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Abstract 
 

Job embedded professional development in the K-12 education setting has long been discussed 

and debated. This study builds on standards of critical reflection and thinking using the National 

Institute for Excellence in Education’s Teacher Advancement Program’s master teacher model as 

a conduit between theory and practice. A study of professional development design based on 

student learning strategies became worthy of review. The master teacher, through field testing 

and critical reflection, isolates critical elements necessary to transform teaching practice around 

student learning strategies. The work of the master teacher is situated as a leader of change 

within a professional learning community.  This work has potential to promote significant school 

improvement. The Teacher Advancement Program models a systematic process by which 

teachers develop and tune teaching strategies directly from student identified need. This study 

captures the chronicling process as it relates to and aligns with standards of critical thinking, 

student meta-cognition, and student deployment and use. It provides a forum for training 

teachers to be critically reflective practitioners moving conversation and study from theory to 

practice. The electronic version of this dissertation is available in the open-access OhioLink ETD 

Center, www.ohiolink.edu/etd 

http://www.ohiolink.edu/etd�
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Chapter I: Introduction and Positioning 

Well into the fourth month of the academic year, in December 2006, I spent an afternoon 

with one of the Teacher Advancement Program (TAP) master teachers observing a seventh grade 

language arts class in a mid-west city school district. As state director, this is something I do 

with our master teachers routinely, particularly with those who are new to the program. It 

provides an opportunity to develop both a common understanding and an expectation of 

performance around the TAP instructional rubric for teacher skills and knowledge. As we 

approached the classroom, the previous group was leaving and the new group was coming in. I 

was struck by this teacher’s genuine interest and caring for her students. Hugs and well wishes 

were predominant, including friendly reminders to “tuck your shirt in” or to watch spouting out 

particular expletives. The teacher also reminded her students that she had baked a special treat 

for them and that, if they worked hard, they would enjoy it at the end of the class. 

 Over the last eleven months, I have immersed myself in search of a process through 

which teaching practitioners identify critical attributes in their instruction, ultimately helping 

students to be strategic learners. This began with a critical review of methods around adolescent 

use of learning strategies and the meta-cognitive processing necessary for cognitive transfer and 

eventual activation once students realized that their comprehension was compromised. This 

search has led me, both professionally and personally, to suspect the extent to which this process 

is pragmatically possible. First, the TAP process requires a deep understanding of instructional 

practice and a willingness to take time to be critically reflective. Second, the TAP process 

uncovers both teacher and student vulnerabilities, opening potential political barriers. Third, 

effective student deployment of learning strategies requires careful construction and modeling by 

the classroom teacher. 
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 Clearly, the teacher I observed that day had a fondness for her students and certainly 

appeared to have their genuine interests at heart, but in reality, there is no evidence that anything 

which took place in the sixty minute teaching block was an outgrowth of critical reflection by the 

teacher. 

 Mezirow (1990) defines critical reflection in concert with the making of meaning. 

Through meaning making, experience becomes internalized and new interpretations are made. 

This guides decision making through new learning. “Reflections enable us to correct distortions 

in our beliefs and errors in problem solving. Critical reflection involves a critique of 

presuppositions on which our beliefs have been built” (Mezirow, 1990, p. 1). 

Critical reflection will strengthen this teacher’s instruction and give her students the tools 

necessary to compete cognitively. Lack of evidence for critically reflective processing continues 

to hold true in class after class that I observe as part of my TAP responsibilities. Unfortunately, 

students are often the passive recipients of information that a teacher has “gathered,” but students 

are seldom shown how to monitor comprehension and make adjustments when their 

comprehension is compromised. 

After teaching for fourteen years and eleven subsequent years in leadership positions in 

education, I found the extent to which I was pushed toward critical reflection, once I entered the 

Teacher Advancement Program, provocative. I always considered myself to be reflective as a 

teacher, but I soon realized the extent to which I engaged in this practice by myself or with my 

colleagues to be slight. I also recognized that, within the profession, critically reflective teaching 

is not, and has not been, nurtured to the extent that a critical mass of reflective practitioners 

exists within the national teaching force. 
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My position as a researcher then flowed naturally while in this professional placement. 

With responsibility toward initiating and maintaining the integrity of the program throughout the 

state, I had the opportunity to see challenges that were political, organizational, and financial. All 

must be carefully considered when leading systemic change. Additionally, I have been trained 

extensively in TAP processes and protocols by national trainers within the foundation. 

Connection to the state department of education allowed for breadth of perception and accurate 

assessment for statewide expansion possibilities. 

I now realize that it is only when teachers have the necessary skills to be critically 

reflective, defining attributes of instruction that work toward increased student achievement, that 

these “best” practices can be “framed and posted” as a means to enhance professional practice. 

So, how do we teach teachers to be critically reflective with the specific purpose of increased 

student achievement? It was detected through this work that teachers move forward in their 

instruction without a clear understanding of what they are looking for and how to go about 

achieving it. 

Purpose and Rationale for Study 

What, then, do the unwritten rules used by critically reflective teachers look like for 

forming and transforming the presuppositions upon which current teaching beliefs have been 

built? The purpose of this study builds on the pressing need to capture, in a chronicle-like form, 

what proficient TAP master teachers actually “do” in the forming and transforming of their 

currently held presuppositions. TAP master teachers are rated “proficient” according to the TAP 

leader/evaluator rubric. TAP, a system in which teacher leaders use critical thinking to inform 

practice, provides opportunity to explore this work and the extent to which it influences what 
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they determine to be important. It provides opportunity to study the larger issue of critical 

thinking. 

“For the most part, schools have been organized hierarchically: principals are leaders and 

teachers are followers. However, schools in the process of restructuring are coming to 

understand that this conception of leadership restricts the building of a culture of inquiry” 

(Grimmett & Neufield, 1994, p. 23). As leadership becomes more shared and broadly distributed, 

it is important to have specific protocols for delivery of high quality professional development 

that include critical reflection around inquiry leading to transformation of teaching practice. 

What does it mean for school change? 

In critically reflective teaching, mistakes never constitute failure, but are the conduits 

toward transformation of practice toward higher levels of awareness and effectiveness. It is 

useful for the school culture to understand the value of the process of this ambiguity. They create 

the container, the environment, for this new reality to be manifested. In TAP, this container 

includes the systems within the applied professional growth domain. In a 1999 report, Bailin, 

Case, Coobs and Daniels include 1) background knowledge, 2) heuristics, 3) knowledge of key 

critical concepts, 4) operational knowledge of the standards of good thinking, and 5) habits of 

mind as a template for critical thinking. “Leaders in restructuring schools create environments 

and conditions that provide increased comfort with making mistakes and learning from them” 

(Mojkowski, 1991, p. 29). 

Greenleaf addresses the ambiguity with which leaders are faced as they set out to serve 

by breaking apart and rebuilding a reality. There are no absolute assurances; one must lead from 

the hypothesis crafted after study and experience. Even though the leader may have options to 

reexamine the choices and even select different options, faith is what influences the choice 
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(Greenleaf, 1991). “Faith is the choice of the nobler hypothesis. Not the noblest; one never 

knows what that is. But the nobler, the best one can see when the choice is made” (Greenleaf, 

1991, p. 14). What does the critically reflective teacher use to guide this “faith?” What activates 

and/or influences this thinking? “How does this impact construction of student learning 

strategies?” 

Heifetz refers to “guiding values [that] are interpreted in the context of problems 

demanding definition and action. Those who lead have to learn from events and take advantage 

of the unplanned opportunities that events uncover” (Heifetz, 1994, p. 23). They enjoy 

improvisation. There are, however, levels of risk as manifested by what the leader brings to the 

experience. Freire warns of leader shortcomings and their potential on the “choice of the nobler 

hypothesis” (Greenleaf, 1991). 

Freire (2003) warns that fragmenting reality into little pieces has potential danger. “Part 

to whole” is not useful; rather, “whole to part” fosters clear, more valuable perception  Hence, 

gaining this “critical understanding” of their reality becomes the most provocative answer to 

what the change-strategist leader for school professional development should be. This 

understanding is not a destination; rather, it is [just] something presently out of reach; it is 

something to strive for; to move toward or become. It is so stated that it excites the imagination 

and challenges people to work for something they do not yet know how to do... (Greenleaf, 1991, 

p. 16). 

What should the school change strategist do? 

 Greenleaf (1991) maintains that one of the leader’s most significant challenges is 

answering the question: “What are you trying to do?” He replies that the question is easy to ask 

and difficult to answer (Greenleaf, 1991). Reich’s symbolic analyst brings valuable insight to 
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answering this question. The iterative response involves brokering and building, and then 

pointing the direction. A high degree of communicative dexterity is required, meaning that the 

leader listens, collects, communicates, and questions. Clear, succinct metaphor and analogy aid 

in this part of the process. The direction finally chosen should be built from the collective. Since 

leaders shepherd this collective understanding, [they] “always know what it is and can articulate 

it for any who are unsure. By clearly stating and restating the goal, the leader gives certainty and 

purpose to others who may have difficulty in achieving it themselves” (Greenleaf, 1991, p. 15).  

“Using a variety of methods, new leaders constantly remind staff and others of the gap 

between the vision they have for their children and their current actions and accomplishments. 

They use dissonance to create a press for improvement” (Mojkowski, 1991, p. 28). Throughout 

the TAP protocol, assessment of student work serves as the driving force of dissonance. 

Continuous communication exists stating the disparity between current status and established 

goals. 

Heifetz believes a means to create dissonance or “a press for improvement” is through 

adaptive work. It begins from a holding environment that is framed around a “...relationship in 

which one party has the power to hold the attention of another party and facilitate adaptive work” 

(Heifetz, 1994, pp. 104-105). A developmental task or opportunity serves as the prerequisite 

necessary for framing the work. “[This] holding environment can generate adaptive work 

because it contains and regulates the stresses the work generates” (Heifetz, 1994, pp. 104-105). 

