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There is disagreement in the literature about the costs and benefits of teacher
autonomy. Hirsh (1996) argued against the importance or benefit of teacher autonomy as
he believes teachers often misused any autonomy they have been permitted. In his book
The Schools We Need (1996), he claimed when teachers have the autonomy to offer
thematic or project-oriented instruction, they failed to teach their students the most basic
elements of the different subject matters and thus loss intellectual coherence. He further
stated that “the modern mode of education so dominant in our schools has coincided with
the decline of academic competencies” (Hirsch, 1996, p. 9).

In contrast, Ryan and Grolnick (1986) reported that autonomy-supportive teachers
encouraged their students to develop self-determined agendas which would naturally
increase student interest and involvement. Granting greater autonomy also increases
student initiatives and intrinsic motivation while strengthening their self-regulation (Ryan
& Grolnick, 1986). With this type of teaching comes a greater perceived academic
competence in the students (Ryan & Grolnick, 1986) as they gain a greater conceptual
understanding of the material studied (Flink, Boggiano & Barrett, 1990).

Reeve, Jang, Carroll, Jeon and Branch (2004) found that teachers who are denied
autonomy and the opportunity to be autonomy-supportive of their students develop into
controlling teachers. The increased pressure brought on by high-stakes tests compels
some teachers to assume a more controlling method of teaching despite their personal
philosophy and beliefs regarding effective and excellent teaching (Pelletier, Seguin-
Leveque & Legault, 2002). This controlling pedagogy has teachers leading the
curriculum to such an extent that they define what students will think, feel, and do

(Reeve, et al., 2004). With this loss of autonomy may arise a sense of helplessness in the



students (Dweck, 1999; McNeil, 2000). Frequently, to reinforce this mode of instruction,
teachers tend to offer extrinsic rewards or sanctions and often resort to the use of
pressuring language. Research has found that extrinsic rewards or negative sanctions do
little if anything to encourage intrinsic motivation in students (Kohn, 1993). Yet who can
question the teachers’ rationale when their very jobs are often at risk over negative test
results?

I have experienced this teacher need to control first-hand. While in the field, some
of the cooperating teachers working with my student teachers made statements such as
“your student can’t do any real teaching until after standardized tests are completed.” In
my graduate classes some of my students have said that although they would love to
implement some of the progressive teaching techniques we have discussed in class and
believed that their students would benefit from them, having fun while learning, these
same teachers felt compelled to teach in a more traditional way in order to prepare their
students for testing. In both instances it was apparent that these teachers felt that testing
required such preparation that it impacted or changed their preferred teaching style.
Either by direct statement or implication, these teachers indicated that they did not have
confidence that a lock-step method of teaching used to promote positive test scores
necessarily offered their students the best quality education. These teachers would argue
with Hirsh’s statement that “...an accomplishment gained through diligent mentality is
more productive than learning-is-easy, joyful mentality...more productive for both
students and teachers...more satisfying” (Hirsch, 1996, p. 230). In my field work and
college teaching, I have not witnessed such satisfaction occurring when teachers were

forced to work with imposed controls and testing pressures. This situation has created a



real concern for me. It heightened my interest to investigate whether this lack of
confidence in lock-step method of teaching was held more generally by other teachers, in
other buildings and systems, teaching in different circumstances. It led me to wonder
about teachers’ emotions and practices under the mandates of required standardized
testing.
Delimitations
Due to time and financial restraints and because of personal concern with local
education, I have limited my research to an area of Northwest Ohio. For this study [
interviewed and observed six middle school teachers in both relatively poor and affluent
school districts. I expected my participating teachers to vary in the length of their
teaching experience, in their personal backgrounds, gender, subject matter, and
professional philosophies regarding teaching.
Limitations
Although it is hoped that this study will offer some insight into teachers’
emotions, their interaction with students and colleagues, and their preferred choice of
teaching methods, there are recognized limitations. The teacher participants were not
randomly selected but rather chosen on the basis of the particular districts in which they
taught and the fact that they were middle school instructors. Due to these criteria, there
are limits to the level of generalization that could be realized. Another acknowledged
limitation is the small number of participants which may further limit generalization.
However, my desire is to examine in depth the impact testing and accountability has on
teachers’ emotions and pedagogy. It seems more plausible to be able to achieve this goal

by limiting the number of participants thereby giving me more time to spend with each



one. It is hoped what is lost in the breadth of participants will be offset by the depth of
knowledge gained.

