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ABSTRACT 

The purpose of this study was to analyze the design and implementation of the 

International Baccalaureate Program for its fit as an advanced academic option. The first step 

involved determining the alignment of program and curricular goals with recommended practices 

for general and gifted education and, consequently, to examine the instructional practices and 

self-efficacy beliefs of International Baccalaureate teachers. 

A review of literature revealed limited research on IB Program implementation and its 

grounding in recommended instructional practice. Therefore, a comparative analysis was 

conducted of IB program and curricular goals to determine their alignment with 21 

recommended practices for gifted and general education. The comparative analysis indicated the 

alignment of the 21 practices to IB goals indicating the IB Program was a viable advanced 

academic option. Once the consistency of the IB model with recommended instructional 

practices was determined, an examination of teacher practices was conducted. 

The context for establishment of a profile of IB teachers was in two school districts in 

Virginia. Thirty-three IB teachers responded to the Teachers' Sense of Efficacy Scale 

(Tschannen-Moran & Hoy, 2001), ten of whom were observed for 60-90 minutes to assess their 

instructional practices within the framework of two research-based dimensions of the Teachers' 

Effectiveness Behavior Scale (Stronge & Tucker, 2001): six instructional skills and two 

assessment practices. 

The study developed a profile of an IB teacher, who implemented a variety of 

instructional strategies with a consistent focus on instruction from bell to bell, high levels of 

instructional clarity and complexity, and high expectations for student learning in and out 

class. Teacher-directed strategies, in particular direct instruction (DI), were characteristic of 

xn 
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instruction during class time. End-of-course assessments (external assessments) appeared to be 

the force behind the teacher-directed approach to in class instruction. However, evidence 

indicated that internal assessments (IB program required work conducted by students and 

facilitated by teachers often outside of the class period) were characteristically student-directed 

independent study (IS) activities. The assessment driven IB profile is expressed formulaically as 

A-> DI+IS. 

Findings in regard to teachers' sense of efficacy indicated high levels of teacher efficacy 

beliefs on the total TSES scale and on the three subscales. Respondents were more likely to 

respond that they had "quite a bit" to "a great deal" of influence over student behavior and their 

ability to implement effective teaching strategies. The highest rated items on the scale 

corresponded to the instructional skills and assessment practices on which teachers exhibited 

high levels of performance. 

LINDA P. HUTCHINSON 

PROGRAM ON EDUCATIONAL POLICY, PLANNING, AND LEADERSHIP 

THE COLLEGE OF WILLIAM AND MARY IN VIRGINIA 
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1 

Chapter 1 

THE PROBLEM 

Introduction 

Mulhern and Ward 985) asserted that, "No program for secondary schools offers 
c c c 

greater hope for bringing back high quality academics than does the International Baccalaureate" 

(p. 227). Claims such as these extolling the International Baccalaureate Program have emanated 

from a wide spectrum of venues from articles in professional journals written by educators such 

as Mulhern and Ward to articles in popular media sources written by education journalists. Jay 

Matthews (2003a), Washington Post columnist, develops the annual list of"The 100 Best High 

Schools in America" by computing the total number of IB and AP examinations administered by 

individual high schools. The journalist has focused national attention on the IB through this 

favorable comparison with the well-respected and longer established AP Program. [The College 

Board was established in the United States inl955, while the IB was established in Geneva 

Switzerland in 1968 (The College Board & The IBO, 2002c).] From Mathews' perspective, no 

pr,ogr.ams have equaled the popularity of and impact on school improvement of the IB and the 

AP Programs over the past ten years (Mathews, 2002a, 2002b ). "College admissions officers at 

many schools say that AP and IB have acquired the status of backstage passes at a rock concert" 

(Mathews, 2003a, p.50). However, although professional journals and the popular media have 

made extravagant claims about the IB, the warrants for these claims are few. To what extent does 

careful research support assertions that IB is a viable advanced academic option? 
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2 

International Baccalaureate Program as Educational Reform 

The IB Program has experienced phenomenal growth since its inception in 1968. IB 

Diploma Programs are implemented in schools worldwide at a rate of 10% or approximately 50 

schools yearly, at a rate of26% for Middle Years Programs (MYP), and 50% for Primary Years 

Programs {PYP). Approximately 48,000 students globally sat for IB examinations in 1997 

compared to 78,000 students from 113 countries taking examinations in 2003. Although the IB 

originated in Geneva, Switzerland, over 50% of students sitting for IB examinations worldwide 

are in the United States (IBO, 2002b ). One Raleigh, North Carolina county alone is opening six 

new schools annually, all of which are IB Program schools (IBO, 2003a). The number of 

authorized IB schools in the United States has increased from 103 in 1990 to 387 as ofFebruary 

28, 2003 (IBO, 2002b; IBO & The College Board, 2002; Walker & Bollington, 2003). 

Although the popular media has been influential in directing national attention to the IB, 

it is not responsible for the growth of the program. Only since 1999 has the IB been included as 

criteria for high school success by journalist Mathews who began examining rigorous academic 

options in 1982. The added "power of its international focus in a time of increased globalization" 

has peaked interest in the program nationally (J. Mathews, personal communication, July 23, 

2003); nevertheless, it has been an important program internationally since the mid 1960's. 

Reform Options and Research 

A spotlight has focused on the quality of education since publication of the 1983 report A 

Nation at Risk: The Imperative for Education Reform sounded an alarm for national educational 

reform. Federal and state governments have pressured school districts to enact school-wide 

reform and to provide appropriate advanced educational opportunities. As a result, school 

districts nationwide are implementing International Baccalaureate Programs as one option for 
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3 

total school reform and, more specifically, as an option for advanced educational programming. 

The No Child Left Behind Act (2001) recommends access to advanced programs for aU students; 

however, the legislation also requires any educational reform option to be based on valid 

research. Additionally, the National Research Council (NRC) has challenged the IB Organization 

to verify that its programming and teaching strategies incorporate teaching and learning theory 

and current recommended instructional practice (Gollub, Bertenthal, Labov, & Curtis, 2002). 

Although the college and university success ofiB graduates suggests the quality of its 

education, research validating program and teacher effectiveness is limited. In response to the 

NRC criticism, the IB Research Unit (IBRU) and the IB Curriculum and Assessment Centre 

formed a partnership calling for studies to provide these data (IBRU & IBCA, 2001). The vast 

amount of research and literature on effectiveness in general education and in advanced 

academic programming can serve as a springboard for research on advanced programs as options 

for school-wide reform and on the teachers who are key factors in achieving program goals. 

Reform and Effective Teaching 

The nation, state and federal governments, and, to its great credit, the teaching profession 

itself, intensified their focus on education with legislation and research impacting student 

achievement and teacher quality. Examination of a substantial body of research provides 

dramatic data substantiating the link between teaching and learning, indicating teacher quality to 

be the single most important school-related factor on student achievement (Mendro, 1998; 

Sanders & Rivers, 1996; Wenglinksy, 2001, 2002). 

Teacher effectiveness and student achievement. There is a growing body of evidence that 

teacher quality matters. An extensive survey of practices and policies in 50 states found a 

significant correlation between student achievement in mathematics and reading and teacher 
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preparation and certification (Darling-Hammond, 2000). Moreover, value-added research 

indicated that students with ineffective teachers experienced negative residual effects which were 

evidenced in lowered scores on achievement tests for up to three years (Sanders & Rivers, 1996). 

Teachers who consistently enable their students to meet the high demands of rigorous 

academics and standards-based assessments have developed skills, wisdom, and expertise which 

are at the heart of education reform (Brown & Moffett, 1999). They are the experts from whom 

a database of professional knowledge can be constructed (Hiebert, Gallimore, & Stigler, 2002). 

Recognizing the expertise of expert teachers and the significant effect of teacher quality on 

student achievement (Mendro, 1998; Sanders & Rivers, 1996; Wenglinksy, 2001, 2002), IB 

Program administrators actively recruit the most effective teachers (Garton, 2000; Gollub, et.al, 

2002). 

The IB and effective teaching. The International Baccalaureate Program's appeal for 

teachers lies in the high achievement and motivation levels of students, in the respect afforded 

teachers for their expertise, and in the career advancement opportunities offered in the IB. If the 

IB successfully recruits the best teachers, these professionals can serve to create a professional 

knowledge base for the education community in its endeavors to improve educational approaches 

based on teaching and learning theory. If a teacher is capable of meeting the responsibilities of 

IB to teach to state and international standards and criterion-referenced tests, to infuse 

internationalism into instruction, and to meet the needs of high ability and gifted student, this 

teacher has expertise that will enhance the database of effectiveness research. Although research 

describes effective teaching for general, gifted, and high ability students, the literature on 

effective teaching for teachers of IB is extremely limited. Whether IB teachers fulfill the 

qualities of effective teachers has not been examined. Since IB is experiencing exceptional 
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growth and public attention, information on the practices of IB teachers would add valuable data 

to the base of effectiveness research. 

The International Baccalaureate Program holds potential for educational reform; 

however, what is the evidence that recommended practices for teaching and learning are 

implemented by its teachers? Can high levels of student achievement be attributed in part to IB 

teachers characterized by high levels of teacher-efficacy beliefs? Do IB teachers employ 

instructional skills that challenge metacognitive development of students? Do they practice 

monitoring strategies that enable students to achieve to their potential? Moreover, as a highly 

recommended option for gifted and high ability students, are the practices of IB teacher 

consistent with those recommended for teaching in advanced academic programs? 

Theoretical Rationale 

The theoretical rationale for this study is predicated on the theory of teaching and 

learning. The education system is designed on the premise that the learning process is 

intertwined with the teaching process. Despite the findings in the Coleman Report (1966) that 

factors other than instruction more significantly impact student learning, decades of research 

have established a definitive connection between effective teaching and student achievement. In 

fact, specific qualities, strategies, and methodologies have been identified as having a 

significantly greater impact on student performance than others (Marzano, Pickering, & Pollard, 

2000; Stronge, 2002; Wenglensky, 2002). Effective teaching is centered in the theory of 

learning, and effective programs provide the environment which to practice the art. In meta

syntheses of research on learning, two National Research Council committees identified seven 

research-based principles oflearning that serve as the foundation for quality instruction (Gollub, 
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et.al. 2002; Bransford, Brown, & Cocking, 2000). The major research, summarized by the meta

analyses, is identified for each principle: 

1. Principled conceptual knowledge - learning structured around major concepts and 

principles of a discipline (Lampert, 1986). 

2. Prior knowledge - building on what students already know or dispelling 

misconceptions about a subject (Vygotsky, 1978). 

6 

3. Metacognition -the practice of self-monitoring with the goal of becoming more aware 

of one's thinking processes and more in control of one's learning processes (Gamer 

& Alexander, 1989). 

4. Differences among learners- differentiating instruction based on students' abilities 

and approaches to learning (Bell, O'Brien, & Shiu, 1980). 

5. Motivation- a student's determination to be a successful learner (White, 1959). 

6. Situated learning- varied contexts conducive to conceptual learning and application 

ofknowledge (Kobayashi, 1994). 

7. Learning communities - situations that promote teamwork and collaborative learning 

(Lave, 1991). 

The effective teacher develops an understanding of pedagogy that reflects an understanding of 

and expertise with these principles. 

It is a common misconception of teaching that a set of general teaching methods is 

effective for all students in all disciplines; however, this misconception has been defused by 

these seven principles, research on the distinctive nature of disciplines, and effectiveness 

teaching research (Bransford, Brown, & Cocking, 2000). A cornerstone of teaching theory is the 

concept of differentiated instruction in which delivery of instruction is determined according to 
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the strengths ofthe learner (Kapusnick & Hauslein, 2001) and the epistemologies of subject

matter disciplines (Bransford, Brovvn, & Cocking, 2000). Teaching that does not consider 

individual differences may result in lost opportunities for optimal learning. Instruction, or lack of 

it, for gifted and high ability learners is often erroneously predicated on the assumption that high 

end students win learn regardless of teaching methodology. Instead, this approach teaches gifted 

learners to become mentally lazy and cynical underachievers (Agne, 2001). Appropriate 

advanced academic programs are designed according to Vygotsky's theory of the Zone of 

Proximal Development which stretches learners' cognitive abilities beyond their comfort zones 

(Vygotsky, 1978). 

Teachers make a difference in the learning of students along all the points of the 

continuum. To effectively serve their particular populations, programs such as the IB, will 

incorporate teaching theory into program design and select teachers whose approaches to 

teaching and interactions with students are situated in these understandings (Bransford, Brovvn, 

& Cocking, 2000; Gollub, et.al., 2002). 

With the premise that "the actions of students, teachers, and parents matter most to 

student learning" (Wang, Haertel, & Wahlberg, 1993, p. 279) the theoretical framework of this 

study will center on Stronge's Qualities of Effective Teachers (2002) and the model of Teacher 

Sense of Efficacy defined by Tschannen-Moran, Hoy and Hoy (1998). 

Effective Teaching Theory 

The frequently underestimated task of quality teaching is often exacerbated by reluctant 

learners who chose to drop out of school or to settle for inferior work rather than expending 

additional effort to produce work of excellence. With this understanding, Glasser stated, "An 

effective teacher is one who is able to convince not half or three quarters but essentially all of his 
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or her students to do quality work in school" (1990, p.l4). Quality teaching is not a process of 

implementing isolated teaching skills; rather it is embodied within a person who assumes the role 

ofthe teacher, and who, in fact, becomes all that is defined as teacher. '"They directly affect how 

students learn, what they learn, how much they learn, and the ways they interact with one 

another and the world around them" (Stronge, 2002, p.vii). 

Several decades of significant effectiveness research were synthesized in a seminal book, 

Qualities ofEffective Teachers (Stronge, 2002) that resulted in the development of a holistic 

picture of the effective teacher in a general education setting. The synthesis, which serves as the 

framework for this study, defines effectiveness according to the following domains: 

1. Prerequisites of Effective Teaching 

2. The Teacher as a Person 

3. Classroom Management and Organization 

4. Organizing and Orienting for Instruction 

5. Implementing Instruction 

6. Monitoring Student Progress and Potential 

Teaching is both a process and the achievement of the intent of the process. Without 

learning, teaching has not occurred. Inadequate teaching results in inadequate learning; quality 

teaching results in quality learning (Glasser, 1990; Sanders & River, 1996; Stronge, Tucker, & 

Ward, 2003). "What teachers know and can do is the most important influence on what students 

learn" (National Commission on Teaching and America's Future, 1996, p.vi). It is an art in 

which the artist is a flexible manipulator of pedagogy and content, determining the direction of 

the interaction according to the individual needs and strengths of the learner (Rubin, 1985). 
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Students of all ability levels hold equal importance with optimal achievement for all students as 

the goal of effective teaching (Kapusnick & Hauslein, 2001, VanTassel-Baska & Little, 2003). 

Quality schools are not possible without quality teachers. If learning is to take place, 

instruction must be centerpiece of any reform effort (Wang, Haertel, & Wahlberg, 1993 ). 