What goes on in this holding environment has direct implications for the significance and 

“sustainability” of the change. Within the TAP model, this holding environment, iterative within 

itself, is the weekly cluster meeting. It is necessary for master teachers to engage in sustained 
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critical reflection over time and then use it as a guide to “press for improvement” as they 

construct, model, and teach student learning strategies. 

How does change impact student learning? 

In a review of the literature on adolescent learning strategies, few studies could document 

specific gains in academic achievement. Additionally, students could have declarative 

knowledge about a strategy, but lack understanding to transfer it to a cognitive level that would 

impact achievement. In other words, a student might be able to talk about a reading strategy and 

explain how it works didactically; however, the student is unable to deploy the strategy when it 

is necessary due to lack of a deeper understanding of the strategy’s use, a true measure toward 

increased academic achievement. 

 The research on student strategies and their potential to increase student comprehension 

and/or the frequency with which the strategy might be used appears predominant in the literature. 

What is not clear in the landscape of research on student strategies is the process and/or reason 

by which the adolescent student internalizes a strategy, connects and then replaces an ineffective 

strategy with it and, finally, is motivated to activate the use of the strategy. 

 The challenge before a critically reflective classroom teacher is to become consciously 

competent of teaching practices that trigger student understanding. These become the critical 

attributes of instruction that must always be present to ensure student success. These critical 

attributes do not simply pop up and announce themselves; to “mine” them within the landscape 

of instructional practice requires a solid teaching repertoire that includes classroom experience, 

knowledge of content, and an understanding of learning theory. “[This] professional judgment of 

the teacher is critical as he or she makes decisions in the classroom to design experiences that 

encourage student learning” (Campoy, 2005, p. 41). 
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What are the implications for the teaching profession? 

 Since A Nation at Risk (The National Commission on Excellence in Education, 1983) 

was first published, a sense of urgency has been established in our country’s public schools to 

reform professional practice and increase student achievement. The report declared that, if the 

United States had any hope of maintaining a level of preeminence in commerce, industry, 

science, and technological innovation in the next century, a break from mediocrity had to take 

place. The report gave further explication that, in the 21st century,  

individuals in our society who do not possess the levels of skill, literacy, and training 
essential to this new era will be effectively disenfranchised, not simply from material 
rewards that accompany competent performance, but also from the chance to participate 
fully in our national life. (The National Commission, 1983, p. 7) 
 

Over a twenty-year period following this document’s publication, there have been numerous 

reform initiatives planned and funded with state and federal dollars, and almost all have had 

limited success in transforming teacher practice and raising student achievement. It begs the 

question why, after so much support, has so little progress been made? The answer, in part, is 

that the method by which professional development has historically been delivered to teachers 

has not been framed as part of a learning process. 

The ongoing applied professional development within the TAP model provides 

opportunities for this to occur through weekly cluster meetings and individual growth plans 

when the teaching practitioner engages in critical reflection. The master teacher presents new 

learning focused specifically on identified student needs and then the teacher has an opportunity 

to develop the new learning during the same session. This requires the teacher to remember: 

[r]emembering is central to learning because we learn with our old interpretation. Any 
new or revised interpretation also must be remembered for subsequent use in making 
extrapolations, analyses, generalizations, or judgments. If an interpretation is not 
remembered, it implies thinking, but not learning. (Mezirow, 1991, p. 11) 
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 The weekly cluster meetings meet the criteria outlined by the National Staff Development 

Council’s Standards for Professional Development published in 2001. Under the council’s 

“context and process standards,” the TAP model addresses the requirements of: 

1) aligned professional development goals to school and district goals, 

2) new teacher learning based on disaggregated student data, 

3) use of student learning strategies toward an intended goal, 

4) application of research to decision making, and 

5) an applied theory of human learning and change. (National Staff Development Council, 

2001, p. 5) 

In essence, the TAP model provides a system for professional collaboration with specific goals 

based on the greatest areas of student need within a school or district. 

 Additionally, on January 8, 2002, President Bush signed into law No Child Left Behind 

(NCLB) as Americans united saying that all children can and must learn. The law recognized 

what is needed in providing for a high quality education. It called specifically for a highly 

qualified teacher in every classroom as well as the effective use of research based instructional 

methods and strategies. The combined effort of the NCLB legislation and the National Staff 

Development Council’s Standards for Professional Development present promise for averting the 

potential disenfranchisement of thousands of citizens outlined over twenty years ago in A Nation 

at Risk. 

How does critical reflection impact professional development design? 

But clearly, the work has only begun. Because the teaching profession has had a long 

history of professional development that provided opportunity for teachers to think, but not learn, 

in a manner that promoted transformation of teaching practice, it is now necessary to establish 
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new emphasis and intentional development of the critically reflective teacher, so that a critical 

mass exists within our national teaching force. 

 To what extent does the current literature on student learning strategies make comment? 

How do empirical studies capture understanding of strategy use by students? It became evident 

in TAP that we must better understand the process of being a critically reflective teacher. The 

research in this study initiates thinking for educational leaders to consider as they train 

practitioners in becoming critically reflective around instruction of student learning strategies. A 

Midwestern urban school district has initiated TAP within Ohio over the last three years. Master 

teachers have been selected according to district staffing policies. Several master teachers have 

reached or are emerging toward the proficient level. From this identified collective, master 

teachers were invited to participate in this research. 

Theoretical Foundation: Critical Thinking and Instruction 

 Bailin et al. (1999) developed a conceptualization of critically reflective thinking around 

five standards (Standards of Critically Reflective Teaching: SCRT). Through the development of 

their standards, they point out that “it is the quality of the thinking, not the process of the 

thinking which distinguishes critical from uncritical thinking” (Bailin, Case, Coobs, & Daniels, 

1999, p. 288). Becoming critically reflective is not a matter of learning a checklist of skills or 

acquiring a specific skill set; it is broader than either of these. The standards imply what a 

“critical thinker must be able to accomplish, for the only way we have of describing what one is 

able to do in thinking is in terms of the outcomes generated by the thinking” (Bailin, Case, 

Coobs, & Daniels, 1999, p. 288). 

Within the concern of teaching practice, the critically reflective teacher is able to identify 

and move from the “hows” to the “whys” during an instructional trajectory that promotes student 
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understanding around a learning strategy. This student understanding is substantiated through 

formative assessment. However, when a teacher knows “why” a particular practice works, there 

is a much higher likelihood teacher learning, which is transformational, has taken place. The 

teacher has moved from unconsciously competent to consciously competent, from intellectual 

development to conceptual development, from thinking to learning. 

The concept of critical thinking and/or the critical thinker and how it is actually 

manifested is both complex and ambiguous. Bailin, Case, Coombs, and Daniels (1999) maintain 

that there is no particular conception of critical thinking that is necessarily a prescribed method, 

because it requires connecting and critiquing ideas and information in multi-dimensional ways 

and, therefore, cannot be reduced simply to a process. This complexity is why it seems 

ambiguous at times. “This suggests that thinking regarded as critical thinking must be directed 

toward some end or purpose…” (p. 286). 

 Good critical thinking is defined by the end product, the result of the thinking, more than 

as a discrete process. Bailin, Case, Coombs, and Daniels (1999) contend that “it is the standards 

of good thinking that provide the criteria for determining what attributes are important for critical 

thinkers” (p. 289). A strong critical thinker is defined with respect to intellectual resources rather 

than a checklist of observable skills. Hence, these intellectual resources are defined around five 

key domains: 

1) background knowledge, 

2) heuristics (strategies, procedures, etc), 

3) knowledge of key critical concepts,  

4) operational knowledge of standards of good thinking, and  

5) habits of mind. (p. 290) 
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The strength of the end product correlates to good critical thinking. The processes used to get 

there, however, are implied within the person’s intellectual resources defined within the 

standards listed above. 

 The framework presented by Bailin, Case, Coombs and Daniels (1999) was developed 

with specific interest in the education field. While agreement exists amongst scholars currently 

for abstract levels of critical thinking, the framework outlined here is at the forefront for 

providing a conception of critical thinking so that academic study can exist in relationship to 

specific field of inquiry. This conception of critical thinking around standards was considered 

both for academic disciplines as well as for instruction in colleges of education. The work of this 

dissertation extends that of Bailin, Case, Coombs and Daniels (1999) as the standards are 

purposefully used as the organizing structure both for academic study of the literature and as the 

organizing frame for research question development. 

Alignment of Teacher Advancement Program to National Professional Development Standards 

 As noted, the National Staff Development Council (NSDC, 2001) provides published 

standards for staff development. TAP’s ongoing applied professional growth component 

supports the NSCD’s standards. Of the current 200 TAP schools, all are required to schedule 

sixty to ninety minutes weekly into the duty day for the professional development components. 

This meeting, called a cluster, follows a specific protocol based on five elements of effective 

instruction. They are: 

a) identify need,  

b) present new learning, 

c) development of new learning, 

d) application of new learning, and  
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e) evaluation (Teacher Advancement Program, 2006, p. 56). 

In a typical cluster meeting, the master teacher is responsible for identifying the most 

current student need based on a formative assessment as it relates to the state standard. From this 

identification, new learning, as it directly addresses the student need, is taught to the teachers 

during the new learning block. This includes modeling the critical attributes of the master 

teachers’ instruction that made the student strategy work with their students. It is during the 

development block that the teacher learning begins its transformational process in terms of the 

adult learner, the teacher. Master teachers must gauge this process in each of their cluster 

members and make intervention as appropriate. Application begins, then, in the classroom with 

master teacher support. Evaluation of student achievement is made as it directly relates to 

mastery of the stated learning objective. Work is continuously refined based on student 

achievement measures against state academic content standards.  