The final limitation is the lack of physiological measures. Many researchers have
argued the necessity to include such measures in order to more fully comprehend
emotions (Sutton & Wheatley, 2003). Whereas I acknowledge this contribution to gained
knowledge, due to financial and logistical restraints, these physiological aspects will not
be discussed.

Definitions

Standards: This term is used to indicate both official requirements and
numerically determined thresholds of acceptable outcomes (Kordalewski, 2000). These
standards are related directly to student and teacher actual performance and are the basis
for mandated testing. In the development of national staﬁdards, policymakers, whether
they be committee or faculty, make use of what Kordalewski (2000) identified as the
demanding and informing theories. These theories posit a belief that demand will result in
behavior that conforms to them and that higher student achievement will occur once
students and teachers are informed of the demand (Kordalewski, 2000). Politicians and
policymakers produce standards on paper with the hope that they will have an impact in
the classroom.

Accountability: When a person is held accountable they are “subject to having to
report, explain, or justify; responsibly answer” (Random House Dictionary, 1971, p. 10).
Accountability in education is hoped, by some, to be achieved through the use of student
testing. The results of student testing have become the basis used to rate not only student

academic achievement but also teacher effectiveness. These test results are often



published so a community can be made aware of their school district’s level of
achievement. What was once used as one of a battery of tools to indicate the need for
intervention, now testing has become the sole measure of student and teacher level of
achievement. With this increased use of test results to enforce accountability has come
increased pressure to improve those scores. Some would question at what cost to teachers
and students.

Emotions: Derived from the Latin emore to move out; to stir. Emotions are
multicompential processes involving appraisals, subjective experiences, physiological
changes, emotional expression and action tendencies (Lazarus, 1991; Sutton & Wheatley,
2003). As is common in many if not all professions, teaching is an emotional career.
Although some would have us believe teachers are just machines who can be
programmed or dictated to, teacher are professionals who have deep feelings regarding
their teaching and students (Hargreaves, 1998). Teachers’ positive emotions include
pleasure over the progress they make toward achieving their set goals (Sutton &
Wheatley, 2003). In interviews teachers often talk about the joy, satisfaction, and
pleasure they associate with their chosen profession (Sutton & Wheatley, 2003). In
addition to these positive feelings, teachers also experience negative emotions, such as
frustration and anger which are brought on by many sources and are associated with goal
incongruence or pressure from outside influences which often limit their efficacy
(Kelchtermans, 1996).

It is vital that research address the emotional lives of teachers since these feelings
“may affect teachers’ intrinsic motivation, attributions, efficacy beliefs, and goals”

(Sutton & Wheatley, 2003, p. 338). This study needs to consider not only the personal
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lives of teachers, which is affected by their work, but also must take into consideration
the workplaces where they spend so much of their time and energy.
“In an age when the work of teachers is being reconstructed all around them
(often in ways that make it more difficult) over-personalizing and over-moralizing
about the emotional commitment of teacher without due regard for the contexts in
which teachers work (many of which are making teachers emotional commitment
to students harder to sustain) will only add to the intolerable guilt and burnout that

many members of the teaching force already experience” (Hargreaves, 1998,
p. 836).

High Stakes Tests: “The current emphasis on high stakes testing results from
standard-based reform and is largely an extension of three decades of testing with a new
emphasis on higher standards and greater academic achievement” (Pedulla, Abrams,
Madaus, Russell, Ramos & Miao, 2001, p. 10). In many states large scale tests are widely
used in the decision making process related to promotion, graduation, or enrollment in
advanced or remedial classes (Carpenter, 2001). Proponents of this level of emphasis,
such as Eva Baker, co-director of the National Center for Research on Education,
Standards, and Student Testing (CRESST) believe high stakes testing can be invaluable
in helping to diagnose gaps in learning and can be utilized in a systematic improvement
of education (Carpenter, 2001). However, the American Psychological Association
cautions that, although testing is an important component in evaluation of student
achievement, if testing is used as a single measure of performance, there can be
unintended adverse consequences (apa.org/releases/tsting.html). Despite the fact that
there is surprisingly little empirical evidence on the effects of high stakes testing, there is
some evidence which suggests that this type of testing produces higher student
achievement especially in states where schools are strongly punished or rewarded

according to their students’ test results (The Balanced View, 2003).
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On the other side of this debate, critics have expressed concern that high stakes
tests, when not implemented appropriately, may draw an inaccurate picture of student
achievement and unfairly jeopardize students and schools that are making a genuine
effort towards improvement (Carpenter, 2001). Often this may result in the loss of
accreditation for the school, loss of funding, or even being taken over by the state. Gratz
(2000) warned that stress over tests can decrease student motivation and create higher
levels of competition. There is some evidence that proposes that high stakes tests limit
the scope of instruction and student learning (Abrams, Pedulla & Madaus, 2003). These
critics also posit that pressure on teachers to improve student performance on tests impact
both student and teacher motivation and decrease morale (Abrams, et al, 2003).