9 

Unfortunately, "effective teaching may be the hardest job there is" (Glasser, p.l4). The teacher 

undertakes the act of teaching to produce a product in an often resistant population. Yet, the 

effective teacher is aware of the challenge and believes in his or her ability to control the process 

and the outcome ofteachlng (Glasser, 1990; Tschannen-Moran, Hoy, & Hoy, 1998). 

Teachers' Sense of Efficacy Theory 

The concept of Teacher-Efficacy has at its foundation Bandura's theory of self-efficacy. 

Bandura defmes self-efficacy as the individual's belief about the ability to control their own 

functioning and the events affecting them rather than the individual's actual level of competence. 

The human acts of behaving, thinking, feeling and experiencing motivation are influenced by 

one's self-efficacy beliefs (Bandura, 1993). Bandura (1997) proposed a link between self

efficacy and cognitive processing, asserting that those with low self-efficacy diminish their 

expectations, find difficulty in remaining task oriented, and reduce the quality of their 

performance. When faced with challenge perceived to be beyond their capabilities, they will 

either lower expectations to accept mediocre results or abandon the effort entirely. Individuals 

with strong beliefs in abilities to succeed in difficult situations will exhibit perseverance and 

exert additional effort to master the challenge. They are willing to experiment with new ideas 

and strategies in order to meet the needs of the situation. 

The theory of teacher-efficacy is an integrated concept influenced by Bandura' s self

efficacy theory. The teacher-efficacy model that serves as the theoretical framework for this 
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paper is the model developed by Tschannen-Moran, Hoy, and Hoy (1998). Teachers' self

efficacy judgments are based on two interrelated assessments: 

1. analysis of teaching task and context 

2. self-perception of teaching competence 

10 

In analyzing the teaching task and context, the teacher evaluates the relative importance 

of factors that constrain or inhibit teaching in relation to the teacher's assessment of the 

resources available that are conducive to learning. In assessing self-perceptions of teaching 

competence a teacher weighs personal capabilities against personal weaknesses in the teaching 

task at hand. Assessments about self-efficacy emanate from the interaction of the judgments 

formed in the analyses of these two dimensions. 

The characteristics of a teacher with high teacher-efficacy are described in Domain 2 of 

Stronge's (2002) model of the effective teacher. By impacting a teacher's effort, goal-setting and 

risk-taking behaviors, aspiration, perseverance, and persistence (Tschannen-Moran & Hoy, 

2001 ), the construct is related to levels of student achievement, motivation, and efficacy 

(Stronge ). Therefore, an exploration of teacher-efficacy beliefs in International Baccalaureate 

instructors would enhance understanding of the IB teacher. 

Statement of the Problem 

The purpose of this study is to examine specific recommended practices for teachers in 

the International Baccalaureate Program within the framework ofStronge's Model of Effective 

Teaching and to compare those practices to recommended practices for instruction of gifted and 

high ability learners. The study will analyze data collected from reviews of literature, 

observations, and questionnaires from International Baccalaureate teachers based on the 

following questions: 
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Research Questions 

1. How do recommended International Baccalaureate curricular and program goals 

compare to practices recommended for effective instruction in general education and 

for gifted/high ability learners? 

2. As determined by observation to what degree do teachers of International 

Baccalaureate students exhibit effectiveness behaviors in their implementation of 

instructional skills? 

3. As determined by observation, to what degree do teachers of International 

Baccalaureate students use a variety of assessment practices to monitor student 

progress? 

4. At what levels do teachers of International Baccalaureate students self-report their 

Teacher-Efficacy beliefs in comparison with a sample of a cross-section of high 

school teachers? 

Significance of the Study 

The IB Program is experiencing a strong rate of growth in an educationally critical era 

when schools and teachers have experienced intense scrutiny and become high profile political 

issues. Perceptions of quality underlie the program's rapid growth and competition among 

students and parents for enrollment in its classes (Gehring, 2001; Lord, 2002). The No Child 

Left Behind Act (200 1) lists the IB as an advanced academic option for educational reform and 

the Commonwealth of Virginia accepts the program as an option that meets the stipulations of 

The Virginia Plan for the Gifted (1996). Along with other advanced programs, the IB has 

become a recommended option for a rigorous college preparatory education for gifted and high-
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end learners (Feldhusen, VanTassel-Baska, & Seeley 1989; Matthews, 2002a; Nugent & Kames, 

2002; Renzulli, 1997; Speed & Appleyard, 1985). 

However, what research has been conducted on the teaching and learning practices of the 

program or on the teachers who are responsible for leading its students to high levels of 

achievement? During its two year study of nationally recognized academic programs for 

advanced study of mathematics and science United States high schools, the National Research 

Council (NRC) found that critical data on teaching and learning for these programs, specifically 

IB and AP, was lacking (GoHub, J., Bertenthal, M., Labov, J., & Curtis, P., 2002). The literature 

on the IB is limited to anecdotal evidence, individual profiles, and research providing data on IB 

students - their satisfaction with the program, their high levels of performance on standardized 

examinations, and their success in college and university settings (Dueval, 1999; Kolb, 1999; 

Kolb, 2002; Scaturro & Campbell, 2003). Although IB data indicates that its graduates are 

successful and satisfied with the results of their IB education, research does not provide evidence 

indicating how the IB accomplishes high levels of success. It does not answer the questions 

posed by Gollub and others (2002) of the National Research Council on the instructional 

practices implemented by teachers in the IB or on the consistency of teacher practices with 

current research on teaching and learning. The NRC strongly recommended that the IB 

Organization: 

" ... should take more responsibility for ensuring the use of appropriate instructional 

approaches. Specifying the knowledge and skills that are important for beginning 

teachers and providing models for teacher development are likely to advance 

teacher effectiveness. 
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o ... should develop programs of research on the implementation and effectiveness 

of their program. (p. 14-15) 

Recognizing the validity ofthese two specific recommendations, the IB Research Unit recently 

partnered with the IB Curriculum and Assessment Centre (IBRU & IBCA~ 2001, p.l-2). 

Preparation for advanced academic programs begins as early as middle school. To be 

eligible for and to achieve success in these programs, students are expected to attain a sound 

conceptual knowledge of core skills, such as algebra, foreign language, and writing from early 

middle school years. Consequently, school districts often restructure their secondary school 

offerings to be consistent with advanced program expectations; thus, these programs have "a 

profound influence on the course structure and course taking patterns of all students throughout 

the high school years" (Gollub et.al., 2002, p.23). Moreover, as a result of their two year study 

of the program, the NRC claims that teachers of advanced programs, "who are often among the 

best in their schools- are a critical resource for the entire school system" (p.23-24). Considering 

the value-added impact of advanced academic programs on school districts, and the imperative to 

provide evidence of their viability as options for general and advanced education, a body of 

careful research should be completed on the consistency of the teaching practices of teacher in 

these programs with those recommended for teaching in general education and advanced 

academic settings. 

Definition of Related Terms 

Effective teaching. The concept refers to a research-based comprehensive profile 

developed by Stronge (2002) of teacher behaviors and other effectiveness factors. Stronge's 

Model Effective Teaching includes only those factors of preparation, personality, and practice 

within the control and influence of the teacher. Although all six domains (Prerequisites of 
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Effective Teaching, The Teacher as a Person, Classroom Management and Organization, 

Organizing and Orienting for Instruction, Implementing Instruction, and Monitoring Student 

Progress and Potential) will be examined, specific characteristics of the domains will be studied 

for their relevance as effectiveness factors for teachers of students in advanced educational 

settings. 

Gifted learners. The term gifted learners refers to the designation for highly creative and 

productive students characterized by interlocking clusters of outstanding ability, task 

commitment, and creativity. Identification is determined by either intelligence, achievement, or 

aptitude standardized tests. Students may be high in verbal or non-verbal ability or both and may 

excel in one or more aptitudes (e.g., spatial, mechanical). They require differentiated and 

specialized programs and services in order to achieve to their highest levels of performance 

(Marland, 1972; Renzulli, 1986, 1999). They comprise the upper 12% of the population in any 

given school district (VanTassel-Raska & Little, 2003). 

High-ability learners. This term refers to and includes individuals similarly described 

above as gifted (Renzulli, 1986, 1999), but who comprise the upper 20% academically of 

students in any given school district (VanTassel-Raska, & Little, 2003). This study uses the 

terms high ability and high level interchangeably. 

Instructional skills. Instructional skins will be defined as instructional differentiation, 

focus on learning, clarity, complexity, and expectations for student learning. 

International Baccalaureate. Although the IB has a K -12 educational program, the term 

will be used to refer to the International Baccalaureate Diploma Program, a demanding pre

university program designed for highly motivated students aged 16 to 19. It is a criterion-based 

standards and assessment system in which students take 6 advanced academic subjects in the 
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humanities and sciences (IBO, 2002a; IBO, 2002c )o It is highly recommended for and generally 

enrolls gifted and high ability learnerso Most schools the United States include a Pre

International Baccalaureate (Pre-IB) Program for grades 9 and 10 to prepare students for the 

requirements ofthe IB Program in grades 11 and 120 

Internationalismo The term refers to the study of nations, cultures, languages, and 

histories in order to foster intercultural understanding and respect (IBO, 2003a; IBO, 2002a; 

Paige, 2002)0 In the International Baccalaureate context it also refers to the approach to 

programming- design of subject matter, standards, and assessmentso Five different aspects of 

internationalism, determined through McKenzie's (1998) research of international programs, 

including the IB, are intrinsic to the IB approach to educationo 

non-national (not subject to the requirements or standards of any particular national 

system), pan-national (seeking to build bridges between countries), multi-national (as in 

the context of the curriculum, which draws from a number of national education systems) 

and trans-national (in the sense that it leads to a certificate which allows students to 'cross 

educational borders with the same ease that a valid passport permits movement from one 

country to another') (in Hayden, Rancic, & Thompson, 2000, p.l 08). 

Questioningo Questioning refers to the pattern of inquiry employed by teachers to create 

an interactive process in order to clarify student knowledge and understanding and build higher

level thinking (Feldhusen, VanTassel-Baska, & Seeley, 1989). 

Learning theory. Learning theory will be defined as specific research-based principles 

(principled conceptual knowledge, prior knowledge, metacognition, differences among learners, 

motivation, learning communities, situated learning) that underlie effective educational 

programming. The principles can serve as a framework for design of effective academic 
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programs, professional development, teaching, curriculum, and assessment (GoHub, Bertenthal, 

Labov, & Curtis, 2002). 

Metacognition. The term refers to the process of becoming aware of one's own cognitive 

system. It involves thinking about what we know and don't know and controlling how we learn 

with the goal of thinking more effectively (Feldhusen, VanTassel-Baska, & Seeley, 1989). 

Monitoring Student Progress. Monitoring student progress will be defined as assessment 

for understanding and quality of verbal feedback to students. 

Recommended practices. The term recommended practices refers to teaching strategies, 

teaching methodologies, and programming design recommended in research to optimize student 

performance. 

Teacher sense of efficacy. The term refers to the teacher's "judgment of his or her 

capabilities to bring about desired outcomes of student engagement and learning" (Tschannen

Moran & Hoy, 2001, p.783) among all levels ofleamers. The model developed by Tschannen

Moran, Hoy and Hoy (1998) is defined by the two interrelated dimensions of analysis of 

teaching task and context and self-perception of teaching competence. The terms teacher self

efficacy and efficacy beliefs are used interchangeably. 

Limitations of the Study 

The following limitations are applicable to this study. 

1. The generalizability of this study may be limited to International Baccalaureate Diploma 

Programs that require students to complete the entire program rather than IB Certificate 

Programs that award certificates to students for completing individual IB courses. 

2. The structure of International Baccalaureate Programs differs by nation, school district, 

and community needs, thus, limiting the generalizability of this study to programs similar 

in structure to those studied in the Commonwealth of Virginia. 
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3. The assessment of teachers • sense of efficacy is based on self report by IB teachers and 

may not reflect actual levels of teacher-efficacy beliefs. 

4. The norming sample for teachers' sense of efficacy may include gifted/talented or IB 

teachers. 

5. The researcher is involved in the IB Program. While the role of participant-observer 

expands the knowledge base of the researcher, it may also interject bias. 

6. Although characteristics ofinternational Baccalaureate Program teachers vary, e.g. in 

years of teaching experience in general education as well as in the IB Program, the data 

will not be aggregated by demographic characteristics. 

Major Assumptions 

The major assumptions underlying this study are listed below. 

1. Teachers are integral to student learning. 

2. Teacher-efficacy is vital to effective instruction. 

3. International Baccalaureate teachers have sufficient familiarity with the IB Program 

design and requirements. 

17 

4. International Baccalaureate teachers involved in this study have experienced the training 

required and sanctioned by the IB Organization. 

5. International Baccalaureate teachers involved in this study were specifically selected for 

their teaching assignments by their individual school administrators. 

6. The instrwnents used in this study are valid measures of the intended variables. 

7. Effective teachers are characterized by the Six Domain model used in this study. 

8. The teachers' sense of efficacy model employed in this study is a valid model for 

defining the concept. 
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Chapter 2 

REVIEW OF THE LITERATURE 

Quality education and effective teaching continue to be political issues in the national and 

state arenas as well as in the education forum. Decades of research have been conducted and vast 

bodies of literature written to identify the elusive, and often subjective, effectiveness factors. 

Programs, teachers, students, and classrooms have been examined to determine the most 

productive settings and instructional behaviors. In this chapter, literature and research on teacher 

and program effectiveness in general education, in gifted/high ability education, and in the 

International Baccalaureate Program are reviewed to build a profile of the qualities necessary for 

effective teaching in the IB Diploma Program. 

What is The International Baccalaureate? 

Program Design 

The IB is a comparatively recent program in the United States, having been implemented 

in Geneva, Switzerland in 1968 (IBO, 2003b ), The IBO Guide to the Diploma Program (2002b) 

describes the International Baccalaureate Diploma Program as a grade 11-12 advanced integrated 

academic program that offers the prestigious IB diploma to students who complete specific 

program requirements. 

Subject Groups 

Students must pass examinations in rigorous academic subjects, one from each of six 

liberal arts subject groups. The subject groups that comprise the curriculum are: 

1. Language A - native language of the nation 

2. Language B - a second language 
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3. Individuals and Societies -includes history, geography, economics, and 

psychology 

4. Experimental Sciences- includes biology, chemistry, and physics 

]9 

5. Mathematics- includes mathematical studies, mathematical methods, and higher 

level mathematics 

6. Arts and Electives - includes visual, theater, and music arts 

Course Components 

"The programme has the strengths of a traditional liberal arts curriculum, but with three 

important additional features, at the centre ofthe hexagonal curriculum model" (p.4). Students 

are required to complete three additional components. 

e Theory of Knowledge (TOK)- an interdisciplinary, integrative course "intended 

to stimulate critical reflection on the knowledge and experience gained inside and 

outside the classroom. The course challenges students to explore different ways of 

knowing, to be aware of subjective and ideological biases and to develop the 

ability to analyze evidence that is expressed in rational argument. (p.S) 

e Creativity, action, service (CAS)- the community service component requiring 

150 project hours and intended to "foster responsible, compassionate citizens. The 

CAS programme encourages students to share their energy and special talents 

with others. Students may, for example, participate in theatre or musical 

productions, sports and community service activities. Students should, through 

these activities, develop greater awareness of themselves, concern for others, and 

the ability to work cooperatively with other people. (p. 7) 
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~ Extended Essay of 4,000 words - Each student has the opportunity to investigate a 

topic of special interest from the pedagogical perspective of a field practitioner. 