The TAP master teacher serves as the primary research/staff developer. The position rests 

within the context of the school faculty as a teacher leader. While the master teacher works in 

concert with the school’s leadership team, the master teacher position rests at the epicenter of the 

work. 

The TAP protocol addresses the NSDC learning community’s standard for professional 

development goals that are aligned with school and district goals. It begins with the development 

of the school plan which drives further development of yearly cluster and cluster cycle goals. 

“The most powerful forms of staff development occur in ongoing teams that meet on a regular 

basis, preferably several times a week, for the purpose of learning, joint session planning, and 

problem solving” (NSDC, 2001, p.8). 
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The TAP master teacher serves as the primary researcher/staff developer. The position 

rests within the context of the school faculty as a teacher leader. While the master teacher works 

in concert with the school’s leadership team, the master teacher position rests at the epicenter of 

the work. This meeting time in TAP occurs during weekly sixty to ninety minute clusters with 

subsequent follow-up in the classrooms with teachers teaching students. 

TAP protocol further addresses the data-driven dimension of the standard as new teacher 

learning in the TAP model is determined by disaggregated student data. Based on state testing 

data aligned with state academic content standards, a school or grade level’s greatest area of need 

is defined, such as measurement of reading process. Professional development for eight- to nine-

week cluster cycles is based on the students’ weakest areas. “Early in a staff development effort, 

educational leaders must decide what adults will learn and be able to do and which types of 

evidence will be accepted indicators of success” (NSDC, 2001, p. 16). The indicators of success 

in the TAP component are academic benchmark assessments aligned with the state assessments 

and state academic content standards. Student achievement in the TAP context is aligned with 

state academic standards or local benchmarks. 

Essentially, the master teacher scaffolds assessment so that the identified need from the 

state standard can be monitored throughout the professional development process. The school 

goal is measured by gains on the state assessments; the yearly cluster goal is measured by gains 

on the school or benchmark assessment; and the cluster cycle goal is measured by the teacher 

made assessment showing progress toward mastery of the identified student need.  

Within the NSDC learning standard, staff development should improve the learning of all 

students while utilizing knowledge about human learning and change. Through the TAP cluster 

protocol, new teacher learning has a much higher likelihood of becoming transformational, 
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because sessions provide opportunity for modeling. Development of the new learning begins as 

members are asked to remember what was presented and then integrate it within their classroom 

context. 

During the field test, master teachers must determine what worked in their instruction, 

based directly on student achievement measured against the state academic content standards. 

Included in the field test is the student learning strategy that is researched, selected, and designed 

by master teachers. “[I]t is important that the learning methods used in professional development 

mirror as closely as possible the methods teachers are expected to use with their students” 

(NSDC, 2001, p. 24). Member follow-up is then tailored to the individual teachers according to 

their level of competency with the newly introduced student strategy selected based on the 

identified student need, and designed around research and field test application. An example of a 

student strategy would be an “It says, I say” student strategy for guiding students through the 

meta-cognitive process for making inferences while reading. 

During development step three of the TAP model, members have the opportunity to 

design and then develop the student learning strategy presented by the master teacher. This 

begins the opportunity for transformational learning. The master teacher models the new 

learning, emphasizing the critical attributes necessary for enhanced student understanding and 

increased student achievement.”[T]raining sessions and coursework must include live or video 

models of new instruction strategies, demonstrations in teachers’ classrooms, and coaching or 

other forms of follow-up if those strategies are to become a routine part of teachers’ instructional 

repertoire” (NSDC, 2001, p. 22). Teachers receive additional coaching through the follow-ups as 

master teachers make formative assessments of each of their members through informal 

classroom observations. 
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 A working leadership team existing within the TAP model allows educators within a 

school to apply research to decision making on student strategy construction. After student need 

is determined and before professional development is presented to teachers, the leadership 

examines the research base behind student learning strategies. “[I]t is critical that teams of 

teachers and administrators take the time to study methodically the research that supports the 

claims made by advocates of a particular approach to instructional improvement or whole-school 

reform” (NSDC, 2001, p. 20). This research serves as the base for further extension and tailoring 

of the learning strategy, which occurs during field testing, for the school’s individual students. 

From this field test, master teachers begin the journey of critical reflection. They are charged 

with the responsibility of isolating the critical attributes of the learning, the elements of teaching 

that enhanced student understanding, and the heightened student achievement. 

 From a broad perspective within the education field, the work of this study falls within 

the level of the outlined global-to-local prototype below. The primary focus of this research was 

d, e, and f, as illustrated in Figure 1.1. 

a) National Council of Professional Development 

b) Teacher Advancement Program 

c) Districts/School sites 

d) TAP Leadership Teams-master/mentor/administrator 

e) Field testing-development of long-range plan for clusters 

f) Sixty to ninety minute weekly cluster sessions 

g) Classroom follow-ups 

 

Figure 1.1 
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Relevance of the Teacher Advancement Program 

The TAP is a comprehensive, systemic school reform model with the specific goal of 

restructuring the teaching profession, while attaining measurable gains in student achievement. 

TAP currently (2008) exists in over 200 schools in fourteen states and the District of Columbia. 

The local, state and district programs are expected to follow the national model. Assessment of 

this alignment is made annually during program review. The program consists of four 

interrelated elements that include: 1) multiple career paths, 2) performance based compensation, 

3) instructionally focused accountability, and 4) ongoing applied professional growth. 

 It is within the ongoing applied professional growth component, which includes weekly 

professional development cluster meetings and teacher individual growth plans, that the ability to 

become a critically reflective teacher is essential for success. This ongoing applied professional 

growth component is the focus of this study. As a systemic school reform model, TAP was 

developed by a not-for-profit organization in Santa Monica, California. The findings in this study 

initiate thinking for educational leaders to consider as they train practitioners in becoming 

critically reflective. 

Focus of this Research Study 

 The focus of this dissertation is a multiple case study in a large urban, Midwestern school 

district participating in the Teacher Advancement Program. The multiple case offers an approach 

to study an on-going program of teacher development that models itself around attributes of 

critical thinking. This multiple case study examines an on-going system of teacher development 

where teachers use critical thinking to inform immediate practice and then use it to plan teacher 

development. Participants were selected by a TAP executive master teacher at the state 

department of education trained in the TAP model. Participants were rated as cluster 
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leaders/evaluators based on TAP rubrics as being proficient or emerging proficient in their 

delivery. Consistent interview guides, standard operating procedures, site observations, and 

follow-up conversations were identified and developed by the state executive master teacher and 

this researcher. The team met monthly during the first year, and weekly to biweekly during the 

final year for data analysis. 
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Chapter II: Literature Review 

 “[P]rofessional educators have voiced with increasing frequency their worries about the 

gap between the schools’ prevailing conception of professional knowledge and the actual 

competencies required of practitioners in the field” (Schon, 1987, p. 10). Closing this gap is one 

of the most pressing leadership challenges faced by schools and districts today. It is necessary to 

provide professional development that includes not only new learning, but also opportunities to 

transform practitioners’ understanding; one that allows for development and application around 

instruction of student strategies. This requires broadening of the way professional development is 

delivered. This chapter includes an explanation of teacher leadership in the Teacher 

Advancement Program as a model for professional development. A theoretical and empirical 

grounding upon which this study is built is discussed as it relates to the establishment of 

professional learning communities that build components of critical practice into daily work. 

Application of empirical literature on secondary teaching and student learning strategies is 

included in the conversation as it relates to critical thinking. 

Leadership and the Teacher Advancement Program 

In the past, professional development was viewed as an external resource brought into the 

school for principals and teachers. To promote “learning” that extends beyond just thinking into 

transformation of teaching practice requires a radically different delivery system. “What is being 

proposed here is a different view of the roles of the principal and the teacher. Principals have 

power...but it is ‘power to accomplish’ rather than power over people and events” (Grimmett & 

Neufield, 1994, p. 23). This can be extended through a broadening of professional 

responsibilities for delivery more directly to experts within the school itself—master teachers. 
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In a letter to President Obama, Lieberman and Mace share the challenges of professional 

teacher development and propose needed reform in teacher learning. Their work, conducted 

through the Carnegie Academy for the Scholarship of Teaching and Learning, includes teacher 

learning from teacher questions and teacher learning from records of practice. Teacher questions 

were generated from needs encountered in the classroom, while records of practice illustrated 

needed work and scholarship for connecting these records of practice with specific student 

outcomes. The primary advocacy from Lieberman and Mace is the creation of the teacher 

opportunities for “going public” with the inquiry made into their teaching practice so that others 

may elevate their own knowledge base. 

The learning communities studied (Nelson, 2008) illustrate variability with a culture 

based on the professional habits of the school. Time may be framed within the work day, but the 

authenticity of the work related to student achievement can vary considerably. While the 

potential is present for transformation of teaching practices, it is different based on context and 

stakeholders. Within the study, the highest performing school created a sense of mission and 

collaborative study with specific focus on student learning and isolation for what worked and 

what needed modification. Other sites focused on more traditional ways of classroom lesson 

validation, activity choice, and analysis of what the school data meant. 

There are implications for professional learning communities driving the term’s broad 

use and what is actualized within the context of the school by definition. Servage (2009) 

describes the precarious position of teaching practitioners for disengaging themselves to the 

extent necessary to realize levels of objectivity. The challenge of moral imperative by which the 

teacher operates is more akin to a nurturing village and is in contrast to a scientific laboratory. 
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Servage contends that, because of this reality, the teacher must blend the premises of critical 

pedagogy with democratic ideals and the potential to achieve social justice. 