Assumptions

The following assumptions have been made and will be addressed throughout this
research:

1. There are interconnecting areas of teachers’ lives: cognitive-emotional and
personal-professional (Day & Leitch, 2001). Assumptions which can be made
regarding these areas include:

e Emotional intelligence is at the heart of good professional identity
since success in life is dependent on one’s ability to accurately reason
about emotional experiences and then respond in emotionally adaptive
ways (Salovey, Bedell, Detweiler & Mayer, 2000)

The definition of emotionai intelligence, a term originated by Wayne

Payne (1985), varies but is generally accepted as an ability, capacity or
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skill to perceive, assess and mange the emotions of one’s self and of

groups (http://en.wikipedia.org/wiki/Emotional_intelligence).

Mayor and Salovey (1997) developed a framework of emotional
intelligence which includes four branches:

*perception, appraisal and expression of emotions (basic information-
processing skills consisting of feelings and moods)

*emotional facilitation of thinking (ability to harness emotional states
along with their effects towards varying ends)

*understanding and analyzing emotional information (recognizing that
terms used to describe emotions are categorized and form sets)
*regulation of emotions (emotion-regulating skills enables one to engage
in mood maintenance and mood repair strategies.

It is important that one develops their emotional intelligence in order to
have the ability to form a strong professional identity.

One’s professional identity refers to the influence of conceptions and
expectation of others. In the case of teachers what they find important in
their work and lives based on their experience in practice and their
personal background help shape their professional identity (Beijaard,
Meijer, Verloop, 2004). This professional identity is developed over one’s
lifetime as an ongoing process (Beijaard, et al. 2004).

¢ Emotions are indispensable in decision-making (Damasio, 2000).
Although intuitively many think that negative emotions more often impact

the decision making process resulting in inappropriate, irrational



13

decisions, there is a growing body of research that indicate positive affect
can equally impact this process. Isen (1993) posits that positive emotions
affect cognitive processes by enabling a person to recall positive memories
and past results in addition to actually influencing the way material is
organized in one’s mind often in a more flexible way. “Feeling your
emotional states, which is to say being conscious of emotions, offers you
flexibility of response based on the particular history of your interactions
with the environment” (Damasio, 2000, p. 133).

e Emotional health is crucial to teaching over the course of one’s career
A teacher’s day is filled with both positive and negative emotions which
can be influenced by decisions being made that often carry moral
consequences. Teachers deal with real life situations where they have no
choice but to act, to decide what to do and then do it (Kelchermans, 1996).
Without an awareness of emotions and a maintained positive emotional
state, teachers are in danger of burn-out, a work-related syndrome
stemming from an individual’s perception of a significant gap between
expectations of successful professional performance and an observed, far
less satisfying reality (Friedman, 2000). Burn-out can cause such maladies
as exhaustion, depersonalization, aﬁd unaccomplished goals (Friedman,
2000). If this syndrome develops to a critical point, a teacher may decide
to leave teaching altogether. “Studies show that as many as 50 percent of

teachers leave the profession by the 5" year of teaching” (Kelly, 2005,

p. D.
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e Emotional and cognitive health are affected by personal biography,
social context, and external factors.
Teaching is done at the intersection of one’s professional and private lives.
It is not a career in which one can separate these two areas of everyday
living. “Good teaching cannot be reduced to techniques: good teaching
comes from the identity and integrity of the teacher” (Palmer, 1998, p. 10).
Emotions play a key role in teaching both because of the teacher’s
relational orientation and the high investment of self in one’s work
(Carlyle & Woods, 2004). Since stress is brought about by a combination
of personal, organizational, and societal factors (Carlyle & Woods, 2004),
it is imperative for teachers to nurture positive emotional and cognitive
states. This positive outlook can be realized by practicing emotional
regulation which in turn will help teachers reach their goals and develop
healthy, productive relationships with their students (Sutton, 2004).

