his imagination 

and who works to employ teaching techniques that will aesthetically satisfy both himself 

and his students. Moreover, he possesses the 10 traits outlined by this study based on the 

work of McEwan (2002).

He works within the confines of SBRs while also maintaining professional 

practices like collaboration and differentiation, although he indicated that SBRs are 

having an increasing presence in his classroom. Victor’s teaching style, pedagogical 

practices, and classroom climate reflect many of his personal views and beliefs. Driven
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by his philosophy, his attitude, and his actions, Victor’s teaching style is distinct. His 

pedagogical practices are defined by his skills, his knowledge, and his discourse, each a 

characteristic that plays a significant role in Victor’s beliefs and actions.

Influenced by the teacher’s teaching style and pedagogical practices, classroom 

climate is embedded in the physicality of the room, as well as, the social and emotional 

atmosphere of the room. Often dictated by the classroom teacher, a positive classroom 

climate is essential to the culture of a classroom. Victor’s classroom climate was very 

much a reflection of him as it too was a complicated divergence of qualities and 

elements. Victor’s classroom had the required physical elements associated to SBRs, and 

he engaged in the actions of the teacher expected in a standards-based classroom. He had 

student work posted with meaningful teacher commentary. Grounded in the principle of 

mutual respect, the interaction of the students with each other and with him appeared to 

be congenial and was also a classroom that represented an “all business” tone. While the 

classroom reflected a commitment to SBRs, Victor shared in his teacher interview that 

being required to have the posted mandates in his classroom have negatively impacted his 

social and emotional well-being and has impeded his ability to make meaningful 

decisions, create joyful, engaging experiences in the classroom.

Brenda: Middle School Science Teacher 

Brenda is a teacher of seventh grade science. She has been teaching for 27 years 

with 25 of those years at the middle school where she is presently employed. All of 

Brenda’s teaching experience has been at the middle grades level. She self-identified as a 

white female, 48 years of age. Her undergraduate degree and her master’s degree were 

awarded through Georgia College and State University in Milledgeville, Georgia.
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Brenda has been twice recognized in her school as the school’s teacher-of-the-year and 

was once named the middle school science teacher-of-the-year by the district’s area 

Regional Education Support Agency/RESA office.

As a middle school science teacher, Brenda sees her role as being one to guide 

students to gain a better understanding of themselves, the world around them, and how 

the two -  the student and the world interconnect. Brenda serves the school and the 

students in numerous capacities external to the classroom as she reported she is often 

described by her peers as being “talented in many areas.” Self-described as “one who 

was bom with a natural artistic talent”, Brenda stated that her role at the school is multi

faceted as she is often asked to create signs, banners, and posters for the school related to 

various events and/or student clubs. Additionally, she has served as a faculty sponsor for 

a variety of school clubs like the Science Club, the Jr. Beta Club, and for many years was 

the middle school’s cheerleading sponsor. By serving in these extracurricular positions, 

Brenda expressed that she is able to serve as a role model for many of the students in her 

school who “may not have anyone else in their life”.

A product of the school district in which she is now employed; Brenda attended 

school in the district as a student after her family moved to Middle Georgia at the end of 

Brenda’s second grade year. Brenda graduated from the district’s high school and during 

the teacher interview she credited her love for science and her desire to teach specifically 

to two of her high school science teachers, Mr. Burke and Mrs. Johnson (pseudonyms). 

Brenda recognized that both of these individuals had a role in influencing her to become 

a science educator as each believed that teachers were not bound to the single task of 

teaching a subject. Instead, both of these teachers emphasized to Brenda that an
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educator’s greater responsibility is found in teaching people, and she expressly noted -  

“young, impressionable people at that” .

Brenda’s Teaching Style: Philosophy, Attitude, and Actions

Insight into Brenda’s philosophy, attitude, and actions specific to her teaching 

style was gained through her responses to the email interview, collected documents, a 

teacher observation, and the teacher interview.

During the teacher interview, Brenda shared her thoughts on her teaching style 

and her educational philosophy. Returning to the two individuals who inspired her the 

most and convinced her to become a teacher, Brenda shared that Mr. Burke (a 

pseudonym) challenged her to think about the many possibilities of science for then and 

for the future. Additionally, Brenda reflected on how Mr. Burke used to remind the 

students that biology and chemistry were the “stuff that life and the world is made of.” 

According to Brenda, Mr. Burke was a visionary who challenged his students to see 

themselves as life-long learners because science is a “life-long discipline”.

The second teacher who inspired Brenda was Mrs. Johnson (a pseudonym). She 

also challenged Brenda academically and emphasized with her that science by itself was 

nothing. Brenda shared that Mrs. Johnson used to tell her students, “Science can only be 

as great as the scientist, as compassionate as the scientist, and as giving, or forgiving as 

the scientist.” As an adult and a professional educator, Brenda now realizes that what 

Mrs. Johnson shared with her and the other students was all part of the hidden 

curriculum; but nonetheless, the message resonated with Brenda. She shared that the 

most essential lesson she learned from this educator was the importance of excellence in 

all areas of life. However, Brenda emphasized that it had to be excellence with
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compassion. Brenda expressed how this concept has had a long-term influence upon her 

professionally as an educator and personally as a human being. She said,

Because so many of our students are without, I have to consider them first and 

science second. Then, I have to consider the teaching of science and my role as a 

teacher as it would be seen through their [the student’s] eyes. It’s a little hard to 

get excited about the existence of an amoeba when your family can’t pay the 

electric bill and every night you have to sit in a hot or maybe cold, dark house 

and try to function as if everything was okay.

As a result of the influence these two educators had in her life, Brenda directly attributes 

her interest in science, her interest in teaching, and her ability to “tune-in” to the needs of 

her students to these two significant people.

In reflecting on her philosophy of teaching and her teaching style, Brenda offered 

a brief summation of her thoughts as she responded in the email interview. She shared,

If I had to sum up my philosophy as it relates to my teaching style, I would have 

to say that I believe every child can leam. Furthermore, I believe all students 

are exceptional in their own way and they need the opportunity to be in a safe, 

caring, and inspiring educational setting in order to develop and mature 

emotionally, intellectually, physically, and socially.

Brenda shared that participating in the email interview provided her an opportunity to 

reflect on her philosophy of teaching, something she said she had not considered in some 

time.

As part of her responses to the email interview, Brenda described her attitudes and 

actions as they related to her teaching style before NCLB and the initiation of the Georgia
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Performance Standards. Her recollection of that time period was that she had the 

freedom to explore her own ideas and strategies when it came to teaching the concepts of 

science. Brenda explained that she developed integrated units where she felt she had 

greater success with her students. For Brenda these integrated units would involve other 

content area teachers and revolve around a central academic or technical subject theme, 

focusing on that theme from several perspectives.

Through the use of these units, Brenda concluded that the various academic needs 

of her students were better met. Additionally, she intentionally tailored her lessons to 

align to the interests of her students and to their learning styles. Expanding on this during 

the teacher interview, Brenda shared:

Long before it was popular to conduct interest inventories, or to complete student 

learning styles inventories, I was on it. I think I started doing both of those maybe 

my second or third year of teaching. Typically, what I found was that most o f my 

students had no idea what they were interested in, academically or personally. 

Middle school kids are like that. You know caught in a “time warp”, sort of - 

close to growing up, but not quite. Anyway, typically their interests were either 

very broad or very narrow. But beyond helping them to hone in on their own 

interests, for many of them, they were just excited that someone had asked 

something about them. Some kids told me that this was the first time in their 

school life that a teacher wanted to know more about them as a person, what they 

were interested in, or how they learned. It excited them to know that a teacher 

wanted to talk to them, about them. Of course, this fits perfectly to their 

developmental stage -  little egocentric individuals that they are.
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Brenda expressed that watching her students leam about themselves gave her a strong 

sense of pride and accomplishment. According to Brenda, it was a rewarding experience 

because not only did the students make new self-discoveries, but the experience provided 

her the opportunity to build the needed relationships between her and her students.

Brenda shared her thoughts regarding the importance of building student/teacher 

relationships in saying,

Isn’t it interesting that years ago some of us [educators] were already doing what 

worked, but suddenly here we are today and things like working on getting to 

know your students or building a relationship with them is being played up as 

something new or fresh? Now, want to know what the interesting part o f all 

this is, or should I saw ironic part? Because of all the focus on testing, making 

AYP, and never deviating from the schedule, who has the time to get to know the 

kids? The push, push approach today is more like, let’s just fill them up with 

random facts and test them. Yeah, that’s really working isn’t it?

Brenda continued sharing other examples reflective of the impact that NCLB and SBRs 

have had on her teaching style. Responding in the email interview, she described her 

style of teaching as being energetic and enthusiastic as she sees herself as being an 

educator who enjoys incorporating laughter in the classroom, and trying new and 

innovative ways of reaching the students. Later, when Brenda shared her experiences 

from the post-NCLB and SBRs years, she expressed how much of what she did in the 

past was no longer an option for her as she believes she has experienced a decrease in the 

professionalism she once enjoyed that allowed her to engage her students with a unique 

style, while also including the needed substance to provide a high-quality educational
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experience for every child. In the teacher interview, Brenda shared how the experiences 

have changed for both her and her students. She stated,

In the time before No Child Left Behind, I would say that I was a pretty good 

motivator. I had students who no more cared for science than the man-in-the- 

moon. But with the proper spark, I could hook’em. That’s all they needed, just 

the right thing to catch their attention and then I had them for the rest of the year. 

Of course, it was a challenge to find what it was that got their attention, but 

that’s where getting to know your students comes in handy. For some kids it 

might be music, for others, it might be fashion, or maybe, for some of the boys, it 

might be cars; whatever. The point is, when dealing with my least motivated 

students, I would figure out what they were interested in and then use it to 

challenge them. Do you have any idea how hard it is to fit classic muscle cars 

into a life science lesson? Trust me, it’s difficult, but it can be done! Needless to 

say, what they were interested in might not always fit the content of the subject 

being taught, but so what? That wasn’t the point. The point was to grab their 

attention. Sometimes I might have had to deviate and use physics during a life 

science lesson just to discuss muscle cars and drag racing, but it didn’t matter.

The point was they were thinking and learning, but equally important was the fact 

that I was communicating with them and building connections.

Brenda shared the post-NCLB experiences she encountered and in doing so discussed 

what it is like for her and her students in the classroom. During the teacher interview she 

shared,
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instructional frameworks. Most of the kids I am teaching these days come to me 

so poorly prepared and seriously lacking in the basics of literacy skills and 

content knowledge. As a school, our science scores are not where the 

administrators or the district wants them. So the focus from day one of the school 

year is to begin with the frameworks, the standards, and the assessments. The 

curriculum map and the pacing guide are rigid in their alignment to the GPS and 

as such, we should not deviate! This means, every science teacher, every class, 

every student, on the same page, on the same day, following the same lesson plan 

each and every day. It’s crazy! Everything revolves around the standards and the 

focus is real clear; get the scores up and make AYP! So in the end, my personal 

teaching style has been reduced to automated actions even though I believe 

learning and teaching should be flexible and change as needed. So my philosophy 

and attitude have been pushed into a direct conflict with my actions and for me 

it’s frustrating. Sometimes the struggle is just too much and while I do the best I 

can, it’s not always about what they [the administrators] want. So, sometimes I 

just have to break loose, you know, out of the mold they put us in and do my own 

thing. Does that make sense?

Brenda expressed her unhappiness at the restrictive nature o f this singular focus by her 

administrators and her district.

The teacher observation of Brenda provided an opportunity to explore her 

teaching style as she interacted with her students in a review for the upcoming CRCTs. 

When the researcher first arrived to the classroom, the student desks were in straight rows
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arranged into facing groups of three by the students at Brenda’s direction at the start of 

class. The students divided themselves into groups according to proximity by turning 

their desks to face one another. According to Brenda, this review activity was designed to 

be a two to three day activity depending on student preparedness and was structured in a 

question and answer format. With seven groups of three students, Brenda had a review 

PowerPoint presentation with 50 sample questions complete with answers. After the 

students divided themselves into groups of three, Brenda asked a male student to assist 

her by passing out a pre-numbered question and answer sheet to each student. This 

handout aligned to the PowerPoint review. Moreover, this handout served as a means to 

practice and to record their responses and then was to serve as study guide for the 

students after it was completed. Brenda explained to the students that the answer sheet 

was simply a way for them to record their individual responses to the questions from the 

PowerPoint so they could self-check what they did or did not know as they progressed 

through the review. Additionally, this handout was intended to function as study guide as 

each review question was aligned to a specific standard and associated elements. The 

students were told by Brenda that she would present the question to the class and then 

allow a limited amount of time for small group discussions. Students would then select 

their own response, followed by Brenda revealing the correct answer to the class.

Students could then check their response to the correct answer as Brenda would open the 

floor to student discussion and questions, as needed, in order to clear up any confusion or 

misunderstandings linked to the question. Student behavior indicated that this review 

process had been used before.
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The design of the review activity allowed the students an opportunity for 

engagement and discussion which provided a look into Brenda’s teaching style. Because 

Brenda, in the email interview, described her teaching style as being energetic and 

enthusiastic, and herself as one who enjoys incorporating laughter in the classroom, and 

trying new and innovative ways of reaching the students, the researcher was curious to 

see if those elements would present during the teacher observation.

One of the review questions on the PowerPoint required that the students 

understand the concept of symbiotic relationships. Using the following question, Brenda 

checked to see what her students remembered:

A tick bird eats the ticks on a rhinoceros, and the rhinoceros is cleaned of ticks.

Which of the following best describes the symbiotic relationship between the tick

bird and the rhinoceros?

Answer choices included:

a) mutualism

b) commensalism

c) parasitism

d) amensalism

The correct answer was A; however, some of the students incorrectly responded with B.

A discussion ensued to clear up the student confusion. Brenda explained that 

commensalism is the relationship between two organisms where one organism benefits 

but doesn’t affect the other. Then she explained that in mutualism, both organisms benefit 

from the relationship, but in amensalism, one organism is harmed while the other is 

unaffected. In parasitism, she shared that one organism benefits while the other is
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harmed. While this explanation cleared up the confusion for some of the students, there

were still a few who continued to have some difficulty. Brenda addressed this confusion

by reminding the students of a rap song that she obviously had taught them earlier in the

year. Asking and encouraging some of the kids to “throw a beat” Brenda started the rap

as a couple of students began beating a rhythmic cadence on their desks. Suddenly, the

class exploded with student activity. A student chorus from a whole o f this7th grade

classroom joined in and then took over the lyrics, as Brenda took a ‘backseat’ in allowing

the students to perform the Symbiotic Rap. Later in the teacher interview, Brenda

provided the researcher the words to the song which are shown in part below:

I don’t’ know if it’s sym 
BYE osis or sim bee osis 
It’s really not important 

Cause that’s not my focus.
The only thing I’m doing 

Is making sure you know this.
Good chance to review 

So please don’t blow this.
Let’s start by learning 

What it all means.
I l l  know what mutualism is.

It’s a matter-of-fact 
That’s when a hippo has a birdie on his back 
The birdie so lucky cause he gets a free ride 

While eating harmful ticks from the hippo’s backside.
So as it turns out, both creatures benefit 

They both so happy, ya never hear the end of it.
Birdie is so happy cause he didn’t eat light 

And hippo’s feelin good cause he’s free o f parasites.

When asked about this activity in the teacher interview, Brenda shared that the rap 

was not part of the provided frameworks or anything the teachers are suppose to use, 

instead it was a variation of something she found on the internet. Thinking it would help
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her students to better remember symbiotic relationships; Brenda memorized the rap and 

then taught it to her classes. Admitting that this was not taught in the other 7th grade 

science classes, Brenda shared that in her opinion, this type of activity is something she 

believes helps her students, as it is fun for them and fun for her, plus it is an example of 

an activity she “sneaks in” when she can, as Brenda claimed the rap activity really is 

more reflective of her teaching style before standards-based reforms and administrative 

mandates as she shared she had more freedom to incorporate “stuff like that.”

Brenda’s Pedagogical Practices: Skills, Knowledge and Discourse

Insight into the skills, the knowledge, and the discourse related to Brenda’s 

pedagogical practices was shared through her response to the email interview, the teacher 

observation, the provided review assignments (see Appendices J & K), and the teacher 

interview.

According to Brenda, pedagogical practices, or the “science behind her teaching” 

is grounded in her belief that there are certain teaching behaviors or practices that she 

must do as a professional which, in turn, will have an impact on her students. For 

Brenda, these practices include designing relevant and engaging lessons and then making 

those lessons important to the students by using various strategies to implement them 

creatively.

Considering her teaching behaviors and practices, Brenda shared in the teacher 

interview that she believed it to be most important for the a teacher to first establish a 

rapport with her students, but in order to do that, the teacher must take the time get to 

know the students. This practice has multiple benefits for both teacher and student, and 

according to Brenda has served her well in the past. Brenda stated, “I need to know
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I can meet them where they are and then take them forward.” Brenda stressed that she 

does not limit this knowledge of her students to include only the student’s personal or 

family information, but she uses this information professionally in order to consider the 

whole of the student academically. Therefore, Brenda feels it is in the student’s best 

interest and her best interest as the teacher to examine the student’s permanent or official 

records in order to leam the student’s reading level, to examine previous content area test 

scores, and to consider any other scores or pertinent information that may provide her 

some insight into the student’s academic readiness. Brenda is convinced that all teachers 

would benefit from this practice as it is vital to her in setting goals for the students as 

individuals and in setting goals for herself and the class. This knowledge not only helps 

her in her understanding of each student’s cognitive level, but serves her well as she tries 

to provide meaning to the lessons, differentiation in her instruction, and scaffolding to 

help students relate that which is new to something that is familiar.

When asked how this has played into her pedagogical practices both before and 

after NCLB and SBRs, Brenda shared that years ago, she examined the permanent 

records of her students for any pertinent information that would help her to get to know 

her students better academically. Additionally, she used a student interest inventory and 

a learning styles inventory to assist her. She also shared that “good old fashioned 

conversation” worked well and by simply talking with her students, she was able to 

ascertain a great deal. Knowing what they thought was important, what their favorite 

subject was, or even what sports or activities they were interested in helped Brenda to 

assess the student’s potential for motivation and success. Moreover, it helped her to
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design lessons and projects to meet the group and individual needs of her students. When 

asked to share some of these pedagogical approaches she used to meet the needs of her 

students prior to NCLB and SBRs Brenda provided insight on both before and after in 

stating:

Before NCLB and SBRs, I developed many more project-based activities that 

I felt enabled my students to actively participate in their own learning. For 

example, students were able to leam about cells and organisms firsthand in 

relation to growing and observing both plants and animals. An example of this 

was when each year my students would design and develop a class garden. They 

were directly responsible for everything related to the garden; the care and the 

harvesting of plants. This ongoing project enabled students to observe, research, 

and connect prior knowledge to new learning in relation to being producers and 

consumers and the life cycle. Often, this assignment led the stronger students to 

pursue learning about cross-pollination or the creation of hybrids. So with an 

assignment of this magnitude, there also came a variety of learning and teaching 

opportunities which were generated, maybe instigated, by the prior knowledge I 

had of my students. Another really effective practice that I used was the open- 

dialogue approach, which meant that students were encouraged to explore 

through open discussion with other students or me, any science related topic that 

interested them. This was fantastic! Typically, we did this one day each week, but 

it generated lots of enthusiasm. The kids loved it and because they were in charge, 

they looked for things to leam. Unfortunately today, I am not able to provide my
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students the kind of time they really need to this type of activity as the test dates 

are always looming and we are constantly reminded of it too!

Taking the discussion on pedagogical practices further, when asked in the teacher 

interview how she would describe the skills, the knowledge, and the discourse she 

currently utilizes in her classroom as a means to make judgments regarding the teaching 

and the learning goals for the students, Brenda shared that she has experienced drastic 

change:

Overall, my teaching style has been restricted and as a result, I feel the 

professional skills that I once had, the ones that provided me the greatest joy and 

satisfaction in what I was doing each day, have been altered as I am now more 

robotic in my methods. My students’ say that I make it fun to leam and that I am 

interesting and so forth, but still, I’m not sure anymore. Since NCLB and the big 

push to standardize everything, instead of increasing my science skill base, my 

content knowledge, or my professional practices . .  .you know, stuff that would 

ultimately make me a better science teacher; my professional development 

opportunities have been limited and in reality have been replaced with the 

mandated ways to implement standards-based reforms in the classroom. Of 

course, all of that is designed as a way to make sure that the low-performing 

students, or ‘the low-hanging fruit,’ as they are sometimes called, you know, the 

‘bubblekids,’ will pass the CRCT.

Brenda shared that she believes the professional judgments regarding the pedagogical 

practices that formerly influenced her teaching and the student’s learning have been taken 

from her, and are, at the very least, fundamentally no longer hers to decide. Accordingly,
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she is convinced that her administration does not want her to engage in or to utilize any 

real professional skills, knowledge, or discourse with her students in the classroom. Even 

though they say otherwise, Brenda expressed that she believes the actual focus of her 

administrators is to follow a curriculum that has been reduced to that which is tested, 

resulting in a reduction of her role from a professional educator to that of a classroom 

facilitator who is controlled by prescriptive lessons.

When asked in the teacher interview to describe the methods she uses to judge the 

educational quality in her classroom, Brenda provided the following response:

Weil today, I use more benchmark assessments to gauge student growth, but I 

wouldn’t say student growth is the same as educational quality. It’s not. I believe 

the standards are, for many students, more than they knew when they first arrived 

in my classroom, but I also feel the standards are the least a student should know. 

So, pretty much, I think the standards have limited my students in many ways. I 

believe this is the case especially, for students who have the potential to achieve 

at higher levels. But, I know that I am being judged by how well my students 

succeed on the CRCT and how well my classroom aligns to the standards-based 

model. For example, because I am required to have the essential question, 

the standards, and the vocabulary words posted, I am constantly aware that 

posting this stuff, or not, can be reflected on my evaluation. I am also required to 

have readily available lesson plans that coincide with the standards and the 

frameworks. What I find interesting about all of this is that none of these reforms 

really reflect what is going on in the classroom. I mean, there are teachers who 

have beautiful lesson plans, beautiful word walls, standards and elements posted



that are complete with thought provoking essential questions, but in the end 

absolutely nothing of any real academic quality is going on in that classroom. On 

the day of the walk-thru or the observation, the best “dog and pony” show you 

have ever seen occurs, but let’s face it, the administrators can’t stay in there every 

minute of every day. But, you can bet, the one time I forget to change out my 

Word Wall to match my standard, I’ll get crawled. Regardless, my kids pass the 

science test and they all end up knowing more than just the basics. So, if that 

means I have to do what it takes to ‘take one for the team’ then I will, but it’s still 

scary. I can’t afford to lose my job.