Servage (2008) integrates transformative learning with the potential for adult change of 

practice through learning communities. The particular challenge with the school culture is driven 

by the angst felt by the practitioner during periods of unsettled thought due to self-scrutiny and a 

challenge to deeply held beliefs. Servage further contends transformation is mostly used in 

reference to the school because of this. 

In an Alabama task force, Good and Weaver (2003) provides clear critique for effective 

and equitable operation of a newly-instituted state in-service centers. Studies indicate teachers 

prefer to work in grade level cohorts and are most likely to garner support and assistance from 

fellow teachers as opposed to administrators, university professors, or curriculum coordinators. 

The study also indicated that most learning occurs within the context of teaching. This supports 

and adds strength to the premise that professional development services should support a 

learning community and build on collaborative work. 

 Clausen, Aquino, and Wideman (2009) indicate when given opportunities for broad 

school change within a community of learners, there is a higher degree of success. The process 

moves forward in small ways, first by transforming teacher work from being a transmitter of 

information to more of an authentic researcher and learner. Their findings indicate broad support 

of professional learning community ideals such as a shared construction of an identified need 

based on a school reality and needed learning that feeds and supports the shared goal. Other 

factors included shared decisions; evidence of long-term commitment that included a record of 

the learned story. From this, faculty began to think in more collegial ways with the school 

organization benefiting from holistic, shared, and professional collaboration.  
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Carroll (2009) promotes the creation of a discourse community to explore social 

construction within the school. While the focus is on entry year teachers, goals are designed 

based on career development over all stages of a teacher’s career that include leaders of learning. 

“The starting point for this process is to identify areas of existing practice with which, in some 

way, teachers are dissatisfied, so that they may critically reflect upon this practice with a view to 

collaboratively plan an improvement-focused intervention within their classroom” (p. 28 ). The 

iterative nature of reflective practice is considered and is categorized drawing reference to 

Cochrane-Smith and Lytle’s (1999) knowledge-for-practice, knowledge-of-practice, and 

knowledge-in practice. 

Aubusson, Steel, Dinham, and Brady (2007) report the challenge for transforming 

professional learning communities and acknowledge the synergistic application required for 

actualization. Action learning is defined in a community of practice. Schools initiated 

professional learning that included discourse around an identified need, professional respect, and 

the development of collective expertise. The highly effective sites reach a level of critical mass 

with this dynamic. Importantly, “professional development was shaped by the system which the 

schools operated by but allowed to evolve from an individual context” (p. 135). 

Doolittle, Sudeck, and Rattigan (2008) pose necessary critical elements as schools partner 

with institutions of higher education. Authentic engagement and voice of the practitioner were 

found to promote the strongest partnerships between the school and the higher education 

institution. Small learning communities coupled with time embedded into the work day and fluid 

relationships were the most distinctive successes in the work of professional development 

schools. 
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Mullen and Hutinger (2008) include focus on the principal as well as the institution of 

higher education. Distributed leadership that includes administrator active participation serves 

the study groups best. Work includes identification of learning outcomes with specific 

monitoring with recursive debriefing of student progress. Job-embedded professional 

development provides development and application of new learning that includes inquiry and 

reflection. The university partner provides important work reciprocity to enhance programs 

within both organizations. 

Theoretical Grounding for Literature Review 

Three over-arching questions provide guidance as the teacher leader “presses for 

improvement” and becomes critically reflective around instruction of student learning strategies 

in relation to the five previously stated standards in Bailin, Case, Coombs, & Daniels, (1999) to 

gauge critical thinking. First, as master teachers grow to higher levels of self-actualization, what 

does this element mean for them? What should they know as they define themselves as school 

leaders for professional development? (What does it mean?) Second, as master teachers plan for 

the school’s yearly professional development, how do strong, sound critical thinking skills 

impact them as clinical practitioners? (How is it used?) Finally, when students use a learning 

strategy, what is its level of effectiveness for increased achievement, its student deployment 

frequency, and its implications for independent application? (How do I apply it?) These 

questions are considered against theoretical research and current empirical data; they serve as a 

basis upon which to plan this study’s research methodology. 

 Critical thinking within the field testing component of the TAP model has been identified 

as a key area for framing professional development for teachers that most directly impacts 

student achievement and has the potential to become transformational. During this period, the 
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master teacher has the responsibility to “test out” a student learning strategy that the leadership 

team has determined is most appropriate to meet the most pressing student academic need. The 

learning strategy begins within the research base from which it exists. Through field testing and 

the teacher’s critical reflection, it is tailored to directly meet the needs of the students in that 

school. From this, teachers capture the “hows” of their teaching and must reach toward the 

“whys.” The teacher begins to move from unconsciously competent to consciously competent, 

from intellectual development to conceptual development. 

 With that, the following discussion includes theoretical and empirical data in relation to 

the five standards of critical thinking (SCRT) as presented by Bailin, Case, Coombs, and Daniels 

(1999): 

 1) background knowledge, 

 2) heuristics (strategies, procedures, etc.), 

 3) knowledge of key critical concepts, 

 4) operation knowledge of standards of good thinking, and 

 5) habits of mind. (Bailin, Case, Coombs, & Daniels, 1999) 

Critical Thinking Standards for Teacher Preparation within the Teacher Advancement Program 

Background Knowledge 

 As teachers begin to define themselves as critically reflective, it is useful to understand 

the extent to which their background knowledge defines their leadership. Responsibility for 

understanding the meaning behind this definition and the application for its use in school 

professional development is significant. The ability to recognize and look objectively at both 

personal strengths and weaknesses as leaders in this “adaptive environment” has direct 
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implications for the success of the learning around the strategy construction and its potential to 

become transformational. 

 What does it mean? Mezirow (1991) describes the extent to which leaders draw upon past 

experiences to define current areas of concern. It is much like drawing upon personal 

investments as needs present themselves throughout life. 

We have to draw upon our past knowledge to make interpretations that help us choose the 
dimensions of a new experience to which we will attend. We also draw upon prior 
learning so that we may associate the new experience with related ideas.” (p. 16) 
 

A critically reflective teacher uses past experience and connects it to current need. This need is 

determined by the isolated segment of instruction where success has occurred or where student 

comprehension has been compromised. 

As mentioned, there are no absolute assurances; one must lead from the hypothesis 

crafted after study and experience, and perception plays into the hypothesis in a marked manner. 

“We develop or construct personal meaning from our experience and validate it through 

interaction and communication with others. What we make of the world is a result of our 

perceptions and experiences” (Cranton, 2006, p. 23). As new learning is presented to 

practitioners, it is valuable to explain that newly made assumptions deemed effective have been 

the result of interaction with current stakeholders—the students. Field testing validates these 

current assumptions at a primary level. 

As this information is gathered and assumptions become quantified, the master teacher 

plays a particularly influential role throughout the process. “Frame factors [or assumptions] of 

different kinds have a strong impact on educational practice, these factors are also ‘moulded’ 

through the way they are interpreted and understood by the teachers doing the teaching” (Handal 

& Lauvas, 1987, p. 15). Empowerment is implied within the position; teacher leaders must know 
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Note: Legend –left-right bar graph 
–Background Knowledge 
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Note: Legend –left-right bar graph 

–Background Knowledge 
  -Heuristics 
  -Habits of Mind 
  -Operational Knowledge 
  -Knowledge of Critical Concepts 

 

Figure 4.20 Overall frequency counts by site  

The state’s achievement tests are administered at the conclusion of each academic year. 

While the state longitudinal data represents a different cohort of students each year, it can 

provide a distinct vantage point and meaningful reading of a school’s academic program. If the 

field tested and master designed student strategy has potential impact for increasing overall 

student achievement, it should be illustrated during this state-wide assessment. These state 

results in the field tested areas are included in (Figure 4.20). Site B experienced a 22.3% 

decrease in mathematics and a 6.2% decrease in reading. Site A realized a small gain of 2.5 % in 

reading and Site C experienced a small 8.6% increase in writing. The most significant student 

achievement gain was at Site A with a 23.3% increase in mathematics. 
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Site A Saylor MS 
7th grade Bolton  
8th grade Baldwin 

 

Site B Chester MS 
7th grade Andrews 
7th grade Mercury 

 

Site C Clyde MS 
7th grade Raven 
7th grade Wolf  

 

Figure 4.21 State achievement data by site 
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 Master teachers progressed through the field test process over a two-month period. 

During this time, they were charged with the responsibility for building student strategies in 

order to get maximum formative gains from their students. Once this occurred, master teachers 

then had responsibility for preparing new learning for faculty members. During the opening 

Phase I, master teachers relied on all five standards of critical thinking indicated in Figure 4.21. 

 

Figure 4.22 Total frequencies for opening and Phase I 

At this point, master teachers relied slightly more on background knowledge, habits of 

mind and knowledge of critical concepts to define important aspects of instruction, student 

mastery, levels of student accuracy, and identified student need. Additionally, at this opening 

phase, master teachers defined critical elements for student success and made frequent 

assessment. This would indicate that teachers actively looked for what worked to gain student 

understanding and regularly made assessment to measure progress. 

 During Phase II, the master teacher had time to become familiar with the needs of the 

field class. She is at a point now where modifications in instruction can be made from previous 

formative assessment. By this time, a collection of critical attributes had time to accumulate 

through both Phases I and II. Figure 4.23 indicates overall frequency and percentage. 
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Figure 4.23 Total frequency for Phase II 

 When considering student mastery, a higher frequency of CAMS existed as master 

teachers used habits of mind (26%) and heuristics (23%) to define elements of student mastery as 

well as teacher mastery. Conversely, a low percentage (14%) of overall coded frequency existed 

from knowledge of critical concepts relating to specific content in reading, mathematics, and 

writing. This would indicate that master teachers did not readily draw on expertise in specific 

content to define critical elements for student mastery. Instead, they drew from their own 

academic experiences that had formed internal habits and guiding devices.  