The 4000 word essay requirement acquaints diploma candidates with the kind of 

independent research and writing skills expected by universities. (p.5) 

Figure 1 depicts the IB subject and component design in the Hexagonal Curriculum Model. 

Figure 2.1 

The International Baccalaureate Hexagonal Curriculum Model 
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Schools have the option of offering certificates for successful completion of individual IB 

courses. IB teachers design curriculum defined by international standards with flexibility to 

comply with national and_state standards, many of which are waived by states such as Virginia 

(Virginia Department of Education, 2003), that recognize the quality ofiB courses. 
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Internationalism 

As a result ofthe catastrophic events of September 11, 2001, the US Department of 

Education is experiencing a shift towards a more international perspective. Federal efforts to 

reform education include the incorporation of an international component already basic to the 

character of the International Baccalaureate. Secretary of Education Rod Paige's words (2002) 

present an avenue of opportunity on a national scope for the international program. 

21 

No longer can we afford to focus only on the domestic. Our view must turn more 

outward toward the world, nurturing our relationships with other countries and improving 

international studies in our schools ... [W]e are ever mindful of the lessons of September 

11th that taught us that all future measures of a rigorous K -12 education must include a 

solid grounding in other cultures, other languages, and other histories. (para. 9 & 18) 

The international approach in course content and structure, in standards, and in assessments is a 

major factor that distinguishes the IB from other advanced academic programs. 

The program structure infuses internationalism into the study of literature, integrates the 

study of international cultures across all disciplines, and establishes the international assumption 

that all students will be bilingual. End-of-course examinations are designed and assessed 

internationally using the same standards for students in 113 countries. In addition, internal 

assessments are administered and evaluated by teachers within each school (The College Board 

& The IBO, 2002). 

Although the IBO stresses that International Baccalaureate is appropriate for highly 

motivated students of average ability and above, its international approach to education is 

especially attractive to high ability and gifted students (Walker, 2002). The international 

perspective results in a program structure that correlates to recommended practices for advanced 
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educational opportunities for gifted and high ability learners. Van Tassel Baska (1993, 2003) 

and other gifted educators make this recommendation due to the IB Program's course design 

structure that allows for differentiated curriculum, assessments, and other aspects that meet the 

needs of gifted students for rigor and challenge (Feldhusen, VanTassel-Raska, & Seeley 1989; 

Matthews, 2002a; Nugent & Kames, 2002; Renzulli, 1997; Speed & Appleyard, 1985). 
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The multiple and varied assessments and the international standards are viewed as 

hallmarks of the program insuring against dilution of program rigor and quality. These program 

components are appropriate for all students who are increasingly expected to compete beyond a 

national level and for the nation as it focuses on internationalism and school-wide reform 

(Phillips, 2002). 

The Implementation ofthe lEfor School-wide reform 

Overview ofSchool-wide Reform 

State and federal governments have responded to the need for school-wide reform by 

legislating reform based on standards-based assessments. The Commonwealth of Virginia 

implemented the Standards of Learning (SOL) standards-based assessment program in 1995, 

issuing a School Report Card rating public schools on student achievement and other criterion 

(Virginia Board of Education, 2003). The federal government's No Child Left Behind Act of 

2001 requires standards-based assessments and a quality teacher in every classroom. As a means 

of improving academic quality and rigor, the NCLB includes strong recommendations for school 

districts to increase the numbers of and enrollment in advanced placement programs. 

Opponents of the standards-based assessment reform movement take the position that 

education should focus on teacher-centered reform rather than on student performance on 

standardized assessments (Cohen, 2002; McGhan, 2002). Amrein and Berliner (2002) reinforced 
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this perspective with research indicating that high-stakes tests did not increase student 

achievement and that the Advanced Placement Program with end-of-course examinations did not 

increase the numbers of students attending college in the time period from 1995-2000. 

Additional research indicated to the contrary, reinforcing the reliability of using scores on 

end-of-course examinations in rigorous high school coursework as predictors of college success, 

influencing college acceptance and award of college credit (The College Board, 1997). Student 

achievement increased significantly in nations, states, and Canadian provinces with curriculum

based external exit exams (Bishop, 1998). In fact, the best indicator of success in college was 

found to be a student's participation in rigorous high school coursework with end-of-course 

exams. Students with advanced high school coursework had higher Grade Point Averages (GPA) 

in college and were more likely to earn their postsecondary degrees (Adelman, 1999; 

Wharburton, Bugarin, & Nunez, 2001. 

School-wide Reform and the International Baccalaureate 

College admissions data. Although empirical research on IB Program effectiveness is 

limited, college and university admissions data from 1987 through 2002 provide evidence of the 

success ofthe International Baccalaureate Program's standards-based assessment design. 

Consistently higher GPA's, higher grades in advanced university coursework, and increased 

graduation rates are found among IB students than for students who took regular high school 

college preparation or AP coursework. Admissions data of IB students performing at this level of 

achievement have been reported by The College of William and Mary, The University of 

Florida, Virginia Polytechnic Institute and State University, and the University of Tulsa. Not 

only did IB students enter college with higher levels of performance than other students but their 

performance continued to surpass that of other students throughout their four years in college 
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(Scaturro & Campbell, 2003). In addition to admissions data on exceptional achievement in 

college coursework, IB students had high university graduation rates and significant correlation 

between their college major and their choice of career (Duevel, 1999). The IB data replicate the 

national research findings of Adelman (1999) indicating high levels of university achievement by 

students who took advanced high school coursework. 

Virginia School Reform. A 2002 Virginia study on the effectiveness of school reform 

stated that increased student achievement on Virginia Standards of Learning (SOL) exams 

coincided with several factors, including increased enrollment in IB Programs. During the 

timeframe from 1995 to the SOL test administration in 2002, student achievement steadily 

increased as did the numbers of students enrolled in IB since the beginning of the state program. 

The study on the effectiveness of SOL reform revealed that IB course enrollment increased from 

369 in the 1997-1998 school year to 1008 in 2002-2003 and award ofiB Diplomas increased 

from 132 to 567 during the same time frame (Standards Work, Inc. 2003). 

National Research Council Recommendations. A third study by the National Research 

Council (Gollub, Bertenthal, Labov, & Curtis, 2002) ofiB and AP programs gave the programs 

mixed reviews, praising the academic challenge of the IB and recommending that more students 

take advantage of their rigorous courses. However, the report questioned several aspects of the 

program, including whether it incorporated teaching and learning theory into its program design 

and its staff development, criticism that the IB Organization (!BO) has since addressed through 

redesign of teacher development practices. 

National Attention. Criticism has been minimal, however, with the preponderance of 

opinion recognizing the IB Program as a vehicle for education reform. Jay Matthews, Newsweek 

and Washington Post columnist (2002a, 2003a) heralded the increase in the numbers ofiB 
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programs and examinations, recommending increased access for other than gifted and high 

ability students. Mandates of the No Child Left Behind Act (NCLB) (2001) also advocate 

promoting access to advanced programs and examinations for students other than high ability 

and gifted learners in Section G- Advanced Placement Programs, titled "Access to High 

Standards Act" Sharon Stevens of the NCLB Resource Center, stated the term "advanced 

placement programs" is generic and supports International Baccalaureate programs and 

examinations (personal communication, January 21, 2003). Criteria for quality in the NCLB also 

specify a requirement for a qualified teacher in every classroom. 

Effective Teaching in General Education 

Teaching may be compared to selling commodities. No one can sell unless someone buys. 

We should ridicule a merchant who said that he had sold a great many goods although 

no one had bought any. But perhaps there are teachers who think they have done a good 

day's teaching irrespective of what pupils have learned. John Dewey 

Stronge 's Effectiveness Teaching Model 

Several decades of significant effectiveness research were synthesized in a seminal book, 

Qualities of Effective Teachers (Stronge, 2002), to develop a comprehensive profile of teacher 

behaviors and other effectiveness factors in a general education setting. Only proximal variables 

within the control and influence of the teacher were considered -those of "preparation, 

personality, and practice" (p.4). Although variables, such as student demographics and 

administrative policies, affect student achievement, they are outside of the teacher's locus of 

control and were not considered. Stronge's consequent Model of Effective Teaching captures the 

concept of effective teaching and, therefore, serves as the framework for this study. This paper 

will seek to align the Model of Effective Teaching in the general education setting with research 
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on teaching of gifted/high ability students and in the International Baccalaureate program. 

Although all six domains of the model will be examined as a framework for effective teaching in 

advanced education, specific characteristics of the domains will be emphasized. particular, the 

construct of teacher-efficacy from Domain 2, as defined by Tschannen-Moran, Hoy, and Hoy 

(1998), questioning from Domain 5, and particular instructional skill behaviors from the model 

will be studied in general education, gifted, and IB settings for their implementation as teacher 

effectiveness factors. Strange synthesized the effectiveness data into the following domains: 

e Prerequisites ofEffective Teaching 

• The Teacher as a Person 

• Classroom Management and Organization 

• Organizing and Orienting for Instruction 

• Implementing Instruction 

e Monitoring Student Progress and Potential 

Figure 2.2 

The Six Domains of Effective Teaching 
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A summary ofStronge's research in each ofthe domains initiates the examination of 

effective teaching in the gifted and International Baccalaureate settings. The existing research for 

each domain is organized by Dr. Stronge into characteristics of categories. The research 

presented in this paper is presented in a figure, titled Domain Categories, below the summary of 

each domain to be referenced in the proceeding literature reviews for the other two settings. 

Domain 1: Prerequisites of Teaching 

Teacher preparation is an ongoing process that begins before the teacher enters the 

classroom and continues throughout the educator's career. Although the first hurdle required for 

the qualified teacher by the No Child Left Behind Act (2001) is obtaining certification and 

licensure, research is contradictory in its treatment of the efficacy of licensure and certification 

as it relates to student achievement. Goldhaber and Brewer (2000) found no evidence to support 

the belief that standard certified teachers outperformed those teachers with emergency 

certifications. Alternative approaches to certification were proposed as well as recommendations 

to eliminate teacher certification requirements altogether However, additional research indicated 

a correlation between higher student achievement on math and reading assessments and teacher 

certification and degree in the teaching field. Knowledge of content and pedagogy, along with 

years of teaching experience, were additional major prerequisites positively affecting student 

performance (Darling-Hammond, 2000; Darling-Hammond, Berry & Thoreson, 2001; Ferguson 

& Womack, 1993; Fetler, 1999). Teachers with knowledge of and preparation in content fields 

were more effective, particularly if those fields were mathematics and science (Blair, 2000; 

Ferguson & Womack, 1993). Although general intelligence was not shown to have a significant 

effect on student achievement, a teacher's verbal ability did positively impact student 

performance (Darling-Hammond, 2000; Rowan, Chiang, & Miller, 1997; Wenglensky, 2000). 
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Figure 2.3 
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Domain 2: The Teacher as a Person 

We remember the human beings and their passion or energy. The texts and 

techniques are secondary" (Cohen, 2002, p.534) 

The person ofthe teacher is as important to learning as is the teacher's content and 

pedagogical expertise. When surveyed to determine perceptions of the characteristics of good 

teachers, students invariably emphasized affective rather than professional qualities. A sense of 

humor and taking time to help students were qualities discussed in a survey of approximately 

1000 high school students (NASSP, 1997). When adults reflected on their best teachers, they 

also indicated the importance of personal characteristics. Responses from teachers and other 

adults noted important factors to be exhibiting an authentic attitude of love and caring for 

children, being trustworthy and showing persistence, acting with fairness and compassion, and 

having a sense of humor (Bain & Jacobs, 1990; Peart & Campbell, 1999). The teacher who 

created a warm and supportive classroom environment while maintaining the proper teacher-

student relationship was seen to enable every student to achieve (Brookhart & Loadman, 1992; 
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Cotton, 2000; Johnson, 1997). In addition, enthusiasm and motivation for learning were vital 

factors for teachers as well as students; fact, a teacher's motivation and enthusiasm for 

learning engendered similar responses from students (Bain & Jacobs, 1990; Marzano, Pickering, 

& McTighe, 1993; Rowan, Chiang, & Miller, 1997). While creating a positive person-centered 

atmosphere, the effective teacher emphasized personal responsibility for student outcomes. The 

teacher accepted responsibility for student learning without attributing blame elsewhere, and held 

the student to the same standard of accepting responsibility for personal learning (Bain & Jacobs, 

1990; Thomas & Montgomery, 1998). 

An often neglected factor is continuous reflective practice. Teachers, absorbed in the 

demands of the profession, seldom engage in or are taught to engage in self or collective 

reflection on their own and other teachers' instructional behaviors (Good & Brophy, 1997). Self

reflection and collective peer reflection enable professionals to identify unproductive personal 

assumptions and, thereby, monitor and modify their teaching behaviors (National Board 

Professional Teaching Standards, nd; Reagan, Case, & Brubacher, 2000). Confidence to engage 

in critical introspection translates into confidence in one's ability to facilitate student learning 

and is concomitant with enhanced teacher efficacy (Good & Brophy, 1997; Thomas & 

Montgomery, 1998). As a major focus of this paper, teacher-efficacy will be further discussed in 

Domain 2 in the section on Effective Teaching in Gifted Education. 

Teacher perceptions of teaching ability and support are as significant to teaching 

effectiveness as are the teacher's specific abilities. Tschannen-Moran, Hoy and Hoy (1998) state 

that "teacher efficacy will be determined, in part, by the individual's comparative judgment of 

whether his or her current abilities and strategies are adequate for the teaching task in question" 

(p.233). The teacher's judgment of his or her strengths and weaknesses is more powerful than the 
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actual strengths and weaknesses possessed by the teacher (Bandura, 1997). Teacher's sense of 

efficacy, an important construct affecting student achievement, will be discussed in greater depth 

later this chapter. 

Figure 2.4 
Key References Domain 2: The Teacher As a Person 
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Domain 3: Classroom Management and Organization 

The classroom environment either is conducive to or inhibits learning. The effective 

teacher realizes the importance of creating a positive learning environment that is also flexible 

enough to accommodate the needs of diverse students (Johnson, 1997; Peart & Campbell, 1999). 

The establishment of rules and procedures to conduct routine classroom responsibilities, 

preparation of materials, and flexible organization of space require a teacher to be adept at multi-

tasking (Bain & Jacobs, 1990; Covino & Iwanicki, 1996; Emmer, Evertson, & Anderson, 1980). 

Effective teachers are proactive in handling minor disruptions before they become major ones. 

They know the importance of maximizing contact time with students to monitor student behavior 
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(Emmer, Evertson, & Anderson, 1980); yet, they also are able to maximize instructional time and 

student engagement in activities that provide both challenge and variety (Cotton, K. 2000; Good 

& Brophy, 1997; Wang, Haertel, & Walberg, 1993a, 1993b). 