Continuing, Brenda described the biggest specific impact that standardized testing and 

NCLB has had on her pedagogical practices, in stating:

One significant thing is that I feel more rushed to get all of the skills and 

concepts taught before the testing window for the CRCT opens. In order for this 

to happen, I have been strongly encouraged to . . .  no, I have been told to stay 

focused on the standards and use the DOE curriculum frameworks along with the 

pacing guide to be the main “curriculum” for my instruction.

According to Brenda, this push has had additional adverse effects on her both personally 

and professionally. She shared that she has experienced an increase in her constant worry 

to complete everything asked of her and as a result, her personal stress levels related to 

meeting the many time constraints associated to SBRs have risen. Moreover, Brenda 

expressed her frustration as she also noted the frustration of her students specific to the 

speed in which the lessons must progress. Brenda shared that because the pacing of the 

course is designed to meet the deadlines associated to the spring testing window, the



lessons to be learned as they are currently presented, are rushed leaving many of 

Brenda’s students to experience the negative constraints of time. She believes that this 

has contributed to test anxiety and nervous tension with many of her students. Brenda 

shared the pressure generated to be a successful student, in light of the ever present lack 

of time, could be fostered by the teachers themselves as they too are anxious and stressed 

for students to perform well while getting it all done within the allotted time frame. 

Brenda shared some of her student’s comments regarding this as they have said to her, 

“Can we just slow down a minute?”, or “We’re going too fast.”

Continuing with the concerns over lack of time, Brenda shared the following in 

her discussion of how she believes a reduction in solid pedagogical practices have had an 

impact on the climate in her classroom:

It frustrates me and them [the students] when we have to move through lessons 

so fast, just so we can say we covered that. While 1 have tried to create a climate 

that sets an atmosphere of relaxed learning, the reality is, I am always rushing to 

stay on target with the pacing of the lessons. And I know the students feel this 

rush because this sense of urgency has had an impact on the overall morale for me 

and my students.

Regarding the anxiety that Brenda said she has experienced, she expressed that 

the pressure she is feeling is directly related to the school’s administrative push for 

faculty to conform. During the teacher interview, Brenda, openly fearful of losing her 

job, expressed as her district has for several years now participated in a reduction in force 

(RIF) due to the present national economic downturn resulting in many teachers losing 

their jobs due to downsizing. To complicate matters further, the district is also



furloughing faculty and staff, resulting in a reduced number of days worked, but also in 

reduced pay. Additionally, Brenda shared that her administrative team, “rarely misses a 

chance to tell those of us who are still employed, ‘If you don’t like it, just remember, * 

there are people waiting in line for your job’.” Consequently Brenda, who has two 

children in college and other multiple financial obligations, feels she must “kowtow” to 

their mandates. As a result, of her conformity, Brenda shared that, to a degree, she is 

responsible for failing to use sound pedagogical practices and is responsible for failing to 

teach her students well, or to conduct her classroom in the manner that she knows is best. 

Expressing her concerns, Brenda stated:

I feel guilty in not providing my students what I know they need to be better 

students. The lack of time, combined with the amount of pressure the 

administration places on us is ridiculous, but what am I supposed to do? When 

the boss says, ‘Do this’, you are supposed to get it done -  no questions.

Because Brenda is fearful of receiving a negative teacher evaluation if  she fails to follow 

all of the administrative standard-based reform mandates, she has a very real fear of 

being “let go”, and as such, consciously tries to maintain a “low profile” by doing 

whatever the administration instructs her to do, even if she does not agree. Brenda stated 

that on a personal level “this has created an internal conflict” for her as she tries to follow 

the mandates; however, the mandates regularly clash with her professional knowledge, 

her expert teaching behaviors, and her personal beliefs. Accordingly, Brenda reported 

experiencing anxiety over the mandated requirements and would like some kind action 

plan to address this conflict as dealing with it is making her “a nervous wreck.”
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Additionally, Brenda shared that she is “tired of administrators making all the rules, 

while they don’t really know what is going on or what they’re doing.”

According to Brenda, one of the mandated reforms that her school’s 

administrators decided would be imperative to student success was to have all teachers 

include the associated standard(s) on every typed or written assignment, on every 

worksheet, every handout, and every assessment given to students. According to Brenda, 

the documents she provided (see Appendices J & K) were specifically selected by her for 

two reasons. First, she wanted these to be an example of what a typical assignment of 

hers is like today in comparison to the pre-NCLB implementation, and second, she 

wanted to provide an example of the aforementioned mandated reform required by her 

principals. Fearful of making her boss upset with her, Brenda admitted that she has tried 

to do what her principals have said, including placing the Georgia Performance Standard 

on all of her student handouts, but she also acknowledged that “the time spent doing all 

of these little tedious things, is time that could be spent preparing great lessons or 

working on ways to better know your students.”

The observation yielded additional insight into Brenda’s pedagogical practices as 

she engaged in thorough discussion with her students to correct content misconceptions 

and used the activity to clarify their understanding of the material to be learned. Brenda 

took charge of the classroom by communicating and interacting with her students 

throughout the observed review process. During the teacher interview, Brenda shared 

that it was during rap portion of the review lesson that she felt her greatest success all 

because of the actions of her students. She expressed her belief that the addition of the 

rap, complete with student engagement, reinforced the material to be learned and made
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the lesson relevant and engaging for the students. Additionally, it allowed her a creative 

means “to get the point across” which made her happy because it made the students 

happy.

Brenda’s Classroom Climate: Physical, Social, and Emotional

Through a combination of Brenda’s responses to the email interview, the teacher 

observation, and the teacher interview, the methods to examine the physical, social, and 

emotional features o f Brenda’s classroom climate was shared.

Brenda’s classroom was a large room that was approximately 20x35 feet in length 

and width. The classroom was divided into two main sections. From the entry point of 

the room, the left side of the room was set up like a traditional classroom that is, with 

student desks in straight rows that for this classroom consisted of five desks in five rows 

and three desks in one row, for a total of 28 student’s desks. Desks were facing the 

center of the room which caused the students to have to turn their face slightly to the left 

to see the two whiteboards and the Promethean board at the front of the classroom. The 

other half of the room was a science lab with student lab stations, sinks, gas access, 

microscopes, and student science resource center. The teacher’s desk was centered in 

front of the board area and visually divided the two spaces in the room. Written on the 

whiteboard located to the right was the daily agenda that outlined the sequence of the 

class schedule for the day to include three sections labeled: a) Opening; b) Work Session;

c) Closing. Additionally, the Georgia Performance standard(s) for the day and the 

essential question associated to the review lesson was visible. A section of the wall to the 

far left of the whiteboards was labeled ‘Word Wall’ and contained various science 

vocabulary words that had been hand written on heavy cardstock sentence strips. Visible



in the lab area of the room, was an assortment of miscellaneous insects pinned to 

Styrofoam boards, various leaf projects mounted on poster board, and a series of 

unknown items floating in jars filled with semi-clear liquid. These jars lined the shelves 

of a glass cabinet in the lab area of the classroom. Behind the student’s desks on the wall 

of the classroom examples of student work were posted with teacher commentary. 

Various school related schedules, documents, and announcements were posted on the one 

bulletin board in the room. The rest of the walls had posters on them that highlighted 

various aspects o f science and included information of lab safety. Overall, the room was 

organized, bright, and clean.

The researcher arrived early for the observation and waited in the hallway for the 

bell to ring so the previous class could file out. Afterward, with the intent to unobtrusive, 

the researcher went into the room and found a location from which to observe that was 

adjacent to the students. Brenda stood at her door and spoke to the students as they came 

in until a fellow teacher from across the hall walked over to Brenda. The two chatted in 

the hallway as the rest of the students filed into the classrooms during the remainder of 

the class change time. As soon as the tardy bell rang, Brenda entered the room while 

simultaneously closing her classroom door and instructing her students to quickly put 

themselves into groups of three. The students began chatting during the movement 

process as they complied. During this time Brenda took attendance visually and then 

marked the attendance in her desktop computer. As Brenda was doing this, she also 

reminded the class to check the days’ agenda.

The day’s agenda was on the board and the students, once situated, took out their 

journal notebooks and began responding to the writing prompt located under the heading
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labeled ‘Opening’. After about five minutes, the students were finished and closed their 

notebooks. Brenda began class by explaining the review activity to the students and 

asked a male student to assist her by passing out the related review guide answer sheet to 

the class. Brenda projected the review PowerPoint from her desktop computer and 

directed it to the Promethean board. As she was doing this, Brenda referenced several of 

the Georgia Performance Standards linked to the day’s review activity, and then read 

aloud the essential question written on the board, “What do you need to know to pass the 

CRCT?” Additionally, she spoke to the role that the standards and the essential question 

played in this review process, and then she began the review.

Throughout the review process, Brenda spoke easily with her students and them 

with her. The students were engaged in the class activity, they discussed responses with 

their peer groups, and asked questions of Brenda as needed in order to clarify their 

understanding. It appeared that the students were not intimidated or fearful to venture 

responses even at the risk of being incorrect as many of them did so. However, responses 

of ridicule by their peers were not present as well. As a result, of the students not 

laughing or making fun of each other when offering an incorrect answer, it created the 

impression that an air of mutual respect was present in the classroom.

Physical aspects associated to the presence of SBRs in Brenda’s classroom 

included posted student work with teacher commentary. Brenda’s commentary was 

present, yet it was short in length and non-specific in detail. A typical comment on 

student work in her science room was, “Your work tells me you have grasped a solid 

understanding of the standard.” When the researcher asked Brenda about this in the 

follow-up interview, she indicated the presence of time constraints kept her from



providing more detail and she shared that the only reason she posts anything at all is “out 

of fear that if I don’t, I will take a hit on my observation.” She shared that “most 

administrators are not really interested in reading what the teachers write as long as 

something is posted”. Continuing, Brenda revealed that generally after reading one or 

two teacher comments to make sure the standard has been referenced, “administrators 

move on to look for something else like the world wall, or the essential question”. Her 

thoughts on this administrative behavior were that the administration is simply “checking 

boxes” on the walk-thru form as a means to justify their role in the accountability 

process.

In the email interview, Brenda discussed her role in the establishment of a 

classroom climate before SBRs:

My students expected me be there for them. It was my responsibility to ensure 

that the climate in my room was one of social and emotional harmony while also 

maintaining a strict atmosphere o f academic expectation. Making those related 

decisions were mine. I had the freedom and the autonomy to be the best teacher I 

could be. Naturally, I would describe myself as a high-achiever. I held my 

students to a high level o f expectation. As the leader in the room, I set that tone. 

It was my responsibility.

Continuing the discussion on classroom climate during the teacher interview, Brenda 

described her classroom climate after SBRs:

Today, the classroom climate is strained. I have all of the required standards- 

based things up, but I don’t think the kids really care about that. They want to 

know that it’s ok if they make mistakes and even though that I’m going to
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demand a lot from them that 1 care about who they are as people. It frustrates me 

and them when we have to move through lessons so fast just so we can say we 

covered that. While I have tried to create a climate that sets an atmosphere of 

relaxed learning, the reality is, I am always rushing to stay on target with the 

pacing of the lessons and I know the students feel this sense of urgency directly 

especially when they say, ‘Can we just slow down a minute?’ or ‘We are going 

too fast.’

Brenda: Summary

As a professional educator, Brenda spoke to the teaching style, the pedagogical 

practices and the classroom climate she had before and after NCLB and SBRs. Brenda 

provided an engaging activity that was based on a review of the 7th grade science 

standards for the CRCT, the annual high-stakes state mandated test. Her classroom 

contained the mandated physical SBR components. Additionally, as the educational 

facilitator in the room, Brenda worked to ensure that she followed the routine actions 

required by her school’s administrative team for teachers.

Brenda is a student-centered teacher who is passionate about teaching and 

passionate about her students. She shared what it was like in her classroom prior to 

NCLB and SBRs highlighting the types of lessons she engaged in, the importance of 

project-based learning, and the role that integrated units played in engaging and 

advancing her students. She also shared what it was like for her in the post-NCLB and 

SBR era and emphasized particular restrictive elements as being the most detrimental to 

her as a professional. These included a narrowed curriculum, the use of prescriptive 

lessons, and the use and practice of a common pacing guide. In considering these



restrictions, Brenda, who has strong beliefs corresponding to her thoughts on what is 

“right, fair, and proper” is concerned about the “ethical and moral obligations” she faces 

as an educator. Brenda expressed she has had great difficulty with this as an internal 

conflict and she has been struggling with it now for many years. This conflict is 

grounded in her professional beliefs specific to her teaching style and her pedagogical 

practices. Brenda believes that under the current situation, students are being cheated and 

that through her complicit actions, she is not only contributing to that fraud, but she is 

endorsing it as well. Internally, this tremendous professional, personal, and ethical 

conflict for Brenda has made her “a nervous wreck” as she tries to balance the mandates 

with other strategies that she “sneaks” in to classroom “to do what I know is sound 

professional practice”.

Brenda shared how this professional conflict, combined with the loss of 

autonomy, the crunch of time, and the threat of unemployment, has led to her 

experiencing feelings of tension, apprehension, distress, concern, and helplessness. 

Consequently, Brenda has considered leaving the profession of education, but, in reality, 

cannot financially afford to do so. Moreover, on a deeper level, Brenda explained that 

leaving the profession is wrong as she feels she can still make a difference in the 

classroom even if that means the decisions and judgments she makes regarding the 

teaching and learning in her classroom continue to be conducted covertly.

Cierra: High School English Teacher

Cierra is a secondary teacher of English responsible of teaching 10th, 11th, and 

12th grade students. She has been in education for 18 years and with the exception of her 

student teaching experience and her annual SAT summer workshops contracted with two



area private schools, all of her teaching years and experiences have occurred in the single 

high school contained in this study. Cierra self-identified as a white female, 38 years of 

age. She received her undergraduate degree in English education from the University of 

Georgia in Athens, Georgia and her master’s degree in education from Georgia College 

and State University in Milledgeville, Georgia. Additionally, Cierra added the Gifted In

field and the Teacher Support Specialist Endorsement to her teaching certificate and she 

has the Advanced Placement (AP) training authorized by the CollegeBoard.

Cierra has been recognized as the teacher-of-the-year at her school on two 

occasions, the school’s STAR teacher by the Professional Association of Georgia 

Educators (PAGE) Foundation on two occasions, and the districts’ teacher-of-the-year 

once. Cierra self-identified as a highly effective teacher making it clear to the researcher 

that she distinguishes herself as such because the profession of education is not one “to 

be taken lightly” and those who do, are “little more than fools of folly”. Cierra shared 

that she thinks teaching is a “privilege and an honor, as being entrusted to pass the torch 

of knowledge” on to the next generation is an extraordinary opportunity. Continuing, 

Cierra explained that her view on this is unwavering as she has no patience for those in 

education “who do not take their job seriously or for those who have entered the 

profession under false pretense”. When asked in the teacher interview what the phrase 

‘false pretense’ meant, Cierra explained that in her experience she has encountered some 

people in the profession who were not necessarily interested in ensuring or providing 

excellence for the students in their classrooms, but instead were more interested in having 

a job they believed to be trouble-free and for Cierra, that attitude is both “disappointing 

and frustrating”.



As a highly effective teacher, Cierra sees herself as a teacher-leader who has the 

power and the responsibility to influence the lives of her students, their parents, and her 

colleagues. Moreover, Cierra believes this power to influence others extends to her 

school and to her community. Hence, she recognizes that with this extension so too does 

her responsibility to others, meaning that in many ways Cierra sees herself as “a role 

model” for others. Cierra does not subscribe to the ethics of egalitarianism as she sees 

herself as one who stands out among her colleagues, but she also shared that the 

opportunity to be an outstanding teacher-leader exists for any and all who choose to 

pursue it. Cierra recognized that her attitude and her approach to teaching and to the field 

of education is not always welcomed by others as she has encountered conflict with 

various principals over the years and occasionally with some of her colleagues who 

interpret her actions as those of someone who is “too independent” or is “an over

achiever or a hotdog”. Undaunted by this opinion, Cierra explained that even with her 

teacher as a leader belief and attitude, the job is not without its conflicts and sufferings, 

but Cierra views these as little more than temporary setbacks and areas that must be 

skillfully navigated if success for the students and for the teacher is to follow.

Cierra’s Teaching Style: Philosophy, Attitude, and Actions

Insight into Cierra’s philosophy, attitude, and actions specific to her teaching style 

was gathered through her responses to the email interview, the document she provided, 

the teacher observation, and the teacher interview.

During the teacher interview, Cierra credited her beliefs and attitudes regarding 

her teaching style to her father, a World War II veteran. The youngest of five children, 

Cierra admits that her rather late birth as a “change of life” baby did in many ways set the



values and the precedents she now possesses for both her personal and professional life. 

Believing they were past the childbearing years, Cierra’s parents welcomed her into the 

family in 1975 while her mother was in her mid to late 40s and her father was in his early 

50s. The age gap between Cierra and her closest sibling was such that essentially Cierra 

was raised as an only child, which according to her provided her “a great deal of 

attention” from both parents which she enjoyed immensely. She also explained that the 

experiences she encountered as a child growing up were vastly different than those 

experienced by her older siblings. She attributed this difference to the amount of time, 

financial resources, and in general, the different philosophical approaches to parenting 

that older parent may have in comparison to younger parents. In describing the situation, 

Cierra shared that in many ways she was like “one of the grandkids who was spoiled with 

time, wisdom, and gifts, but wasn’t sent back home at the end of the weekend”. Thus, 

Cierra credits the time spent with her parents, especially her father, as being “the game 

changer” in her life.

As a product of the Depression Era, Cierra’s father held strong beliefs regarding 

the personal characteristics of honesty, fairness, a strong work ethic, and leadership. 

According to Cierra, he lived his life demonstrating each of those behaviors in both his 

personal and professional life and although he never graduated from high school, those 

were the characteristics that led him to life-long success. Cierra shared that on numerous 

occasions she witnessed her father exhibiting those behaviors with colleagues, friends, 

and with others in the community. As a result, she grew up recognizing the immense 

value each quality had in life and has adopted them into her personal and professional 

practices and ways of thinking. Although Cierra’s father is now deceased, she subscribes
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to the idea that carrying on his values of honesty, fairness, a strong work ethic, and 

leadership is “in many ways like he is still with me, but beyond that, it’s what many kids 

need to be exposed to today”.

During the teacher interview, Cierra revealed how this paternal guidance has had 

a long-term influence upon her professionally as an educator.

I view teaching and my interaction with students much like parenting. That is,

I see my role as one, who through examples influences others. Even with my 

own children at home, I want to encourage them to be strong and to have a sense 

of worth. This is the same with my students. I want to see them change and 

expand and also to learn and grow. I don’t believe this is done through coddling 

them, or by making excuses, but instead, it’s accomplished by providing life- 

changing experiences that make them believe that anything is possible; that they 

are possible. Consequently, I like to foster resilience and independence in my 

students. But, I have to say, that this is becoming increasingly more difficult as 

the No Child Left Behind mandates imposed, just to make AYP, are controlling 

our [the teacher’s] actions and each year, the test has become the focus for many 

teachers. Consequently, I have more and more students who are arriving to my 

classroom with little more than limitations and sad excuses for why they can’t 

be successful. Granted, I have never personally experienced some of the troubles 

my students have, but they also need to know that in the big picture of the world, 

the world is not so willing to accept those troubles as a reason for not doing. 

Cierra shared that in all likelihood this attitude is a direct reflection of her father’s 

philosophy about life in general and has strongly influenced her.



Cierra expressed that while she had previously considered her philosophy of 

education in a more holistic sense, she had not necessarily narrowed her thoughts to 

consider her teaching style specifically, or any of the underlying philosophies behind that 

style. Consequently, Cierra expressed that participating in this study was in many ways 

“an eye-opener” for her professionally. A professed fan of John Dewey, Cierra shared 

that she has long considered that her beliefs about education did, in fact, align to the 

theories of Dewey, especially to his thoughts on the hazards of rote learning. She began 

to identify with much of his work while she was a student in graduate school. However, 

upon introspection and reflection, Cierra expressed that now she can see not only how 

Dewey’s work has influenced her, but also how her father’s values have seeped into her 

own philosophies and is evident through her thoughts and practices as an educator.

Cierra revealed that this was something that she had not previously considered.

When asked about her overall philosophy of education in the teacher interview, 

Cierra explained that she believes that all students can and will learn, but they do not 

learn in equal time, nor in equal manner. She shared that for her, this was the irony of 

NCLB as the very idea that all students would be proficient by the year 2014 was 

“absurd”. She expressed her thoughts in saying:

In the beginning, No Child Left Behind may have been well-intentioned. And 

just for the record, please note that I’m certainly not opposed to having standards 

for what to teach as I think that is highly important and not necessarily a 

detriment; however, telling me how to teach, or how to interact with my students, 

or how to be the professional is a detriment. The very idea that ALL students 

would be proficient in every subject area by 2014 was and is a ridiculous, absurd
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idea. No Child Left Behind? What a joke! However, I surely do believe that all 

students can and will learn, but let’s face it, some students are going to get on the 

first bus, while others may have to catch a ride on the second or third bus before 

they finally get it and we all know that requires more time.

Continuing in her thoughts, Cierra shared that she is of the opinion that NCLB has 

deprived many students of the opportunity to learn through relevant experiences and 

constructive interaction; therefore with the passing of this act, the idea of educating the 

whole child in the Deweyan manner of experiential engagement has, in Cierra’s 

estimation, been lost to regimented teaching and learning.

Reflecting on her teaching style from before and after the implementation of 

NCLB and the subsequent SBRs, Cierra shared that as much as she hates to admit it, 

NCLB and SBRs have impacted her professionally occasionally causing conflicts 

between her and some of her administrators, conflicts between her and some of her 

students, and conflicts between her and the parents of some of her students. These 

conflicts are related mostly to Cierra’s pedagogical practices and how those practices are 

interrelated to her teaching style. In the email and teacher interview, Cierra described her 

teaching style both prior to and after NCLB in stating:

It really wasn’t that long ago when I was the real ‘Queen’ of my classroom. The 

choices I made on how to teach something were left entirely to me. I have always 

been an enthusiastic teacher who was student-centered in my instructional 

approach. I knew how to adjust my instruction to meet the needs of my students. 