 This trend continued during Phase III with both heuristics and habits of mind combined 

representing half of overall coded frequency from master teacher’s reflective practice as 

illustrated in Figure 4.24. 
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Figure 4.24 Total frequency for Phase III  

At this point in the field tests process, master teachers considered student transfer; 

student’s ability to monitor their understanding and activate learning strategies when necessary. 

When master teachers were asked what they expected to see students do when their 

comprehension was compromised (habits of mind and heuristics), they responded at a 50% 

frequency. This would indicate that the master teachers recognize the importance of student 

transfer for sustained student academic growth.  

As a collective of reflective practitioners, they continued to show affinity for using 

heuristics and habits of mind in reflective practice. Additionally, master teachers made frequent 

reference to critical attributes of instruction and assessment of student progress as indicated in 

Figure 4.25. 
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Figure 4.25 Overall frequency for all phases and all participants 

 Emergent themes were included as an extension of CAMS. These occurred as the master 

teacher reflected on her practice for an extended time in the interview about instruction in a 

broader way beyond the student strategy being field tested. During these extension periods, 

teachers thought in broader ways about why a student was not able to give a correct response or 

activate and apply particular skills that had been mastered. From this, teachers gave thought to 

curriculum design and the sequence, schedule and pace at which content was presented. 

 For example, many students who had been unfamiliar with the word “mural” shut down 

because of a lack of understanding. Simply put by the master teacher, if this had been an 

achievement test, many may not have moved forward with the section. The master teacher 

reflected on the implication this would have on score interpretation and the implication that has 

for school instructional teams. 

 Additional knowledge of students was included in reflection for box and whisker graphs 

and how more time was necessary for this learning. Further consideration was given to students 

ready to move on because they are accelerated or advanced and provision that could be made for 

them. 
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While overall emergent themes did not illustrate any distinction beyond an extension 

from CAMS, the research team was circumspect to these periods of teacher reflection and noted 

them accordingly in the frequency collective. During these periods, teachers thought 

purposefully about their practice and that helped inform them in other important ways during the 

field testing process. 

 Finally, when studying overall frequency trends, both for critical thinking affinity and the 

codes as represented through CAMS, there are several considerations. Master teachers have been 

well trained and do clearly define critical attributes when reflecting on their instruction after 

making a regular and high frequency of formative assessment. This is indicated by the two 

highest levels of frequency for critical attributes (160) and assessment (103). The mechanical 

operation of the field testing process would indicate that process is in place. Equally telling, 

however, is the continued trend to rely more on heuristics and habits of mind as they reflected on 

their practices. While there is not a more preferred thinking process for the master teacher to use, 

the charted affinity toward habits of mind and heuristics by this case study group does offer 

several implications to consider. First, does informed professional judgment for academic rigor 

affect student strategy design when field testers rely more heavily on thinking unique to their 

own personal academic journey? Second, does explicit student learning product expectation 

matter when conducting regular formative assessment and defining critical instructional 

elements? Both heuristics, the intuitive devices within individuals based on experience, and 

habits of mind, the imbedded routines developed as individuals have worked and solved tasks 

unique to their personal experience, have less to measure against established or defined 

information, content, operation, or publication. How then do the unique professional and 

academic paths of the master teachers directly affect the success of the students in the field 
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classroom and ultimately the school classrooms if empowered to design professional 

development on-site in a clinical environment? 
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Chapter V: Conclusion 
 

This dissertation study explored the reflective actions of five master teachers and one 

mentor teacher responsible for leading the Teacher Advancement Program (TAP) model in an 

urban Midwestern school district. The model focuses on job-embedded professional 

development designed through clinical field test trials of master/mentor teachers conducted on-

site. Through these field test trials, the master teacher designs student learning strategies based 

on formative assessment. Once defined gains are evident, the field test strategy is taught to core 

faculty at weekly cluster meetings. Over the initial years of the model’s deployment in the 

Midwestern school district, a need was identified for chronicling the master teachers’ reflective 

practices. Chronicling such as this could provide a compelling picture of the patterns and/or 

affinities used by the teachers responsible for conducting the field test trials. The researcher 

applied Bailin, Case, Combs, and Daniels’ (1999) five standards of critical thinking to examine 

the reflective practice of the master/mentor teachers at three middle schools participating in the 

TAP model over the first two years of deployment. 

 Following an introduction to the study in Chapter 1, Chapter 2 framed research around 

critical thinking and educational practice. The chapter further emphasized how critically 

reflective practice has the potential to influence and transform the work of teachers. Chapter 3 

outlined the qualitative research design and methodology for the study, and Chapter 4 presented 

a qualitative analysis and coding of the reflective practices of six practitioners during a specific 

field test trial that each conducted. Discussion in Chapter 5 provides a summary and conclusions 

around the five standards of critical thinking and offers consideration for future study and 

professional development for master and mentor teachers. 
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Research Discussion 

 The six master/mentor teachers taking part represented each of the three participating 

middle schools in the city school district. All have received identical training from the national 

institute and all master teachers have multiple years of experience in an urban environment. As 

participants conducted field tests, each examined her clinical field data through reflective 

practice guided by the researcher. Master teachers do not have an assigned class roster so field 

testing is conducted with a different teacher’s class or sub-group of a class. This may have had 

an impact  on reported findings. The following is a review of the research findings as related to 

each of the three research questions that guided the study. 

Research Question 1: How do the master teachers make meaning from field tests to determine 

attributes of effective instruction? 

 The overall coded trends were more frequent around critical attributes and assessment. 

Master teachers exhibited knowledge for critical attributes (56 frequencies) of what worked in 

their instruction. Teachers made assessment for student learning (40 frequencies) during Phase I 

of the field tests. Master teachers generated the highest number of coded frequencies (34) or 22% 

under habits of mind. Use of background knowledge and critical concept knowledge was slightly 

less at 21% of the overall frequencies. 
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Figure 5.1 opening and Phase I Note: Legend –left-right bar graph 
–Background Knowledge 

       -Heuristics 
       -Habits of Mind 
       -Operational Knowledge 
       -Knowledge of Critical Concepts 
 
 Each of the master teachers had experience in an urban environment. From field testing, 

they learned and questioned students’ willingness to take academic risks in order to extend what 

they know. Teachers acknowledged that students are frequently insecure about taking academic 

risks. It begged the question in the master teacher’s reflective processing: Is it that students do 
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not know; lack the necessary prior knowledge; or is it that they do not trust their prior 

knowledge? 

 The master teachers found that, when planning for instruction, initial student engagement 

was best connected to familiar content of high student interest content. This bolstered student 

confidence and increased student willingness to participate. Once students could exhibit the 

willingness to test-out their understanding through discourse, the master teachers could probe 

more effectively with questioning and provide higher quality academic feedback to guide student 

understanding and refine thinking. 

 Master teachers used level of student engagement largely as a grounding point for 

decision-making. Student independence was considered in reflective planning so that student 

strategies were planned and taught in such a manner as to avoid too much teacher dominance. 

Students readily deferred to teachers and rarely questioned teacher thinking or accuracy. Because 

of this dynamic, teachers found that frontloading instruction with explicit explanation was more 

frequent versus testing out student’s ability for self-discovery. Teachers believed it critical to 

communicate verbally first, then prompt students with the ultimate goal of independence. 

 Master teachers’ expectation for student work was based around the use of graphic 

organizers. They strived for stronger evidence of student mastery; however, there was little 

evidence that master teachers had a clear picture of what they expected to see in student mastery. 

Teacher reflection included mechanical use of formal writing to add details, but did not include 

an example of criteria for an assignment that would explain, for example, expectations of an 

eighth grader’s assignment to craft a treatise between two countries to bring resolution to a 

human interest conflict. 
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 Consideration for independent student monitoring of text to self was present in teacher 

reflection. Master teachers learned that text to self thinking must be monitored through the 

teacher’s explanation. Master teachers did not show evidence of their own learning as to the 

connection between this habit of mind and a higher quality learning product from the student. 

  Student/peer critiques in order to build and motivate student self-monitoring were 

findings from the field testing during the first phase. This learning did not include explicit 

connection to learning assignments or long-term units. The primary focus was for test question 

responses. Master teachers recorded that higher level students emerged earlier with a stronger 

ability to synthesize; hence, reaching independence sooner. They did not get to a point where 

they could define what higher level students did in their processing so that teachers could 

transfer or use this to increase academic achievement in lower performing students. 

The master teachers defined operational progress with student’s ability to self-select. This 

required additional self-monitoring and motivation from students. While master teachers did not 

want to create rigid self-compliance, they did want students to think about their operational 

thinking. There was limited evidence that operational use of student strategies was used against 

specific criteria for quality student learning assignments that the student had responsibility to 

create. 

Research Question 2: How do master teachers use data from field tests to determine attributes of 

effective instruction? 

 A predominant affinity toward critical attributes and assessment continued through Phase 

II with a frequency of (32) for critical attributes and a frequency of (24) for assessment. The 

master teachers showed a proclivity toward habits of mind and heuristics as part of decision-

making of 23% and 26% percent respectively.  
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Table 5.2 Phase II  Note: Legend –left-right bar graph 
-Background Knowledge 

      -Heuristics 
      -Habits of Mind 
      -Operational Knowledge 
      -Knowledge of Critical Concepts 
 
 

 Master teachers used learned background beliefs with primary focus on student 

engagement and student comfort levels. They knew their student audience well and used this 

level of acquired student comfort as a gauge of success. Because students often lacked 
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motivation to complete assignments or respond to extended response items on a test, master 

teachers began at this point in order to keep students from giving up or shutting down. 

 Greater recall of prior knowledge with connections to previous student topics also was 

considered by master teachers. Since students had not had much exposure to the synthesis of 

putting ideas together for new understandings, master teachers found it necessary to plan these 

opportunities to infuse a sense of familiarity for the students in this type of thinking. 