2. Throughout their day, teachers engage in functional and dysfunctional uses of
emotions (Winograd, 2003). This researcher defines functional uses as those that
alert teachers to problems so they can effectively take action. Dysfunctional uses
reflect situations where emotions like anger or disgust do not lead to action but
rather to blaming themselves, students, parents, or the system (Winograd, 2003).
Teachers have a societal image to maintain as they are expected to be kind and
considerate yet stern and demanding (Hargreaves, 1998). The realization of

functional and dysfunctional uses of emotions will certainly have an effect on the
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societal image expected of teachers. This assumption will be a valuable
consideration and focus as teachers’ emotions are examined throughout this study.
The pressure imposed on teachers to improve standardized test scores often
causes them to face an emotional and cognitive dilemma. They may and sometimes do
replace preferred teaching methods, which they feel would encourage the development of
critical thinking skills, with more rote learning methods in the hope of improving specific
test scores (Firestone, Schorr, & Monfile, 2004; McNeil, 2000; Plitt, 2004). This dilemma

can cause teachers to have feelings of anger and loss of positive self-efficacy.



CHAPTER II
LITERATURE REVIEW
Historical Perspective-Testing

Although external, mandated testing is currently a phenomenon in education, it is
far from a new concept. The power that testing has to affect teachers, students, and
curriculum has been acknowledged as far back as the 16™ century. A Protestant, German
teacher, Philip Melanchthon, wrote in his De Studiis Adolescentum: “no academic
exercise can be more useful than that of examination...to whet the desire for
learning...enhance the Solitude of study...animate the attention to whatever is taught” (as
cited in Orfield, 2001).

Our nation has a history of testing with two interdependent strands: intelligence
testing as those developed and administered by Alfred Binet and achievement testing
which experienced its first wave of popularity from 1890-1930 followed by a resurgence
in the 1960’s. Although advocates of both types of assessments argue that testing did
contribute to educational processes, neither type have led to instructional improvement or
enhanced the breadth of student learning (Corbett, 1991). Rather testing has often been
used as a criterion for class assignment, a source of information for the public, a form of

“quality control” to promote higher achievement in the classroom, and as an incentive for

16
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teachers and students to improve their performance (Corbett, 1991; O’Connor, 1992;
Resnick & Resnick, 1992). The assumption made by reformers was if state and federal
powers set goals and created new educational frameworks for curriculum and assessment
(typically in the form of standardized testing), then instruction would become more
demanding (Cohen, 1996).

A pioneer in achievement testing was Edward Lee Thorndike (Resnick &
Resnick, 1992). In his publication of Educational Psychology (1903), Thorndike
described the types of tests that were thought to be best for predicting academic success.
In his later publication, Introduction to the Theory of Mental and Social Measurements
(1904), he proceeded to outline basic principles that served as a foundation for much of
the modern day testing movement (Corbett, 1991). Thorndike’s principles had much
success with the rapid implementation of his subject-matter tests. Since his tests were
widely used, he was able to influence what was taught and how it was taught, as well as
setting the criteria for evaluating and standardizing the process (Resnick & Resnick,
1992). This standardization gave educators an easy method of sorting students based on
their test outcomes and ultimately the control of educational mobility (Gratz, 2000).
Thorndike also initiated the idea that tests should be administered in all content areas for
all grades. This use of tests led to the notion of test norms (Corbett, 1991). Thorndike
further gained support from universities that established bureaus of educational research
which further impacted the growth using achievement tests.

Society was ripe for this type of educational reform. Standardized testing became
a vital tool for keeping school system administratively efficient and locally accountable

(Hatch, 2002). Despite the fact that they may not be as effective in an educational setting,
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this type of testing utilized the basic values and techniques of the business-industrial
world. With the demographic explosion of the times came an increase in school
enrollment and an expansion of curriculum offerings. Schooling became a massive
undertaking where people did not know or trust each other and therefore a need arose for
providing public, non-personal knowledge of how well the system was performing
(Resnick & Resnick, 1992). Testing provided schools with a tool efficient in sorting
students into certain academic tracks of study. Some students were destined for college
prep classes while others found themselves locked into a course of general studies. Also
occurring at this time was an articulation between high school and college. By using
standardized tests, universities could assess high school certification for student
admissions (Corbett, 1991; Resnick & Resnick, 1992).