Back then, I was treated like a true professional, by the school’s administration, 

the parents, the students, and even my colleagues. I was much younger, maybe in



my late 20s, but already I was a successful educator because I was the leader of 

my classroom and as such, I worked to provide my students with meaningful 

experiences that were authentic and positive. My students used to say I taught in 

such a way that they couldn’t wait to get to class; that I made them want to learn. 

Yes, I guess I had ‘a style’ and it worked. When considering my style today. I 

would have to say that by nature I am an enthusiastic educator. I loved and I still 

love using creative approaches to teach. There is nothing better than to fire up 

your audience by teaching a great literary piece using vivid, dramatic undertones 

and then, to spice it all up with some lively conversation that challenges the norm 

and calls for the students to meta-cognitively engage their brains using higher 

order thinking skills, all in the attempt to get them to consider an analysis, a 

synthesis, or an evaluation of the literature and then to share it either through a 

written or oral means. Today, my students still say I have a teaching style, but for 

many of them this style involves a love-hate relationship. Most of the time, they 

love my personality, my individuality, and my professional input. They even love 

the discussion, provided they are prepared and have something of value to 

contribute and occasionally, they love the written or oral analysis. However, 

more often than not these days, they say I’m too hard, that I expect too much of 

them, or I expect them to do all the work. Also, they tell me that I am not like 

some of the other teachers they have had before. I won’t simply tell them what 

they need to know or think in order to pass the test and boy, this frustrates them to 

no end and that’s the part they really hate.



Continuing, Cierra shared that the conflicts she has faced associated with her 

teaching style really had more to do with her actions in the classroom as they overlap into 

her pedagogical practices. Specifically, this conflict has generally been related to her 

unwillingness to consistently conform to the limitations of teaching only the standard. 

Cierra shared that because she periodically extends her lessons and assessments of those 

lessons beyond the simple state standard, administrators, students, and parents 

periodically have become frustrated as she feels those groups have succumbed to the idea 

that the standard is all she should teach or test in the classroom, but, according to Cierra, 

to do so, would be to alter her teaching style and professional beliefs drastically and 

ultimately impede her as a professional.

The teacher observation provided an opportunity to witness firsthand the teaching 

style used by Cierra to engage her students. The activity for the class on the day of the 

observation included a review of the upcoming End-of-Course Test (EOCT) for this 11th 

grade class. During the teacher interview, Cierra shared that even though American 

literature is the subject taught in the eleventh grade English classroom, the EOCT may 

not necessarily, nor does it specifically address precise pieces o f literature. Instead the 

test focuses primarily on the general literacy understandings o f the content. For example, 

the questions are designed more to test the student’s literacy skills; that is, the student’s 

ability to read and to comprehend, as well as, their ability to conduct a limited analysis of 

literary text by demonstrating an understanding of writing styles, literary terminology, 

rhyme schemes and genres of literature. Consequently, in many ways, Cierra believes 

that what is being tested and how it is being tested is nothing more than a continued 

extension of what the students have been consistently taught and tested on throughout



their previous school year experiences. Hence, the basic concepts of reading, 

comprehension, application, and analysis are not new and therefore, according to Cierra, 

reviewing for the EOCT is for many students a “colossal waste of time,” which could be 

better spent exposing the students to new information. Cierra recognized that there are 

some students with a legitimate need to be remediated in the EOCTs content areas, but 

certainly not all. Consequently, she shared that those who could have moved on to learn 

something new, have lost that opportunity to a review process that they may not have 

needed, but because the practice is mandated by the administration, she conducts the 

review.

In deciding on how best to conduct the review, Cierra gave a mock test that 

reflected the same goals and objectives as the actual test. Because of the school’s bell 

schedule, this mock administration had taken place over two previous class periods. The 

day of the teacher observation was the third day of the mock test administration; Cierra 

spent the class period reviewing the correct responses to this mock exam with her 

students. Using a round robin rotation technique, the students were required to read 

aloud the test questions; any associated shorter passages, while also summarizing any 

lengthy passages. This was followed by providing an answer choice which they also had 

to explain aloud. In an attempt to model what she expected from the students, Cierra 

demonstrated the first question. Very dramatically, using voice intonation and broad 

sweeping gestures with her arms, Cierra boldly stated to the class, “You must be ready to 

defend your answer choice to the end!” In response, a majority of the students laughed, 

while a few others groaned. The review began with Cierra modeling her expectations as 

she completed the first question. In a lively, almost theatrical and engaging manner,
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Cierra read the first question. She used dramatic gestures and voice modulation as she

read the following selection and associated question from the mock test materials:

From The Shore 
By

Carl Sandburg

A lone gray bird,
Dim-dipping, far-flying,

Alone in the shadows and grandeurs and tumults 
Of night and the sea 

5 And the stars and storms.
Out over the darkness it wavers and hovers,

Out into the gloom it swings and batters,
Out into the wind and the rain and the vast,

Out into the pit of a great black world,
10 Where fogs are at battle, sky-driven, sea-blown,

Love of mist and rapture of flight,
Glories of chance and hazards of death 

On its eager and palpitant wings.
Out into the deep of the great dark world, 

is Beyond the long borders where foam and drift 
Of the sundering waves are lost and gone 

On the tides that plunge and rear and crumble.
[Public Domain]

1. The author sets and maintains a tone that can BEST be described as

A. enthusiastic

B. distrustful

C. lighthearted

D. ominous

During the teacher interview, Cierra shared that her conduct during the classroom 

observation is essentially her normal style of teaching, as her personal preference is to 

engage students though the act of livening up the lessons by using various novel



approaches. Additionally, Cierra shared that through this modeling exercise, she was 

trying to demonstrate for her students that even though the class had to review for another 

high-stakes test, it did not necessarily have to be a boring activity. Admitting that not 

everyone would necessarily find value in her actions, Cierra shared that her intent was to 

engage the listener’s sense of sight and sound by using voice inflection and dramatic 

physical gestures. Cierra stated, “By taking one-dimensional words on a page and then by 

breathing a little life to them, kids almost always react.” The students appeared to 

respond enthusiastically and seemed to enjoy her skillful performance with one even 

commented, “You even made Carl Sandburg better. Nice job, Ms. Cierra!”

However, when the class began exercising their role in the EOCT review process, 

student interest levels appeared to subside, and the attention span of the class as a whole 

began to wane. Periodically interjecting comments into the review, Cierra worked to 

keep the activity moving along by reiterating material and clarifying concepts as needed. 

However, after about 20 minutes, some students were making comments like, “Man, this 

is boring. How much longer do we have before the bell rings?” Because of Cierra’s 

excellent classroom management, the class remained under control, yet, as time passed, 

Cierra grew increasingly frustrated with the class’ poor attention span and their open 

opposition to the review activity. Cierra responded to the student’s discord in saying, 

“Guys, settle down, we have got to get this done today. Who do you think they are going 

to come to for answers when you don’t do well on this test?” When asked about this in 

the teacher interview, Cierra shared that she did not remember making the comment; 

however, she agreed that it certainly was possible as she is unquestionably concerned 

about her student’s scores and their overall test performance as it is measured within her
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department and as the school is compared to other schools in the area. She expressed this

concern in saying:

Of course I want my students to do well for themselves, but I also want them to 

do well for me. I’m not going to lie; I don’t want to be the teacher in the 

department who has the lowest test scores. I would like to think that high-stakes 

testing doesn’t bother me, but on some level professionally it does. I suppose it’s 

because I don’t want to be singled out as the person in my department who 

‘dropped the ball’ and caused the department’s test scores to tank, or to be the 

reason our scores dropped in comparison to other schools in the area. And . . .  

then maybe there is a little more to it as well. Like, I know for me personally and 

professionally, there is so much riding on how well my students do on this test 

especially now that it’s tied to my professional evaluation through this new 

Teacher Keys assessment system. Before it was the Georgia High School 

Graduation Test which meant that if a kid failed, he wouldn’t graduate, but there 

were also several chances for him to be remediated and retake the test until he 

was able to pass. Now, kids are required to pass an EOCT or the graduation test - 

one or the other in order to get a diploma. Well that’s great, but now my concern 

is that now my livelihood is tied to the wide variety that exists in student 

preparedness and in many students’ commitment to academics. Some kids really 

don’t care about academics, so what comes into play here is the old ‘lead a horse 

to water’ adage. Consequently, each spring, I get anxious because the tests are 

coming whether we [the teachers] are ready for them or not and then, I begin to
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wonder did I do everything I could, short of taking the test for them [students] to 

get them ready?

Cierra acknowledged that while this is an underlying concern, it is still present and as 

such, it has an effect on her as she tries to balance the pressure of the tests with her style 

of teaching and her pedagogical practices.

When asked in the teacher interview about her approach to balancing her teaching 

style with other SBR mandates, she shared that an important aspect she has had to 

consider these last few years is the role that educational quality has played in the mix for 

her as a teacher and also for her students. Believing that SBRS have in many ways 

reduced the quality of education, Cierra shared that she tries to maintain the pre-NCLB 

high-expectations she had for herself and for her students, but admits that preserving 

those expectations has at times been difficult especially if those in charge are pushing the 

faculty by mandating the exclusive use of the standards-based classroom model in an 

attempt to dictate both teaching style and pedagogical practice. Cierra stated:

I’ve tried not to change my methods of judging educational quality too much. 

Unfortunately, the methods that are used to judge me now are based solely on test 

scores. Nonetheless, I’ve tried to embrace NCLB and the standards based reforms 

in my teaching style as I must deal with them on a regular basis. Hence, I have 

attempted to align what I do to match as much as possible the "terminology" of 

the standards-based reforms, while continuing to use my personal observation and 

professional knowledge to meet the needs of my students and the goals of 

education as I believe them to be. Still, there is a sense of feeling powerless as 

more and more autonomy is taken from us.
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When asked to clarify what she meant by feeling powerless, Cierra discussed the multiple 

principals and assistant principals she has worked under since NCLB. Citing how each 

brought his or her “own twist” to the standards-based classroom reform model and to the 

level of implementing those reforms in the school, Cierra expressed her frustration as she 

shared the following:

It has been my experience that no matter who they hire or place in those positions, 

administrators simply doesn’t trust the professional level of the faculty. It’s like 

they are skeptical or suspect of our professional abilities. Of course, this attitude 

really angers me and I don’t care for the anxiety it’s created for me personally 

and for my colleagues in the workplace. You know most of the time, I feel like I 

am paying for the professional sins of those people I referred to earlier. You 

know those teachers who are in the profession under false pretense, the slackers. I 

totally get the idea that some teachers may be slackers and won’t do what is right 

and can’t be trusted to do what is right. So, they need to take that up with them 

individually because I don’t need the stress caused by their failures on me, but 

I’m getting it anyway. As far as I’m concerned, that’s one of the biggest 

problems with most of the educational leaders in power today. They are too 

chicken to address the screw-ups one-on-one or face-to-face and as a result, they 

make these ridiculous sweeping mandates that are pointless and impractical, but 

impact all of us. With each asinine mandate, those of us who take our jobs very 

seriously and know what we are doing and why we are doing it, and who 

willingly work our butts off, are forced to suffer by following some stupid recipe 

approach to how to manage a classroom, teach a lesson, or even to assess if any
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learning is taking place in the classroom. For sure this kind of approach impacts 

how I teach and I don’t mean in a good way. Consequently, along with every 

screw-up a follow-up mandate is guaranteed, and it wasn’t long before the 

professional autonomy and trust we once had as teachers has been chipped away 

and really no longer exists. It’s crazy, because isn’t that why I went to school, to 

be trained as a professional? Maybe it’s true that standards-based reforms were 

implemented because the ‘powers that be’ don’t trust teachers to be 

knowledgeable professionals, so what does that say about the university’s that 

prepare us? What do they think of them?

Cierra’s Pedagogical Practices: Skills, Knowledge and Discourse

Insight into the skills, knowledge, and discourse associated to Cierra’s 

pedagogical practices was shared through her responses to the email interview, the 

teacher observation, the provided lesson plan documents, and the teacher interview.

According to Cierra, the educational success o f her students is critical to her, and 

as such, she places great emphasis and expectation on her own success as a teacher and as 

a leader. Cierra shared that in many ways she sees her role to be that of team leader and 

believes that the team is only as good as the leader. In her estimation, each class she 

teaches is a team, with her being the leader of multiple teams. Cierra acknowledged that 

this team concept requires the active promotion of building relationships and building 

trust. Consequently, a great deal of trust and the building of trust are necessary between 

the individual students. Moreover, this building of trust and the fostering of positive 

relationships between her and the students must also take place in order for success to 

happen.



Cierra expressed the value and importance of beginning the process of developing 

trust long before the student’s first day in class. As a means to expedite the process, 

Cierra shared that each spring, just as soon as the class rosters for the upcoming school 

year are available; she acquires the list of students who will be in her class for the 

upcoming year. Taking approximately two weeks and on her own time and money,

Cierra writes and mails a handwritten card to each student on her fall roster.

Additionally, she sends a separate handwritten note the parent or guardian of each student 

not only welcoming the student to her class but also outlining her expectations of success 

for the student.

Cierra shared that while the purpose of the note is to introduce herself to the 

student and the parents, it also serves to welcome the student, and it becomes a means to 

open the doors of communication with the student and the parents. This early contact is a 

tactic that Cierra believes provides the early building blocks of team building and in a 

subtle way, establishes her role as the teacher leader of the class and student’s role as a 

team member. When asked about how she started this practice, Cierra shared that the 

idea was not original as one of her now retired colleagues had done this for years. She 

began the practice about ten years ago and found that while initially it was a time 

consuming event to handwrite a card for approximately 130 students and another 150 

cards for parents or guardians, the dividends in the long run were well worth the effort. 

Cierra cited the appreciative and joyful responses she has received from parents over the 

years and shared that, “From that moment on, the parents are in my comer because they 

know I only want the best for their child, which by-the-way is what all they want.”
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A pedagogical practice with long-term benefits, Cierra confirmed that this activity is 

something she does on her own and is glad she does. “This is one of the few things that I 

do that is not mandated. I do it because I want to and because I know it works.”

When discussing other pedagogical practices, Cierra shared the importance of 

incorporating creativity in the classroom for herself and her students. During the 

classroom observation, Cierra exhibited her own style of creative teaching based on the 

pedagogical knowledge that engaged students enjoy greater academic achievement. 

Therefore, according to Cierra, it is her desire to design learning experiences for her 

students that she too will benefit from as a teacher. While discussing her pedagogical 

practices, Cierra discussed some of her pre-NCLB classroom experiences in the email 

interview and shared:

Before No Child Left Behind, I developed the majority of my own project-based 

activities that highlighted my student’s own special and unique talents and skills. 

Kids today may have all the technology and the world at their fingertips, but in all 

honesty, in many ways, they are not nearly as creative nor as imaginative as 

students were several years ago. I’ve always been a big fan of project-based 

learning and in the idea of creating a menu for students to pick from when making 

their own learning decisions. Once, I had a student group present their entire 

project on Dante’s Inferno using the music from the film Grease. Of course, they 

changed the lyrics to fit the project parameters, but it was so creative and fun! 

Now that’s something you don’t see every day! In many ways for me as the 

teacher, it was life-changing experience because it convinced me professionally 

that the ways of student learning are varied and as a teacher, I should always work
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to tap into that. Those students loved it and I loved it for them to have a choice in 

deciding what they would do or create. It made them happy. It made both of us 

happy. Today, they are always talking about differentiation as a sound 

pedagogical practice. Well, I and many of my colleagues were utilizing that 

approach long before it became a popular ‘buzz word” and it was working just 

fine until the push to standardize and make everything and everyone the same 

came along.

Cierra stressed that her need to be unique and to present lessons through fresh approaches 

in the classroom has been part of her teaching style and pedagogical practices since the 

earliest days of her career and is just her way of being a highly effective teacher.

Cierra shared during the teacher interview that she has long supported the thought 

that one of her many roles as the teacher in the classroom is to help students see their own 

potential for success. She supports the idea that once a student makes the connection 

between the amount of effort put forth and the success he or she experiences, then 

internally, they will build a belief in their own capacity as a learner and then successfully 

pursue knowledge and academic growth on his or her own. This trait is something that 

Cierra expressed was once present in her classroom student body in much greater 

numbers years ago. However in the last several years, Cierra shared that she has seen a 

decline in student efforts academically causing many students to miss or to never make 

the connection between their own effort and subsequent success. According to Cierra, 

many of the students she has today only “think what they have been told to think, know 

what they have been told to know, and produce what they have been told to produce”.
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Consequently Cierra sees current student capacity for intellectual curiosity and the 

pursuit of learning and academic growth on an independent basis as being rare.

Attempting to fight this apathy, Cierra shared that while she still tries to push 

students beyond those limitations it is more difficult in the post-NCLB world and has 

lead to periodic conflict between her and some of the students, parents, or administrators 

as they sometimes fail to understand her motives for teaching beyond the standards.

Cierra expressed her concern over teaching a narrowed, standards only curriculum and 

takes as many opportunities as she can to “go around” that mandate. Cierra shared that 

since NCLB and SBRs, various administrators have demanded for her to stick to the 

standards. Moreover, students expect her to do it, and parents want to challenge her for 

not doing it, but she shared, “1 just chalk that up to them not understanding sound 

pedagogical practices, even some of the administrators.”

In describing her pedagogical practices after NCLB, Cierra indicated changes in 

her experiences in the post-NCLB years. When asked in the teacher interview to expand 

upon some of these changes, Cierra shared that the teacher’s professional ability to judge 

the quality of a lesson has been undermined as a result of SBRs. Cierra shared that she 

feels the teacher is still given the right to design and to judge the quality of the lessons 

and the experiences of the students, but only if the teacher aligns everything to the 

standards in the exact manner dictated by her school’s administrative team and as long as 

the teacher does not deviate from this standards-based format. Cierra expressed her 

discontent with this expectation and shared that this practice in conformity is something 

with which she does not agree even though she admits that she has complied with much 

of what has been mandated. In the teacher interview, Cierra revealed that she complies



with the mandates because the message from both past and present school administrators 

is clear to her. According to Cierra, the administrative expectation is that all teachers at 

her school are to conform to the concept of the standards-based classroom, especially 

with the physical presence of the mandated components in the classroom. Cierra shared 

that the administrators really have little tolerance for a teacher who intentionally or 

unintentionally does not comply. Accordingly, Cierra shared that teachers in her school 

not only have zero choice concerning the presence of the physical SBR components in 

the classroom, but now they have no choice on where to post them in the room as well.

As a quick means to locate the daily agenda, the word wall, the standard and an essential 

question and other components, Cierra shared that all teachers in her school have been 

told where to post these items in the room. Cierra expressed her frustration with this 

mandate as according to her, “Now the placement of the SBRs has even been 

standardized.” Continuing, Cierra shared that she is “fed up with all this foolishness” and 

professionally is tired of feeling like she is in “a never ending game of tug-of-war.” 

Further explaining the conflict she feels between doing what she believes to be best for 

her students and what the administration demands, Cierra shared that being in this type of 

situation makes her feel uneasy and while she believes she probably challenges the 

mandates more than other teachers, in the end, she generally acts in accordance as she 

recognizes that she few choices and in reality cannot do otherwise.

Regarding her sense of power in the classroom, Cierra shared what she has to do 

just to meet the dictated mandates required in her school. She stated the following:

I’m at the school every weekend working on my own time, sometimes seven to 

eight hours just to get done what they expect. Posting everything they require is



where I spend most of this time. That and the ridiculous lesson plans we have to 

turn in now. Just take a look at the lesson plan form I gave you. Better dot your 

i’s and cross your t’s, because this lesson plan form is (see Appendix I) ridiculous. 

In contrast to what we used a few years ago (see Appendix H) the form today 

almost screams ‘standardize me!’ We have to complete all sections, turn in a 

weekly hard copy and then post the same information from the lesson plan to our 

daily agenda on the board. Now, I’m having to do the same job multiple times. 

What’s crazy about this is all the time I spend putting that junk together, could be 

better spent preparing some fabulous or engaging lesson. I’m not crazy about it, 

but what am I going to do? It’s either have it all up and posted, or get a bad 

evaluation, which is ridiculous because all of that stuff doesn’t really prove if I 

am a good teacher or not, but I guess it covers their [administrators] butts. You 

know education is full of all these groups -  principals, politicians, and 

superintendents, who, by-the-way, are nothing more than ‘neck-saving’ 

politicians themselves, keep talking about teacher accountability, but we need to 

remember, that whatever problems we have in education today are not because of 

the dedicated classroom teacher. It’s far beyond than that. Sure, there are some 

weak teachers out there and they have no business in a classroom, but many hard

working, dedicated teachers have simply become the scapegoats. Teachers aren’t 

the problem. We’re the solution, but until the reins of control are removed and we 

can do our jobs like the professionals we were educated to be, then nothing will 

ever change and we will remain puppets tied to strings.
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In addition to being troubled over the extra time needed to meet the physical 

requirements of the SBRs, combined with a constant concern over her students’ test 

scores, Cierra expressed that with the exception of her teaching beyond the standards, she 

is generally reluctant to engage in other types of classroom activities or practices that 

could possibly jeopardize her professionally.

When asked in the teacher interview how, as part of her pedagogical practices, 

Cierra takes advantage of the unscripted teachable moments that may occur in her 

classroom today, she stated the following:

The unpredicted, teachable moments are not nearly as easy to grasp today because 

with the standard-based reforms that came into play, we now have a daily agenda 

that we must follow. As a result, I’m not as willing to veer off the path to take an 

unplanned opportunity for learning and consequently, I feel there has been a loss 

in the teaching and learning and I don’t always feel very good about that. In the 

end and barring a few exceptions, most kids don’t ask questions about things they 

don’t want to know. So, if they ask about something that is not on the agenda or 

associated specifically to the standard or the essential question, I might engage in 

that conversation, or not, depending on the time crunch or if I’m being observed. 

Without a doubt, there is no way I would respond with anything other than a 

redirect to the student during an observation. I’d be very cautious before I’d do 

that. Really it’s because we have been told that under Teacher Keys, if we get 

observed and we are talking about anything that is not associated to the standard, 

the vocabulary, or what’s on the lesson plan, then we will get negative marks. So, 

depending on how the administrator sees it, I could get a poor evaluation and I’m
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not willing to let that happen, at least not intentionally. Sorry to the kid who 

might have an off topic question, but too bad. I feel terrible about it and I truly 

don’t think it is right, but I’m not going to have a bad evaluation. I’m just not. 