Figure 2.5 
Key References Domain 3: Classroom Management and Organization 
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Domain 4: Organizingfor Instruction 

The care and consideration a teacher exerts in planning for instruction are as valuable to 

learning as is the act of teaching. It entails a conscious and consistent focus on teaching and 

learning in the priorities they set for the allocation of time and expectations for students (Bain & 

Jacobs, 1990; Berliner & Rosenshine, 1977; Borich, 2000). Efficient use of time is enhanced by 

having materials prepared and ready to use, transitioning smoothly from one activity to the next, 

and maintaining a steady pace within lessons (Borich, 2000; Covino & Iwanicki, 1996; Wang, 

Haertel, & Walberg, 1993a, 1993b). The pace and momentum convey a dear message that the 

focus is on instruction and that students are expected to be actively engaged and learning. 

Effective teachers dearly express high expectations for student achievement and 

emphasize that students are responsible and accountable for their learning (Cawelti, 1999a, 
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1999b, Tschannen-Moran, Hoy & Hoy, 1998). Students are more likely to be successful with this 

responsibility when learning objectives, questions, instructional strategies and activities are 

dearly and systematically defined and aligned. Connecting information to prior knowledge and 

linking it to real world experiences enables students to identify misconceptions and find 

relevance in learning (Bain & Jacobs, 1990; Cotton, 1999, 2000; Johnson, 1997; Marzano, 

Pickering, & McTighe, 1993). 

Figure 2.6 
Key References Domain 4: Organizing for Instruction 
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Domain 5: Implementing Instruction 

Delineating a single list of instructional strategies that applies to all populations in all 

settings is futile at best and damaging to students at worst. To be effective teachers need a 

repertoire of instructional skills that meet the contextual diversity ofthe profession and are 

designed to complexity level and content (Johnson, 1997; Peart & Campbell, 1999: Wang, 
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Haertel, & Walberg, 1993a, 1993b). The repertoire of instructional skills as described by Stronge 

involve instructional differentiation, instructional focus on learning, instructional clarity, 

instructional complexity, expectations for student learning, and use of technology. 

Teachers often resort to the traditional information delivery model oflecture; however, 

research indicates the significantly greater effect of hands on activities, other action activities, 

and differentiated activities that promote higher level thinking and individual and group learning. 

Lecture can be effective when it is incorporated as one element in the strategy of direct 

instruction that also includes guided and independent practice (Bain & Jacobs, 1990; Blair, 2000; 

Wang, Haertel, & Walberg, 1993a, 1993 b; Wenglensky, 2000). 

Effective instruction necessitates clear communication of content and expectations of 

student achievement at high levels well beyond rote learning. Students who engage in 

metacognitive behaviors monitor and modify their own learning practices (Rosenshine & 

Stevens, 1986: Wang, Haertel, & Walberg, 1993a, 1993b) and, as a result, learn to learn at higher 

cognitive levels. Effective teachers stretch students beyond their comfort levels by insisting on 

demonstration of understanding and by focusing instruction on meaningful conceptualization 

(Bodch, 2000; Good & Brophy, 1997; Marzano, Pickering, & McTighe, 1993). Although 

questioning is a major strategy of effective teachers, research is inconclusive about the efficacy 

of higher-level versus lower-level questioning. Questioning is a key to learning in many settings 

because it serves to check for student understanding, increase student engagement, and probe 

student thought processes. Effective questioning requires effective preparation, sequencing, and 

coordination of the complexity level to the content (Berliner & Rosenshine, 1977; Cawelti, 

1999a; Wang, Haertel, & \Valberg, 1993a, 1993b). 
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Domain 6: Monitoring Student Progress and Potential 

A further area of focus, the assessment practices used to monitor student progress, will be 

discussed in this section and in the section on Effective Teaching in Gifted Education. The 

standards based assessment movement has colored the practice of testing and teaching by 

focusing instruction on summative examinations rather than on process and formative 

assessments. Both are vital monitoring components of instructional and assessment practices. 

Assessment skills. Effective monitoring of student learning occurs during the entire 

teaching and learning process when teachers employ a variety of assessment skills that include 

targeting questioning to lesson objectives, providing clear and timely verbal and written 

feedback, and identifying misconceptions to determine the areas in need of re-teaching (Berliner 

& Rosenshine, 1977; Peart & Campbell, 1999; Wang, Haertel, & Walberg, 1993a, 1993b). 

Homework is a major means of monitoring student progress and affecting student 

achievement if its intent is to prepare for the next lesson, provide practice in, or provide 
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opportunity for elaboration of content. Conveying a clear purpose for homework, defining the 

amount to be assigned, conveying clear expectations for conducting and completing homework 

and consequences for failure to complete it make the exercise a productive rather than a 

meaningless, busywork activity (Cawelti, 1999a; Marzano, Pickering, & Pollock, 2001; 

Wenglensky, 2000). An important factor in appropriate assessment is differentiation. Designing 

assessments and instruction, setting expectations for and monitoring students according to their 

differences enables all students to be successful learners (Bain & Jacobs, 1990; Covino & 

Iwanicki, 1996; Kulik & Kulik, 1992). 

Figure 2.8 
Key References Domain 6: Monitoring Student Progress and Potential 
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The key references discussed in this section of the paper are organized into the Six 

Domains of the Effectiveness Teaching Model, according to the information and findings 

indicated by the research. The Key References for The Qualities of Effective Teachers are 

presented in Figure 2.9. 
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Effective Teaching in Gifted Education 

A great deal has been written about appropriate instruction for gifted and high ability 

learners. Unfortunately, programs for this population are often considered elitist rather than 

being appreciated for providing a valuable educational service for a specific population of 

learners. The misconception extends to the individual student as well. With the pressure to have 

high achievement on high stakes testing for all students, teachers often neglect gifted and high 

ability learners, using the rationale that these students will learn regardless of instruction. A large 

body of literature and research on best practices for gifted education debunks both myths by 

providing data on recommended practices and behaviors that work for enabling these students to 

achieve to maximum potential. These recommended instructional practices and teacher 

behaviors will be examined within the context ofStronge's 6 Domains ofEffective Teachers. 

Strange's Effectiveness Teaching Model 

Domain 1: Prerequisites of Effective Teaching 

Referring to research conducted on an education model designed specifically for gifted 

and high ability learners, VanTassel-Baska, Zuo, Avery, and Little (2002) noted, "The 

assumption that gifted learners develop to higher levels on their own without purposeful stimuli 

is clearly challenged by these results" (p. 41 ). One of the effectiveness factors stressed in gifted 

research is the need for pre-service and in-service opportunities to train teachers in the 

implementation of programs for gifted, in the characteristics of gifted children, and in gifted 

pedagogy that produces high achievement among this population. 

However, not only is tracking of gifted students uncommon practice, but implementation 

of strategies for gifted students and an understanding of the changing roles of teachers are 

seldom understood or practiced (Gentry, Rizza, & Owen, 2002; Dubner, 1979). A study of 46 
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third and fourth grade mixed ability classrooms found that 84% of the time teachers did not 

differentiate their instructional activities and curricular materials for gifted. Teachers placed 

gifted students in heterogeneous groups 79% of the time, thereby, arranging for homogenous 

gifted groupings only 21% of the time (Westberg, Archambeault, Dobyns, and Salvin, 1993). 

When pre-service and ongoing teacher training in the different needs of and instructional 

strategies for gifted and high ability is provided, student learning gains are realized. Teachers 

who experienced two years of ongoing professional development successfully integrated 

differentiation strategies for gifted students in the general education classroom (Johnsen, 

Haensley, Ryser, & Ford, 2002). 

38 

Faced with the reality that focused professional development in gifted instruction is not 

the norm, curriculum models have been specifically designed to insure learning in a context 

particularly appropriate for gifted and high ability learners, such as Renzulli and Reiss' 

Schoolwide Enrichment Model (SEM) and The College of William and Mary's Integrated 

Curriculum Model (ICM). Both programs provide extensive information and training on program 

design, appropriate instructional strategies, and on the characteristics of the gifted mind to 

schools at implementation (Renzulli & Reiss, 1985; VanTassel-Baska, Zuo, Avery, & Little, 

2002). Research on implementation of the language arts component of the ICM indicated 

significant learning gains for gifted students, but the study underscores the necessity of training 

to achieve these results (VanTassel-Baska, Zuo, Avery, & Little, 2002). 

Not only do gifted children often experience inadequate teaching but the types and 

expressions of their intelligence often remain unidentified. Case studies of 3 5 fifth and sixth 

grade high ability children, attributed underachievement and failure to several academic and non

academic factors. The instructional factors highlighted inadequate in-service and pre-service 
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training in the characteristics of, special needs of, and various methodologies appropriate for 

these children. (Lee-Corbin & Denicolo, 1998; Sternberg & Grigorenko, 2002). Appropriate 

educational practice mandates the debunking ofthe gifted stereotype that "Gifted students will 

learn anyway" (Callahan, 2001). 
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The traditional academic pace of the classroom and instructional practices that award A's 

for very little effort teach mental laziness and negative attitudes towards learning (Agne, 2001). 

Vygotsky's Theory of Proximal Development proposes that human beings learn best when they 

are stretched beyond their comfort zones (Vygotsky, 1978). In order to avoid teaching lack of 

motivation, academic complacency, and cynicism, attending to theories of teaching and learning 

will alert teachers to the importance of active engagement and challenge for gifted learners 

(Kapusnick & Hauslein, 2001). 

Research on the benefits of teaching experience and college courses on gifted found that 

both qualifications translated into more accurate perceptions of gifted learning behaviors. 

Teachers were more likely to interpret unusual behaviors correctly and were, therefore, less 

likely to feel threatened by excessive enthusiasm, aggressive learning behaviors, and the deep 

knowledge base of gifted learners (Heath, 1997; Agne, 2001; Rash & Miller, 2000). Five or 

more years of teaching experience also correlated to familiarity with and implementation of an 

increased variety of teaching models (Rash & Miller). 

A case study of 10 elementary schools noted for their success with gifted found that the 

majority ofteachers of gifted had earned graduate degrees. The majority of the graduate degrees 

were the fields of special education and reading, fields that encourage differentiation and 

attention to the individual (Westberg & Archambeault, 1997). However, few states or school 

divisions require degrees, certification, or endorsement in gifted education, prompting gifted 
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educators to decry the lack of certification standards and to urge state and federal governments to 

legislate more stringent certification and endorsement requirements (Kames, Stephens, & 

Whorten, 2000). 

Numerous researchers noted the importance of the teacher's intellectual ability level 

(Silverman, 1995; Agne, 2001; Dubner, 1979; & VanTassel-Baska, 1993), metacognitive 

processes (Henderson, 1996 & VanTassel-Baska, 1993), and psychological and intellectual 

readiness (West berg & Archambeault, 1997) as factors related to the tendency to make the 

changes learned through professional development and education. Similar to findings in general 

education research on verbal skills, successful teachers of gifted were found to earn high scores 

on verbal ability skills tests. Although general education research does not indicate a correlation, 

gifted experts emphasize the importance of above average intelligence in teachers of gifted for 

teaching students of above average intelligence (Silverman, 1995). In surveys of gifted experts 

and gifted students the characteristics stressed were high achievement motivation, strong 

communication skills, intellectually curiosity, and high intelligence (Heath, 1997; Nikakis, 

2002). 

Domain 2: The Teacher as a Person 

The quality of the teacher/student relationship is a multi-faceted factor affecting student 

learning. As a major focus of this paper, teacher-efficacy, a characteristic of Domain 2, will be 

examined carefully in this section on gifted education. 

Gifted students view the effective teacher as one who exhibits an accepting attitude of 

warmth and respect and who relates to them personally (Carper, 2002; Heath, 1997; Nikakis, 

2002). The effective teacher risks self-revelation by revealing personal information to individual 
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students in infonn.al classroom discussion. This self-revelatory relationship between student and 

teacher is described as one of equality (Silverman, 1995) or mutuality (Heath, 1997). 

Of vital concern to the field of gifted education is the gifted student characterized by 

underachieving and failing conditions. The teacher's reflection on student behavior, classroom 

responses, and interactions with the student would alert the teacher to reorient approaches to 

problematic gifted students (Carper, 2002). 

A comparison of teacher and student perceptions of teacher behaviors revealed that 

teacher perceptions often did not reflect student perceptions of teacher behaviors regarding 

challenge and choice. Students in middle school and elementary school classrooms reported 

fewer opportunities for challenge and choice than did their teachers. However, significantly 

greater opportunities for choice were reported by gifted magnet school students (Gentry, Rizza, 

& Owen, 2002). These findings underscore the importance for effective teachers to have accurate 

self perception and personal awareness of their teaching behaviors. Training and support enable 

the teacher to develop a clear vision for change and reinforce teacher confidence to make change 

(Johnsen & Haensley, Ryser, & Ford, 2002). 

The teacher who enjoys teaching gifted is flexible enough to meet the needs of gifted 

(Heath, 1997). The behavior exhibited by the teacher of a positive attitude towards learning and 

emotional sensitivity towards students serves as a role model for students in gifted programs that 

intend to develop students' intellectual curiosity and love for learning (Hansford, 1985). 

Additionally, the teacher's metacognitive processes about the immutability of intelligence (Ross, 

1998), the teacher's attitude toward learning and the value of gifted methodologies determine the 

teacher's approach to and success with the teaching task (VanTassel-Baska, 1993; VanTassel

Baska & Little, 2003). The person with a secure sense of self accepts the aggressive behavior of 
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gifted students who often possess and express higher specialized knowledge bases than do 

teachers (Haensley, 2001; Kapusnick & Hauslein, 2001; VanTassel-Baska & Little, 2003). 

Intuitive and receptive, these educators exhibit a high level of comfort with student's aggressive 

and energetic learning behaviors, often responding with a sense of humor rather than 

defensiveness (Silverman, 1995). A student's desire to add his or her knowledge to the teacher's 

knowledge is not perceived by the effective teacher as a threat (Agne, 2001; VanTassel-Baska & 

Little, 2003). This personal sense of security, often characterized by self-reflective practice 

(Heath, 1997; Thomas & Montgomery, 1998; Westberg & Archambeault, 1997), translates into 

high teacher efficacy. 

Teacher-efficacy. The teacher-efficacy (T-E) theory used as a model for this investigation 

is the model designed by Tschannen-Moran, Hoy, and Hoy (1998). As a characteristic of 

Domain 2: The Teacher as a Person, the construct fits within the Stronge Effectiveness Teaching 

Model (2002). Although the construct of teacher-efficacy has different and broader dimensions, 

it is concomitant from Bandura's theory of self-efficacy (Ross, 1994b). Tschannen-Moran, Hoy, 

and Hoy refer to four major sources of self-efficacy from Bandura's theory that pertain to the 

teacher-efficacy construct 

1. Mastery experiences. The most powerful of the four sources, mastery experiences 

have the weight to countermand ability. The perception of success in past 

performance delineates the expectation of future success. Perception of past 

failure produces lower efficacy for future endeavors. 