The second wave of popularity of achievement testing came in the 1960’s. At this
time there was also a shift in who would set the standards educators should meet, from
local practitioners to state policy makers (Corbett, 1991). With this shift of responsibility
for setting standards also came a change in the predominant use of tests, changing from
pedagogy to policy, with test scores being used as the sole barometer of a school district’s
success or failure. Resnick (1980) identified four different pressures contributing to its
increased use and emphasis. First, federal legislation was forcing states to take more
responsibility to provide special services for low SES and minority children. There also
existed a pressure to create a program of national assessment, resulting in the
establishment of the National Assessment of Educational Progress (NAEP). A third
pressure was the use of managerial approaches stressing objectives, cost-benefit analysis

and production outcomes being promoted by the federal government. Finally, there was
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litigation contending a more equitable distribution of school resources including
desegregation and school financing (Corbett, 1991).

In the mid 1980’s, there were many concerns about the quality of education being
offered to American youth. These concerns emanated from many different segments of
society including federal agencies, business, parents, and politicians. Many people
believed schools were not adequately preparing K-12 grade children, at a reasonable cost,
for success in a changing global economy (Ladd, 1996). Unlike the beliefs in the 1970’s,
experts in the mid-1980’s believed that basic cognitive skills were more important
predictors of wages six years after high schools (Ladd, 1996). Skiils of high school
graduates at the time did not meet the needs of employers nor were the graduates
considered prepared with the flexibility needed in today’s economic market to be able to
change jobs (L.add, 1996). The global business market was demanding higher levels of
education in their employees. As indicated by test results, the U.S. students were lagging
behind international children in both math and science causing serious concern in the
business world as it questioned the level of competence potential employees could be
expected to possess (Gratz, 2000; Ladd, 1996). This type of report deepened the public’s
interest and concern regarding the educational system and increased the demand for
stricter accountability from teachers, schools, and districts.

In conjunction with this serious concern regarding the efficiency of the U.S.
educational system, there occurred a cut-back in federal aids to schools. This resulted in a
sort of “Catch 22” situation. The federal government was demanding an improvement in
student achievement and at the same time cutting back on the necessary moneys needed

to address this concern. This financial change resulted in more fiscal pressure on state
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2a) With the increased emphasis on high-stakes testing, what, if any, changes do
teachers report in their interactions with students?

2b) How are any of these changes associated with teachers’ emotions?

3a) With the increased emphasis on high-stakes testing, what, if any, changes do
teachers report in interactions with administrators, other teachers, and parents?
3b) How are any of these changes associated with teachers’ emotions?

Through classroom observations, the collection of artifacts and documents,
teacher interviews, and a focus group interview, it is my intention to fill an apparent gap
in current educational research. Although many studies have focused on the impact
testing and standards have had on students, there are few that have studied this
phenomenon from the teachers’ perspective. Recognizing teaching as an emotionally
charged profession requiring personal commitment and involvement, I feel the state of
teachers’ emotions is an important area for study.

In this third chapter I will present my stance as a researcher including any and all
existing biases. I will also describe the sites, participants, and method of data collection
to be utilized in this study. My proposed method of data analysis and the method used to
establish credibility and validity of my study will also be discussed.

Research Perspective

I recognize I approach this work with a strong bias against standardized testing
and the implementation of mandated content standards. My own experiences as a junior
high teacher for twelve years faced with the task of preparing my students to pass the 9™
Grade Ohio Proficiency Test has definitely influenced my opinion of external testing.

Despite the fact that our students generally did well on these tests with no special
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It is my intent through the second set of observations to determine any changes
which may occur in the classrooms in the way teachers conduct themselves and present
their lessons the second half of the year due to the immediate pressures imposed by
testing. Statewide tests have been identified as being very reductive and unreflective
encouraging teaching to the test (Apple, 1993). In response to the pressures of improving
student test scores, some teachers teach defensively as defined by McNeil (2000) as
“having students comply with course requirements...which have been reduced by the
teacher in order to gain minimal participation with minimal resistance” (p.12). With more
student compliance and less challenging material to cover, the intended outcome would
be improved student test results. This form of defensive teaching may or may not become
apparent through observations.

Through these observations I will note any apparent tension displayed by teachers
and perhaps transmitted to students. This may possibly be observed in teachers’ actions
such as being curt or short with students or their unwillingness to address students’
questions lest they stray too far from their topic. There may also be verbal reminders as to
the importance of successfully preparing and completing the test.