Cierra briefly addressed the issue of opportunities of unpredictability before NCLB in the 

email interview in saying, “Before NCLB that was never an issue. I addressed whatever 

question was asked because sometimes that is just the way young people think.”

Specific to Cierra’s pedagogical practices, the observation recorded the class 

engaged in a group review activity relevant to the upcoming EOCT. It was noted that the 

review activity in the form of a mock test, was in its third day of progress when the 

observation took place. Cierra shared that the activity was designed and intended to 

facilitate student remediation and engagement through the mock test questions that were 

aligned to the standards. Intentionally, students worked alone while taking the mock test, 

but the review of the questions and the answers chosen by the students was a whole group 

oral exercise modeled first by Cierra, and then, conducted by students. Responding to a 

question regarding this initial manner of review, Cierra shared, “The test is not a group 

effort when they take it, so neither should this be.” Cierra modeled the expected format 

for the review, but also engaged her students through captivating reading and 

communicated with them in a straightforward manner as she interjected comments and 

questions throughout the review process. While the students appeared to become 

disgruntled with the review activity and their role on it, Cierra maintained classroom 

control using her professional skills, knowledge, and discourse as she set the tone of what 

she expected of the students. Cierra reacted to the students’ discontent by referencing the 

importance of the students doing well on the test. The observation provided an
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opportunity to view the skills, knowledge, and discourse of Cierra as she monitored and 

addressed the student’s progress and abilities and student misunderstandings related to 

the review topics.

Cierra’s Classroom Climate: Physical, Social, and Emotional

Information on Cierra’s classroom climate was the result of email interview, the 

teacher observation, and the teacher interview which provided an opportunity to view the 

physical, social, and emotional features of Cierra’s classroom.

Cierra’s classroom was an approximate 20x25 foot classroom. Student desks 

were arranged in a divided arrangement, meaning that one half of the room contained 

student desks in three rows of five facing the front of the room, while the other half of the 

room, the student desks were facing one another in groups of three. The physical 

presence of SBRs was noted. The bulletin board was divided in two sections with half 

labeled Word Wall that contained several vocabulary words while the other half 

contained various school related schedules and documents. The rear wall of the 

classroom contained wall-mounted cork strips where examples of student writing were 

posted. Teacher commentary was present on the posted student papers. Written on 

sticky-note paper and attached to each student’s writing assignment, Cierra’s comments 

included simple statements that were direct in their level of both praise and harshness. 

Praise comments included: “Your analysis was comprehensive and your mastery of the 

topic was clearly evident. Well done!” While the harsher comments included: “Really? 

There is no way you read what we read based on this analysis! You know you can do 

better.”



In addition to the sample student work in the room, two dry erase whiteboards 

were located at the front of the room with a Promethean board centered between them 

and ceiling mounted projector overhead. The whiteboard located to the right had three 

handwritten daily agenda’s vertically posted, one for each grade level or subject area 

taught. Additionally, each agenda was segmented further into three sections labeled as 

follows: 1) Opening, an area designed to introduce the day’s lesson; 2) Work Session, an 

area set aside to describe what activity the students would be engaged in; and 3) Closing, 

a segment used to indicate the manner in which the lesson would close. The whiteboard 

located to the left was divided horizontally into three equal sections, with a designated 

section for each class taught. In each divided segment, an associated Georgia 

Performance/Common Core standard and an essential question, relevant to the lesson 

being taught was written. Also present in the room on the walls were assorted posters 

highlighting a range of literary pieces, dramas, short stories, and quotes from famous 

authors or speakers.

The teacher’s desk was cluttered with various graded and ungraded student 

assignments along with several four inch thick teacher edition textbooks. In one comer 

of the room stood four side-by-side filing cabinets that collectively served as a space to 

display family and school photos, cards, and student mementos given to and placed there 

by Cierra. A model Globe Theatre made from Popsicle sticks, a diorama reflecting 

Satan’s fall from heaven as told by Milton, and wooden model of a Guillotine from A 

Tale of Two Cities, as well as many other examples of student projects were also present 

in the room. Overall, the room appeared to be cluttered as it was full of books, stacks of 

student papers, and tables displaying student projects.
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When asked in the teacher interview about the physical presence of SBR 

components in her classroom Cierra responded with:

I spend a huge amount of time each week just working on that piece of it. I do it, 

because I have to, not because I want to. Trust me; I clearly know what the 

consequences of not doing it are as our administrators don’t mind telling 

teachers if they don’t comply, then perhaps they should look elsewhere for 

employment. So Sunday is the day I devote to this endeavor and typically, it takes 

me most of the day to get it all done. I have three preps [three different courses], 

which means three separate sets of weekly lesson plans that have to be filled out 

and turned in to the office. All of this is very difficult to manage both time wise 

and space wise. Sometimes it is all I can do to get all of the written stuff up that’s 

required because it takes up so much space. Then, there is the preparation for the 

Word Wall, the displaying of student work with meaningful written commentary, 

staying current with my student feedback with grades, getting grades posted 

weekly in the computer. Oh yeah, don’t forget calling parents which I have to do 

for any and everything from grades, to discipline problems, to attendance issues 

and then, I have to record all of those contacts in the school’s database. Now 

keep in mind, I teach three different grade levels, three different subjects, in six 

different classes, with roughly 30 kids in each class. That’s 180 kids that I have 

to see and prepare for each day. Then there are the standards-based things that 

I am supposed to do while I’m teaching like referencing the standard throughout 

the lesson, incorporating the essential question, following the daily agenda and 

integrating the vocabulary words from the word wall into each lesson. Now, I’m
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a pretty strong teacher and I think, an even a stronger individual, so I don’t mind 

challenging the rules every once in a while, you know, like teaching beyond the 

standards. But this is because I am so successful with my students, so if I slip up 

and forget to change out the vocabulary on my Word Wall, my administrators 

might turn an eye. Consequently, I can get away with a whole lot more than say a 

novice teacher, but I’m not going to lie, it’s a lot of stress to deal with each week 

as the pressure to get it all done mounts, not to mention the time I’m spending 

away from my own family.

On the day of the teacher observation, the researcher arrived to the classroom 

approximately five minutes before the bell rang and was able to take a position in the 

classroom before the students arrived. Cierra stood just inside the classroom door as the 

students filed in, speaking to all as they passed through the door. Without teacher 

instruction, one male student went over to the filing cabinets and opened a drawer in one 

of them. Removing a stack of manila file folders, he then passed the folders out to his 

peers. Each file folder contained the student’s mock EOCT test that they had been 

working on. The previously described review activity began almost immediately after 

the tardy bell rang and Cierra closed the classroom door. Following the posted daily 

agenda outlined on the board, Cierra discussed the daily procedures for class followed by 

referencing all of standards as a whole, and then, she began the class by reminding the 

students of the two previous days of completed work. Afterward, she began to model the 

review format as she envisioned it. Following her modeling exercise, the students then 

began their role in the review as previously described.



The social interaction between Cierra and the students appeared to be comfortable 

and friendly, but also hierarchal as Cierra was clearly the leader in of the classroom as 

she exhibited confidence and excellent communication skills. Later, during the teacher 

interview, Cierra confirmed that she demands and maintains an order of discipline in her 

classroom and views that order to be a necessary component conducive to enhanced 

learning. During the teacher-centered moments of the observation, the students 

responded positively to Cierra as she modeled the reading of the poem and the associated 

EOCT question. Additionally, the one-to-one interaction between the students appeared 

to be respectful and comfortable.

When the time came for the students to lead the review activity, the students 

initially assumed the leadership role, but as time progressed, it appeared that they grew 

increasingly discontent with the activity as some students grumbled in low tones; others 

repeatedly shifted in their seat, while others offered long, loud sighs that were noted by 

the researcher.

By calling the students to task, Cierra was able to maintain the classroom order 

while also reminding them of the importance of paying attention to the review in order to 

pass the test. When asked in the teacher interview to speculate on the student’s behavior 

during the review, Cierra shared that in her opinion, students are bored with the whole 

process of reviewing and testing. She stated the following:

Teach, review, and test has become the pattern - over and over again. It’s really 

monotonous. That’s why periodically I incorporate project-based learning as 

much as I can and also why I teach as much as I can to go beyond the standards. 

After all, think about it, if they’re bored, just imagine how I feel!
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Cierra: Summary

Cierra was confluence of several contradictory characteristics. Cierra shared that 

in most instances she complies with the mandated SBRs; however, she admitted that she 

also challenges the mandates as she purposefully extends many of her lessons to extend 

beyond what she calls “the limitations of the standards”. Self-described as a highly 

effective teacher and one who sees herself as a leader in the school and in the community, 

Cierra demonstrated a level of confidence and professionalism with her students and with 

the researcher. An effective communicator and a reflective educator, Cierra shared her 

teaching style, her pedagogical practices, and the climate that is present in her classroom.

Cierra is an engaging and animated teacher who enjoys her chosen profession.

Her teaching style is expressive, eloquent, and enthusiastic. Through the method 

modeled during the review activity, she demonstrated a range of abilities in the classroom 

that included a uniqueness that was novel in its approach. When considering her 

experiences in the classroom prior to NCLB and SBRs, Cierra shared that she was solely 

responsible for the decisions on how to teach the material and as a consequence of that, 

she was viewed and treated as a respected professional. Citing a contrast to that now, 

Cierra shared that as much she hates to admit it, her teaching style has been impacted by 

reform mandates and a growing opposition to her style by those who want her to teach 

and to test only the material included in the standards.

Cierra’s pedagogical practices reflected her knowledge of the importance of 

knowing her students, knowing her content, and knowing herself as a professional. She 

expressed her desire for the students she teaches to be successful as she pushes them to 

believe in their own power to achieve. She wants them to see the relationship between



effort and success, to think beyond the confines of the standards, and to understand how 

wanting more is a means of self-improvement. Concerned that not everyone understands 

the importance of the three aforementioned aspirations, Cierra shared that her efforts to 

bypass the limitations of the mandated SBRs by teaching beyond the standards is an 

example of how she has waged a limited war against the limitation of the standards as she 

see them. She admits that this is a war that has been met with opposition from various 

stakeholder groups. Nonetheless, Cierra endures, but expressed her frustrations with 

being bound by the mandates and shared that especially each spring she feels a level of 

anxiousness when test time arrives. Moreover, she expressed that along with the 

increasing lack of autonomy a loss of power in making the professional decisions she 

feels are in the best interest of her students becomes more apparent. Accordingly, Cierra 

expressed that she feels terrible in not addressing the random needs or the questions that 

her students may have. However, she also shared that because teacher evaluations are 

now tied to how well her lessons adhere to the standard being taught as outlined by the 

lesson plan, she is far less willing to risk getting a bad evaluation. Worried of the 

potential receiving a poor evaluation has, according to Cierra, this has altered her 

pedagogical practices.

Cierra’s classroom climate reflected a mix of where SBRs and individuality 

convened. While Cierra’s room contained the physical elements of a standards-based 

classroom, it also contained evidence of the promotion of student creativity found in the 

presence of various student projects. The physical aspects of the classroom were pleasant 

even though it was crowded and somewhat cluttered with various books, papers, and 

projects which seemed to encompass much of the room. The interaction between Cierra



and the students appeared to be comfortable and congenial as Cierra greeted each student 

as he or she entered the room. Students responded to her greeting in a positive manner as 

most spoke or interacted with her as they took their seat. Acknowledging her father’s 

early influence on her specific to the principles of hard work and success, Cierra’s desire 

for her students to be successful seemed to be the driving force behind the atmosphere in 

her classroom. Cierra was in charge of the classroom as she took full control of the 

students and of the task at hand. This in charge attitude was evident during the time 

period of student frustration or impatience with the review activity and even though 

Cierra had to admonish the class, they responded well to her. It was noted that her 

reaction and response to the student’s disinterest during the test review was one of 

anxious concern as she called them back to task reminding them of the potential impact 

that low test scores could have. Consequently, Cierra’s experiences with SBRs have 

impacted her perceptions regarding her art of teaching.

JaLisa: High School Math Teacher 

JaLisa is a math teacher who teaches 9th, 10th, and 11th grade mathematics. She 

has been teaching for 32 years, with 30 of those years in the high school associated to this 

study. Her previous work experience included two years in another school district in 

South Georgia, but also at the high school level. JaLisa self-identified as an African 

American female who is 58 years of age. She received her undergraduate degree from 

Savannah State University in Savannah, Georgia, her master’s degree from Georgia 

College and State University in Milledgeville, Georgia, and Education Specialist degree 

from Columbus State University in Columbus, Georgia.
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JaLisa has been recognized four times as a STAR Teacher from the PAGE 

Foundation and once as the school’s teacher-of-the-year. She shared that while these 

recognitions were nice, she was not really interested in achieving accolades for doing the 

job she was hired to do. She emphasized that had she gone above or beyond her job 

description, then perhaps the awards would have been warranted, but simply doing what 

she was hired to do should be the expectation for all educators.

In the email interview, JaLisa, when describing herself, shared that she is a 

woman of great faith and little tolerance. When asked in the teacher interview to explain 

this further she replied:

Great faith refers to my personal spiritual beliefs and how important those beliefs 

and the church are to me. Little tolerance says how I am both as a person and 

a teacher. In other words, I expect you to do what you say you are going to do. 

That goes for both students and adults. Like I said before, I have very little 

tolerance which means, I have no patience for foolishness or games.

When asked in the teacher interview how did she decided on becoming a teacher, JaLisa 

shared that it was a combination of demands from her mother and encouragement from 

her fourth grade teacher. Her mother, who worked as a domestic cooking and cleaning 

for local white families consistently told her from the time she was very young, that she 

would be going to college. Believing this to be a command and not a request, JaLisa 

never questioned her mother on the subject. The encouragement from her fourth grade 

teacher came in the form of praise for her mathematical ability and her teacher’s 

emphasis on black women entering the field of education even though integration had not 

been realized in JaLisa’s community. When JaLisa was in the fourth grade, the school
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system was still separated by race. According to JaLisa, Mrs. O’Neal (a pseudonym), 

who had taught at this elementary school for many years inspired her to believe that she 

could teach and even told her that one day she would be “teaching little white children 

how to do math”. By 1969, the school system JaLisa attended began the integration 

process and while she was now a freshman in high school, she stayed focused on her 

mother’s wishes and the encouragement provided by Mrs. O’Neal.

JaLisa’s Teaching Style: Philosophy, Attitude, and Actions 

Information on JaLisa’s teaching style was drawn from a combination of her 

responses to the email interview, the teacher observation, and the teacher interview. This 

provided an opportunity to consider the philosophy, attitude, and actions of her teaching 

style. JaLisa’s style of teaching, as defined by her in the teacher interview, is best 

summed up as a “no nonsense” approach with a “dry sense of humor, at least that’s what 

I’ve been told”. Emphasizing the need for students to have a strong and solid 

understanding of the concepts of math, JaLisa shared that she “doesn’t waste much time 

on foolishness or foolish behavior”. JaLisa shared that she is an avid proponent of others 

understanding the importance of math education. This belief in the importance of 

mathematics applies to her students as well. Consequently, JaLisa shared that she has 

very little tolerance for students who “can do, but won’t do,” and she makes certain that 

they and their parents know how she feels and what she expects.

This no nonsense approach was evident in the teacher observation as JaLisa 

worked with her ninth grade class on solving equations that could possibly be on the 

Math I EOCT. The observation noted that several student pairs were at the board 

working on problems, while the remaining students were seated in pairs at their desks



solving problems as well. The objective of this activity was for those at the board, to 

work collaboratively in order to solve the problem and then, to reveal orally what steps 

they followed to reach the answer and to explain why they chose those steps. During this 

exercise, JaLisa interjected comments into the student explanations with remarks like: a) 

“Don’t tell me that!”; b) “Really, that’s the best you can do?”; c) “What are you thinking? 

Back up and try it again.”; d) “Are you sure?” The students, responded to JaLisa’s no 

nonsense style by either answering her questions or returning to the problem and 

conferencing with their partner on solving the equation with a new plan on what to do 

next. When asked about this approach in the teacher interview, JaLisa shared that she 

sometimes plays the “devil’s advocate” by questioning the students in equal manner 

regardless if they are correct in solving the problem or not. Because the students know 

this about her, she shared that rarely has anyone ever become upset with her.

JaLisa’s sense of humor was also observed during this process as she interacted 

with the various student groups. As one student partner group seemed hesitant and took 

longer in explaining and justifying their work, JaLisa who was seated at her desk leaned 

fully back in her desk chair, threw her head*back and feigned sleep by snoring loudly.

The students in the room giggled, while the partner group said “Mrs. ! Is it that bad?

To which JaLisa replied, “You’re killing me! Just say it! I’ll be dead and gone by the 

time you get it out!” The students appeared to enjoy this exchange as they laughed and 

completed their explanation.

When asked about this incident in the teacher interview, JaLisa shared that what 

her students see of her in classroom each day is simply a representation of who she is 

naturally; someone she described as being “real and without pretense”. Beginning with



the first day of class; JaLisa stated that she promotes the “I am who I am” approach with 

her students. JaLisa shared that because she has this attitude, she would consider her 

teaching style to be more reflective of someone who is authentic and approachable. 

Moreover, she thinks her students would agree. As a result of these two characteristics, 

JaLisa shared that it is easier for her to build relationships with her students as she firmly 

believes in the power that positive interactions between her and her students can bring.

In discussing this further, JaLisa emphasized that she has found that a student’s 

relationship with the teacher has a significant and positive effect on the student’s 

academic success. Consequently, she explained that beginning early in the school year, 

she tells her students that everything she does and says is designed to help them achieve 

at the highest possible academic level and is never meant to embarrass or to make anyone 

feel defeated. Knowing this about her, JaLisa believes that her students, once aware of 

how she is going to interact with them and question them, and then why, become 

accepting of her methods and “move on to the business of learning”. She shared the 

following:

I work to build relationships with my students so they can have a positive 

academic experience in my class. First, I test them using my own assessment to 

find out where they are in their math skills and knowledge. After I find out what 

they can or cannot do; then I know where to build from. Today, my math 

department has a pre-test already in place that is aligned to the standards. The 

students still have to take it regardless of my test, but that’s because the pre-test 

serves as a departmental benchmark designed to fit the requirements of 

standard-based reforms mandated by the school. The difference between that test



and my personal test is that I backtrack what I test over to look for potential gaps 

in concepts they may not understand even from as early as their elementary years. 

The benchmark pre-test is only aligned to the ninth grade standards. Personally, I 

need more information than that to make sure I know the where students are.

I’ve done this for years, so it’s not anything new. I do my pre-assessment not to 

meet some mandate, but because I consider it to be ‘good practice’ as a first step 

toward building an academic relationship with my students. Nowadays, a first 

formal pre-test assessment becomes part of the school’s big data package, used 

not so much to help individual students, but instead, to become just one more 

thing that can be checked off a list somewhere and ultimately be used to start the 

documentation process in determining which teachers are more effective versus 

those who are not. I try to ignore this and stay focused on my students, but it’s 

hard.

When asked in the email interview to describe her teaching style before NCLB 

and the SBRs, JaLisa shared that her style today is essentially the same as before NCLB 

and SBRs as she has always been passionate about the importance of math and her 

responsibility in recognizing the consequences of being instructionally effective. 

According to JaLisa, what is different since NCLB and the presence of SBRs is the 

inclusion of numerous mandates that require her to present the material according to 

someone else’s view of mathematics and not her own. She expressed her dissatisfaction 

with this approach as she believes it undermines her as a professional and creates 

conditions that impede her professional educational practices and throws others into 

questioning her professional judgment.
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JaLisa’s Pedagogical Practices: Skills, Knowledge and Discourse

Insight into the skills, knowledge, and discourse associated to JaLisa’s 

pedagogical practices was shared through her responses to the email interview, the 

teacher observation, and the teacher interview.

According to JaLisa, the skills, knowledge, and discourse that have been long 

associated to her pedagogical practices are grounded in her belief that every student can 

and will learn. Hence for her, a key element to this belief is found in finding ways to 

motivate and encourage students to see the relevance of what they are learning as it 

pertains to real life experiences. Figuring out early how to reach this goal with each 

student is important to JaLisa as she shared that motivating students often depends on 

how well she understands them as individuals and how fast she can create successful 

mathematics experiences for them. JaLisa shared that once students begin to see personal 

success, they feel the power of success, and soon they pursue success. JaLisa shared:

For some students it is just a matter of filling in the gaps and helping them to 

believe in themselves. This approach to differentiation is something I try to do 

every day. Of course, not every student feels success at the same level or at the 

same time, because they all aren’t the same, as people or as students, but the trick 

is to meet them where they are with each new concept, and then to take baby steps 

toward their own personal success.

According to JaLisa, this success is crucial to the student and to his or her belief in their 

own abilities and in turn to her pedagogical practices as well, because she is confident 

that it is a sound approach to addressing the many differences in her student learners. 

However, she also noted that this approach takes time to accomplish because students are
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different and they learn at varied paces. Moreover, JaLisa acknowledged that with each 

new concept introduced, this process may have to take place over and over again, hence; 

more time is needed.

Concerned as to how she has been restricted in her pedagogical practices as a 

result of the school’s ongoing pursuit of achieving AYP, JaLisa, shared in the teacher 

interview her thoughts on how NCLB and SBR mandates have impacted her pedagogical 

practices specific to the use of benchmark assessments and her lack of faith in the 

benefits and the reliability of the tests. She shared the following:

It’s a struggle as the pressure to meet the goals of AYP is ever looming, so much 

so, I would say that it has severely impacted my pedagogical practices. In 

response to making AYP, our department has built in all these benchmark 

assessments that supposedly give me feedback on the educational quality taking 

place in my room, so that I can adjust my pedagogical practices accordingly. 

While the tests do provide me scores and numbers on my students, they don’t tell 

me the ‘why’ that I need to know, or the what’ that I need to know in order to 

determine accurately a student’s deficiency. I used to do that myself totally and 

while I still try to do that for my students, so much of the time that I used to spend 

customizing things for my students, is now spent standardizing things for my 

students, like preparing them for standardized tests. So my biggest 

problem with using the multiple choice benchmark exams is that the breakdown is 

just not there. For example, I can’t get a quick grasp of where they [students] are 

in their understanding of the concepts or where it begins falls apart for the 

student.
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When asked if  students were required to show their work on the benchmark 

exams, JaLisa shared that in her department’s effort to simulate the actual test and the 

testing conditions of the EOCT as authentically as possible; students are given the option 

of showing their work on a separate sheet of paper. Consequently, she shared that 

typically the only students who actually use that opportunity are the students who really 

understand what they are doing, while those who are weak in math, simply opt to bubble 

in an answer. Expressing her concern over this, JaLisa shared that she believes this type 

of testing to be a poor way of assessing students as they have an automatic 25% chance 

of getting the answer right without really demonstrating if they understand it or not. 