2. Physiological or emotional cues. The level of arousal either heightens attention to 

task or inhibits the ability to function and make use of skills and abilities. 
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3. Vicarious experiences. Observation of others increases or erodes efficacy beliefs. 

Observation of competent teachers who adeptly handle tasks builds efficacy and 

enhances belief that the challenge is manageable. 

4. Verbal Persuasion. Information on the nature of teaching, information on new 

teaching strategies, and encouragement to attempt them builds confidence to try 

new ideas and approaches. However, unless the teacher experiences success in 

strategy implementation, personal teaching competence is not enhanced. 

Performance feedback has the potential to either enhance or decrease perceptions 

of teaching competence. 

Information from the four sources is sifted through cognitive processes. This sifting 

process determines how the teacher interprets information and how the teacher attributes value or 

credibility to the information. The sifting ultimately allows the information to influence the two 

interrelated dimensions of the Teacher-Efficacy Model developed by Tschannen-Moran, Hoy, 

and Hoy -the teaching task and context and self-perception ofteaching competence. 

Personal strengths and weaknesses in both dimensions are analyzed by the teacher who 

balances the resultant judgments against one another. In an analysis of the teaching task and 

context, the teacher evaluates the relative importance of factors that constrain or inhibit teaching 

in relation to the teacher's assessment ofthe available resources conducive to learning. In the 

dimension of self-perceptions of teaching competence a teacher weighs personal capabilities 

against personal weaknesses in the teaching task at hand. Assessments about self-efficacy 

emanate from the interaction of the judgments formed in the analyses of the two dimensions. 
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Specific factors are associated with individuals with high levels of teacher-efficacy (Ross, 

1994a). Those that are particularly relevant for teachers of high ability learners reveal the teacher 

who: 

® believes that success or failure of his or her students is within the control of the 

teacher 

e is willing to experiment with challenging teaching techniques 

e is willing to implement innovative programs 

e enhances mastery of cognitive goals 

Teacher-efficacy beliefs have a significant effect on student success and failure. 

Teachers with high levels of the construct attribute student success to the teacher and to the 

academic program. They accept responsibility for the student conditions of failure and success 

and tend to view unsuccessful students as challenges rather than as threats (Hall, et.al.l992; 

Ross, 1994a). Studies of the conditions of failure and low achievement in gifted and high ability 

students (Carper, 2002; Lee-Corbin & Denicolo, 1998) suggest the relevance of challenge versus 

threat perceptions to gifted education and programs. 

Teacher efficacy is operationalized as teacher's perceptions of ability to perform tasks 

integral to student learning. The construct is a significant variable predictive of teaching 

effectiveness and student performance. Although a teacher may have sufficient knowledge of 

content and training in pedagogy, the teacher's judgment of his or her ability to perform the task 

at hand may be a more powerful determiner than the actual strengths and weaknesses possessed 

by the teacher (Hall, et.al., 1992; Ross, 1994a, 1994b, 1998; Tschannen-Moran, Hoy & Hoy, 

1998). With this understanding of the power of teacher-efficacy to affect performance, it 

becomes clear why the construct is an important factor for consideration for advanced 
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educational opportunities. In fact, the relevance of teacher-efficacy is evidenced in the 

description of the gifted teacher as one who is secure enough personally to respond to the 

requirements ofthe gifted classroom (VanTassel-Baska, J. & Little, C.A., 2003). 
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Specific efficacy research is especially pertinent to advanced educational opportunities 

such as the IB. Higher levels of the teacher-efficacy construct are associated with well-behaved, 

high ability students, achievement of goals for higher student cognitive processing, and teacher 

motivation to implement challenging teaching strategies and innovative programs (Ross, 1994a). 

In a 1992 study of secondary education teachers by Raudenbush, Rowan, and Cheong (in Ross, 

Cousins, & Gadalla, 1996) teachers reported higher teacher-efficacy under these conditions: 

e if teachers were well-prepared 

e if classrooms had highly engaged students 

e if students were of a higher ability and grade leveL 

The meta-analysis by Ross, Cousins, & Gadalla (1996) characterized higher T-E teachers 

as risk-takers, a term the researchers operationalized by several factors. Teacher risk-takers were 

more likely to experiment with teaching strategies that stretch s~dent and teacher comfort levels 

and less likely to rely on traditional lecture and other teacher-centered approaches. They 

preferred performance based formative assessment to traditional pen and pencil tests and 

provoked higher levels of student engagement. 

Research makes it dear that teacher-efficacy is vital to effective teaching of motivated 

students in innovative programs. The construct of high efficacy reflects the characterization of 

the effective teacher of gifted and high ability as one who is effective with content, pedagogy, 

and self (Maker & Nielsen, 1996). Its influence on a teachers' levels of effort and persistence 



Reproduced with permission of the copyright owner.  Further reproduction prohibited without permission.

(Tschannen-Moran, Hoy, & Hoy, 1998), make teacher-efficacy a vital construct to examine in 

International Baccalaureate teachers. 

Domain 3: Classroom Management and Organization 

A review of gifted literature reveals that discussion in this domain focuses on the 

teacher's ability to manage discussions, multi-task, and organize the environment for 
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differentiated learning. Responses to a student survey resulted in categories characteristic of 

gifted teachers, one of which described the teacher as a supervisor/administrator who is able to 

"keep the class and course organized" (Dubner, 1979, p.l45). Clearly defined behavioral 

expectations contribute to maintaining the organized environment (Nikakis, 2002). Additionally, 

it is vital to involve gifted students in the process of creating ground rules for class discussions 

and other procedures (Smutney, 2000). 

The organization of the classroom is a vital component of effective high ability 

instruction. The gifted teacher's management style is characterized by the ability to multi-task 

and coordinate classroom procedures by creating an exciting, constant flow of stimulating 

opportunities and activities (Carnine, 1993 Carper, 2002; Maker & Neilsen, 1996; Johnson & 

Ryser, 1996; Stepanick, 1999). Giftedness and self-directed learning can be developed by 

designing an engaging, stimulating classroom environment, curriculum, activities, and 

assessments (Callahan, 2001; Lee-Corbin & Denicolo, 1998). The physical setting provides a 

variety of resources and learning areas to allow for formal and informal group interaction and 

activities relevant to student interests and experiences (Grant, 2002; Johnsen and Ryser, 1996, 

Johnson, Haensley, Ryser, & Ford, 2002; VanTassel-Baska & Little, 2003). The classroom 

should contain a variety of sensory stimuli - textures, materials, complex bulletin boards. 

However, classrooms are more often characterized by orderly rows and relatively bare walls 
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rather than the stimulating envimnment needed by these students (Maker & Nielson, 1996). It is 

noteworthy that teachers of gifted encounter fewer discipline problems, managing the classroom 

with less overt techniques such as humor (Silverman, 1995). 

Domain 4: Organizing/or Instruction 

Literature discussing key factors for effective teaching of gifted and high ability notes the 

importance of pacing, maintaining high expectations, planning a variety of instructional 

approaches designed to fit student learning abilities and interests, and linking instruction to real 

life. In order to implement appropriate instruction, effective teaching of gifted requires thorough 

planning and organization. Students reported a preference for teachers who organized instruction 

and used time constructively from bell to bell (Heath, 1997; Silverman, 1995). 

The imperative to multi-task requires careful organization, skill, and innovation to 

provide a constant flow of stimulating, differentiated activities in a classroom environment 

characterized by flexibility. The flexibility may take the form of pacing through acceleration, 

content modification, or curriculum compacting (Callahan, 2001; Silverman, 1990; Maker & 

Nielson, 1996; VanTassel-Baska & Little, 2003). Time essentially is fluid, determined by the 

type and flow of the task, the learning, and the end product (Renzulli, 1999). 

Stepanick (1999) recommends planning interdisciplinary units with flexible pacing 

through curriculum compacting that allows students to work to their ability leveL Curriculum 

and learning activities are designed to teach students at higher levels of abstraction and 

complexity (Carnine, 1993; Johnson & Ryser, 1996). Therefore, in the planning process the 

teacher analyzes concepts and skills to be learned and designs instruction accordingly. Content 

and process are organized to challenge high cognitive functioning and enable student discovery 

and experimentation, self-initiated learning (Speed & Appleyard, 1985; Torrance & Goff, 1990), 
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to emphasize problem-solving, interrelationships, independent and group investigations (Maker 

& Nielson), and concept development linking learning to real world situations (Camine,l993; 

Johnsen & Ryser, 1996, Renzillli, 1999). Effective teachers of gifted give meaningful 

assignments, activities, and instruction rather than busy work so resented by gifted students 

(Johnson, 2000; Maker & Nielson). Expectations student and teacher responsibility for 

learning are basic motivators of gifted teachers as they organize opportunities for discovery 

learning and challenge (Agne, 2001; Lee-Corbin & Denicolo, 1998). 

Domain V: Implementing Instruction 

Instructional skills characteristic of Domain 5 will be examined with a particular 

emphasis on questioning. Effectiveness in Domain 5 requires instructional skills characterized by 

differentiated instructional strategies, instructional clarity, and increasing levels of complexity in 

a classroom that emphasizes the importance ofleaming by focusing on instruction. This 

approach to instruction fosters student engagement and effectively challenges gifted and high 

ability students to attain optimal achievement. 

Although the common belief is that gifted children will learn without special instruction, 

differentiated instructional skills that include a range of targeted instructional strategies are vital 

to optimal achievement for the population (Callahan, 2001 ). Instruction that is student -centered 

and student-directed and that links instruction to real world experience is more likely to achieve 

the goal of developing independent thinkers and learners. The teacher is not the authority 

dispensing information, but prefers to employ a variety of stimulating, meaningful activities that 

involve students as active participants in the instructional process (Carnine, 1993; Renzulli, 

1999). Direct teaching, however, a strategy which includes lecture in combination with guided 

and independent practice, is beneficial for gifted students within a particular context. Direct 
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teaching is most appropriate promoting initial understanding of complex material and for 

teaching metacognitive and other thinking skills, but it is recommended that the approach be 

balanced with student-directed activities (VanTassel-Raska & Little, 2003). 
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Appropriate differentiated gifted instruction includes constructivist and discovery 

learning opportunities for students to construct their O\\'D. learning through individual 

investigation and other inquiry activities (Carper, 2002; VanTassel-Raska & Little, 2003; 

Westberg & Archambeault, 1997). Theme and problem-focused content that includes a global 

perspective incorporates significant problem-based projects selected by students and facilitated 

by the teacher (Feldhusen, VanTassel-Raska & Seeley, 1989; VanTassel-Raska, 1993). 

Independent investigations can be successful and creative if the teacher explains the process and 

expectations with instructional clarity. Students enjoy and pursue learning that is relevant and 

relates to the real world; they do not prosper in a teacher-centered classroom characterized by 

lecture. Metacognitive processes are developed when activities include opportunities for student 

reflection on and evaluation of their thinking (Maker & Nielson, 1996; Stronge, 2002; 

VanTassel-Raska & Little, 2003). As a result, coverage of content may be sacrificed to allow 

time for such reflective and self-examining activities (Grant, 2002; Torrance & Goff, 1990). 

Student engagement is linked to the effective teacher's facility in managing a range of 

strategies and levels of questioning so that student interest is peaked and student involvement is 

fostered. Gifted and high ability students function more optimally when they are actively 

engaged in their learning through a variety of instructional strategies (Renzulli, 1997). Effective 

teachers emphasize the importance of learning by maximizing learning time through monitoring 

the momentum and flow of instruction (Heath, 1997; Renzulli, 1999; Silverman, 1995). 

Silverman's study (1995) of questioning practices ofteachers of advanced and gifted students 
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found that teacher practice of reflection of student responses increased student engagement with 

one another and in the discovery process. In a study of Advanced Placement (AP) teachers, 

Henderson ( 1996) found that effective teachers of advanced students implemented questioning 

practices that resulted in higher levels of student engagement and participation. Both studies are 

discussed more thoroughly below. 

Teacher questioning skills. Questioning is a critical strategy characteristic of Domain 5: 

Implementing Instruction from Stronge's Effectiveness Teaching Model. Although research 

findings are contradictory, the act of questioning is often emphasized as a key to effective 

instruction and learning by general educators and gifted educators for general education 

classrooms and for advanced educational opportunities. For optimal outcomes from 

implementation of the strategy, the levels of complexity of questioning should reflect the levels 

of complexity of the content and the level of understanding of the student. Effective questioning 

is integral to effective instruction and learning and an essential quality of advanced education 

(Renzulli, 1999; Maker & Nielson, 1996; VanTassel-Baska & Little, 2003). 

The data indicating that questioning takes 35-50% of classroom instructional time clarify 

the importance of appropriate use of the strategy (Cotton, 2000). Recommendations for 

appropriate questioning for general education include: 

@I a combination of lower-cognitive level and higher-cognitive level questions to monitor 

student understanding of content 

® a combination of convergent and divergent questions 

® fit of question level to objectives, grade level, and content 

® more frequent higher-cognitive level questions in the upper grades 

® increased wait time for student responses 
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® probing questions to stimulate thinking and metacognition (Cotton, 2000; Cruickshank, 

Bainer, & Metcalf, 1999; VanTassel-Baska & Little, 2003) 

The discussion of levels of questioning refers to the levels of Bloom's Taxonomy of the 

Cognitive Domain. The levels in order of complexity from least to most complex are: knowledge 

or recall, comprehension, application, analysis, synthesis, and evaluation (Bloom, 1956; 

VanTassel-Baska, & Little, 2003). 

Questioning at all levels of complexity is a component vital to achieving the goals of 

advanced education (Gubbins, 2003; Hansford, 1985). Lower-cognitive level questions begin the 

process by focusing students on content and assessing their learning at lower conceptual levels. 

Increasingly higher-cognitive level questions follow to probe student thought processes and to 

incite higher level thought processing. The effective teacher provokes students to go beyond their 

comfort zones by forcing them through questioning at higher levels of Bloom's Taxonomy to 

extend their ideas and justify their conclusions (Maker & Nielson, 1996; Renzulli, 1997; 

Silverman, 1996; VanTassel-Baska, 1993). The Socratic approach, a recommended vehicle for 

effective questioning, serves the multiple purpose of stimulating analysis of values and ideas, 

reflection, and creativity in thought (VanTassel-Baska & Little, 2003). 

A case study by Westberg, Archambeault, et. al. (1993) of instructional practices for 

gifted students in 46 elementary school classrooms found that questioning practices for gifted 

and regular students in general education settings did not differ. Instead of higher level 

questioning and extended wait time for gifted and high ability students, teachers allowed less 

wait time after questions for targeted gifted students than for non gifted students. Questions were 

primarily recall and comprehension inquiries which are at lower cognitive levels of Blooms 

Taxonomy. The simple act of increasing normal wait time for students after questioning from 2 
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to 5 seconds allows for reflection at significantly higher cognitive levels (Maker & Nielson, 

1996; Silverman, 1995). 
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However, different results were found in other research studies. Three studies will be 

examined, one examining questioning patterns for effective and non-effective teachers in general 

education classrooms and two studies examining practices of teachers in advanced and gifted 

classrooms. 