 All data was used in relation to state test questions and performance on exams. Little 

emphasis was placed on specifically defined performance expectations for all students at Clyde, 

Chester, and/or Saylor Middle Schools. Rubrics from state assessment were primary grounding 

points used by master teachers. Teachers considered student work from expired test questions 

and assessed the level of performance against them. Infrequent connection to long-term 

assignment performance existed. The master teachers articulated what they expected in terms of 

the student strategy instruction and assisted teachers to integrate them into core content; 

however, since class assignments were not explicitly planned out or coordinated in overall 

programming, it was difficult to transfer specific grounding defined by master teachers to 

specific assessment in classrooms as part of core curriculum. 

  Master teachers refined presuppositions for student engagement and the extent of student 

learning behind it by thinking from a student’s point of view. Through a conscious framing of 

“how” and in relation to a student’s thought processing with a particular strategy, master teachers 

could understand gaps and misconceptions. From this, instruction was fine-tuned. For example, 

cognitive modeling that was developmentally appropriate for a middle school student was 

emphasized to increase transfer. 
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 Master teachers discussed the range of difficulty in finding an answer right in the text 

versus the cognitive processing expected in synthesis to create new knowledge. Below basic 

students listed irrelevant information that was not necessary. This operational discovery drove 

decision and strategy development. Master teachers focused on critical elements of reading the 

question and connecting cognitively to the question as a reader in order to gain a greater level of 

specificity. This cognitive operational transfer was difficult; students could verbally articulate at 

first, but could not easily transfer to paper. 

Knowledge of critical concepts was used in relation to operations of the strategy. Critical 

concepts in relation to content or mastery of higher level performances were minimal. Master 

teachers considered the scaffolding of learning, but scaffolding for performance was not part of 

long-term assignment products. Master teachers defined the labeling of their cognitive modeling 

as critical for students. 

Research Question 3: How do master teachers make application for student transfer of 

instructional learning strategies? 

 Critical attributes of instruction and assessment of instruction continued as the highest 

frequency with coded frequencies of (72) and (39) respectively. The standards of critical thinking 

also maintained the highest percentage around heuristics and habits of mind both at 25% of the 

total coded frequencies. 
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Table 5.3 Phase III Note: Legend –left-right bar graph 
-Background Knowledge 

     -Heuristics 
     -Habits of Mind 
     -Operational Knowledge 
     -Knowledge of Critical Concepts 
 
 

In applications of strategies, master teachers became conscious of student thinking and 

processing rates. Master teachers noted student questions were more predominant based on lack 

of understanding rather than curiosity, inquiry, or extended thinking. Sample checklists provided 

students with needed security, encouraging active deployment.  

 The master teachers considered student shutdown of cognitive processing due to lack of 

familiarity with thinking and problem solving. Frequent repetition and practice were considered 
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and/or state achievement tests. This use of multiple method strengthens construct validity within 

the design. 

 Yin (2003a) maintains that potential risks of design construct validity exist because 

“investigator[s] fail to develop a sufficiently operational set of measures and that ‘subjective’ 

judgments are used to collect data” (Yin, 2003a, p. 35). An operational set of measures included 

five standards established for critical thinking and reflection. Interview questions were developed 

based on theoretical grounding of critical thinking and empirical research on student learning 

strategies. Additionally, a state department of education consultant, trained in the TAP model, 

served as a systems check for TAP process and protocol. 

 Yin (2003a) further maintains that internal validity checks are necessary for causal 

relationship checks and making of inferences. Within the data analysis stage, emergent themes 

were constructed in relation to the five established elements of critical thinking. These themes 

were substantiated by theoretical and empirical data presented through key questions within the 

literature review. This provided necessary internal validity checks against established criteria as 

the chronicling is built around master teachers’ critically reflective practices. 

 External validity (Yin, 2003a) is inherent within the research design itself. Results were 

generalizable beyond the two case districts. This is because of the context in which critically 

reflective practices exist within all teaching practices. Since coding involves interplay with 

standards of critical reflection, generalization was made in the form of chronicling, tracking the 

extent to which teachers use them in their reflective practices. The TAP model serves as the 

container within which to study critical reflection around student learning strategies. This is 

analogous to methods scientists use when taking results from experiments and connecting them 

to theory (Yin, 2003a). 
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 Finally, reliability was confirmed so that a future investigation conducting the same 

results would arrive at similar findings (Yin, 2003a). This was confirmed around the question 

design and the theme analysis built on the standards of critical thinking. This chronicling and 

analysis of the critically reflective teachers’ thinking provides opportunity for future study and 

development around the unwritten rules teachers use as they reflect on their practice as it relates 

to student learning strategies. Replication design increases external validity and transferability. 

Transferability to Teaching Practice 

The iterative nature teaching requires integrated consideration when reflecting upon ways 

to improve practice. To address these limitations, the literature was reviewed through the five 

standards for critical thinking and then clustered and critiqued under three provocations (What 

does it mean? How is it used? How is it applied to secondary school teaching and student 

learning?). Furthermore, interview questions posed to master teachers on their field testing were 

developed around the five elements for critical thinking. This promoted movement from the 

theoretical to the practical. Reflective journaling captured master teachers’ thinking and 

processing between the field testing and composition of written long-range plans. Then, through 

further analysis of the long-range plans, extensions were made possible to the application level 

within the TAP model as the long-range plans serve as the capsule in which the most immediate 

product exists from field testing and critical reflection. 

 Mezirow (1991) states that:  

Jerome Bruner (1957) sees a universal direction of intellectual development moving from 
action—knowing by knowing how to do—to symbolic representation (conceptual 
development) which primarily involves the use of language, specifically rules for forming 
and transforming propositions and permitting representations not only of what is but also 
of what is not and what might be. (p. 146) 
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What then do the practiced, unwritten rules that critically reflective teachers use look like for 

forming and transforming presuppositions and permitting representations of effective teaching? 

Mezirow (1991) further states that “to make the crucial distinction between our own 

psychological reactions (or actions) and external events (instructional practice and related 

student work) requires the development of our capacity for self-consciousness” (p. 146). 

Developing teacher capacity for this self-consciousness will directly affect instruction and 

connect to student achievement, because a raised self-consciousness in teachers crystallizes in 

their repertoire the “whys” of the particular practice. Capturing what this looks like in exemplary 

practicing teachers is the first step. Once defined, it can serve as a base for raising teachers’ 

consciousness because they will have an authentic model of what it might look like. 

Implications for the School District and Future Research/Training Needs 

 Within this case study which included six teachers, dominant thinking by the master 

teachers was illustrated toward both heuristics and habits of mind. This chronicling of the 

reflective practices of practitioners serving in a leadership school role has implications to 

consider since they serve as a conduit between theory and practice and then deliver/transfer the 

results of their defined field work to others. The paths and practices which form thinking patterns 

and instructional planning trends are significant to note when considering overall effectiveness 

and future training needs.  

 A compilation and analysis of all phases with all study participants indicates 100 coded 

frequencies with use of heuristics and 107 coded frequencies with use of habits of mind or 23 

and 24 percent respectively. Critical attributes and assessment remained the highest coded with 

160 and 103 respectively. This is illustrated in Figure 5.4. 
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Figure 5.4 total codes from all schools combined 

Both individually and collectively, master teachers anchored most of their reflective 

processes using their own heuristics based on many years of teaching practice and their own 

habits of mind from personal academic experiences. If heuristics serve as a grounding point or a 

foundational anchor consulted during unpredictable situations, and if habits of mind are 

considered as patterns and paths developed for thinking about shared assumptions for teaching 

and learning, then choices made using these two dimensions would come primarily from a 

teacher’s anecdotal and/or experiential teaching collective. 

One must consider the level of autonomy promoted by each of these and the effect it has 

on the teacher’s decision making during the field testing process. What is the informed 

professional judgment then brought to the leadership table by the individuals within a school’s 

Teacher Advancement Program? It takes capacity to build capacity and how will this “capacity” 

be recruited, professionally developed, and sustained over the long-term by the school 

organization? It is a necessary question for the school leadership teams as well as senior 

leadership at the district level. 
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 As the Midwestern district moves forward and continues to expand, it is important to 

consider the distinctiveness of the master teacher position within the TAP model. The level of 

autonomy is significant and is what sets the position apart from most others. Since the master 

teacher is charged with both developing and transferring high quality instructional practice to 

colleagues, the level of rigor reached is directly contingent upon the skills and knowledge 

brought to the position by the master teacher. First, the selection process becomes an important 

consideration and, second, how should the master teacher be academically extended throughout 

the work experience? Fullan comments on informed professional judgment of practitioners 

empowered to lead academically; “[it] is collective, not individualistic. It must be driven by best 

knowledge, which must be pursued continually through cultures of interaction inside and outside 

the school” (Fullan, 2003, p.7). What then is “best knowledge” as an expectation and how is it 

best defined for both master teacher selection and long-term development? Who will lead this 

and how will it be led? 

 Within the coded text, critical attributes of instruction and assessment of instruction 

received the highest frequencies. What is the expectation for student performance as related to a 

specific performance product? It was not clear how master teachers connected student learning 

strategies to higher extensions from what classroom teachers expected; while learning targets are 

implied within state standards, they were not explicitly communicated within long-term learning 

assignments. This is an important next step for the school sites within the district to consider. As 

a result, student gains existed from below basic to proficient on teacher pre- and post-tests, but 

did not realize significance at the higher end of advanced proficient. Further, annual state tests 

are representative of different cohorts of students, but if classroom performance assessments are 

based on higher expectations in student products rather than state tests alone, then gains should 
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be more visible on annual achievement data because the established expectation is well beyond 

answering a question or passing a test. The state test gains over a two-year period were minimal 

and some regressed. Politically, state test results serve as an important measure for a school’s 

overall success and certainly a measure of any element of reform. 