Agreeing that the percentage is not that great, JaLisa said, “True, but if  you had a 25% 

chance at winning the lottery, would you play? I believe most people would.” 

Consequently, JaLisa believes this 25% leaves too much room for students to “slip 

through the cracks”. As a result of this gap and the student’s knowledge that benchmarks 

do not factor into their grade, JaLisa shared that she does not really value the data 

collected from the benchmarks, as the “kids don’t take them seriously”. Thus, she feels 

the standards should be taught, practiced, and assessed individually by each teacher and 

not collectively within the department.

Continuing, JaLisa shared additional concerns she has regarding how the math 

department in her school has adopted other practices designed to standardize the actions 

of the teachers by restricting the individual pedagogical practices of these teachers. She 

shared her concerns in saying:

Those of us who teach common subjects are now expected to use the same 

departmental lesson plans, complete with the same in-class activities and the same
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problems, while staying equally paced with one another. That’s all fine and good, 

but what happens when you have students who just don’t get it and you have to go 

back? What’s supposed to happen with them? That’s why I am against the 

standardization of teaching, and tests like benchmarks, because it’s all based on if 

the pacing between me and another teacher teaching the same course is exactly 

the same and then, also if our instruction is the exactly the same. It’s ridiculous to

think I am ever going to teach exactly the same as M rs. down the hall, or that

my students and hers’ are going to perform equally on tests. In theory, I know 

that’s not the expectation entirely, but when you get right down to it, this whole 

standard-based concept is designed to measure teachers one to another, it doesn’t 

measure if someone is an effective teacher. It really measures how well a teacher 

can teach a standard. Well, I teach students, not standards and I’ve been told that 

I’m not too shabby at it.

In the email interview, JaLisa reflected on her pedagogical practices before NCLB 

and SBRs. She shared that in those days; she had more autonomy to make the needed 

decisions regarding the monitoring of her student’s abilities and based on her knowledge 

of her students, decided how much time would be appropriate to spend on a math 

concept. Later during the teacher interview, JaLisa shared that while her lessons were 

more interactive and creative in the pre-NCLB and SBR days, she thinks her teaching has 

improved over time, something she attributes to her ability to hone in on her student’s 

needs a talent that longevity in the profession has fostered. However, she also expressed 

her concern that maybe she has reached a “point of diminishing return.” When asked to 

explain her interpretation of this concept, JaLisa shared:



Well, you know, it’s just the way life is, even in one’s career. For me, the point of 

diminishing return is nothing more than when the benefits associated to this job 

fail to increase proportionally with my efforts, or my expertise. Meaning that, I’m 

just using a basic mathematical principle normally taught in economics as 

mentally I’m considering a cost/benefit analysis of this job. Now that I’m getting 

older, I’m starting to consider if the costs of this job are worth the benefits? When 

I look back on it, I’m pretty sure that when I first started teaching, the benefits I 

received as a professional far outweighed the costs, but today, with 

standardization in every nook and comer, I think what this job is costing me in 

stress and pressure far outweighs the benefits. I know that standards for teaching 

have been around for a long, long time, so, the Georgia Performance Standards 

aren’t a big surprise. In fact, they are simply another step in that direction. But, 

the way they have been implemented in the schools is a travesty, a total shame!

In my school district and in many others just like it all over the country, the 

presence of standards-based reforms and the standards-based classroom model 

dictates every aspect of the school day. I’ve always been one who supports that 

the standards are supposed to inform our instruction in the classroom, not to 

dictate our every move or decision in the classroom. But because, I think 

standards-based reforms are here to stay; I have to consider my future in 

education.

Reflecting over her 32 years in education, JaLisa’s concerns over the presence of 

standardization in education has her contemplating her extended future in education.
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Recognizing that she can retire at any time based on her total years of service, 

JaLisa is still apprehensive to do so as she shared her fear that when she and all others 

like her leave the profession, the only teachers who will remain will be the younger ones 

who grew up attending standardized schools as standardized students and consequently 

have never known what teaching was like before the SBRs. Sadden by this prospect and 

feeling helpless in the wake of these reforms, JaLisa discussed her sense of powerlessness 

to change the long-term impact of SBRs:

I have been teaching a long time now and I know when good instruction is taking 

place and I know when nothing but the ‘dog and pony’ has been trotted out. They 

used to accuse teachers of putting on the ‘dog and pony’ show when they were 

being observed, by the principal. Anyway, the interesting thing about all of this 

is, the main people putting on a ‘dog and pony’ show now are schools, district 

leaders and those politicians serving in key positions at the State Department of 

Education. I have no power over them or over the foolishness this [education] has 

become. Yes, I know I could go ahead and retire, but I still feel that I can teach 

and I know that I can make a difference in the lives of these kids. If I didn’t 

believe that I would be gone.

The observed pedagogical practices of JaLisa were reflected in her classroom 

activity of a student review for an upcoming ninth grade EOCT in Math I. As previously 

stated, students were paired working on sample EOCT problems. Some student pairs 

were at the boards while others were seated and in pairs working at their desks. JaLisa 

began the class by allowing the students to select their own partner and to decide who 

wanted to be first at the boards. During this exercise, two of the student pair groups
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sitting adjacent to one another began talking loudly, followed by giggling and one young 

man throwing crumpled paper at the other group. This behavior occurred at the same 

time that JaLisa was trying to listen to and help a student pair at the board. Distracted, 

JaLisa reprimanded the two student pair groups who returned to their work, but shortly 

after, the young man who threw the paper began engaging in disruptive behavior once 

again. This time, JaLisa asked him “What’s your problem?” He replied that he was not 

sure how to do the work. Two students who were also involved in the previous 

misbehavior responded with the same sentiment. JaLisa responded by saying:

Really? We just went over this yesterday. Come on ya’ll. You know this stuff. I 

don’t have time for you to be playing around with this. Time is short and they 

expect me to get this done whether you want to or not, so pay attention!”

JaLisa walked over to the desks of the two groups and asked the young man who 

threw the paper to explain the problem he had been working on, which he did. JaLisa 

responded in saying, “That’s exactly right, so why are you sitting there and acting like 

you don’t know what you’re doing? Boy, don’t mess with me and get to work!” The 

student responded and appeared to stay on task the remainder of the period.

Later in the period, a young male student interjected a random question and 

asked, “Do you have some ideas on how can I use digital photography to measure and 

compare sides, shapes, and angles?

JaLisa responded by saying:

Are you being serious in asking that? It’s a good question, but I’m sorry. As bad 

as I feel about it, we just don’t have the time to discuss that right now. I know it’s
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not right, but I am trying to get you ready for this test next week and that’s what 

we are going to do.

Later in the teacher interview, when asked about her response to this student’s 

question, JaLisa indicated that she initially, thought he was deliberately trying to create a 

distraction and then, after realizing he was not, she had to “shut him down” anyway on 

the question because of the timeline the class was on to complete the review. She shared 

that the young man spoke with her later that same day after school. The information he 

wanted to know was related to a project that he was working on in his engineering 

technology class. He wanted JaLisa to clarify something his technology teacher had said. 

JaLisa shared that while she was able to help him after school, she was frustrated that she 

was not able to do so when he asked the question as she is a big proponent of 

understanding Mathematics as authentic experiences and problem solving as used in the 

real world context. Because her pacing of the review had to align with two other ninth 

grade teachers, JaLisa shared that she was fearful that if  she had taken the time to respond 

to him, then she would have lost time reviewing and would not have completed the 

review at the pre-established stopping point as the other two teachers.

JaLisa’s Classroom Climate: Physical, Social, and Emotional

JaLisa’s classroom was an interesting and somewhat unusual spectacle. It was 

sparsely decorated with little more than self-made posters that were neatly handwritten 

and contained all of the Georgia Performance/Common Core standards and associated 

elements for the three grade levels of math that JaLisa taught. These posters were 

double-stacked from ceiling to midway down on the walls and covered all four walls of 

the classroom with the exception of the areas where the two bulletin boards, the two
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whiteboards, and the Promethean board were mounted. One bulletin board on one side of 

the classroom was divided into two sections with one section labeled Word Wall that 

contained a vast multitude of vocabulary words. The other section had several school 

related schedules and documents posted. The remaining bulletin board on the opposite 

side of the room contained class rules, some sparse examples of student work, and a 

poster with a picture of a suspension bridge that said “Math is Powerful”. Student desks 

were in straight rows facing the front of the room but were seated together side-by-side 

for the review activity. Overall, the room was well-lit, and clean, but was cluttered as 

there were multiple classroom sets of student textbooks under every desk.

When asked about the unusual method she has used to display the standards in her 

classroom, JaLisa shared that as a result of having to follow her school district’s 

mandates specific to the physical presence of the SBR requirements, that over the years 

she has become somewhat stressed. Frustrated over the time it takes and the time she has 

had to spend meeting those requirements is what prompted JaLisa to adopt this format for 

displaying the math standards she teaches. She shared the following:

I have everything I am supposed to have up. Student work is displayed with my 

comments. The standard is on the board and essential questions are posted, my 

agenda is posted, as well as my world wall.

JaLisa admitted that having all of the standards posted at one time could be confusing, 

but she also shared that really did not care. She stated the following:

I have three preps and I don’t have time to put standards up and down all week. 

Besides, depending on my students, I may have to move back and forth between
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them [the standards], so let them [the administration] figure it out when they come 

in.

In her response to the email interview discussion on classroom climate prior to SBRs 

JaLisa shared:

My students consistently said that my class was the best class they had ever been 

in. Students I taught back then, tell me today when I run into them around town, 

that certain things we did, projects, and events still stand out in their minds as 

being so important.

In considering the impact SBRs have had on her classroom climate today, JaLisa 

revealed:

I work to encourage a mood or atmosphere that sends a positive message to my 

students, but it is “work” to do that. The classroom has all o f the required 

standards-based things up. Like student work is displayed with my comments. 

The standards are up in the room and essential questions are posted, my agenda is 

posted as well as my world wall. However, gauging the social/emotional piece of 

the climate in my classroom is in my best estimation, essentially ‘non-existent’ 

for lack of a better word.

When the researcher inquired what she meant by the phrase ‘non-existent’ JaLisa shared 

that deciding on the presence of social or emotional components in her classroom was 

difficult for her to determine because she is considering that possibility through her eyes 

and she has been impacted by SBRs. Hence, JaLisa shared that the ‘non-existent’ 

designation was most likely applicable to her understanding and what she has
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experienced as a teacher and as a result, she used the term ‘non-existent’ based on her 

interpretation of the classroom climate as she perceives it.

JaLisa: Summary

JaLisa was a representation of teachers who have been in the profession for an 

extended period. With more than 30 years of experience, JaLisa can retire, but has yet to 

do so because she feels that she can and still does make a difference in the lives of the 

students she teaches. She expressed her frustrations in light of the presence of SBRs and 

how those reforms have impacted her teaching style, pedagogical practices, and 

classroom climate. She shared that her classroom experiences have been altered as a 

result of how the SBRs have been implemented at her school, but in her own unique way, 

she has responded to those reforms as she attempts to navigate the mandates while 

staying true to her convictions.

Analysis of Major Research Categories 

This qualitative research study utilized the narrative case study approach in order 

to explore the extent to which standards-based reforms have impacted the art of teaching 

of highly effective teachers in grades 7-12. The methodology for this study included 

examining four teachers’ perceptions regarding the impact that SBRs have had on their 

teaching style, pedagogical practices, and classroom climate. Two types of teacher 

interviews, a teacher observation, and document analysis were used to collect data. This 

was a qualitative study focusing on a single school district in Middle Georgia and 

included teachers in grades 7-12. Three major research categories were established for 

the purposes of data analysis based on the study’s review of literature, including teaching
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style, pedagogical practices, and classroom climate. The following sections present data 

analysis within each of these research categories.

Analysis of Teaching Style 

The first key area of analysis involved understanding how the teaching style of 

this study’s participants had been affected in the presence of SBRs. The literature review 

revealed that teaching style is a distinct quality o f excellence that is intrinsic to each 

teacher and includes a variety of behaviors and actions aligned to the teacher’s personal 

philosophy, values, and beliefs and is utilized effectively in the classroom (Butler, 1984; 

McEwan, 2002). In order to set the tone for understanding the perceptions of these 

teachers as they worked against the backdrop of the SBRs, it is important to understand 

how their philosophy, attitude, and actions relate to their own teaching style in order to 

determine the impact of SBRs.

Each of the teachers in this study shared the philosophy that all students can learn. 

Moreover, they recognized that students are different in their academic abilities, 

knowledge, and progression. They each expressed their belief in the power of education 

and in their power to make a personal and academic difference in the lives of the students 

they teach. The participants discussed the novel approaches they used to engage their 

students and shared how their past experiences contributed to their personal and 

professional development of teaching style. Additionally, they had a mutual sense of 

importance for the need to address the individuality of their students and worked to 

address those needs. When asked how they would describe their philosophy, attitude, 

and actions in the classroom prior to NCLB and SBRs, none of the teachers responded 

with a focus on learning objectives, creating common assessments, or regimenting their
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classrooms. Instead, the responses were focused on exhibiting their own individuality 

through the use of imagination, creativity, and a vision of fostering those characteristics 

in their students through the creation of aesthetic experiences.

When asked how their teaching styles had changed since the implementation of 

SBRs, the teachers expressed an increase in feelings of stress and anxiety as the pressure 

to conform had escalated since they first began teaching. Citing examples from before 

and after the implementation of NCLB and SBRs, the teacher participants in this study 

provided illustrations of experiences they viewed to be positive or artful and those they 

determined were not. As the participants described their post-SBR teaching style, three 

of the four shared that they had been greatly impacted and believed that their natural style 

of teaching to include their philosophy, attitude, and actions had been lost in the absence 

of autonomy and through other various obstructions related to SBRs. The participant, 

Cierra, was the exception as she stated that while she has attempted not to adjust her 

teaching style, the pressure to do so by various administrators, students, and parents who 

subscribe to the idea of the SBR mandates, has caused her to comply with some variation. 

Interestingly, the study’s participants also shared that when they perceived their 

administrative site team was occupied with other matters and not paying attention 

specifically to them, they would revert to their natural teaching style by following their 

individual philosophies, attitudes, and actions in the classroom. Therefore, these teacher 

participants have demonstrated an external conformance to SBRs, but this conformance 

conflicts with their internal beliefs that teaching style should reflect their individuality 

and not an alignment to SBRs. Hence, the study’s participants indicated that they view
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teaching style as an individual artful endeavor that has been greatly restricted with the 

advent of SBRs.

Analysis of Pedagogical Practices 

The second key area of analysis involves considering how the pedagogical 

practices of these teacher participants had been affected in the presence of SBRs. The 

literature review provided that pedagogical practices are the intentional instructional 

practices of the highly effective educator. Grounded in the science of educational 

theories and the artful practice of instruction, pedagogical practices are a combination of 

the expert skills, knowledge, and discourse that a teacher needs to know in order to judge, 

create, and justify the many different varieties o f decisions faced by the teacher in order 

to incorporate the components of curriculum, instruction, and management into the 

classroom (Alexander, 2004; Chapuis, 2003; Marzano, 2007). Examining the skills, 

knowledge, and discourse associated to the teacher participants in this study provided a 

window to their pedagogical practices in the presence of SBRs.

Each of the teacher participants in this study demonstrated pedagogical practices 

rooted in the professional acquisition of skills, knowledge, and discourse. They 

possessed result oriented traits and were effective instructors. Moreover, these 

participating teachers were passionate about their profession and passionate for their 

students’ to obtain academic success. The study’s participants also understood the 

importance of building relationships with their students, creating positive communication 

with their students, and providing learning opportunities designed to meet the varied 

needs of each student. The incorporated use of differentiation was recognized as an 

important necessity in the classroom as was the development and use of other strategies
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to enhance the academic opportunities for their students. The reflective nature of each 

participant was supported in the data collection and demonstrated the intellectual traits 

associated with a highly effective teacher who were responsive, principled, and 

respectful.

Using pre- and post-SBR comparison examples to consider their pedagogical 

practices as they were experienced in their classrooms, the teacher participants, shared 

stories of experiences that reflected the skills, knowledge, and discourse used. The 

descriptions of these experiences as reported by this study’s participants included the 

adjectives: comprehensive, creative, and engaging for the teachers and the students. 

Conversely, the description changed when post-SBRs were discussed as participants 

shared experiencing the presence of an internal conflict between the implementation of 

the SBR requirements and what they recognized as best practices. All of the participants 

indicated experiencing a decline in their individuality, creativity, and ability to 

incorporate unique and innovative experiences for their students leading to them 

experiencing substantial restrictions on their pedagogical practices. Remarkably, what 

was being touted as an example of restricted pedagogical practices created by the 

presence of SBRs, had been carefully sidestepped by the teachers in this study.

Regarding the skills, knowledge, or discourse associated to pedagogical practices, 

each of the participants in this study demonstrated independent individualism in their 

pedagogical decisions related to their teaching practice. Interestingly, the participants 

engaged in this individualism overtly or covertly depending on their professional 

circumstances and personal strength. Consequently, in the classrooms of these highly 

effective teacher participants, the skillful execution of sound pedagogical practices was
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evident to a limited degree as the presence of imagination, intelligence, and creativity 

was noted. This indicates the possibility that the complete and successful automation of 

the teacher’s pedagogical practices has yet to happen.

Data provided by the teacher participants in this narrative case study indicated 

that the participants viewed pedagogical practices to be a scholarly, individualistic, and 

artful endeavor. Additionally, it is also considered an area that has been substantially 

impacted by the presence of SBRs and accordingly has had a noticeable impact on the 

pedagogical practices of highly effective teachers.

Analysis of Classroom Climate

The third key area of analysis includes an examination of classroom climate and 

how the teacher participants in this study have been impacted by the existence of SBRs. 

The literature review determined classroom climate to be the interpreted quality of the 

physical setting of the classroom to include the mood or the atmosphere created by 

teachers in their classroom related to the physical, social, and emotional elements of the 

classroom (Adelman & Taylor, 2005; Kumar, 2007). To better understand the classroom 

experiences of these teachers as they worked in the SBR environment, it is important to 

consider the physical, social, and emotional quality of the participant’s classroom 

climate.

The presence of standards-based reforms has impacted the classroom climate of 

highly effective teachers as supported by the study participants who highlighted that the 

mandated components associated to the physical presence of SBRs had negatively 

impacted the classroom climate with regard to the physical, the social, and the emotional 

elements of the classroom. As a result, the participants also emphasized that limitations
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have been placed upon their ability to design and create a classroom climate that is free 

and autonomous, which has subsequently affected their personal, professional, social and 

emotional well-being.

While the teachers that participated in this study accepted their contribution to 

establishing the mood or atmosphere in the classroom, they also reported an increase in 

the internal conflicts related to what was required of them in the standards-based 

classroom. Because of these internal conflicts, the classrooms of the participants were 

relegated to abiding by a routine and regimented by the presence of common 

construction, common elements, common actions, common pacing, and common 

assessments.

Although each teacher participant incorporated his or her own twist on 

influencing the established classroom climate in their room respective to students, their 

loss of professionalism and autonomy was reported as the principle factor of obstruction 

to what they perceived as their success in the classroom. They cited that this has led 

them to experience stress and, more significantly, fear. These were two of the five major 

themes that emerged in this study. Consequently, the creativity, individuality, and 

imagination needed to construct a classroom climate steeped in the freedom and practice 

of creating and engaging in aesthetic experiences was reported as being drastically 

impacted by SBRs.

Analysis of Emerging Themes

During the analysis of data, five themes emerged: stress, anxiety, fear, guilt, and 

powerlessness. This study’s use of a priori codes, which Creswell (2007) affirmed to be 

useful as a means to identify any emerging codes or themes that may arise during
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analysis (p. 152), did allow for five specific themes to emerge as the data were analyzed. 

The following sections describe each of these emerging themes.

Stress

The emerging topic of stress presented in this research study’s data analysis. The 

multiple forms of collected data led to the discovery of the presence of stress as 

participants revealed experiencing intense stress in relation to the requirements that 

building administrators imposed on teachers due to standards-based reforms. These 

requirements include, but are not limited to, the use of standards-based lesson plans, the 

mandated posting of the standards-based components in the classroom, the rapid 

instructional pace needed to meet the high-stakes testing window, teaching a narrowed 

curriculum, and the push to make AYP. The presence of this stress as reported by the 

participants was apparent throughout the data as it was analyzed. Furthermore, the 

pedagogical practices and the classroom climates of these highly effective teachers were 

affected by this theme of stress.

Stress, as it was reported, was the premise on which the other emerging themes 

were built. It is conceivable that if  this notion of stress from standards-based reforms 

were dealt with in a way that allowed highly effective teachers to return to their artful 

practices of teaching, then the other themes that emerged might be diminished or even 

eradicated. Nonetheless, as it stands in this research, the notion of stress as a by-product 

from SBRs gravely affects how teachers manage professionally and how they perceive 

their effectiveness artfully.

One example of how this stress presents itself can be found in the lesson plan 

form: “All teachers will complete ALL sections of this form. Lesson Plans will be turned
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in to the office weekly” (Appendix H). The observation cycle used for administrators to 

evaluate teachers was also indicative of inducing stress due to the requirement of each 

teacher to exhibit all of the necessary mandates of SBRs. Examples of these included, 

but were not limited to: the daily agenda, the word wall, the posted standard, the essential 

questions, and student work with commentary posted in the classroom. The researcher 

also noticed during analysis that the daily agenda, the standards, and the essential 

questions were all posted in almost the same location in each classroom seemingly 

making it more visible for administrators than for students.

Anxiety

The theme of anxiety emerged in the analysis of the data in this study.

Participant’s cited the school’s focus on student performance on the mandated high- 

stakes tests, for the purpose of achieving adequate yearly progress has led to feelings of 

anxiety. The push to achieve has altered the teaching style, the pedagogical practices, 

and the classroom climate of highly effective teachers as the theme of anxiety emerged. 