Research on the total number of questions asked at the various levels of Bloom's 

Taxonomy was conducted on teachers classified as effective or ineffective based upon student 

performance. Although the number of lower-level questions asked was comparable for both 

groups, the major distinction was in the number of higher level questions asked. Notably more 

questions at the comprehension level of Bloom's Taxonomy were asked by ineffective teachers. 

Effective teachers asked questions at upper cognitive levels seven times more than did teachers 

categorized as ineffective (Stronge & Tucker, 2003). 

Studies by Silverman (1995) and Henderson (1996) indicated positive patterns of 

questioning practiced by teachers of advanced and gifted students. Gifted teachers in 

Silverman's study were less likely to provide answers and immediate feedback to questions, 

more likely than non-gifted teachers to ask divergent rather than convergent questions, and were 

more likely to reflect student questions and exhibit non-judgmental responses to student answers 

and opinions in order to promote thought. This behavior resulted in increased student to student 

interaction and engagement in the discovery process. 

In one of the few research studies on teachers of advanced programs the questioning 

practices of effective teachers of Advanced Placement (AP) students were compared with those 

of effective teachers of students in general education classrooms. The case study of AP 
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American History classrooms found effective teachers had higher expectations for students and 

were more likely to use feedback from assessments to structure lessons (Henderson, 1996). 

Henderson's study (1996) found significant differences in four areas, indicating that effective 

teachers of advanced students: 

1. asked more questions, 

2. had higher levels of student engagement during questioning, 

3. had greater participation rates during questioning, 

Both groups, AP and general education teachers, made maximum use of instructional time, but 

questioning by AP teachers was more frequent, produced greater distribution of responses and 

higher rates of successful answers. Although these findings compare to findings for effective 

teachers of general education students, comparable studies do not exist for the IB Program; 

however, the AP Program's many similarities with the IB make this a relevant study for 

consideration for the purposes of the paper. Likewise it brings to the fore the need for study in 

the questioning practices of IB teachers. 
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Questioning is integral to the manner in which people learn; however, it is clear that 

correct questioning techniques require teacher expertise. Knowledge of content and of teaching 

and learning are backdrops for designing questioning (National Research Council, 2000). This 

body of knowledge enables teachers to serve gifted students more effectively by promulgating 

student investigation, developing higher level student thinking and behavior, and enabling 

teachers to generate and order questions that guide lessons. 

Domain VI: Monitoring Student Progress and Potential 

In addition to the three instructional skills from Domain 5, this paper will examine the 

assessment practices implemented by effective teachers to monitor student progress and 
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potential. To be able to maintain student enthusiasm for learning and to be aware of student 

learning, the effective teacher understands the value and practice of assessment as an ongoing 

process rather than as a discreet event. 
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Assessment skills. Assessment manifests itself daily in the form of feedback to reinforce 

and monitor learning. The frequent and varied forms of feedback and assessments (i.e. verbal 

questioning, essays, quizzes, creative products) make it a targeted and constructive process 

(Carnine, 1993; Maker & Neilson, 1996; VanTassel-Baska & Little, 2003). Rather than limiting 

assessment to summative practice, assessment is authentic and formative. The products of 

authentic assessment either reveal original thought or creative manipulation of existing 

knowledge (Johnsen & Ryser, 1996). 

Products take various forms determined by the talents and interests of students 

(VanTassel-Baska & Little, 2003). The teacher involves students in the process from beginning 

to end by allowing them to select the form and presentation of their products (Maker & Neilson, 

1996, Stepanick, 1999). Clearly stated criteria for evaluation measure the quality of the product 

but also assess the depth and complexity of the process. Effective teachers rely on multiple 

assessments designed according to how students learn and how they best express their learning. 

Homework is an important component of gifted instruction. Due to the fluidity of the 

gifted approach to teaching and learning, it is often difficult to quantify what is homework and 

what is student-generated investigation. Appropriate assignments extend learning and are 

characterized by depth and complexity rather than by quantity (Feldhusen, VanTassel-Baska, & 

Seeley, 1989). Recommended practice for Advanced Placement students suggests that homework 

and testing be frequent to insure the rigor and challenge required ofhigh level learners. 

(Henderson, 1996). Optimal benefits accrue to the student when teachers provide timely 
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feedback on homework through grading or other response mechanisms (Marzano, Pickering, & 

Pollard, 2000). Feedback also insures that the student does not consider it to be busy work 

(Maker & Neilson, 1996). 
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Providing appropriate feedback takes a skillful teacher who is able to differentiate 

between the appropriate timing for prompt responses to students and appropriate timing for 

postponement of responses to avoid risking the stifling of original thought. On the one hand, 

Silverman (1995) recommends that the effective teacher often takes a counselor's approach to 

feedback - a nonjudgmental reflection to delay feedback and, therefore, provoke discovery and 

student to student interaction. Carnine (1993), on the other hand, encourages frequent, 

constructive, targeted feedback to assessments that take many forms such as verbal questioning, 

essays, and artwork. The two approaches are not contradictory but characteristic of the effective 

teacher who intuits the appropriate time to implement each. 

A case study of effective teachers in highly selective Advanced Placement (AP) 

classrooms compared their teaching practices with those of effective teachers in general 

education classrooms. Henderson (1996) found that effective teachers of AP American History 

had higher expectations for students and were more likely to use feedback from assessments to 

structure lessons than effective non-AP teachers. Although enrollment in many AP courses does 

not discriminate by ability level, the AP, like the IB, is considered to be an advanced educational 

opportunity. Since the cases were selected for study based on student success on AP exams, the 

study is relevant to this section of the study. 

Unless gifted instruction and instructional programming are conducted according to 

recommended practice, gifted education will be ineffective. It is evident from the review of 

literature on effective teaching in the venues of general education and gifted education that the 
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practices align. Due to the differing characteristics of the population groups areas of emphasis 

differ in each of the six domains; however, appropriate and effective instruction for students 

requires designing instruction to the particular needs of specific student populations. 

Due to the integral roles of questioning and teacher-efficacy in both the general education 

setting and in the gifted education setting, questioning and teacher-efficacy will be discussed at 

length in separate contexts in subsequent sections of this paper. 

Effective Teaching in the International Baccalaureate Program 

"Students in the IB Program have taken on an academic challenge that is above and 

beyond the norm, and that is always interesting to us" (Freeman, 1987, p.5). These words by a 

Harvard Dean of Admissions commending the graduates of the International Baccalaureate 

Program are echoed by university officials across the nation. Increasing numbers of prestigious 

colleges and universities recognize the high skill level ofiB graduates. However, the limited 

amount of research undergirding the efficacy of the program does not allow treatment of the data 

within the Stronge model. Therefore the literature will be presented in the formats of research 

data, recommended practices, and anecdotal evidence to assess the fit of program design, nature 

of teaching and learning, and desired program/student outcomes to the effectiveness research. 

Research on International Baccalaureate Programs 

Student Outcomes 

The comparatively recent implementation of the International Baccalaureate Program in a 

significant number of high schools in the United States (IBO, 2003) has resulted in limited 

empirical data and no longitudinal data on program and teacher effectiveness. [The IB 

administered 172,000 examinations to 52,000 students in 2002 compared to 1,585,000 Advanced 

Placement examinations administered to 900,000 students (IBO & The College Board, 2002).] 
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However, college and university admissions data have been collected from 1987 through 2002. 

The data from several institutions reflected the findings of national research on the success of 

students in the IB Program, indicating exceptional college and university performance by 

students who took high school coursework in the Program. Consistently higher GPA's, higher 

grades in advanced university coursework, and increased graduation rates were found among IB 

students than for students who took other high school college preparation or AP coursework. 

Admissions data of IB students performing at this level of achievement has been reported by The 

College of William and Mary, The University of Florida, Virginia Polytechnic Institute and State 

University, and the University of Tulsa (Scaturro & Campbell, 2003). 

Carson (1990) examined achievement data among students in attendance at Virginia 

Polytechnic Institute and State University in 1987. After four semesters 33% ofnon-IB students 

without AP credits, 41% of students who earned AP credits, and 88% of students from IB 

schools earned GPA's of3.0 or higher (Carson, 1990). The study considered all graduates from 

IB schools and deliberately did not limit consideration to IB students only. The school held the 

beliefthat schools offering the IB program "were clearly committed to quality education" (p.l) 

that would positively affect all students. 

University of Florida data from 1996-2002 indicated consistently higher academic 

performance from IB high school graduates than from graduates of all other high school 

programs. Higher percentages of IB students earned a grade of "B" or higher in upper level 

university coursework. In upper level introductory chemistry, 91.7% ofiB students earned a B or 

higher while 58.3% of all students earned a B or higher (Kolb, 2002; Kolb & Eckhardt, 1999; 

Scaturro & Campbell, 2003). Similar performance was found at numerous institutions, including 

the College of William and Mary in Virginia (Jesse, 1999; Scaturro & Campbell, 2003) and the 
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University of Tulsa (Rick Arrington, personal communication, March 14, 2003) where IB 

students were the highest achievers in higher education as well as in high schooL 

Admissions data from The University of Tulsa prompted the school to actively recruit 

and to establish generous acceptance and credit policies for IB high school graduates. A study 

examined the achievement of25 IB Diploma graduates who entered the university in 2002. After 

two semesters 5 of 23 freshmen had a GP A of 4.0; 11 had a GP A of 3.5 or higher; and only 2 had 

a GPA below 3.0. The average GPA of all first year students at the completion oftheir freshman 

year was 2.8; for IB students during the same time frame, it was 3.6. (Rick Arrington, personal 

communication, March 14, 2003). The gap in GPA's at all reporting universities was found to 

increase over four years of coursework (Jesse, 1999; Kolb, 2002; Scarturro & Campbell, 2002). 

In addition to admissions data, three studies, relevant to this paper, examined IB students and the 

IB Program. Research conducted worldwide by Duevel (1999) on IB graduates' satisfaction with 

the program indicated high university graduation rates for the population studied and a match 

between their chosen career and university major. Among IB survey respondents, 92% earned 

bachelor's degrees, 87% of them in five years or less; 54% attended graduate school; and 82% 

were employed in professions associated with their undergraduate majors. A majority of the 

respondents reported that their involvement in the IB favorably impacted their university 

performance. Figure 10 depicts the percentage of IB Diploma holders indicating favorable 

responses for each university level task. 

Fig~re 2.10 
The IB's Perceived Affect on University Pe:rform~:nce 

1 
University T~sks Percentage of Favor~ble Responses 

Working independently 88% 
Working cooperatively 65% 
Organizing time 91% 
Understanding complex assignments 91% 
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A recent study by Munro (2002) addressed the need to provide information on the quality 

of learning attained by IB students. In addition to successfully completing six IB subjects, IB 

Diploma students are required to write an Extended Essay in their senior year, a 4000 word paper 

on original research. The researcher proposed that success on the essay was influenced by the 

integration of three approaches to learning, two types of motivation, and two types of learning 

strategies. The three approaches to learning are the deep approach (in depth analysis), the 

achieving approach (align learning with evaluation criteria), and the surface approach (short term 

retention). Students are motivated extrinsically and intrinsically and select from global (synthesis 

of ideas) and analytic (analysis and logical sequencing) learning strategies. Results ofthe study 

indicated the following characteristics were exhibited by students who completed the essay: 

1. Students earning the highest scores integrated deep and achieving approaches. 

2. All completers were more likely than non completers to be motivated intrinsically 

extrinsically. 

3. Higher scoring students were more likely to use analytic strategies. 

4. All completers used global strategies. 

5. Lowest scoring students were more likely to memorize data than to analyze it. 

6. Lower scoring students were less likely to value and consider extrinsic criteria and 

were more likely to value personal interests. 

7. Higher scoring students were more likely to balance global and analytic strategies. 

In summary, students who were successful on the 4000 word essay were characterized by: 

1. innovative thinking 

2. integration with prior knowledge 

3. manipulation of information in increasingly higher cognitive levels 
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4. use of feedback to self-evaluate product and thought process 

5. self-regulated learning 

Recommended Teacher Behaviors 

The Extended Essay is viewed as the culmination of the IB course of study and the 

authentication of the IB approach to learning. With that understanding, Munro (2002) 

extrapolated teacher behaviors that would be necessary to produce high level student 

metacognitive behaviors and motivation characterized in the research. Although the research 

did not extend to teacher behaviors, Munro concluded that for students to be successful, IB 

teachers needed to teach: 

1. approaches to learning characterized by motivation to increase scope, complexity, 

and retention of knowledge; probe for underlying meanings and question ideas 

2. motivation to learn by teaching how to manipulate knowledge and cognitively 

investigate a priori knowledge 

3. motivation to learn by developing self-confident, self-regulated learners 

In fact, the IBO (2002a) has not conducted or based its program design on research on 

teaching effectiveness in the international venue. International literature recommends teacher 

training in reflective practice (Powell, 2000) and suggests that the qualities of collegiality and 

flexibility in dealing with intercultural challenges are advisable for international teachers 

(Garton, 2000). Otherwise, referring to research, the IBO (2002a) comments, " .. .in the context 

of international education, not a great deal is known about the effectiveness of different teaching 

styles and methods ... " (p.l4). As an international organization the IB has designed its program 

to meet educational needs globally; and, therefore, considers teacher effectiveness qualities 

within the global context (IBO, 2002a). 
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National Research Council Report 

NRC report findings. A study by the National Research Council (GoHub, et.al., 2002) of 

advanced academic programs, the IB and the AP, commended both programs for providing 

challenge for motivated students. However, the NRC criticized the programs for their lack of 

research to validate program practices and found several areas to be lacking. While 

recommending that more children have access to the both programs and commending the strides 

in American education made by them, the report made several recommendations for 

improvements. (Only those recommendations specific to IB are presented here). 

1. The ... IBO should evaluate their assessments to ensure that they measure the 

conceptual understanding and complex reasoning that should be the primary goal 

of advanced study. 

2. . .. the IBO should take more responsibility for ensuring the use of appropriate 

instructional approaches. Specifying the knowledge and skills that are important 

for beginning teachers and providing models for teacher development are likely to 

advance teacher effectiveness. 

3. The ... IBO should provide assistance to schools in their efforts to offer high

quality advanced courses. 

4. The ... IBO should develop programs of research on the implementation and 

effectiveness of their program (p. 14-15) 

Additionally, the Research Council criticized both programs for favoring coverage of 

material over depth in the areas of math and science. Although the report commends the IB and 

the AP for elevating the study of math and science in the country, it criticizes the practice of 
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offering an excessive number oftopics at the expense of emphasis on key concepts (Gollub, 

Bertenthal, Labov, & Curtis, 2002). 
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The International Baccalaureate Organization response. In its response to the NRC, the 

IB Organization expressed disagreement with the criticism that science and math courses lack 

depth of instruction. The IBO reminded the NRC that, unlike other advanced academic 

programs, IB courses are integrated over a two year period thus allowing for depth and 

complexity as well as breadth of coverage (Wallace, 2002). In spite of the Council's criticisms of 

the national emphasis on assessments, it recognized the validity of the assessment system. The 

multiple assessments and the varied forms of assessment of the IB Program were commended as 

good instructional practice (Gollub et.al., 2002). 