Total CAMES across all areas of critical thinking indicate that master teachers define 

critical attributes with a high degree of frequency. In addition, master teachers assess at a level of 

high frequency. Modification of instruction occurs at a much more infrequent level relative to the 

high occurrences of critical attributes and assessments.  Interestingly, the lower frequencies 

relative to operational knowledge and knowledge of critical concepts are in response to low 

frequency levels in modification of instruction. Modification in the instructional process occurs 

when a teacher has clarity around the end product which the student must master. While state 

standards would seem to indicate clarity of content, at this time in most schools, it exits primarily 

at a cursory level; it has not evolved at most school sites, particularly at the secondary level, to a 

student performance product. So, for example, an experienced art teacher has clarity around the 

elements of design that include balance, color, form and message. As an art student progresses 

through the creation of a product, the art teacher formatively assesses student work relative to 

his/her intimate understanding for these elements. When student progress is compromised, 

he/she directly modifies instruction by combining that intimate understanding of the end in mind, 

against the student’s current understanding; the end result of a modified instructional path for the 

student to follow. Without clarity of critical concepts relative to subject matter and operational 

knowledge for strong adjudication of relative student work, modification would naturally be 

much less likely to occur.  
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As schools move forward with clinical professional development with time and resources 

embedded into the work day for teacher collaboration, it is valuable to consider the place a 

particular organization finds itself relative to student learning products and the uniformity which 

they are communicated through class instruction and the consistency which they are juried 

relative to state academic content standards. A curriculum/assessment map can serve as a 

mechanism for organizational self-audit and grade/subject level development for student learning 

products.  Further, clear adjudication processes should be designed with performance rubrics 

relative to state standards and grade band benchmarks. Trainers in the TAP model or other 

similar models with clinical field trials for teacher professional work should consider school 

organizational placement on its faculty evolution between state standards and explicit alignment 

to student performance/learning products. The greater the clarity, the higher the likelihood for 

appropriate modification of instruction with strategies designed to move student to higher levels 

of performance. 

Implications for future research methodological fit from nascent levels to intermediate 

levels. Further study relative the critical thinking standards for knowledge of critical concepts 

and operational knowledge. A particular focus on these areas in multiple sites relative to 

modifications of instruction would track teacher frequency and correlation to student gains. 

Higher levels of instructional modification with increases in these two standards would begin to 

establish a correlation that could be explored future research. 

Concluding Remarks 

 This chapter began with a review of the dissertation study and its significance as part of 

the Teacher Advancement Program. This was followed by a summary of the findings related to 

the three research questions. Next, a discussion of the study’s limitations and possible potential 



 

 
 

157 
 

for transferability within educational practice was considered. Finally, implications for the 

school district program and future research and training needs were drawn. 

 This dissertation study was a case study with replication within a larger context of the 

Teacher Advancement Program within a Midwestern school district connected to a larger state 

initiative. For the purposes of this study, the researcher conducted the case study with middle 

school master teachers and a mentor teacher on-site currently serving in the role and fulfilling all 

job responsibilities. Because of this, no additional work was expected from any of the 

participants in the study. Data was collected throughout the field test process and coded by a 

team that included a state department of education consultant. 

 Results of the data collection present a chronicling of the master teacher reflective 

process and capture a picture revealing decision-making and the affinities which the participants 

displayed during an established time frame. They support the imperative for school curricular 

leadership that is informed with clear academic expectations, then planned with uniform 

measures of defined performance rigor, and finally measured by student success equal to other 

students across the city, state, or country. It is of value for the leader to establish this with clarity 

within the organization and maintain it as an expected part of how the school is defined. These 

findings lay a theoretical basis for future study and research. 
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Appendix A 
Antioch University 

PhD in Leadership & Change 
INSTITUTIONAL REVIEW BOARD 

Human Subjects Research Review 
 

Informed Consent Statement 
 
I am participating in a research project at the graduate school of Antioch University. One of the primary purposes of 
this research is to enhance instructional leadership and encourage and support excellent teaching. 
 
Study overview: This study will gather data from interviews with educational leaders who are currently master 
teachers in K-12 schools. Once this data are gathered and synthesized, it will be used to chronicle patterns that 
emerge during conversations. Implications for professional practice will be made after the analysis. a) Voluntary 
participants will take part in the interviews. All transcript documentation will be reviewed by participants.  
 
I understand there is a minimal risk that I will share confidential information from interviews. This risk will be 
minimized by  

1. my review of the transcript checking for accuracy or misunderstandings;  
2. the confidential handling information;  
3. the removal of my name or my organization’s name prior to publishing the final report; and 
4. by the destruction of all electronic recording and transcripts at the completion of the project. 

 
I am aware that my opinions may be utilized for research purposes, but that I will not be identified by name in the 
final written document. 
 
I understand the research findings may benefit future organizations engaged in change of role position development 
by increasing their longevity and reducing their potential for failure. 
 
I understand my participation is voluntary and I may discontinue participation at any time. I have the right to express 
my concerns and complaints to the University Committee on Research Involving Human Subjects at Antioch 
University (Dr. Elizabeth Holloway, Professor of Psychology, Ph.D. in Leadership and Change, Antioch University, 
eholloway@phd.antioch.edu 
 
This project requires the collection of data from taped interviews, observation of field testing, document analysis of 
long-range plans, and reflective journaling. 
 
No first or last names will appear on any materials that are collected. Conversations will serve as an iterative form of 
the process. The form below will be used to document your permission for the use of these materials. 
 
I agree to participate in this study which I understand to be part of a dissertation to be submitted in partial fulfillment 
of the degree of Doctor of Philosophy at Antioch University. 
 
I understand if I have any additional questions regarding my rights as a research participant, I can contact the 
investigator, Greg Paulmann or his advisor, Dr. Elizabeth Holloway, Professor of Psychology, Antioch University 
(eholloway@phd.antioch.edu, 805-898-0114). 
 
Sincerely, 
 
 
Greg Paulmann 
PhD Student 
Antioch University 
 
 

mailto:eholloway@phd.antioch.edu�
mailto:eholloway@phd.antioch.edu�
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Consent Slip 

 
Your Name  _______________________________________ 
 
Business Address _______________________________________ 
(School) 

_______________________________________ 
   
e-mail   _______________________________________ 
 
 
Name of project: Impact of Critical Reflection in School Professional Development Design 
 

___ I DO give permission to you to include my contributions from the interviews in the project. 
No names will be used. 
 
 
___I DO NOT give permission to use my contributions from the interviews. 
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Appendix B 
Antioch University 

PhD in Leadership & Change 
Human Subjects Research Review 

 
January 7, 2008 
 
 
To whom it may concern: 
 
 I am a doctoral candidate in the Leadership and Change Program at Antioch University. I am 
currently participating in a dissertation research project to enhance instructional leadership and support 
excellent teaching. I am interested in pursuing a research project based around the field testing component 
master teachers use for the Teacher Advancement Program in three City middle schools: Starling, 
Clinton, and Champion. 
 
 In addition to my work at Antioch, I serve as the Teacher Advancement Program director. 
Studying these three middle schools is an extension of much of the work that has been started over the 
last three years in Columbus and in the state. We have made great progress, but we have also discovered a 
need to increase the effectiveness of our training in the area of field testing. 
 
 There are six masters teachers at the three middle schools mentioned. Each will be asked if she 
would like to participate in the project. I will serve as the primary researcher collecting evidence from 
interviews, reflective journals, and long-range plans based on field testing observations. With the 
exception of the reflective journal, all work is part of the expectation of the master teacher positions. 
Master Teachers will not be required to do any extraneous work for this research project. 
 
 All research information will be kept confidential and no personal information will appear in the 
published work. The research will help extend the participants thinking as well as increase the overall 
effectiveness of their field testing because of the additional time spent reflecting on their field testing and 
their long-range plans. 
 
 I have attached a list of observation dates outlining the data collection portion of the research and 
a copy of the informed consent from Antioch University. Thank you for your assistance with my research. 
It has been a pleasure working with City Schools. 
 
Sincerely, 
 
 
Greg Paulmann 
PhD Student 
Antioch University 
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Appendix C 
Antioch University 

      
February 2008 
 
 
Dear TAP Middle School Master Teacher: 
 
 As we begin a new semester, I want to extend my appreciation of your support and leadership of TAP in 
each of your schools. Over the last two years, we have made marked progress in the establishment of the TAP 
model.. We have now begun to build a critical mass of teachers in our state. Along with out continuous success, we 
have also discovered a need to increase the effectiveness of our training in the area of field testing. 
  

To address this need, I am participating in a thesis research project at the graduate school of Antioch 
University. One of the primary purposes of this research is to enhance instructional leadership and encourage and 
support excellent teaching within the TAP model schools. I would like to invite you to be a part of this research 
process designed primarily around your work of field testing and the defining of critical attributes, relevant 
examples, modeling, and CAMS. 

 
The work would involve approximately four-five sessions. I would observe field testing, script the lesson 

while you are teaching, and then we would begin having conversations around critical thinking and CAMS. This 
would work right alongside of my regular visits with you. The extended time we spend together should have a 
positive impact on your work in field testing and the development of your long-range plans. We as a foundation are 
working to expand training around the field testing process. Extended thinking into field testing will move 
conversations from the conceptual to the concrete levels.  

 
The primary observation work will occur in March and April of this year. No first or last names will appear 

on any of the materials that are collected. Conversations will serve as an iterative form of the process. You will have 
opportunity to review all transcripts before the final analysis. 

 
I would welcome the opportunity to study with you on this endeavor. The current three City TAP middle 

schools would be the only participants in the case. I will be in touch in a few days to give you the details. 
 