Moreover, participants reported that the anxiety increased if student performances on the 

high stakes test were poor as entire departments were chastised by the school’s 

administration and even from the superintendent’s office.

This level of anxiety among the participants in this study was negotiated through 

experience and pre-SBR sentiment. However, they could only imagine what it must be 

like for less experienced teachers. Furthermore, the participants in this study were ranked 

as “highly effective” which probably also gives them the wherewithal to deal with these 

anxieties. Additionally, they voiced that they knew if they were feeling stress and 

anxiety about what was being asked of them, then they were definitely passing it along to
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their students and raising anxiety levels in students with regard to passing standardized 

tests and other tasks subsequent to SBRs.

Fear

Much like the topic of stress and anxiety, fear was a recurring matter that was also 

evidenced in the data and presented in the three categories of teaching style, pedagogical 

practices, and classroom climate. Participant responses, the classroom observation, and 

the documents collected supported the presence of this theme. Participants reported that 

as part of the formal teacher evaluation process, the very real feeling of fear is present as 

failure to post all of the required standards-based elements in the classroom, failure to 

correctly use the standards-based lesson plan, failure to have the classroom structured as 

directed, and failure to post teacher commentary in the expected manner posed the threat 

of being officially admonished on a teacher evaluation and created a sense of fear in the 

participants.

Furthermore, these feelings of fear perpetuated stress and anxiety among the 

teachers and ultimately to the students, stifling their ability to maximize potential within 

the context of any learning situation. Fear, as an emotion does not allow for learning to 

have the necessary courage needed to spur inquiry and imagination, which the 

participants felt were a very real part of their teaching as artful necessities before SBRs. 

The participants also reported in the collected data that this feeling of fear affected them 

professionally in that they feared failing to their artful sensibilities as well as failing on 

their classroom evaluations. Therefore, the highly effective teachers participating in this 

study operated from a place of fear rather than experience and engagement.
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The theme of fear, because of the caustic ramifications with regard to stifled 

professionalism and implementing the curricula, is of particular importance. The 

participants did not know how to address this, yet it was of utmost importance with 

regard to the data they provided. However, it could be clearly related to the stresses 

indicated in the initial theme, but the notion of fear was so overpowering that they could 

not make the relation. Again, feeling fear inside the practice of one’s professional 

practice is paramount with regard to performance and outcome but does not necessarily 

yield positive results, as it is shown in this research.

Guilt

Cited as another emerging theme, guilt was presented as participants expressed 

internal conflict knowing that reducing their practices to focus only on that which is to be 

tested was perceived as wrong, but they also recognized a futility to fight or to stand up 

against these practices as jobs are now being tied to the maintaining of conformity. Guilt 

can also produce feelings of anxiety and hinder the ability to produce effectively. It may 

or may not be a perceived stress, but it is definitely related to stress, especially within the 

context of this study.

Throughout the analysis, the participants made mention of feeling like they were 

misrepresenting what they believed in philosophically as highly effective artful teachers, 

yet they felt the need to conform in order to be perceived as highly effective teachers by 

their administrators via the use of an evaluation tool that aligned to the ideals of the 

standards-based teacher and classroom. As a result, this internal conflict produced these 

variables identifiable as guilt. The guilt of these teachers in this study hinged on the fact 

that they were performing in a way that they knew was in direct conflict to what they
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fundamentally believed was better teaching, artful teaching. Unfortunately, their 

situations were described as “less than artful,” “barely effective,” and “unfortunate 

situations] for students” pointing to this idea of professional guilt that emerged in the 

research.

Powerlessness

These practices and experiences have left them with an ultimate feeling of 

powerlessness as their voice is no longer viewed to be a significant factor in creating and 

implementing curricula from the perspective of what is truly best for students by teachers 

who genuinely feel that they have been stifled as artist whose goal was to create effective, 

meaningful learning environments where students experienced education rather than 

merely gave the impression of it through completing a series of generic standards taught 

by rote. Of course, this theme of powerlessness was apparent in the interviews from the 

teachers, but it was especially apparent in the documents supplied by the participants 

from their administrators to show how well they comply with standards-based 

requirements when creating lesson plans and succumbing to the physical affectations of 

the standards-based classroom.

Powerlessness ultimately stifles that which would be the power of the artful 

teacher. Because of standards and standards-based reforms, that which would be 

indicative of the highly effective artful teacher is no longer relevant or warranted in the 

standards-based classroom. The participants in this study revealed that their power had 

been removed by the implementation of standards-based requirements. This was 

evidenced through the interviews, observations, and documents that were collected and
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the subsequent analysis of these data. Ultimately, the combination of the other emerging 

themes, starting with stress, led to this feeling of powerlessness among the participants.

The discovery of these emerging themes was noteworthy as they helped to frame 

the findings from the analysis and the interpretation as they relate to the theoretical 

framework. The use of the three categories: teaching styles, pedagogical practices, and 

classroom climate and their associated a priori codes became the same categories by 

which the emerging topics were analyzed. Thus, this created a convergence whereby the 

same three categories used to assess the successful practices of highly effective teachers, 

now skewed by the inteijection of NCLB and SBRs, yielded information from the 

aforementioned categories and are related to the topics that emerged.

Summary of Data Analysis 

The qualitative data revealed that the four teacher participants in this study have 

experienced changes in their teaching styles, pedagogical practices, and classroom 

climate as a result of the presence of SBRs. Because of the mandated demands 

associated with the implementation of SBRs, the experiences of these four participants 

reflected these changes. As previously discussed, this qualitative narrative case study 

was intended to answer the following research question: To what extent have standards- 

based reforms impacted highly effective teachers’ art of teaching? To accomplish this, 

this chapter focused on the findings that answered three sub-questions. The first of these 

sub-questions asked, “To what extent have standards-based reforms impacted the 

teaching style of highly effective teachers in a Middle Georgia school district?” As 

described above in greater detail, the participating teachers in this study shared examples 

of their teaching styles from before and after the implementation of NCLB and SBRs that



pertained to their philosophy, attitudes, and actions. Each of the participating teachers 

ascribed to the philosophy that all students can learn. Each of the participating teachers 

demonstrated an attitude that reflected a passion for their profession and a passion for 

their students to be successful. Additionally, each of the participating teachers 

demonstrated examples of their actions that reflected their unique style of teaching.

Citing comparison examples from before and after the implementation of NCLB and 

SBRs, the teacher participants in this study stressed, to varying degrees, the perception 

that with the presence of SBRs, their teaching style had been impacted. Moreover, the 

study’s participants indicated a perceived presence of pressure placed upon them through 

the mandated use of reforms that has caused them to alter their present teaching style as 

compared to when they first began teaching. In expressing their frustration with the SBR 

implementation methods, the teacher participants shared how having to alter their 

teaching style in order to accommodate the SBRs has led to a presence of stress and 

anxiety, two themes which emerged as a result of this study.

The second of the three sub-questions asked, “To what extent have standards- 

based reforms impacted the pedagogical practices of highly effective teachers in a Middle 

Georgia school district?” The answer to this question was that SBRs have indeed had a 

major effect on the skills, knowledge, and discourse practiced by these participants. Each 

of the participating teachers cited the presence of various factors that have hindered their 

pedagogical practices since the arrival of NCLB related SBRs in their school district. 

Specifically, the participants focused on the loss of autonomy, the increasing lack of time, 

the narrowing of the curriculum, and the singular focus on achieving AYP to be the 

greatest factors that have inhibited their instructional talents and creativity, their
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professional understandings and methods, and their individual interchange of ideas and 

the building of relationships. Participant’s cited that the combination of SBRs and site 

leadership have contributed to hindering their pedagogical practices which in turn has 

produced a sense of guilt and powerlessness in the participants as they struggle 

professionally with what they know to pedagogically sound practices and what is 

mandated of them. The presence of guilt and powerlessness are two additional themes 

that emerged in this study.

The third sub-question asked, “To what extent have standards-based reforms 

impacted the classroom climate of highly effective teachers in a Middle Georgia school 

district?” The answer to this question was that with the presence of SBRs, the physical, 

social and emotional conditions of the classroom have been altered. Each participant 

reflected on the overwhelming presence of the physical components associated with their 

district’s implementation of SBRs. Citing comparison examples from before and after 

the implementation of NCLB and SBRs, the teacher participants in this study shared that 

with the presence of SBRs, the physical, social, and emotional elements associated to 

their classroom climate had been negatively impacted. Citing the district’s emphasis on 

the physical presence of the components associated with the SBR classroom and the 

required actions of the teacher as mandated by this classroom model, the data supports 

this participant perception. Moreover, the teacher participants emphasized that along 

with the presence of SBRs in their classrooms, they are experiencing feelings of fear as 

the possibility of receiving a poor teacher evaluation, combined with threats of being 

fired for not conforming as dictated by the school’s site leadership have been waged. 

Consequently, fear was another theme that emerged as a result of this study.



The over-arching research question asked, “To what extent have standards-based reforms 

impacted highly effective teachers art of teaching?” The qualitative data emphasized that 

this study’s highly effective teacher participants’ art of teaching has been impacted in the 

wake of SBRs. As previously stated, for this study, the “art of teaching” was defined as a 

reflective form of practice “informed by the imagination that employs techniques to 

select and to organize expressive qualities to achieve ends that are aesthetically 

satisfying” for both the learner and the teacher (Eisner, 2002a, p. 49). Each teacher 

participant in this narrative case study shared how their experiences under SBRs have 

changed their teaching style, their pedagogical practices, and their classroom climate as 

the focus of SBRs is on conformity and its intent is on the school achieving AYP. Hence, 

the teacher participants in this study highlighted the impact that SBRs that is occurring at 

the expense of their autonomy, their professionalism, and the environment of their 

classroom.

Theoretical Interpretation of Findings 

Eisner (2005a) affirmed that it is the role of the classroom teacher to provide 

aesthetic learning experiences that are balanced, expertly implemented, and creative. 

Additionally, he defined the art of teaching as a practice, “informed by the imagination 

that employs techniques to select and to organize expressive qualities to achieve ends that 

are aesthetically satisfying for both the learner and the teacher” (Eisner, 2002a, p.49). 

Eisner’s (2000b) theory of aesthetic teaching and learning describes teaching as an art 

using four senses to inform the extent that one experiences or engages in teaching as an 

art. The four senses (see Table 2) are: 1) aesthetic experience; 2) judgment of quality; 3) 

unscripted activity; 4) emergent process. The theoretical interpretation of this study is
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based on Eisner’s (2002b) theory and provided a means to interpret the data looking 

vicariously through the lens of Eisner.

The teachers in this study represent a complicated dichotomy as it relates to their 

ability to provide artful encounters or aesthetic experiences in their teaching style, 

pedagogical practice, or classroom climate. In the first sense of aesthetic experience that 

Eisner discusses, the skill and grace he refers to as being necessary in order to have an 

artful experience has been replaced with stress and anxiety. Because these teachers 

reported a loss in their individuality, their creativity, and their vision to foster those 

characteristics in their students through aesthetic experiences, their art of teaching has 

been restricted and lost to common teaching practices, regimented classrooms, and 

common assessments.

Regarding Eisner's (2002b) second sense, judgment of quality, two of the teachers 

in this study continued to practice, albeit in a restricted form, the ability to judge the 

educational quality in their classrooms through observing their students and through the 

monitoring of student abilities. As the various high stakes testing reviews were taking 

place, student misunderstandings, questions, and clarifications were addressed by these 

teachers as determined by them. However, this is not consistent as two other of the four 

teachers were required to follow a schedule of common pacing and consequently were 

restricted in their ability to make the professional in-class decisions that would allow 

them to readdress student deficiencies as determined by them. Additionally, with the 

presence of common benchmark assessments, common lesson plans, and common 

classroom activities an alignment judgment of quality is weak. Thus, the philosophy, 

attitude, and actions associated to each participant’s individual teaching style was
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the skills, knowledge, and discourse associated to the pedagogical practices of these 

participants under SBRS reflected a conflict with the sense of judgment of quality as the 

participants reported they had to abandon many of the pedagogical practices they used 

prior to SBRs. Attributing this conflict to a loss of autonomy and the formerly 

recognized acceptance that they were the educational professional, the judgments of 

quality formerly practiced as part o f their pedagogical practices has been replaced by 

guilt and fear and no longer lend themselves to artful teaching. Additionally, the 

participants reported a loss in their ability to judge the physical design of the classroom 

as even that has given way to the physical presence of standardized elements causing a 

rift in the social and emotional well-being of the teacher participants as they functioned 

within the realm of the classroom.

Moreover, the third and fourth sense Eisner (2002b) stated to be necessary to 

ensure artful teaching and artful experiences in the classroom were unscripted activity 

and emergent process. Unscripted activity provides the artful teacher the knowledge to 

recognize that not activity in the classroom is predictable and that student learning 

experiences are often unscripted. Consequently, much like an actor in a live 

performance, the artful teacher needs to have the autonomy to not follow a prescribed 

instructional script and must be able to recognize and address unscripted activities as they 

emerge. However, the teacher participants in this study reported an inability and an 

unwillingness to engage in addressing these types of unpredicted learning experiences. 

Citing the possibility of receiving a poor evaluation for not adhering to the standards- 

based lesson plan, the teacher participants in this study have not allowed their teaching
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style, pedagogical practice, or classroom climate to be influenced by unscripted activities; 

thus, this is another sense where the participant in this study are not experiencing 

teaching as an art.

The final sense Eisner (2002b) highlights is the sense of emergent process. 

Emergent process as utilized by artful teachers means that these educators understand that 

the teaching and learning goals are ever evolving and are achieved through the process of 

teaching and learning itself. In other words, learning and teaching creates a desire and 

need for more learning and teaching and so on. This artful practice was not present in the 

classrooms of the teacher participants in this study as SBRs mandate strict adherence to 

the standards as the curriculum, common pacing, and common assessments. Only one 

teacher in this study, Cierra came close to engaging in this artful sense, but also reported 

being restricted in her attempts.

Consequently, looking through the lens of Eisner’s (2002b) theory of aesthetic 

teaching and learning, the teaching styles, pedagogical practices, and classroom climate, 

functioning in the presence of SBRs and the current age of accountability do not support 

the presence of teaching as an artful endeavor leading many highly effective educators to 

experience a loss in their personal and professional art of teaching.



CHAPTER 5

DISCUSSION, CONCLUSIONS, AND IMPLICATIONS 

Review of the Study 

This qualitative narrative case study explored the perceptions of highly effective 

teachers by focusing on what it means to be an artful educator in an age of 

standardization. The purpose of this narrative case study was to explore the perceptions 

of highly effective teachers in grades 7-12 regarding the extent that standards-based 

reforms have impacted their art of teaching specific to their teaching style, pedagogical 

practices, and classroom climate. To achieve this purpose, this study examined the 

perceptions of highly effective teachers in grades 7-12 who were identified as being 

highly effective by their colleagues. For the purpose of this study, a highly effective 

teacher was defined by the 10 characteristics outlined by McEwan (2002) in her book, 10 

Traits o f  Highly Effective Teachers and depicted in Table 1. The art of teaching and the 

science of teaching were embraced and used as they were described by Madeline Hunter 

(as cited in Magestro, 1994) and generally defined as “a unique and dynamic activity 

based on the science of learning” (p. 83).

In the current period of high-stakes reform, the expectations and responsibilities 

required of public school teachers have increased resulting in extensive challenges and 

changes in their professional lives. The purpose of this narrative case study was to
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explore the impact of standards-based reforms on highly effective teachers’ art of 

teaching in grades 7-12.

This qualitative research study utilized the narrative case study approach in order 

to explore the extent to which standards-based reforms have impacted the art of teaching 

for highly effective teachers in grades 7-12. The methodology for this study included 

examining four teachers’ perceptions regarding the impact that SBRs have had on their 

teaching style, pedagogical practices, and classroom climate. Two types of teacher 

interviews, a teacher observation, and document analysis were used to collect data. This 

study focused on a single school district in Middle Georgia and included four participants 

who are teachers in grades 7-12.

This chapter summarizes the study and provides additional information resulting 

from the study as the analyzed data were used to answer the research questions and 

provide information for further research and study.

Chapter 1 presented the introduction, background and theoretical framework of 

the study, as well as the statement of the research problem, the purpose of the study, and 

the research questions. Additionally, the chapter outlined the proposed methodology and 

data collection and addressed the limitations, delimitations, and associated assumptions 

of the study. The chapter also provided the definitions of the key terms significant to the 

study.

Chapter 2 was a focused review of the literature related to the rise of standards- 

based reforms in education at the national and state level. This chapter also included a 

review of effective teacher research to include literature on the importance of teaching 

style, pedagogical practice, and classroom climate. Continuing, this chapter examined
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literature and contemporary research pertaining to the impact of No Child Left Behind 

and standards-based reforms on the classroom teacher, and then specifically with regard 

to how these reforms have impacted teaching style, pedagogical practice, and classroom 

climate. This chapter served as the basis for the research methodology and data analysis 

discussed in the subsequent chapters.

Chapter 3 focused on the methodology for this qualitative narrative case study. It 

provided the problem, the purpose, the research questions, the research design, the setting 

and the participants, the data collection procedure, and the data analyses procedures used 

to address the main research question and the sub-questions o f this study. The 7-12 grade 

level teachers who participated in this study were located in a single school district in the 

Middle Georgia area. The study investigated the beliefs and experiences of four highly 

effective teacher participants with respect to the impact that standards based reforms have 

had on their art of teaching when examined through the categories of teaching style, 

pedagogical practice, and classroom climate

Chapter 4 presented an analysis of the collected data from participant interviews, 

provided documents, and a teacher observation. This chapter included information on the 

participants’ profiles, narrative of the four participants, the data analysis process, an 

analysis of emerging themes, and a theoretical interpretation o f the data findings.

Chapter 4 highlights the four teacher participants in this study and reveals the stories of 

their classroom experiences from before the era of standards-based reforms and after.

Data were analyzed and analysis results were interpreted using Eisner’s (2002b) theory of 

aesthetic teaching and learning to determine if standards based reforms have impacted the 

artful teaching of highly effective teachers.
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Chapter 5 includes a discussion of the study’s findings, implications, and 

recommendations for further research as well as the researcher’s final thoughts.

Discussion of Findings

Research participants responded to an email interview, provided relevant 

documents, engaged in a teacher observation, and an audio-recorded, semi-structured, 

open-ended teacher interview, in order to answer the main research question: To what 

extent have standards-based reforms impacted highly effective teachers’ art of teaching? 

To accomplish this, the collected data were aligned to the three research categories of 

teaching style, pedagogical practice, and classroom climate. Then, data were analyzed 

using nine a priori codes, which were interpreted through the study’s theoretical 

framework. As a result of the analysis, five themes emerged and were discussed in 

relation to the aforementioned codes and framework that were used to conduct this 

narrative case study.

Results were interpreted based on Eisner’s theory of aesthetic teaching and 

learning (Eisner, 2005b). Eisner (2005b) affirmed that it is the role of the classroom 

teacher to provide aesthetic learning experiences that are balanced, expertly implemented, 

and creative. In examining the main research question, it is relevant to analyze the 

provided data that focused on the experiences of these teacher participants prior to the 

implementation of NCLB and SBRs and after.

Because Eisner (2005b) argued that the need and the pursuit for creative and 

artistically challenging work was not limited to students, he advocated that the teacher’s 

world must also be inundated with opportunities to be artistic and creative. Eisner’s 

theory (2005b) supposed everything a teacher does from using his or her unique style of
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teaching in the classroom to implementing creative pedagogical practices, designing a 

curriculum, or the normal day-to-day practice of engaging students within the classroom 

environment was germane to the artfulness of teaching. Thus, this theory was relevant 

for further interpretation of the data. Eisner’s (2005b) theory considers artful teaching 

and the teacher’s need to be engaged in artful endeavors as the importance of various or 

individual methods of thought needed for the design of creative or artistic ideas are 

relevant in contrast to the conformity of SBRs.

During the analysis of the data, five themes emerged: stress, anxiety, fear, guilt, 

and powerlessness. This study’s use of a priori codes, which Creswell (2007) affirmed to 

be useful as a means to identify any emerging codes or themes that may arise during 

analysis (p. 152), did allow for these specific themes to emerge as the data were analyzed.

The emerging theme of stress arose as participant’s revealed experiencing intense 

pressure and worry related to the role that building administrators play in instituting 

specific standards-based requirements on teachers.

In addition, the theme of anxiety emerged when participants cited the schools’ 

intense focus on the students’ performance on high-stakes tests in order to achieve AYP. 

Participants reported that the anxiety increases if student performances on the high stakes 

test are poor, as entire departments are chastised by the school’s administration and even 

from the superintendent’s office.

The third emerging theme was fear. Participants reported the very real feeling of 

fear to be present as failure to post all of the required standards-based elements in the 

classroom, failure to correctly use the standards-based lesson plan, or failure to have the
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elements associated to the physical structure of the classroom present as directed posed 

the threat of being officially admonished on a teacher evaluation, or perhaps fired.

The emerging theme of guilt presented as participants expressed the internal 

conflict they felt knowing that reducing their practice to focus only on that which was to 

be tested was wrong and believed they were cheating students.

Finally, the last emerging theme identified was powerlessness. Participants 

expressed that current practices and experiences have left them with a deep feeling of 

powerlessness as their voice is no longer viewed to be a significant factor as they held 

that those outside the classroom make all the decisions regarding curriculum and 

instruction inside the classroom.

Addressing the Research Questions 

The questions that framed this research led to three sub-questions that were used 

to support the research and provide the basis for this study. To reiterate: To what extent 

have standards-based reforms impacted highly effective teachers’ art of teaching?

The sub-questions were:

To what extent have standards-based reforms impacted the teaching style of highly 

effective teachers in a Middle Georgia school district?

To what extent have standards-based reforms impacted the pedagogical practices of 

highly effective teachers in a Middle Georgia school district?

To what extent have standards-based reforms impacted the classroom climate of 

highly effective teachers in a Middle Georgia school district?

The intent of this study was to collect data and analyze it seeking possible answers to 

these questions and to discover information and understanding that could be used to
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benefit further research and study in curriculum and instruction and related fields. The 

following section shows how this research answered the questions for this study.

To what extent have standards-based reforms impacted highly effective teachers’ 

art of teaching?