However, the Organization acknowledged its agreement with two recommendations. The 

IBO recognizes the need to expand and improve teacher training, while asserting that it has long 

recognized the value of effective professional development (Wallace, 2002). As a result the 

organization has redesigned its professional development to focus on training that advances both 

content and pedagogical knowledge (Bechtel & Waterson, 2003; R. Cline, personal 

communication, July 17, 2003). "Areas of particular interest include teachers as learners, 

teachers as managers of learning, teachers as innovators, the teacher-student relationship in 

learning, and the training and recruitment of teachers for international education" (Thompson, 

1999). Training - introductory, advanced, and specialized - is vital to accomplishment of the 

teacher's responsibility for student achievement on end-of-course exams (Bechtel, & 

Waterson, M. 2003; IBO & The College Board, 2002; Rothman, 2002). 

The IBO also acknowledged the lack of and need for research providing data on the 

quality ofthe program. Consequently, the recently established IB Research Unit (IBRU) in the 
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United Kingdom and the IB Curriculum and Assessment Centre (IBCA) in Cardiff, Wales have 

formed a partnership to actively encourage research to provide this data (IBRU & IBCA, 2001, 

p.l-2). 

Recommended Practices in the International Baccalaureate Program 

The practices presented in this section of the review are recommended for advanced 

educational programming as a result of research or their fit with teaching and learning theory. 

Although educators attribute the incorporation of these practices within the IB program design, 

research does not validate that attribution. Consequently, although many are research-based 

practices, they will be referred to as recommended practices within the IB context 

Experts in the field of gifted education recommend IB Programs as options for gifted 

students because of the link between IB and gifted program design and the similarity of program 

goals as evidenced in the IBO's philosophy on teaching and learning. Increasingly gifted 

educators recommend the integration of experiential learning within appropriate gifted 

programming (VanTassel-Baska & Little, 2003), a practice similar to the IB's requirement for 

community service in the Program's Creativity, Action, and Service component. 

The IB ensures rigor and challenge and allows adaptation to varied advanced educational 

learning approaches. In addition, the International Baccalaureate framework, from the primary 

years through the secondary school programs, replicates best practices for gifted education. For 

these reasons gifted educators recommend IB as an advanced educational option for gifted and 

high ability learners (Feldhusen, VanTassel-Baska, & Seeley, 1989; Maker & Nielson, 1996; 

Nugent & Kames, 2002; Renzulli & Reiss, 1985; Speed & Appleyard, 1985; VanTassel-Baska & 

Little, 2003; VanTassel-Baska & Olszewski-Kubilius, 1989). 
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Program Design 

Program design of IB assessments. The process of multiple and varied forms of 

assessment and the differentiated evaluation criteria make the IB a model for assessment. 

addition to end-of-course (external assessments), the program also requires teacher evaluated 

internal assessments. The varied products of internal assessments include laboratory 

experiments, oral presentations, math portfolios, and analytical essays. In addition, the evaluation 

criteria allow for differentiation in assessment by the teacher. The multiple and varied forms of 

assessment and the differentiated evaluation criteria fit the model for advanced educational 

programs based on the following precepts: 

e assessment of key principles, concepts, and content 

e multiple questioning formats 

• moderation (review) by multiple experts 

e deliberate scoring procedures 

e equal value on process and product (IBO, 2002a; V anTassel-Baska & Little, 2003, p.315) 

Program design in the format of external assessments and the culminating Extended Essay has 

been praised for the approach to instruction they encourage. Rothman (2002) asserts that the 

format of assessments encourages both choice of course content and in-depth instruction rather 

than rote memorization. In a comparison of AP examinations, Matthews, the designer of the list 

of 100 Best High Schools in America. for Newsweek magazine (personal communication, July 

23, 2003) stated that IB exams "are clearly better" because: 

e All students are required to take the exams. 

e The final examinations are longer and tougher. 

e The Extended Essay is required. 
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Program design in the nature of teaching and learning. Although research does not 

validate the implementation oftheir practice by IB educators, the design of the International 

Baccalaureate Program allows for incorporation of practices consistent with teaching and 

learning theory. The integrative nature of the IB design is a model of interdisciplinarity, 

differentiation, and flexibility (IBO, 2002a; Nugent & Kames, 2002; VanTassel-Baska & Little, 

2003). 

The six subject groups and the three components are integrated across and within 

courses. The two-year time frame for teaching many subjects allows for integration of 

information over that time span. In addition, the three components are capstones of 

interdisciplinarity in their integration of knowledge across all disciplines. This integrative nature 

of learning in the IB promotes critical thinking and diversity of thought and opinion (Duevel, 

1999; IBO, 2002a; VanTassel-Baska & Little, 2003). 

The flexibility of the program's course and assessment structure allows for differentiated 

student interests and abilities. It provides for students to monitor their own pacing for completion 

of course requirements and embarkation on new content (VanTassel-Baska & Olszewski

Kubilius, 1989). Program design aspects that compared favorably to best practices for gifted 

education incorporated the following characteristics: 

• interdisciplinary and integrated curriculum 

• individualized and accelerated pacing 

• self-regulated learning 

e globalism 

e problem-finding and problem-solving approaches to learning (IBO, 2002a; Munro, 2002; 

Silverman, 1990; VanTassel-Baska & Little, 2003) 
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Many of the characteristics described by VanTassel-Baska and Little and by Silverman lend 

themselves to extrapolation as best practices for teachers in the IB classroom. The program 

design incorporates these strategies; therefore, in order to achieve program goals and fulfill 

program requirements, teachers will need to implement complimentary practices. 
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The National Research Center on the Gifted and Talented (NRC/GT) (Gubbins, 2002; 

Renzulli & Reiss, 1985) describes the characteristics of an effective programming for gifted and 

high ability students and includes the IB as an option. Although the NRC/GT does not discuss 

the implementation of recommended practices by IB teachers, the Center describes the criteria 

for programs that meet the needs of the gifted. Since the IB is recommended as part of a 

continuum of services for gifted students, these practices can be extrapolated to be recommended 

practices for IB teachers. They include the following criteria: 

e differentiated curriculum characterized by high cognitive concepts and processes 

• gifted instructional strategies 

e flexibility and differentiation in assessments, grouping arrangements, and other program 

aspects 

• professional development to train teachers in gifted centered methodologies 

These criteria for best practices in gifted programming compare favorably to characteristics of IB 

programming for assessments and curriculum design. 

The International Baccalaureate is one of two programs used to qualify schools for 

inclusion on the list ofT op American High School. Although Matthews, the designer of the 

rankings, did not consider IB until 1999, he states defmitively that IB is "dearly better" than 

other advanced public school academic programs for its assessment structure, as already 

discussed, and because: 
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e it allows more in-depth instruction 

e it has the community service component 

e it trains all teachers in the integral nature of the IB program 

e of the power of its international focus (personal communication, July 23, 2003) 

Internationalism. As is characteristic of advanced educational programming and 

international education, IB is child-centered, an approach that is evident in IB curriculum, 

assessments, and teaching and learning characteristics (Phillips, 2002) This philosophy 

exemplifies the appeal of the program as an advanced educational opportunity for gifted/high 

ability and general education educators who call for globalism in educational programming 

(VanTassel-Baska, 1993; VanTassel-Baska & Little, 2003; Walker, 2002). The component of 

internationalism places the IB as a leader in the current forum of politics as well as in education. 

The program itself is reflected in the words of Secretary of Education Paige (2002) who 

enunciated the need for schools to improve international study of languages, cultures, and 

histories. 

In summary, although research has not been conducted to verify the implementation of 

recommended practices within the classroom, the IB Program incorporates the principles of 

teaching and learning in its design and philosophy. The principles reflected in the design are 

consistent with recommended practices and research on teacher effectiveness for general 

education and advanced educational programming. 

The IB mission statement. The revised Mission Statement for 2003 and the original 

Mission Statement state the philosophy of the organization. (Note: Components that reflect best 

practices for gifted education are bolded.) 
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The International Baccalaureate Organization aims to develop inquiring, knowledgeable 

and caring young people who help to create a better and more peaceful world through 

intercultural understanding and respect. To this end the IBO works with schools, 

governments and international organizations to develop challenging programmes of 

international education and rigorous assessment. These programmes encourage students 

across the world to become active, compassionate and lifelong learners who 

understand that other people, with their differences, can also be right. (IBO, 2003a, p. 2) 

Components in original Mission Statement also indicate best practices for gifted education. 

Education For Life 

Through comprehensive and balanced curricula coupled with challenging 

assessments, the International Baccalaureate Organization aims to assist schools in their 

endeavours to develop the individual talents of young people and teach them to relate 

the experience of the classroom to the realities of the world outside. 

Beyond intellectual rigour and high academic standards, strong emphasis is placed on 

the ideals of international understanding and responsible citizen ship, to the end that IB 

students may become critical and compassionate thinkers, lifelong learners and 

informed participants in local and world affairs, conscious of the shared humanity that 

binds all people together while respecting the variety of cultures and attitudes that makes 

for the richness of life (IBO, n.d. p.l ). 

Anecdotal Evidence on International Baccalaureate Practices 

Other than the research data and recommended practices presented above, the 

preponderance of literature on the International Baccalaureate Program is anecdotal, based on 



Reproduced with permission of the copyright owner.  Further reproduction prohibited without permission.

69 

experiential evidence of individuals involved in the program. The following review is exemplary 

of the available anecdotal literature. 

Teacher Practices 

A student article (Choudhury, 1994) written in a high school newspaper provided 

anecdotal evidence corroborating the success of the IB teacher in the inculcation of advanced 

academic skills. 

"Our English teacher forced us to read and reread and discuss at length, so that we could 

look at any literary work from many angles in search of deeper meaning. I was amazed 

by how much our teachers knew and understood, by how committed they were to helping 

us grow intellectually" (p.6). 

Choudhury and other students engaged in problem-solving activities, thoroughly exploring and 

examining teacher designed questions until they, the students, resolved the problems. In a 

comparison ofiB with her college experience, she said favorably ofiB, " ... I have not found as 

much questioning and in depth analysis" (p.6). The description of the IB teacher and teacher 

designed activities present a favorable comparison with research fmdings on best practices for 

teaching in advanced educational programs. 

A similar student written article, this one published in IB World, the journal distributed to 

IB authorized schools, illustrated the advantages of the accelerated pace of the coursework and 

the ability of the program and teachers to meet the needs of a diverse student body. The teachers 

were praised for their abilities to develop an attitude of scholarship and to teach support of 

individual beliefs (Lewis, 2003). 

Although experiential knowledge is not empirical research, it provides insight into the 

mind of an effective IB teacher. Rothman (2002), an IB teacher in Washington DC, described the 
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effective IB teacher in terms that compared to the best teachers of gifted students. IB teachers 

face the pressures of teaching to criterion-referenced tests; nevertheless, Rothman concluded that 

many of his colleagues viewed examinations, not as limiting, but as avenues by which they 

taught students to be efficient and insightful problem-solvers and masters of content. In addition 

to differentiating their marking of assessments, teachers provided samples of student work as 

models of the high level work expected of students. Rothman praised the freedom of IB teachers 

to design their instruction to convey depth and breadth, fact and concept, and content and 

process. Although specific content coverage was necessitated by the assessment procedure, 

teachers had the opportunity to engage students in provocative activities and meaningful 

assignments rather than the busy work gifted students find so distasteful (Maker & Nielson, 

1996; Rothman, 2002). 

The research is severely limited to undergird the quality of the International 

Baccalaureate Program and the practices of International Baccalaureate teachers. However, the 

high regard held by educators for the structure of the program and the success of its students 

allows extrapolation about the consistency of program design and teacher practices with those 

recommended for effectiveness in advanced educational opportunities. 

Summary 

The research indicates that Stronge's Model of Effective Teaching is a suitable 

framework for effective teaching for advanced educational opportunities. Application of the 

framework was not possible for the International Baccalaureate teacher because of the lack 

effectiveness research on the program. Literature in the fields of general and gifted education is 

replete with extensive research findings and recommendations for best practices while literature 

on the IB Program consists mainly of limited data on student achievement, comparisons to best 
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practices for general education and advanced educational opportunities, and anecdotal evidence. 

The literature on teacher practices was confined to anecdotal evidence (Lewis, 2003; Rothman, 

2002) and to recommendations for best practices (Munro, 2002). 

The findings of research used to develop Stronge's Model ofEffective Teaching are 

similar to research findings on and recommended practices for teachers of gifted and high ability 

students. While Stronge's research did not find a correlation between teacher ability and student 

achievement, recommended practices for gifted education do emphasize its relevance. In 

addition, higher levels of cognitive questioning seem to be especially pertinent to teaching of 

gifted students as does discovery and investigative learning. These effectiveness practices and 

behaviors are vital for teachers of gifted/high ability students to avert the crisis many of these 

students face from inadequate instruction and programming. 

The review of literature in all three settings indicates the relevance of two specific 

characteristics of the Model of Effective Teaching. The levels of teacher-efficacy beliefs and 

cognitive levels of questioning influence cognitive processing and enhanced student 

achievement. The teachers' beliefs of personal power to influence student performance 

determine the teacher's approach to the teaching task. A teacher who is willing to take risks and 

who persists in the face of challenge will critically impact a setting in which high student 

cognitive processing and achievement are required. The highly structured nature of the course 

and assessment design of the International Baccalaureate Program seems to necessitate a teacher 

who is willing to take on the challenge of that structure. The research suggests that the teacher 

characterized by high teacher-efficacy in other settings will be characteristic of the effective 

teacher in the IB setting. Finally, research indicates that the achievement of the goal of high 

cognitive processing is linked to levels of questioning pursued by the teacher. The teacher who 
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exhibits a willingness to persist with probing questions rather than to lower expectations appears 

to be more likely to achieve the results of student performance required for success by the 

International Baccalaureate student 
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The major purpose of this study was to compare the practices recommended for effective 

teaching of teachers of International Baccalaureate students with recommended practices for 

teachers of regular education and gifted/high ability students. A mixed case study design was 

examined qualitatively and quantitatively specific recommended practices of International 

Baccalaureate teachers using the framework ofStronge's Model ofEffective Teaching. The 

recommended practices extracted from the model were (a) instructional skills, (b) assessment 

practices, and (c) the construct of teachers' sense of efficacy. 

The research methodology addressed in this chapter was divided into the following 

sections that presented a discussion of (a) the research questions, (b) the multi-case study 

method, (c) the variables of interest, (d) the sample and generalizability of the study, (e) the 

instrumentation, (f) data collection procedures, (g) data analysis procedures, (h) ethical 

safeguards, and (i) resources. 

Research Questions 

The research questions are as follows: 

1. How do recommended International Baccalaureate curricular and program goals 

compare to practices recommended for effective instruction in general education and 

for gifted/high ability learners? 

2. As determined by observation to what degree do teachers of International 

Baccalaureate students exhibit effectiveness behaviors in their implementation of 

instructional skills? 