 
Sincerely,  
 
Greg 
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Appendix D 
Interview Protocol 

 
 

Phase I—opening questions/what does it mean? 
Pre-field test interview with master teacher 

Field test observation study 
Researcher scripting in service to the field test 

Student data collection at the conclusion of the lesson by field test teacher 
Interview with master teacher 

Assignment: the reflective journaling process between field testing and long-range plan 
 

Phase II—how is it used? 
Full-length interview in service to long-range plan progress/development 

 
Phase III—how is it applied to secondary teaching and learning? 

Full length interview at the completion of the long-range plan with metrics from the city 
benchmarks assessments aligned to Ohio Achievement Tests. 

 
 

Interview Schedule 
 
 
Planning Sessions 

 
March 12  planning meeting    Saylor MS 
March 13  planning meeting    Chester MS 
March 14  planning meeting    Clyde MS 
 
Phase I Interviews 

 
April 2   full day observation/Mercury   Chester MS 
April 3   full day observation/Andrews   Chester MS 
April 7   full day observation/Bolton   Saylor MS 
 
Phase II Interviews 

      
April 8   follow-up interview/Mercury   Chester MS 
April 14   follow-up interview/Andrews   Chester MS  
April 15-PM  follow-up interview/Bolton    Saylor MS 
 
Phase I Interviews 

 
April 15  full day observation/Wolf   Clyde MS 
April 16  full day observation/Raven   Clyde MS 
April 17  full day observation/Baldwin   Saylor MS 
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Phase II Interviews 

 
April 18  follow-up interview/ Wolf   Clyde MS 
April 21  follow-up interview/Rapp   Clyde MS 
April 30  follow-up interview/Baldwin   Saylor MS   
 
Phase III Interviews 

 
May 2   concluding interview/Mercury  Chester MS 
May 5   concluding interview/ Bolton   Saylor MS 
May 6   concluding interview/Raven   Clyde MS 
May 7   concluding interview/Baldwin  Saylor MS 
May 8   concluding interview/Andrews  Chester MS 
May 9   concluding interview/Wolf   Clyde MS 
 
 

Interview Questions Organized by Study’s Phase 
 

Phase I Interview Questions 
 
Pre-Field Test Observation Questions 

1) What are you field testing in today’s lesson? 
2) Who are the students participating in the field test? 
3) What is the student need as it relates to academic mastery? 
4) How does the field test fit into the larger scope of student mastery? 
5) What do you want to find out from the field test? 
6) Is there anything else you would like me to know? 
 

Opening 
1) Tell me about the process of field testing today? What was successful? 
2) How did you know when your instruction was effective? 
3) How did student accuracy inform you? 
4) How did student error inform you? 
5) Are there similarities (things that your repeat) in the sequence of the field test? 
6) Why do you think this? 

 
What does it mean? 
 

1) What do you agree most with in today’s lesson as it relates to the identified need you 
have for your students? 

2) What do you think is important about your instruction? Why do you think so? 
3) What did you see today that confirmed student mastery? Is there anything you are still 

wondering about? 
4) Did anything unexpected happen today? How did you respond to this? 
5) What were the points in the lesson that clicked? How do you know? 
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Phase II Interview Questions 

 
How is it used? 
 

1) What did you learn that made you wonder if students had gained understanding or 
mastery? Why do you think this is so? 

2) What is the best place to meet you teachers in the development of this new learning? 
Why did you choose this? 

3) What in your understanding of (math, reading, writing) informed you in both planning 
and delivery of the lesson? 

4) Based on what you know now, what do you want to find out more about? Why do you 
think this? 

5) When considering your students and their mastery, what comes to mind? When teaching 
colleagues and their mastery, what comes to mind? 

 
Phase III Interview Questions 

 
How is it applied to secondary teaching and learning? 
 

1) What did you learn from students that tells you the extent of their ability to monitor their 
understanding? 

2) How will your students monitor their own comprehension? When they detect that their 
comprehension is compromised, what do you expect to occur? Why? How do you 
consider this in crafting the long-range plan? 

3) Based on your knowledge of (math, reading, writing) and mastery around identified 
student need and strategy use: 

a. what did you detect were student’s greatest strength? 
b. their greatest challenge? 

Why? 
4) From what you have learned from your lesson, what new knowledge influenced you in 

formulating this leg of the strategy? 
5) When you think about your lesson, what struck you as significant about student 

engagement with the strategy? Why? 
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Appendix E 
 
Dear Parent: 
 
 As part of a research study to increase instructional effectiveness, Antioch University is 
conducting a field observation. You son/daughter would be asked to provide feedback to the 
field test teacher as to the aspects of the lesson that increased understanding. Providing feedback 
is voluntary. Our goal is to increase academic achievement. 
 
Sincerely, 
School Study Team 

 
 

Permission Form 
 

Research Study 
Antioch University 

150 E. South College Street 
Yellow Springs, OH 45387 

 
 
Project Title: Critical Practice in Professional Development Design 
 
 
As part of a research study to increase instructional effectiveness, student feedback after field 
testing will be included as part of the study’s analysis.  
 
I hereby consent for my son/daughter to provide feedback to the field test teacher as to the 
aspects of the lesson that increased understanding; 
 
at_____________________________ in City Schools. 
   (location) 
 
Student Name:_________________________________________________ 
 
 
Legal guardian: _________________________________________________ 
    (sign/print name) 
 
Address: _______________________________________City: ____________ 
 
 
State:_________________________ Zip Code:_________________________ 
 
 
Date:_____/_____/_____ 
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Appendix F 
 
Process for Coders 
 

1) Each interview transcript is read by phase (I, II, III) and individual question according to 
the standard. (Background Knowledge, Heuristics, Knowledge of Critical Concepts, 
Operational Knowledge, and Habits of Mind). 

2) Each coder codes silently, then after the complete question is read, coders go back 
through and discuss the preliminary code assignments . 

3) Once the code is identified, coders run it through the code’s definition (below) as well as 
the green and red descriptive flags. 

4) If it passes the criteria, then the appropriate label is assigned and the page and descriptor 
is recorded on each coder’s coding sheet. 

5) If it does not pass the criteria, then further deliberation continues and the isolated text is 
marked as emergent.  

6) When coders encounter discrepancies, further deliberation continues around the 
definition and clarity is drawn from the text as supported by the green and red descriptive 
flags. 

7) Discussion is led specifically around the evidence as cited from the transcript itself. All 
coders must reach agreement before the label is assigned. 

8) Discrepancies have occurred less than 5% of the time and have primarily occurred 
between an element of CAMS and/or an emergent theme 

  
 
Coding Criteria—CAMS 
 
Label:  (C) Critical Attributes of Instruction 
 
Define: What were the critical parts of instruction where student understanding was 

evident in relation to the intended objective? 
 
Descriptive Flag 
Green: Specific learning objective with clearly defined measures aligned to state 

standards  
 
Red: No evidence that student work informed decisions and no consideration to support 

learning and understanding 
 
Example: “They did not have those separating skills and they lack the number sense, and so 

by giving then that simpler problem, I was building a concrete experience for 
them.” 

 
Label: (A) Assessment of Student Learning 
 
Define: What was the teacher looking for at significant points during the lesson? 
 
Descriptive Flag 
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Green: Clear articulation of difficulties students encountered 
 
Red: No discussion how student work exhibited a lack of understanding; no clarity for 

how to measure progress 
 
Example: “When they were working I noticed Timothy’s strategy and a lot of kids had that 

strategy, but some kids still were questionable on “not really sure what to do.” 
They would start and…but they wouldn’t get all the way to 20 less; they would 
stop, maybe, like at 10 less. And so, he actually completed that, and so that was 
one way to do it and then I noticed that Balecy had another way. His way was 
faster; it was more efficient. And really, if they have the hundred’s chart, by this 
point…looking at the hundred’s chart and saying 8 is 20 less than 28 because 18 
is 10 less; 8 is 20 less; they’re looking at the patterns on the hundred’s chart…..” 

 
Label: (M) Modifications of Instruction Based on Student Need 
 
Define: How was the modification decision made in relation to the state standard? 
 
Descriptive Flag 
Green: Articulates what and why in relation to the modification; explanation for 

adjustments and would use them again  
 
Red: Lack of clear connection between adjustment made and what served as 

information for the teacher 
 
Example: “…when you plan activities you plan activities that obviously meet the grade level 

indicators and the standards that you’re…you’re teaching, but it’s more than that 
because you have to connect it to other things that you expect the kids to know. 
And so you have, it’s that teacher content knowledge again, you have to have 
that…the whole big picture in your head, but then you also have to have the i-
n…you know, the standards in your head and the benchmarks in your head so that 
you are constantly teaching all of those things all of the time. And so when I look 
at activities I want to know, first of all, do they have multiple entry points. I want 
to…I want to plan activities that have multiple entry points so that I know that 
everybody in that classroom is going to find some success with this activity.” 

 
Label: (S) Sequencing and Segmenting of Learning Strategy 
 
Define: Based on what was indicated, what is the best way, at this point, to segment the 

learning strategy? 
 
Descriptive Flag 
Green: Logic is used for the most appropriate order in which to present the new learning 

in relation to student mastery 
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Red: No connection to the broader understanding or the “big idea” around the learning 
strategy 

 
Example: “But it also requires that content knowledge that you can break it down in a way 

so that you know that kids are going to have multiple entry points. And so some of 
that is, maybe, you know, there’s a simpler number that they can use, or maybe 
it’s creating a problem that you know that they’ve had the actual life experience 
of, you know, maybe it’s a measurement problem that had the actual life 
experience of measuring out, you know, flour to make cookies or whatever it is…” 
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Appendix G 

Coding Sheet 
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