The presence of SBRs has had a drastic effect on the highly effective teacher 

participants in this study. Because NCLB and subsequent SBRs were intended to raise 

student achievement through mandated conformity and high-stakes testing, the 

individuality or creativity associated to being an artful teacher was not found to be 

applicable to the intentions of the mandates. As such, through a loss of autonomy and 

the ongoing erosion of their formally held professional status, the teachers in this study 

cited a reduction of aesthetic experiences in their classroom, a decline in the opportunities 

to make judgments relevant to educational quality, a failure to address unscripted 

activities, and the inability to engage in educational activities as an ever-changing 

emergent process.

As a result of these SBRs as implemented in their school district, teacher 

participants acknowledged the presence of stress, anxiety, fear, guilt, and powerlessness 

creating a drastic impact on their teaching styles, pedagogical practices, and classroom 

climate. Consequently, the participants in this study agreed that the art of teaching was 

not presently evident in their current experiences and has been lost to the implementation 

of these mandated reforms. Thus, the data provided by the teacher participants in this 

narrative case study indicate that their teaching as an artful endeavor, under the present 

SBRs, has not been possible.
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To what extent have standards-based reforms impacted the teaching style of 

highly effective teachers in a Middle Georgia school district?

Standards-based reforms have had a considerable effect on the teaching style of 

this study’s participants. Citing comparison examples from before and after the 

implementation of NCLB and SBRs, the teacher participants in this study provided 

illustrations of experiences they viewed to be positive or artful. Reflecting on their own 

unique style of teaching, the participants’ shared stories of their pre-SBR experiences and 

reported them as being creative, engaging experiences for them and for their students.

When asked to describe their teaching style in the post-SBR era, three of the four 

teacher participants emphasized their belief that in the presence of SBRs, their teaching 

style had been impacted considerably as they believed they no longer had full autonomy 

to engage in their natural style of teaching based on their philosophy, attitude, and 

actions. Consequently, they referred to the list of expected teacher actions as itemized on 

the Teacher Observation format (see Appendix L) as impeding who they were as artful 

teachers. One exception to this was Cierra, the high school English teacher, who shared 

that even though she has tried not to modify her teaching style, it had been occasionally 

impacted by the mandates of the school district as various administrators have questioned 

her failure to comply fully.

Additionally, it was noted that these teacher participants reported engaging in a 

teaching style that was more reflective of who they are naturally, when they thought the 

administration was not paying attention to them directly. This indicates that perhaps 

these teacher participants have not changed their internal beliefs regarding the importance 

of individuality in teaching style and how they perceive themselves as within the context
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of artful teaching in spite of SBRs. However, the data provided by the teacher 

participants in this narrative case study indicated that the participants view teaching style 

to be an artful endeavor and one that has been considerably restricted under the present 

standards-based reforms.

To what extent have standards-based reforms impacted the pedagogical practices 

of highly effective teachers in a Middle Georgia school district?

The presence of standards-based reforms has had a substantial impact on the 

pedagogical practices of highly effective teachers from this particular school district.

Each of the participating teachers demonstrated a viewpoint that reflected a passion for 

their profession and a passion for their students to be successful. They cited comparison 

examples that reflected their pre- and post-SBRs pedagogical practices as experienced in 

their classroom. Reflecting on the skills, knowledge, and discourse utilized as part of 

their pedagogical practices, participants’ shared stories of their pre-SBR experiences and 

described them as being comprehensive, creative, and engaging experiences for their 

students and for them.

In their description of the post-SBRs era, participants reported an increase in 

experiencing internal conflict related to what was required of them in the classroom as a 

result of SBRs and what they believed to be best practices. When asked to describe 

further their pedagogical practices after the implementation of SBRs, all of the 

participants shared that they had experienced a substantial and restrictive decline in their 

individuality, creativity, and ability to incorporate unique and innovative experiences for 

their students. However, the teacher interview and the observation revealed what was
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often espoused by the participants as being a restrictive example of a pedagogical 

practice was often carefully replaced or bypassed by the teacher.

Interestingly, all four of the teacher participants demonstrated independent 

individualism, either overtly or covertly, in their classrooms with regard to the skills, 

knowledge, or discourse associated to their pedagogical practices. Consequently, in the 

classrooms of these highly effective teacher participants, the presence of imagination, 

intelligence, and creativity, through the skillful execution of pedagogical practices was 

evident to a limited degree. However, the data provided by the teacher participants in 

this narrative case study indicated that the participants viewed pedagogical practices to be 

a scholarly, individualistic, artful endeavor, and one that has been substantially impacted 

in the presence of SBRs.

To what extent have standards-based reforms impacted the classroom climate of 

highly effective teachers in a Middle Georgia school district?

The presence of standards-based reforms has impacted the classroom climate of 

highly effective teachers. Participant teachers in this study emphasized that the mandated 

components associated to the physical presence of SBRs had negatively impacted the 

classroom climate with regard to the physical, the social, and the emotional elements of 

that classroom. As a result, the participants also emphasized that limitations have been 

placed upon their ability to design and create a classroom climate that is free and 

autonomous, which has subsequently affected their personal and professional social and 

emotional well-being.

While the teachers that participated in this study accepted their contribution to 

establishing the mood or atmosphere in the classroom, they also reported an increase in
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the internal conflicts related to what was required of them in the standards-based 

classroom. Because of these internal conflicts, the classrooms of the participants were 

relegated to abiding by a routine and regimented by the presence of common 

construction, common elements, common actions, common pacing, and common 

assessments.

Although each teacher participant incorporated his or her own twist on 

influencing the established classroom climate in their room respective to students, their 

loss of professionalism and autonomy was reported as the principle factor of obstruction 

to what they perceived as their success in the classroom. They cited that this led them to 

experience stress and, more significantly, fear. These were two of the five major themes 

that emerged in this study. Consequently, the creativity, individuality, and imagination 

needed to construct a classroom climate steeped in the freedom and practice of creating 

and engaging in aesthetic experiences was reported as being drastically impacted by 

SBRs.

Relationship to Literature 

The review of literature discussed the rise of standards-based reforms (SBRs) in 

education, specifically as this rise was first examined at the national level and then, 

expressly as the reforms were implemented in Georgia. The literature also included 

information on effective teacher research, the significance of teaching style, pedagogical 

practice, and classroom climate. The findings of this study support the relevance of 

teaching style, pedagogical practice, and classroom climate to the educational success 

and experiences of both highly effective teachers and students.
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Lastly, the literature examined the general effects of NCLB and SBRs on the 

classroom teacher with regard to how these have impacted teaching style, pedagogical 

practice, and classroom climate. The findings of this study support the importance that 

each of the participating highly effective teachers placed on developing, maintaining, and 

engaging in his or her own teaching style, pedagogical practices, and classroom climate. 

Additional findings of this study indicate that the loss of autonomy and professional 

recognition has occurred as a result of SBRs leading the highly effective teachers in this 

study reporting internal conflicts that have resulted in the presence of five emerging 

themes to include, stress, anxiety, fear, guilt, and a sense of powerlessness.

Reflective narrative responses from the teacher participants in this study 

correspond with the impact that SBRs have had on their teaching style, pedagogical 

practice, and classroom climate. Moreover, these responses support the importance these 

qualities have on highly effective teachers in relation to their need to take part in the 

artful practice of teaching. This statement is supported by the research of Eliot Eisner 

(2002b), who explained the need and importance for teachers to be engaged in the artful 

practice of teaching and the subsequent benefits provided to students. Accordingly, the 

teacher participants’ referred to the restrictive impacts of SBRs have had on their 

teaching style, pedagogical practices, and classroom climate and emphasized the lack of 

aesthetic experiences, judgments of educational quality, fostering learning that is 

unscripted, and experiencing education as an emergent process. The findings from this 

study allow for significant consideration to be made to future research.

Implications

This study has essential implications for curriculum and instruction leaders. It is
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vital for these educational leaders to reexamine the role of teachers in this current age of 

standardization and ongoing conformity. Presently, it is often forgotten that what a 

teacher knows, does, or becomes is collectively an artful endeavor and should not be 

hindered by restrictive or conforming policies with regard to creating and implementing 

meaningful, engaging curricula. The instructional expertise as demonstrated in their 

teaching style, pedagogical practices, and classroom climate should not be squelched.

Within the profession itself, some highly effective educators have difficulty 

defining the parameters of the expectations required of them under the mandates of SBRs 

as the external messages directing their professional practice do not always align with the 

internal messages they establish for themselves. As they decide curricula and 

instructional policies, curriculum and instruction leaders need to be aware that the 

required standardized mandates in their current state of implementation are viewed as 

obstacles to artful educators, causing many to invent creative ways to circumvent the 

barriers they perceive to hinder their instructional and pedagogical practices.

Despite the fact that public education has been consumed by data generated in 

part by common high-stakes tests, a need still exists for the highly effective educator to 

have the opportunity to engage in the practice of teaching as an artistic endeavor shaped 

by professional and personal expertise. This study’s participants agreed that this should 

be the norm and not the exception. Once the need for and the potential benefits of 

engaging in artful instruction is recognized, curriculum and instruction leaders are 

challenged to ensure that the autonomy and professionalism is restored to these artful 

educators. Furthermore, they can work to provide ways to advocate for student learning 

that extends beyond the limitations of standardization.
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Recommendations for Future Research 

While this qualitative narrative case study utilized only four participants in a 

single school district, the possibility of extending this study to include a larger participant 

group from a larger school district or multiple school districts could be considered. This 

study could also be expanded by searching for and examining additional emerging 

themes that may be present in the data, but were beyond the scope of this dissertation 

project. Expanding the study presents the opportunity of generating an additional 

exploration into the topic, which could produce different outcomes. Perhaps further 

inquiries will be carried out by additional researchers who are interested in knowing how 

the practices and experiences of teaching in the age of SBRs have affected not only 

highly effective teachers, but all teachers.

One potential addition to this study would be a means to measure the student’s 

perceptions of the highly effective teacher’s teaching style, pedagogical practices, and 

classroom climate, as this addition would serve as a means to provide another layer to the 

data analysis by comparing that data to teachers’ perceptions of the results of 

standardized reforms. With the addition of this component, an alternate voice can weigh 

in, offer new insights, and perhaps provide considerations for analysis not previously 

deliberated.

Also, in the future, it would be informative to conduct additional research to 

examine the standardizing facets of the Common Core on highly effective teachers and 

then to complete a comparative analysis to investigate if any similar or new conflicts are 

evidenced. Comparisons could also be investigated from one content area to another. It 

would be interesting to see how highly effective fine arts teachers negotiate SBRs and
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Common Core in relation to a highly effective social sciences teacher or language arts 

teacher, for example.

Other future research studies could include a targeted investigation of the specific 

pedagogical practices or the use of pedagogical content knowledge as defined by 

Shulman (1986) that truly makes highly effective teachers successful in light of 

standardization reforms. Rather than limiting the research focus to highly effective 

teachers and the seeming limitations to their effective practice by SBRs, to examine 

instead, the instructional procedures and pedagogical practices these teachers employ that 

sets them apart in light of any constraints.

Final Thoughts

The data produced by this study supports the existing literature that points to 

potentially damaging effects of NCLB and standards-based reforms on education. The 

participants in this study willingly devoted their time, their voices, and their experiences 

to this research. Their feedback was invaluable as it contributed additional voices to the 

narrative on conformity in public education. The dissatisfaction of some teachers is 

evident in the halls and classrooms of public schools today as the frustrations 

encountered by these professionals vary from location to location. An educator, like any 

other professional, wants the opportunity to be exactly that, a professional, one who is 

respected for his or her expertise and who is allowed to practice his or her artistry without 

restriction.

In this study, the data that were collected and the participants involved led to the 

resulting findings based on the research questions and the context of the framework 

provided by the literature and major theorists. These findings yielded the implications
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with regard to curriculum and instruction and provided the premise for possible research 

in the future. The resulting analysis provided answers to the researcher’s questions and 

contributed information to the current body of research on the artfulness of teaching and 

the implications of standards-based reforms. The summation of this research has 

impacted the researcher’s continued interest in the work and success of highly effective 

teachers and how they are affected by various reformations in education.

The highly effective teachers in this study were competent, prepared, talented, 

considerate, and passionate about what they do each day. In spite of the difficulty created 

by the mandates and reforms, in their district these teachers achieve and understand the 

value of individualism in the artistry of teaching. Eisner (2002a) discerned artful teachers 

to be “. . .  individuals who have developed the ideas, the sensibilities, the skills, and the 

imagination to create work that is well-proportioned, skillfully executed, and imaginative, 

regardless of the domain in which the individual works” (para. 16). Consequently, these 

teachers have managed to be highly effective, artful teachers in spite of the present 

restrictive domain under which they are forced to operate. This leaves one to imagine 

what kind of revolution could they inspire if allowed to build a real relationship with the 

artistry of teaching?
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Email Interview Questions:

1. How would you describe your attitudes and actions as a teacher before NCLB with 
respect to:

a) the ways you provided aesthetic experiences in the classroom?
b) the methods you used to judge educational quality in your classroom?
c) the ways you addressed unpredicted events that occurred in the class?
d) the ways you envisioned the teaching and learning goals for the class?

2. How would you describe the skills, the knowledge, and the discourse you utilized in 
your classroom before NCLB as a means to make judgments about the teaching and 
the learning taking place in the classroom?

3. How would you describe the actual physical features, as well as, the social and 
emotional atmosphere you fostered in the classroom before NCLB?
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Teacher Interview Questions

1. How would you describe your attitudes and actions as a teacher since the 
implementation of NCLB with respect to:

a) the ways you provide aesthetic experiences in the classroom?
b) the methods you use to judge educational quality in your classroom?
c) the ways you address unpredicted events that occur in the class?
d) the ways you envision the teaching and learning goals for the class?

2. How would you describe the skills, the knowledge, and the discourse you utilize in the 
classroom currently as a means to make judgments about the teaching and the learning 
that is taking place in the classroom?

3. How would you describe the actual physical features, as well as, the social and 
emotional atmosphere you foster in your classroom today?
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(PRE NCLB) 7 th G ra d e  Social S tu d ie s  S y llabus

Middle School

C o u rse  D e sc r ip t io n :

Welcome ®rac ê Wor^  Studies class. In this course we will seek to
explore all of Asia, Africa-North of the Sahara, and Africa-South of the Sahara. This course is designed to 
help the student understand various in-depth concepts and relationships between the physical 
environments of these areas to the history, the governments, the economies, and the cultures of this 
part of the world. The basic themes of geography include location, place, human-environment 
interaction, movement, and region. We will use the 7th Grade QCCs as our guide, but our lessons will 
also go as far as we need to take them to grasp a true understanding of this part of the world and why it 
matters to us today.

Materials needed for the class

For this class, you will need:

• Blue or black ink pens
• Pencils
• Paper
• One three ring binder
• Colored pencils
• Glue or glue stick
• construction paper

Course Book:

Multiple texts are used for this course. Students will be provided copies of each in addition to teacher 
created materials used to supplement and to enhance the course. Texts and a topic guide are included 
in the chart below. The teacher reserves the right to alter the estimated duration of time, the 
assignments, and/or the addressed topics as needed depending on time constraints, or school 
interruptions.
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Text and Topic Guide

Topic Duration 
estimated 
amounts of 
time only)

QCC Chapters &/or Pages in 
Textbook(s)

Supplemental Resources

Map Skills 2 Weeks 40,
43,44,4

6-53

Asia -  p. 54, 76 
Ancient World— p. 90 

Africa p. 104,126

• SS& Geography Skills 
workbook

•  Map & Globe handbook in 
back of student text

•  Teacher generated materials
Time Zones 1 Week No QCC Understanding How Times Zones 

Affect You
• Teacher generated materials

Time zones, time 
lines. Graphs, 

Charts, Diagrams

2 Weeks 39,41,4
2,45

Africa -  p. 26 
Ancient World -  p. 24 ,116  

Asia -  p. 128

• SS & Geography Skills WB
• Teacher generated materials
•  Environmental Global Issues 

WB.
Dates Into 
Centuries

2 Days 39 Converting Dates/Understanding 
the Concept of Time

• Teacher generated materials

Fact /  Opinion 3 Days No QCC Knowing the Difference Between 
Fact and Opinion

•  SS & Geo. Skills Workbook.
•  Teacher generated materials

A sia:

Beg. Of Human 
Society

1 Week No QCC Ancient World - Ch. 1 •  Teacher discretion/Review of 
Ch 1 w/teacher generated 
materials

East Asia -  
Physical 

Geography

1 Week 1,2,4,8,
11

Asia - Ch. 1 — Ancient World & Asia 
Teaching Resources 
(Maps/Charts/Graphs)

— Ch 1 Test - Ancient World
Ancient

China/Japan
1 K Weeks 8,9 

No QCC

Ancient World - Ch. 5

* Teacher Addition -  Understanding 
Primary & Secondary Sources

History & Migration of:
— Japan
— China
— India
— Teenage Refugee Series: 

China & Pakistan
— Outline Maps
— Primary Sources & Literacy 

Readings (teacher generated)
East Asia 

History/Economy
154 Weeks 4,6,8,10

-18
Asia Ch. 2 •  Teacher generated materials

East Asia 
Culture/Religions

2 Weeks 3,5,7,6 Asia Ch. 2 •  Teacher generated materials

S & SE Asia 
Physical 

Geography

1 Week 1,2,4,8,
11

Asia Ch. 3 •  Teacher generated materials
•  Teaching Resources 

(Maps/Charts/Graphs)
Ancient India 1 Week 3,8,9 Ancient Worlds - Ch. 4 

Culture/People/Religion
•  Teacher generated materials

S & SE Asia 
History/Economy

2 Weeks 4,6,8,
10-18

Asia - Ch. 4 •  Teacher generated materials
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S & SE Asia 
Culture

1 Week 3,5,6,7 
28,31-34

Asia - Ch 4 •  Teacher generated materials 
Culture/People/Religion

Middle East and North Africa:

Physical
Geography

2 Weeks 1,2,4,8 
,11

Asia - Ch. 5 
Africa - Ch. 1

These resources are available for the unit on 
ME & NA:

Ancient Cultures:
•  Fertile Crescent
•  Anc. Egypt and 

Nubia

2 Weeks 3,8,9 AW Ch 2 & 3 - AW, Africa & Asia Teacher Resources
- Teenage Refugee Series: Palestine
- Ch 2 -  3 Test

Middle East & 
North Africa 

History/Economy

2 54 Weeks 4,6,8,1 
0-18

No
QCCs

Africa - Ch. 4 
Asia - Ch. 6

- Israel
- Saudi Arabia
- outline maps
- Ch 4 -  5 Test
- Teacher selected - Primary Sources & Lit. 

Readings
ME & NA 

Culture/Religions
2 54 Weeks 3,5,6 Africa Ch. 3 

Asia Ch. 6 
AW Ch. 7 sec. 4

- Teacher generated materials
- Sources of problems in the Middle East
- "How Long Has This Been Going On?"

Sub-Saharan Africa

Physical
Geography

2 Weeks 1,2,4,8 
,11

Africa Ch. 1 These resources are available for the Sub- 
Saharan Africa Unit:

History/Culture
Economy

2 Weeks 3-18

No
QCCs

Africa Ch. 2

Understanding the 
many conflicts in 

Africa Today

- Africa Teaching Resource
- Graphs & Charts on the Economy
- Poverty in Africa
- Health Issues
- Qvil Rights in Sub-Saharan Africa

West Africa 1 Week 3-18 Africa Ch. 4 
Ch. 3 Sec. 2

- Teenage Refugee Series: Rwanda
- Guest Speaker
- Genocide
- S. Africa

East Africa 1 Week 3-18 Africa Ch.6 
Ch. 3 Sec. 3

- Nigeria
- Discussion of Environmental & Global Issues 

& WB.
Central & 
Southern 

Africa

1 Week 3-18

No
QCCs

Africa Ch. 7 
Ch. 3 Sec. 3 

Expanding student 
knowledge through 
primary readings.

- Outline maps

- Teacher selected - Primary Sources & 
Literature Readings

- Test on Ch 6 -7
Political

Cartoons
1 Week No

QCCs
Understanding the 
role of Political 
Cartoons in Social 
Studies

- Teacher generated materials 
- Student creations

* At the teacher's discretion -  the course pacing may change as the instructor determines what is best 
for the class. NOTE: Because I believe QCC objectives #19-38 are significant to your continuous growth 
as a student, they will be reinforced throughout the school year.

* Student projects are not listed in the syllabus but are required and will be assigned throughout the 
year at the teacher’s discretion.
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Grading Rubric:

Minor/Daily Assignments = 50%
Major/Tests = 35%
Final Exams = 15%

Minor/Daily Assignments include class work and homework and while homework will not be assigned 
each night, it is expected to  be com pleted before class time. All homework will be an extension of w hat 
we w ere doing in class. M ajor/ Test grades include w ritten tests, essays, projects, or any o ther type of 
assessm ent utilized within the class. With regard to  projects, the  teacher welcom es innovation and 
creativity from all students; therefore, students are encouraged to  go above and beyond th e  basic 
expectations to  include tha t extra "wow" factor! It is expected tha t all assignments will be com pleted in 
a timely manner.

Exams:
Teacher exams are given a t the end of each sem ester over the m aterial covered th a t sem ester.
Students should keep notes in an orderly fashion to  help them  prepare for these  exams.

Basic Rules of Class:

Respect the teacher, o ther students, yourself, and school property. Misconduct and misbehavior will not 
be to lerated  in the classroom.

• 1st offense -  warning
• 2nd offense -  parent contact
• 3rd offense -  parent conference
• 4th offense -  office referral

Be on tim e. All of your academic classes are conducted on the 7th grade hallway. Therefore, be prepared 
to  begin class as soon as the bell rings.

School rules are expected to  be followed within the  classroom.

Students can leave the class room in an em ergency only.



APPENDIX E

POST-NCLB 7th GRADE SOCIAL STUDIES SYLLABUS

257



258

(POST NCLB COURSE SYLLABUS)

2 0 1 2 -2 0 1 3  - 7 th G rad e S o c ia l S tu d ie s  S y lla b u s
M id d le  S c h o o l

W elcom e to 7th grade geography, a basic overview  of Africa, S outhw est Asia
(Middle East), Southern  and Eastern Asia. This is th e  second year of a tw o year W orld Area Studies 
course. The goal of this tw o year course is to  acquaint m iddle school s tuden ts w ith th e  w orld in which 
they live. The course is divided into particular standards-based  dom ains th a t align to  th e  Georgia 
Perform ance S tandards. The geography dom ain includes bo th  physical and hum an geography. The 
in ten t of th e  geography dom ain is for s tu d en ts  to  begin to  grasp  th e  im portance th a t geography plays in 
the ir everyday lives. The governm ent/civics dom ain focuses on  se lec ted  types of governm ent found in 
th e  various areas in o rd er to  help s tu d en ts  begin to  und erstan d  the  variety  of governm ents in th e  world. 
The economics domain looks a t how o th e r  countries answ er th e  basic questions of econom ics. The 
history dom ain focuses on m ajor events in each region from  th e  tw en tie th  and tw enty-first centuries.