In addition to following the form developed to direct my focus during the
observations (see appendix 3), [ will also keep fieldnotes during these experiences. As
defined by Bogdan and Biklen (1992), fieldnotes are “the written account of what the
researcher hears, sees, experiences, and thinks over the course of collecting and reflecting
on the data in a qualitative study” (p.107). Through the use of fieldnotes, I will ensure a
more thorough record of what I have observed and the responses of the participants. In

the descriptive portion of my observational fieldnotes, I will endeavor to present a
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portrait of any of the subjects who may be relevant, including any pertinent physical
displays such as facial expressions or bodily gestures, reactions or specific speech
patterns. Body language and speech patterns can be important clues to help interpret the
emotions experienced by the teachers or students in the class. I will also record details
regarding the physical setting of the classroom which may have been influenced by the
events or activities occurring. Has the seating arrangement of the students been altered
perhaps into a more traditional form such as straight lines? Are students more restricted
in their actions such as stricter application of classroom rules i.e. no talking or permission
denied more often to use the restroom during instructional time?

My fieldnotes will include a reflective part in which I will record my
“speculations, feelings, problems, ideas, hunches, prejudices, and impressions” (Bogdan
& Biklen, 1992, p. 121). This reflective portion of my notes will be embedded in the
descriptive data and therefore designated and kept separate by brackets (Hatch, 2002).
This type of note-taking will also enable me to record patterns that might be emerging
and provide a place to write a note to myself regarding what may need to be done later.
This will be an important and useful section of my notes during the analysis stage of the
study. Here I can note emotional or non-verbal reactions of teachers otherwise lost. Often
emotions cause a physical reaction such as an eye roll, head shake, a sad/happy facial
expression. These will be important elements to include in my work of interpreting the
data. As stated in Bogdan and Biklen (1992), this reflective part of the fieldnotes will
enable me as a researcher to be “extremely conscious of one’s own relationship to the

setting and the evolution of the design and analysis” (p. 121). I anticipate that this section
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of my notes will also be very useful in determining any modifications that may be needed
in the design and pointing out areas that need further investigation.

As I observe, I will include iﬁ my fieldnotes a running record or tally of repeating
patterns of behavior or comments that are relevant to my research focus. This tally will
enable me to more clearly analyze the data gathered and increase the validity of my
conclusions. For example, I will tally how often the importance of the ‘test’ is
specifically mentioned during instruction or that the material presented is the type ‘found
on the test’. I can also note any physical display (head shakes, frowns, thumbs up etc.)
accompanying these remarks which may give some indication of the teachers’ emotional
state.

Teachers Interviews

Data collection for this study will also be achieved through two semi-structured,
informal interviews with individual teacher participants one held in the fall and the other
in the spring closer to testing culminating with a focus group interview in April.
Interviews have long been recognized as an important tool used in qualitative research.
“The interview is an active text, a site where meaning is created and performed. When
performed, the interview text creates the world, giving the world its situated
meaningfuiness” (Denzin,2001, p.25) which fits with my constructivist stance. Interviews
are considered an “economic means of getting access to topics that are not routinely
available for analysis, to get people to think out-loud about certain topics” (Rapley, 2001,
p. 317).

The use of interviews is intended to gather descriptive data in the participants’

own words which will enable me as the researcher to develop an understanding of how
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these teachers interpret their teaching situations and emotional states. I will employ an
informal format since this will allow for a deep, textured picture to emerge as the data is
gathered (Rapley, 2001) while also utilizing a more semi-structured format in order to
provide all participants the opportunity to address the same set of themes through my
questioning them from a list of prepared questions (Potter, 2003).

Introductory and exploratory interviews conducted in the fall will allow me to
develop a rapport with each teacher, gather demographic information regarding the
building and student body, and establish the teachers’ emotional state. I will clarify with
the teachers that the interviews will be spaces of interaction (Rapley, 2001). The purpose
of these interactions is to learn teachers’ beliefs and possible concerns and add them to
my own stance and the knowledge I have gained through a literature review. Each
interview will be conducted on the school site, will be tape recorded, enhanced by my
fieldnotes and last approximately 30-45 minutes. It is my intention that by conducting the
interviews at the schools the teachers will be more comfortable in their familiar
surroundings. Tape recording the interviews will free me up from trying to write every
word, allow me time to take fieldnotes and to develop appropriate follow-up questions to
add more depth to the responses. The time element is another aspect I will be sensitive to
since the interviews will be held after a long day of teaching. If an interview looks like it
may exceed the 45 minute period, I will offer to come back to complete the process. That
way neither the teacher nor I will feel rushed which should result in gaining more
complete responses.

The prepared questions for each interview segment have been developed with a

specific focus in mind. The questions used in the first set of teacher interviews are
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intended to gain general information from a historic perspective. I will ask teachers to
share their ideal teaching practices and the goals they hope to achieve. In addition there
are questions addressing the possible importance and impact standardized tests and
standards may have on these practices and goals. During these initial interviews I also
hope to gain insight into the type of relationships these teachers have with their students,
colleagues and parents. Teachers’ expressed emotions will be a focus throughout these
prepared questions and the impromptu ones that occur (See appendix 2). It was my
intention while developing these questions to keep them neutral rather than value-laden to
avoid potentially influencing the teachers’ responses. In addition to my prepared
questions, teachers will be encouraged to add any information they feel is pertinent.
After the initial introductory and exploratory interviews have been transcribed,
analyzed, and examined by member checks done by the teachers, additional interviews
will take place in the spring quarter. It is intended that these subsequent teacher
interviews further address the topics of testing, pedagogy, interactions with students and
emotions experienced by the teachers closer to the time of actual testing. The set of
questions developed for this second set of individual interviews are designed to address
these topics with a more current, day-to-day focus rather than historic. Questions will
relate to what is happening in their classrooms now and the emotions that are being
experienced. The teachers’ responses from these interviews will be compared to their
initial responses to determine any changes teachers may be experiencing. Despite the use
of these predetermined interview questions, participants will again be encouraged to
share specific events or emotions from their teaching. “Good interviews produce rich data

filled with words that reveal the respondent’s perspectives” (Bogdan & Biklen, 1992,
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p. 97). This type of data is imperative to my research since it will provide insight into
teachers’ perception of their daily experiences and the emotions they feel. As stated in
Kwvale (2002), the purpose of interview inquiries is “directed toward the interpretation of
meaning, unfolding the complexities of the participants’ answers and not forging them
into predetermined categories for subsequent quantification” (p. 284).

In order to utilize interviews most effectively it will be necessary for me to follow
some guidelines which address the role and demeanor of the interviewer. It is important
to develop a good, working rapport with the teachers being interviewed. This can be
enhanced by making eye contact and an occasional nod or smile. Focused follow-up
questions will indicated to the interviewee that I am listening, interested and finding what
they have to say relevant and valuable (Legard, Keegan & Ward, 2003).

Another recommended way to establish a sound working relationship is to
acknowledge that there are no right or wrong answers (Legard et al., 2003). The
interview will be conducted in a neutral, non-judgmental manner which should encourage
honest, forthright responses from the teachers.

As an interviewer I need to be able to guide the talk, promote questions for the
purpose of clarification and provide opportunities for silence (Rapley, 2001). Silent
periods in an interview will give the teachers a chance to think about their responses and
not feel rushed or tempted to respond with the first thing that comes to mind. Given a
good length of wait time the teachers would realize their opinions or perceptions are
valuable data that they should give serious thought to. Wait time will also benefit me as

the interviewer since it will give me time to decide which part of their previous response
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should be addressed in a follow-up question and also allow more time for writing
fieldnotes.

In my role as interviewer I will also need to be aware of my responses and
reactions to teachers’ answers. Refraining from commenting on answers will avoid
seeming to be judgmental. Summarizing is also dangerous since any attempt may be
partial or incorrect (Legard et al., 2003). Rather than attempting to summarize a more
appropriate response would begin with a statement such as “Let me see if I understand
this correctly...” Even extraneous remarks such as ‘Right’ ‘Okay’ or ‘Yes’ can encourage
the interviewee to shut down since what was said appears to be sufficient (Legard et al.,
2003).