Course Description:

This course is designed  to  help  th e  s tu d e n t u n d e rs ta n d  th e  basic co ncep ts b e tw e e n  cu ltu res 
and  th e ir  physical su rround ings. The basic th e m e s  o f geography  include location , p lace, h u m an - 
en v iro n m en t in te rac tion , m o v em en t, and region will be  to u c h e d  on . S tu d en ts  will focus on  th e  
re la tionsh ips b e tw een  th e se  basic co n cep ts  and  th e ir  re lev an ce  to  th e  E astern  H em isphere .

C o u rse  O b je c tiv e s:

This course will ad h e re  to  th e  Georgia P erfo rm ance S tan d ard s as s e t  fo rth  by th e  S ta te  
D ep artm en t of Education. T here  a re  th irty -tw o  o b jec tives ranging from  physical charac teris tics  
o f th e  ea rth , cultural charac teristics of th e  ea rth , and  analyzing m aps, g raphs, and  o th e r  
in form ation  in o rd e r to  p re p a re  th e  s tu d e n ts  for th e  CRCT. All th irty -tw o  ob jec tives will be  
covered  during th e  course . A ttached  to  th is  is a copy o f th e  G eorgia Perfo rm ance S tan d ard s  to  
p lace in his o r  h er n o teb o o k . P lease be aw are  th a t  th e  sev en th  g rad e  social s tu d ies  s tan d a rd s  
a re  p o sted  on th e  G eorgia s ta te  w eb site  a t: h ttp ://w w w .g eo rg ia s tan d a rd s .o rg  an d  can be 
accessed  by th e  s tu d e n t o r p a re n ts  a t all tim es.

M a te r ia ls  n e e d e d  fo r  t h e  c la s s

For this class, you will need :

• Blue or black ink pen
• Pencil
• P aper
• O ne th re e  ring b inder
• Colored pencils

http://www.georgiastandards.org
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C ou rse  B ook:

People, Places, and Change: An Introduction to World Studies. Austin, TX: Holt, Rinehart, and W inston. 

B ook  Units:

Each unit of the  textbook aligns to  the  Georgia Perform ance Standards and to th e  instruction to  be tte r 
p repare you for the CRCT. While studying these  units, various daily assignm ents, benchm ark 
assessm ents, mini-projects, quizzes, and te sts  will be assigned as part of the process.

• Unit 1 - Connecting Themes Used in Seventh Grade Social Studies
• Unit 2 - The M odern Middle East
- Unit 3 - Impact of Environment and Economy on Southw est Asia (Mid. East)
• Unit 4 - Origins of M odern Southw est Asia (Middle East)
• Unit 5 - Southern and Eastern Asia in the 20th Century and Today
• Unit 6 - Impact of Environment and Economy on Southern and Eastern Asia
• Unit 7 - Historical Background for Southern and Eastern Asia
• Unit 8 - Africa Today
• Unit 9 - Impact of Environment and Economy on Africa
• Unit 10 - Connecting Africa's Past with Africa's Present

Grading Rubric:

Minor/Daily Assignments = 45%
M ajor/Tests = 35%
Final Exams = 20%

Minor/Daily Assignments include all work th a t is graded in class as well as homework. S tudents will not 
have hom ework assignm ents every night. All hom ework will be standards-based and link to  w hat we 
are doing in class. M ajor/T est grades include standards-based benchm ark assessm ents, w ritten tests, 
writing assignm ents, mini-projects, or o ther type of assessm ents utilized within the  class. All teacher 
feedback will be aligned to  w hat you should know with regards to  the standard. Make sure you 
com plete all assignm ents. Finishing work will aid the learning process and make you com peten t for the  
CRCT and for future social studies courses.

Exams:
Exams align to  the  Georgia Perform ance Standards and are given at th e  end of each sem ester and are 
cumulative. Therefore, students should retain all m aterials related to  this course until the  conclusion of 
the school year.
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(PRE - NCLB &  SBRs) - TEACHER LESSON PLANS

&sM0BEt£lN.G ayjIBEBlRRaaTilEE
©BMBuhmE 5b m @.NI10.R INiEBiNBENili

sfsBMS

O B J -OBJECTIVE 
ACT -  ACTIVITY 
A S N - ASSIGNMENT 
EVAL- EVALUATE

CTi

Nam e:
Subiect: 7th G rade W orld G eoeraohv Subject

Period
Date:

Lesson OBJ (2): To investigate th e OBJ
cultural sim ilarities a n d /o r  d ifferences
in th e  m ain trib e s  of Africa, South of
th e  Sahara.

1. S tuden ts w ork in g roups to - -
research  m ain political, social, ACT
& econom ic sim ilarities and
d ifferences of th e se  tribes.

2. S tu d en ts  p re se n t findings ACT
th rough  a s tu d e n t designed

>-
<

role play (skit, new s show , talk
show , sym posium ) ACT

z: 3. Each group  p resen ts  role playo
5 to  th e  te a c h e r  and th e  class. 

4. Involve o th e r  s tu d e n t groups 
no t p resen ting  through  
questioning.

Teacher Evaluation of Students 
Through:
- Guided Practice (6)
- Teacher M onitoring (5)
- Independent Practice (7)
- S tudent Role Plays Results (3, 7)
- Exchange of S tudent/T eacher 

Q uestions & Answers (5)

ASN

EVAL
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(Post NCLB & SBRs)
LESSON PLAN

e a c h e r J H H I ^ H H L  D a t e : H | H _  Grade: 7&

Class Period:^^^(jSubject: Topic: The Diverse Cultures of Africa

UTERACY FOCUS: Must Include: Reading, Writing, Speaking, or Reasoning or a combination thereof

STANDARD:
(List the standard you 
are currently working 
on here)

SS7G4
The student will describe the diverse cultures of the people w ho live in Africa.

Culture: The student will understand that the culture of a society is the product o f the 
religion, beliefs, customs, traditions, and government of that society.

ELEiVIENT(S)
(List the elem ent or 
elem ents you are 
currently working on 
here)

a. Explain the differences between an ethnic group and a religious group.
b. Explain the diversity of religions within the Arab, Ashanti, Bantu, and Swahili ethnic

groups.
c. Evaluate how the literacy rate affects the standard of living.

OPENING
(Specify the 
skills/information that 
will be learned.)

Essential Question(s) -
- What are the differences between an ethnic group and a religious group?
- What is the diversity o f religions within the Arab, Ashanti, Bantu, and Swahili ethnic 

groups?
- How does the literacy rate affect the standard of living in Africa?
Introduction -T eacher will lead students in a discussion that defines ethnic groups & 
religious groups while pointing out the differences between the two verbally.

WORK SESSION 
(Describe the activity 
that will reinforce the 
lesson.)

The students wi l l . . .
- take the information from the introduction and extend it to the elem ents by using the

internet to look up how religions within the Arab, Ashanti, Bantu, and Swahili ethnic 
groups are diverse and then record what they found in a graphic organizer.

- use the internet to explain how the literacy rate affects the standard of living in this
part of Africa

DIFFERENTIATION
(Describe how you will 
address the various 
learning styles)

Discussion
Hands on w/computer use 
Verbal/Auditory
Kinesthetic/Visual (completing a chart)

ASSESSMENT METHOD 
(List the method(s) 
used to check for 
student
understanding.)

Formative -  completed student work
Summative- Student responses during the discussion; can students use the language of 
the standard to explain the EQ 
- constructed responses

CLOSING: (Describe 
how students will 
summarize learning.)

Students will summarize the lesson responding to the essential questions USING A 
Ticket-out-the Door. Their responses will include the language of the standard as they 
explain their work.

*ALL teachers will complete all sections. Lesson Plans will be turned in to the office weekly. This 
information must also be posted each day in the classroom on the board in the teacher's Daily Agenda 
section

SOURCE: Georgia Frameworks
https://www.2eorgiastandaids.org/Fr3ipewoiks/GSO%20Frameworks/SS%20Gr%207%20Uiiit%208.pdf
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(PRE - NCLB & SBRs) 
TEACHER LESSON PLANS

IlSSMNIifMl
iM lN lilE N M iN l

O B J -OBJECTIVE 
ACT -  ACTIVITY 
A S N - ASSIGNMENT

Subject Subject
Period Period

OBJ

ACT
<
Q ACT
O

ACT

ASN

OBJ

ACT
%Qcn
Ui
3H

ACT

ACT

ASN

OBJ

W
ED

NE
SD

AY ACT

ACT

ACT

ASN

OBJ

TH
UR

SD
AY

ACT

ACT

ACT

ASN

OBJ

ACT
>
<
Q ACT
ceu_ ACT

ASN
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(Post NCLB & SBRs)

Daily Lesson Planning Template*

Teacher Date: Grade:

Class Period: Subject: Topic:_

LITERACY
FOCUS:

Must Include: Reading, Writing, Speaking, or Reasoning or a combination thereof

STANDARD:
(List the standard you 
are currently working 
on here)

ELEM ENT(S) 
(List the element or 
elements you are 
currently working on 
here)

OPENING
(Specify the 
skills/information that 
will be learned.)

Essential Question - 

Introduction -

W ORK SESSION  
(Describe the activity 
that will reinforce the 
lesson.)

The students w i l l . . .

DIFFEREN
TIATION
(Describe how you 
will address the 
various learning 
styles)
ASSESSMENT
METHOD
(List the method used 
to check for student 
understanding.)

Formative -  

Summative-

CLOSING: 
(Describe how 
students will 
summarize learning.)
'''ALL teachers will complete all sections. Lesson Plans will be turned in to the office weekly. 
This information must also be posted each day in the classroom on the board in the teacher’s 
Daily Agenda section
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Pre-NCLB Assignment

7th Grade Science

Assignment: Working collaboratively, students are to create a Board Game of the 
Structure of the Cell

Task: In groups of 2-4, students are to create board games about the structure of the 
cell, >

Purpose: To demonstrate an understanding of the structure and function of cells, 
tissues, organs, and organ systems.

Activity: S tu d e n ts  will divide th e m se lv e s  into g ro u p s  o f  2-4 a n d  d e s ig n  a  b o a rd  g a m e  
c e n te re d  o n  th e  s tru c tu re  a n d  function  of cells, t i s s u e s , o rg a n s , a n d  o rg a n  s y s te m s . T h e  
g a m e  shou ld  req u ire  th e  p la y e rs  to  h a v e  k n o w led g e  a b o u t th e  e a c h  o f th e  u n d erlin ed  
a fo rem en tio n ed  to p ic s  in o rd e r  to  s c o re  po in ts  a n d /o r  to  a d v a n c e  o n  th e  b o ard . T h e re  
sh o u ld  a lso  b e  p e n a ltie s  for no t know ing th e  c o rre c t a n s w e rs  (for exam ple : a  p lay e r 
could lo se  a  tu rn  o r  po in ts , o r  h a v e  to  go  b ack  s o  m a n y  s p a c e s ) .  T h e  v a rio u s  g ro u p s  will 
orally p re s e n t  a n d  exp la in  th e ir  b o a rd  g a m e  to  th e  in stru c to r a n d  to  th e  re s t  of th e  c la s s  
u p o n  com pletion . T h e  c la s s  will h a v e  a n  opportun ity  to  p lay  th e  g a m e s  a s  well. G a m e s  
m u s t b e  for 2-4 p la y e rs  a n d  in stru c tio n s m u s t b e  c le a r  a n d  e a s y  to  follow.

Materials: S tu d e n ts  m ay  a c c e s s  th e  fo am  b o ard , p o s te r  b o ard , a rt p ap e r, co lo r p en c ils , 
g lu e  s ticks, m a rk e rs , e tc . from  th e  b a c k  ta b le  in th e  room . G a m e  p ie c e s  c a n  
b e  c rea tive ly  c o n s tru c te d  from  co n stru c tio n  p a p e r  o r  by  s o m e  o th e r  m e a n s  
a t  th e  s tu d e n t 's  ch o ice .

Evaluation: T h e  g a m e  a n d /o r  th e  p re se n ta tio n  of th e  final p ro d u c t sh o u ld  d e m o n s tra te :

• 50% - S y n th e s is  - d e m o n s tra te  th e  g a m e  c re a to r’s  u n d e rs ta n d in g  of ce lls  by
- Including g a m e  q u e s tio n s  on  . .

- w h a t ce lls  n e e d  in o rd e r to  g row  a n d  divide
- how  a n d  in w h a t w a y s  ce lls  a re  o rg a n iz e d
- d em o n stra tin g  a  co n n ec tio n  b e tw e e n  cell p a rts  to  cell fu n c tio n s
- the ir m an y  p u rp o s e s  in th e  body.

•  20% - P rov ided  c le a r  w ritten d irec tio n s a n d  ru le s  for p laying th e  g a m e
•  10%  - O ffered  rew ard s  a n d  p e n a ltie s  for right a n d  w rong  a n sw e rs , re sp ec tiv e ly
•  20% - Inc luded  a n  a rtis tic  a n d  c rea tiv e  d e s ig n  th e m e  a n d  n a m e /w a s  v isually

a p p e a lin g , colorful, w ell-o rgan ized , a n d  n ea tly  d o n e

S core:______ /100 pts Teacher Comments:

NOTE. ALL studen ts will conduct an  evaluation of each  group 's work through a peer feedback 
sheet. Also, each  student will write and turn in a personal reflection in the form of a narrative that 
explains your role in this assignm ent, how and if your role in the assignm ent a ss is ted  you in your 
understanding of the wonderful world of cells, also, any suggestions that might have m ade this 
assignm ent better.
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P e e r  F e e d b a c k  S h e e t  -  B o a r d  G a m e  A s s i g n m e n t

N am e :_________________________________________ Board G am e Name____________________________

Circle One

1. Instructions w ere  clear and  easy to  understand .

Disagree Som ew hat Disagree N/A Som ew hat Agree Agree

2. All parts  o f th e  gam e w ere  p resen t and  w orked well. (eg. Dice, cards, g am e pieces)

Yes No

3. The gam e d em onstra ted  th e  creating  g ro u p 's  understand ing  of th e  top ic and o f th e  assignm ent.

Disagree Som ew hat Disagree N/A S om ew hat Agree Agree

4. The board  gam e is fun.

Disagree Som ew hat Disagree N/A Som ew hat Agree Agree

5. The gam e is challenging, but n o t to o  difficult.

Disagree Som ew hat Disagree N/A Som ew hat Agree Agree

6. My favorite p a rt o f th e  gam e was

7 . 1 would recom m end th a t th e  group change th is p art o f th e  gam e to  m ake it m ore fun

8. Additional com m ents/suggestions
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P o s t  N C L B /SB R  R e v ie w  A s s ig n m e n t  

7th Grade Science Mrs. |

Cells Review

GPS S ta n d a r d :  S7L2. S tu d e n ts  w ill d e sc r ib e  th e  str u c tu r e  a n d  fu n c t io n  o f  c e lls , t i s s u e s ,  
o r g a n s , a n d  o rg a n  s y s te m s .

a. Explain how cells take in nutrients in order to  grow and divide and to make needed materials.
b. Relate cell structures (cell membrane, nucleus, cytoplasm, chloroplasts, and mitochondria) to

basic cell functions.
c. Explain how cells are organized into tissues, tissues into organs, organs into systems, and

systems into organisms.
d. Explain how tissues, organs, and organ systems serve the needs cells have for oxygen, food,

and waste removal.

myncm FROM THE WORb BAMjCS TO COMPLETE THE VENN bMfiftAM COMPARISON

bacterial s a t

PLANT CELL

jroOKARYOTB 
[EUKARYOTES
I < m  membrane

CyTOSKELETON 
I CONTAIN bNA
' nucleus
j RIBOSOMES

I®
60L6I APPARATUS

CENTOOIES ‘
WSOSOMES |
VACUOLES >
MITOCHONDRIA i
CHLOROPLASTS 
CELL WALL (CELLULOSE) jj
COL WALUPEPTtOOaYCAl̂  j
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Name_____________________________  Score =______

GPS Standard-- S7L2. S tu d en ts  w ill d e sc r ib e  t h e  stru ctu re  a n d  fu n c t io n  o f  c e lls , t is s u e s ,  
o rg a n s, a n d  o rg a n  sy s te m s .

Answer the following Questions (Source: Go DOE Framework)

L How do you explain th e  rela tionsh ip  betw een  th e  s t ru c tu re s  and fu n c tio n s o f  cell 
organelles?

2. W hy is each p a r t  o f  th e  cell e ssen tia l to  survival?

3. How is a  living organism  th e  sum o f all o f  i ts  p a r ts?

4. Why m ust cells ab so rb  energy  and n u tr ie n ts?

5. How do cells, tis su es , organs, & organ sy stem s r e la te  to  th e  com plexity  o f  living 
organism s?

6. How does sc ie n tif  ic developm ent re ly  on our knowledge o f  cells?

7 . W hat happens when cells c ease  to  function  adequately  o r a t  all?

8. Can plant and animal cells function  w ithout sunlight? Explain.

9. W hat do cells te ll us abou t basic p ro cesse s  of life life , d e a th , rep roduction , e tc ?

10. How a re  cells like building blocks?
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Name Score =

CELLS - REVIEW QUIZ 1
Ribosomes  _____ EnR‘S ! £ C .G°W

Endaplasnic
Rebculum

Noefeus

Plasms'
Membrane

Gofgi 
Apparaajs

Animal Cell

fcBiochoodria 
Plasms 

Cettynhi Membrane

Plant Cell

SPS Standard: S7L2. S tu d e n ts  w ill d e sc r ib e  th e  s tr u c tu r e  a n d  fu n c t io n  o f  c e lls , t i s s u e s ,

o r g a n s , a n d  o rg a n  sy s te m s .

a. Explain how ceils take in nutrients in order to  grow and divide and to  make needed m aterials.
b. Relate cell structures (cell m em brane, nucleus, cytoplasm, chloroplasts, and mitochondria) to

basic cell functions.
c. Explain how cells are organized into tissues, tissues into organs, organs into systems, and

system s into organisms.
d. Explain how tissues, organs, and organ system s serve th e  needs cells have for oxygen, food,

and w aste removal.

 1. The door to your house is like t h e  of a cell membrane?
a. phospholipid bilayer c. gated channel
b. receptor protein d. recognition protein

 2. The phospholipid bilayer of the cell membrane is like a(n):
a. screen door c. plate glass window
b. hot water heater d. oven

 3. Facilitated diffusion require energy and uses the help o f _______
a. does, transport proteins c. does, cytoplasm
b. does not, transport proteins d. does not, sodium pumps

 4. A semi-permeable membrane is stretched  across a chamber filled with water.
The membrane is only permeable to water. 60 mg of salt is added to the left
side of the chamber. Which of the following will happen?

a. water will move toward the right side
b. salt will move toward the right side
c. water will move toward the left side
d. salt will move toward the left side
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_5. The lipid bilayer keeps the inside o f the cell membrane:
a. bipolar c . protein saturated
b. dry d. wet

_6. Which o f the following could be found in BOTH the nucleus and the cytopl
a. nucleolus c . ribosomes
b. RNA d. both RNA A ribosomes

7 . Amino acid chains built by the ribosomes then move to the:
a. golgi apparatus c. lysosome
b. endoplasmic reticulum d. mitochondria

_8. Which o f the following structures has a 9 + 2 arrangement?
a, flagella c . ribosome
b. mitochondria d. Golgi apparatus

9.  The centriole is most like the:
a. lysosome c . flagella
b. mitochondria d. chromatin

10. Which of th e following is composed o f a large and a small subunit?
a. Golgi apparatus c. endoplasmic reticulum
b. mitochondria d. ribosome

11. A cell that is missing lysosomes would have difficulty doing what?
a. digesting food c . storing energy
b. packaging proteins d. moving cytoplasm

12. Which of the following cell parts is described as a "fluid mosaic"?
a. chloroplast c. vacuole
b. cell membrane d. endoplasmic reticulum

13. Some cells take in large molecules through the process of -
a. protein synthesis c. endocytosis
b. cytoplasmic streaming d. ATP

14. Which of th e following organelles would NOT be found in a plant cell?
a. chloroplast c . 5NA
b. food vacuole d. cell membrane
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Teacher: School: Date:

STANDARDS-BASED COMPONENTS

Actions by the Teacher

 The teacher began the class period by reviewing the posted daily agenda to include the Opening.
the Work Session and the Closing.

 The teacher began the lesson by reviewing the posted standard and the associated elem ents.

 The teacher discussed the posted Essential Question at the beginning of the lesson.

 The teacher used or followed an instructional script.

 The teacher referenced the standard(s) throughout the lesson.

 The teacher consistently checked to see if the students can verbalize the standard and/or the
element(s) being taught that day.

 The teacher posted meaningful standards-based commentary on posted student work.

 The teacher aligned the Work Session assignment to the standard.

 The teacher was a facilitator of the lesson.

 The teacher referred to the Word Wall during the lesson.

 The teacher used differentiated instruction.

 The teacher closed the lesson by returning to the standard and/or by having the students explain
the standard and what was used in class that day.

Physical Setting of the Classroom

 Daily Agenda is posted and divided into 1) Opening; 2) Work Session; 3) Closing.

 Standards are posted and can be seen easily by all students.

 Standards are written in age appropriate student-friendly language.

 Student work is posted and contains teacher commentary addressing the level the student m et the
standard.

 Desks are arranged in groups/pairs.

 A vocabulary Word Wall is present and aligned to the lesson being taught.
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T e a c h e r : ____________________________________________________S c h o o l : _______________________   D a t e :

S ketch  o f  C lassro o m  L a y o u t w ith  n o te d  
SBRs la b le d .

F ie ld  N o te s  
(T e a c h in g  S ty le , P ed a g o g ic a l P rac tices , 

C lassro o m  C lim a te )

D e s c rip tio n  o f  O b s e rv e d  SBRs R e s e a rc h e r J o u rn a l

N o te s  on  T e a c h e r  R e fe re n c e s  to  SBRs N o te s /C o m m e n ts /Q u e s t io n s :
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