As suggested in Bogdan and Biklen (1992) in addition to the recorded and typed
transcripts of the teacher interviews, I intend to also keep fieldnotes throughout the
interview process. By utilizing this strategy, I will be able record gestures, facial
expressions, and other body language that the teacher may exhibit but the tape recorder
cannot pick up. By recording this visually observed aspect of the interview I will be able
to make a more thorough interpretation of the teachers’ responses and reactions.
Credibility and Validity

Merriam (2002), pointed out there is still much discussion and debate regarding
how the concept of validity applies in qualitative research. Kvale’s proposed way of
considering validity seems most appropriate for this study. Kvale posited validity as the
skills a researcher employs to think critically during data analysis and dialogue with
others; and notes pragmatic validity referring to any real-world changes which are a

result of the research (Kvale, 1996). In regards to internal validity Merriam suggested the
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question “How congruent are one’s findings with reality?” (Merriam, 2002, p. 25). She
further explains that in qualitative research, “the understanding of reality is really the
researcher’s interpretation of participants’ interpretation or understanding of the
phenomenon of interest” (Merriam, 2002, p. 25). It is through the interviews with
teachers and classroom observations that I will gather the data utilized to develop this
interpretation.

Internal validity will be strengthened through triangulation, the use of a number of
methods to check the ‘integrity of, or extend inferences drawn from the data” (Ritchie,
2003, p. 43). One method of achieving triangulation is multiple data collection, which for
my study will include teacher interviews, classroom observations, fieldnotes, school
documents such as policy and standards, a focus group interview and member checks.
Using this strategy will promote a more thorough interpretation of the data and result in
more reliable findings and conclusions. As stated in Ritchie (2003), triangulation is a
“means of investigating the convergence of both data and the conclusions derived from
the” (p. 43). “The security that triangulation provides is through giving a fuller picture of
phenomena, not necessarily a more certain one” (Ritchie, 2003, p. 44). This is the goal of
my study, to gather data from the teachers through their words and actions regarding their
stance on student testing and add it to my personal stance and the knowledge I have
gained through my literature review.

As stated during my study I will conduct a members’ check, providing each
teacher with a copy of the fieldnotes and transcripts from our interviews and my
fieldnotes from the observations so they may make corrections or offer any clarification.

These member checks will be conducted after each interview and observation before I
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make my inital analysis to ensure that the transcripts and that the comments recorded in
fieldnotes have captured the essence of events or reactions observed. Member checks will
also be conducted after my final analysis to enhance that a thoroughness has been
realized in my interpretations.

In an effort to enhance credibility and generate data with a high(er) ecological
validity (Willig, 2001), I will also conduct a focus group interview. Since this group will
be comprised of the teacher participants and me, it can be defined as both homogenous
(all of us sharing key features) and concerned (all of us having a stake in the subject
matter) (Willig, 2001). Used as a supplemental source of data, this interview will provide
the teachers an opportunity to interact with each other and jointly construct meaning
regarding our topic. My role during this group interview will be that of moderator whose
task it will be to welcome participants, introduce them to each other, provide the topic for
discussion and to gently steer that discussion so that we will remain focused on our topic
(Willig, 2001).

Data Analysis

After considering the various approaches to analysis generally employed in
qualitative research, I have decided the most applicable for my study is inductive analysis
as posited by Hatch (2002). This type of analysis will allow me to search for patterns of
meaning across the data sets gathered so general statements about the phenomenon under
investigation can be made (Hatch, 2002). As the analysis progresses, it will “move from
looking for patterns across individual observations, then arguing for those patterns as

having the status of general explanatory statements” (Potter, 1996, p. 151).
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Inductive analysis will keep me interacting with the data through continued
readings and rereadings in order to identify frames of analysis, levels of specificity within
which the data can be examined (Hatch, 2002). These frames of analysis will relate to my
three areas‘of examination in this study: teachers’ emotional responses, their practices
and strategies employed and their interactions or relationships with their students,
colleagues and parents. Once these broad frames have been identified, I will create
domains based on the semantic relationships discovered within the frames of analysis
(Hatch, 2002). These domains will be coded using a common system of categories
(Spencer, et al, 2003). A complete analysis within each domain will be achieved through
a thorough examination of the data looking for examples that both support the domain or
that actually run counter to it. Those examples that do not fit may lead to some interesting
new ideas or concerns. This examination will allow a look for depth and complexity both
within and across the domains. At this point of the analysis themes should emerge
exisiting across domains which show linkage of the data (Hatch, 2002).

Once the analysis of the data has been completed to this stage, I will create a
master outline expressing relationships within and among the domains (Hatch, 2002). I
will include with this outline data excerpts which support the key elements of the outline.
This will give me a clear, organized picture of the data to be referenced during my
interpretation of it. Once the analysis has been completed, I will ask the teachers to
partaké in a member check to assure thoroughness and to enhance the ultimate

interpretation of the data.