Reproduced with permission of the copyright owner.  Further reproduction prohibited without permission.

3. As determined by observation to what degree do teachers of International 

Baccalaureate students use a variety of assessment practices to monitor student 

progress? 

4. At what levels do teachers of International Baccalaureate students self-report their 

Teacher-Efficacy beliefs in comparison with a sample of a cross-section of high 

school teachers? 

The Case Study Method 

74 

The case study method of research as defined by Stake (1995) is "the study of the 

particularity and complexity of a single case, coming to tmderstand its activity within important 

circumstances" (p. vi). Yin (1995) offered another view of the method. "A case study is an 

empirical query that: investigates a contemporary phenomenon within its real-life context, 

especially when the boundaries between phenomenon and context are not clearly evident" (p. 13). 

Cases are structured by presenting the problem, context, issues and lessons learned and are 

characterized by systems bounded by space and time, multiple sources of data collection, and 

thick description of context (Creswell, 1998). The approach is particularly advantageous when 

the phenomenon subject to study is a contemporary issue (Yin). 

Case studies lend themselves to a design that allows for the treatment of data both 

qualitatively and quantitatively (Yin, 1995). To increase the validity and generalizability of the 

findings multiple sources are used to collect data. Qualitative data is organized into a database 

and documented at the date and time of collection. It is analyzed, coded, and categorized to 

determine recurring themes and characteristics. Multiple sites or single sites may be studied; 

however, the multi-site approach affords an advantage in the generalizability of the findings. If 
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steps are taken to avoid overgeneralization of the results, the multi-case study method allows for 

a larger generalization than a single case study (Yin). 

This study used a multi-case study qualitative/quantitative design. A qualitative approach 

was appropriate to examine Research Question 1. The data was obtained through the Review of 

Literature within the framework of the Stronge Model of Effective Teaching (2002). The data on 

recommended practices for general and gifted education were examined within the context of the 

Six Domains of the Stronge Model. The results were compared to recommended curricular and 

program goals in the International Baccalaureate setting to determine if IB goals were consistent 

with effective instructional practices as defmed by the Stronge model. These data were treated to 

a comparative analysis to determine the dissonance in practices and goals for the varied settings. 

A qualitative and quantitative approach was appropriate for questions 2, 3, and 4. Data 

was collected through observation for Research Questions 2 and 3 and rated using the Teacher 

Effectiveness Behavior Scale. The findings were analyzed qualitatively and quantitatively 

through descriptive statistical procedures that report means and standard deviations. The results 

were compared to data from a comparative case analysis by Stronge, Tucker, and Ward (2003). 

Data to answer question 4 were collected through self-report using the Teachers' Sense of 

Efficacy Scale (TSES) and analyzed quantitatively through descriptive statistics reporting means 

and standard deviations for the three subscales. It was compared to teachers' sense of efficacy 

data on a sample of high school teachers obtained by Tschannen-Moran in a prior study of high 

school teachers. 

The two sites that were investigated in this study had differing characteristics, but they 

were ultimately bound together by the particular phenomenon of the International Baccalaureate 

Program. 
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Variables ofinterest 

The variables of interest for all Research Questions were based on the Stronge Model of 

Effective Teaching. Although teachers' sense of efficacy is a major variable it is related to 

Domain 2 (The Person) of the Stronge ModeL 

Effective Teaching 

Research Question 1 examined all Six Domains of the Model while Questions 2 through 

4 examined characteristics or sub-domains of specific domains. 

Research Question 1: Recommended Goals and Practices 

The variables for Research Question 1 were the recommended practices for teacher 

effectiveness as defined by the Six Domains of the Stronge Model of Effective Teaching. The 

domains that described effective teaching were developed through a meta-synthesis of valid 

effectiveness research. All Six Domains of Effective Teaching examined as variables of interest 

for this question were: 

<® Prerequisites of Effective Teaching 

I® The Teacher as a Person 

<® Classroom Management and Organization 

a Organizing and Orienting for Instruction 

e Implementing Instruction 

a Monitoring Student Progress and Potential 

The variables were applied to recommended practices for teachers of general education and 

gifted students and to curricular and program goals in the IB Program. In designing the model, 

Stronge considered only proximal variables within the control and influence of the teacher. 

Variables such as student demographics and administrative policies, although they affect student 
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achievement, are outside of the teacher's locus of control and were not considered as teacher 

effectiveness factors. Stronge's consequent Model of Effective Teaching captures the concept of 

effective teaching and, therefore, served as the framework for this study. 

Research Question 2: Implementing Instruction 

The variables of interest for Research Question 2 were sub-domains and characteristics of 

Domain 5: Implementing Instruction from the Stronge Model ofEffective Teaching. The 

variables describe effective teacher behaviors by instructional skills practiced in the classroom. 

Instructional skills. The areas of instructional skills examined were: 

e Instructional differentiation 

e Instructional focus on learning 

e Instructional clarity 

e Instructional complexity 

e Expectations for student learning 

Research Question 3: Monitoring Student Progress and Potential 

The variables of interest for research question 3 were the assessment practices 

implemented by IB teachers to monitor student learning. 

Teachers' Sense of Efficacy 

Research Question 4: Teachers' Sense of Efficacy 

The variables of interest for Research Question 4 were the three Teachers Sense of 

Efficacy subscales of ( 1) sense of efficacy in student engagement, (2) sense of efficacy in 

instructional strategies, and (3) sense of efficacy in classroom management and the total of the 

three subscales in the construct of teachers' sense of efficacy as defined by Tschannen-Moran, 

Hoy, & Hoy, (1998). 
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The model is defined by the two interrelated dimensions of analysis of teaching task and 

context and self-perception of teaching competence. Teachers' sense of efficacy is characteristic 

of the teacher who, through reflective practice analyzes and adjusts teaching practices to enhance 

effectiveness of instruction. Reflective practice is a sub-domain ofDomain 2: The Teacher as a 

Person from the Stronge Model of Effective Teaching. 

Sample and Generalizability 

Sample 

This study examined two cases, one in a moderately sized Virginia county, and the 

second in a moderately sized Virginia urban area. A purposeful sample of teachers in the 

International Baccalaureate Program was selected from two separate but similar contexts. The IB 

Program is housed in one high school in each district, both of which act as magnet centers to 

serve the entire district. All IB teachers in both districts attended introductory training and 

advanced teacher training in IB sanctioned workshops. Both IB Programs are small Diploma 

Programs of similar size in which all students take courses in each ofthe six subject groups and 

complete the three components of Theory of Knowledge, CAS (Community, Action, and 

Service), and the Extended Essay. Both programs require an application process to determine 

eligibility of prospective candidates that included specific criteria for selection: standardized test 

scores in the 9th decile, GPA's of3.0 or higher, grades ofB or higher, completion of algebra I 

with a B or better, a student essay, and teacher recommendations. 

Entry to the county school district was obtained through a cover letter to the assistant 

superintendent for instruction requesting permission to conduct the study in the high school 

which housed the county's International Baccalaureate Program. It was followed by an 

introductory message to the principal of the high school to arrange the observations. The high 
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school, located in a suburban community, had approximately 900 students. The program has a 

total of 13 IB and Pre-IB teachers and 90 students enrolled in IB/Pre-IB in grades 9-12. 

Entry to the urban school district was obtained by the city's research approval process 

which was designed as an ethical safeguard. The Request for Approval: Research Projects form 

was completed by the researcher and submitted for approval by the Research Approval 

Committee in October, 2003. Approval was granted verbally and, subsequently, formalized in a 

letter in January, 2004. A follow up discussion was conducted with the high school principal and 

the researcher who is the program coordinator. The high school that houses the IB Magnet 

Center has approximately 1500 students. The IB Magnet Center has a total of 21 teachers and 

approximately 105 students in the IB/Pre-IB Program in grades 9-12. 

A total of34 teachers from the two schools were asked to complete the Teachers' Sense 

ofEfficacy Scale (TSES). Five IB teachers from each of the two schools, for a total of 10 IB 

teachers, were observed to provide data for Questions 2 and 3. A letter of transmittal was 

included in the mailing to explain and request completion of the TSES and to request permission 

of 10 teachers in the sample to conduct the observations. The letter insured confidentiality and 

anonymity of participants. It is included in the Appendix. Letters of approval from the two 

school districts are not included in the Appendix due to the guarantee of confidentiality. 

Generalizability 

The generalizability of this study is limited by the characteristics of the sample 

population. Since the study did not examine the data based on comparisons of teachers' 

educational and personal characteristics, it was possible that the teachers differed greatly from 

their peers in other IB Programs. 
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In addition, the samples used in the two comparative case analyses varied greatly from 

the sample used i:n this study. Stronge, Tucker, and Ward (2003) observed 85 third grade 

classrooms one week prior to administration of Virginia Standards of Learning tests while the 

observations of IB teachers were conducted in 10 classrooms four months prior to external (end

of-course) assessments. The population surveyed by Tschannen-Moran & Hoy (2002) consisted 

of255 kindergarten through 1i11 grade educators in urban, suburban, and rural settings, some of 

whom may have included IB and gifted teachers. 

Generalizability may also be affected by the researcher who is the Coordinator of the 

International Baccalaureate Magnet Center at the urban high school. To reduce the threat of bias 

and to increase generalizability the researcher was involved as a participant/observer. The 

advantage of the participant/observer role was the elimination of the time and effort spent on 

gaining entry into the context and gaining trust of the participants (Creswell, 1998). 

Instrumentation 

Effective Teaching 

Two instruments were used to collect data for this study to develop a profile of the 

effective teacher in the International Baccalaureate classroom. These instruments included a) 

Teacher Effectiveness Behavior Scale: Instructional Skills, b) Teacher Effectiveness Behavior 

Scale: Assessment Practices, and c) Teachers' Sense ofEfficacy Scale (TSES). The Teacher 

Effectiveness Behavior Scale was designed from research on effective teaching behaviors. It 

were developed for use by Stronge and Tucker (2003) for their study of effective behaviors of 

effective and ineffective third grade teachers in a moderately sized urban Virginia school district. 

The study was originally presented at the American Educational Research Association 

Conference in Chicago in April2003. The Teacher Effectiveness Behavior Scale was obtained 
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from Stronge of the College of William and Mary. The Teachers' Sense of Efficacy Scale was 

obtained :from Dr. Megan Tschannen-Moran also ofthe College of William and Mary. The 

instruments- the Teacher Effectiveness Behavior Scale: Instructional Skills, the Teacher 

Effectiveness Behavior Scale: Assessment Practices, and the TSES - are included in the 

Appendix. Both instruments are described below. 

Research Question 1: Recommended Goals and Practices 
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Research Question 1 is presented as a content analysis of data analyzed from the Review 

of Literature. The :framework for that analysis is the research based Model of Effective Teaching 

which is defined by six effectiveness domains. No specific instrument is used in the analysis. 

Research Question 2: Implementing Instruction 

Instructional skills. The Teacher Effectiveness Behavior Scale is a behaviorally-focused 

scale that is designed to enable the observer to assess both the types of effective teaching 

behaviors and the extent to which they are practiced by International Baccalaureate teachers. 

Observed teacher behaviors were examined and rated on the Behavior Scale, which is 

summarized into the five instructional skills listed above. The :framework for the five 

instructional skills is based on Domain 5 ofStronge's Effectiveness Model. Each skill is rated 

on a scale ranging from 1 to 4, with 1 indicating the least effective level of performance and 4 

indicating the most effective level of performance. The teacher who would be awarded a level 4 

for the skill of instructional differentiation would use "a broad repertoire of instructional strategies 

with fluency and flexibility to differentiate instruction for individual or groups of students." The teacher 

who would be awarded a level 1 for the same skill would be one who "relies heavily on one or two 

instructional strategies primarily involving lecture or seatwork for the whole class." 

The validity of the scale was determined in the study of effective and ineffective teachers 

by Stronge, Tucker, and Ward described above. Statistical models were used to assess teacher 
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effectiveness. Through observations using 20 dimensions of the behavior scale, including the 

five instructional skills examined in this study, Stronge, Tucker, and Ward compared effective 

teachers, "those who facilitated higher than expected learning gains for students," to ineffective 

teachers, "those who facilitated lower than expected learning gains" (p.l5). On 18 of the 20 

dimensions effective teachers received higher scores than ineffective teachers. The effective 

teachers outperformed the ineffective teachers at a significance level of p<OS on the skills of 

instruction differentiation and instructional complexity. 

Research Question 3: Monitoring Student Progress and Potential 

The instruments used to collect data on assessment practices of IB teachers were the 

Teacher Effectiveness Behavior Scale for Assessment Skills. The teacher who receives a score 

of 4 for quality of verbal feedback would be one who "consistently, addresses individual student 

strengthes and weaknesses, and encourages student self-reflection. Feedback is fair and demonstrates high 

expectations for aU students." A teacher with a rating of 1 "provides verbal feedback that is limited to 

correctness of response. There is little or no direction provided for improvement in performance." The 

scale is discussed more thoroughly above in research question 2. 

Teachers' Sense of Efficacy 

Question 4: Teachers' Sense of Efficacy 

Data to determine teachers' sense of efficacy beliefs were collected on the 24-question 

Teachers' Sense ofEfficacy Scale (TSES) from teachers identified as International 

Baccalaureate teachers. Tschannen-Moran, Hoy, and Hoy (2001) conducted three studies to 

insure construct validity for the instrument. The items on the scale were originally selected from 

Bandma's scale and subject to factor analysis in the studies which resulted in a 24-item long 

form and a 12-item short form. The construct reliability was .94 for the 24-item scale and .90 for 

the 12-item scale. The Long Form was used in this study. 
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Consideration was taken to include items that assess teachers' judgment of their abilities 

to respond to the "instructional needs of capable learners" (p. 799). The instrument's authors 

found that responses to the TSES loaded on three factors: efficacy for student engagement, 

efficacy for instructional practices, and efficacy for classroom management. The items are 

equally weighted. The groupings ofthe items for each subscale on the Long Form are: 

Figure 3.1: 
TSES Subscale Grou in s 

EFFICACY SUBSCALE QUESTIONNAIRE ITEMS 

Efficacy for student engagement Questionnaire items 1, 2, 4, 6, 9, 12, 14, 22 

Efficacy for instructional practices Questionnaire items 7, 10, 11, 17, 18, 20, 23, 24 

Efficac for classroom mana ement Questionnaire items 3, 5, 8, 13, 15, 16, 19, 21 

Sample items included in the subscale efficacy for student engagement are: 

1. How much can you do to get through to the most difficult students? 

2. How much can you do to help your students think critically? 

Sample items included in the subscale efficacy for instructional strategies are: 

7. How much can you respond to difficult questions from your students? 

10. How much can you gauge student comprehension of what you have taught? 

Sample items included in the subscale efficacy for classroom management are: 

3. How much can you do to control disruptive behavior in the classroom? 

5. To what extent can you make your expectations clear about student behavior? 

Teachers responded to each item using a Likert scale with nine possible choices ranging from 

nothing to a great deal. The total possible responses were: nothing, very little, some influence, 

quite a bit, a great deaL 
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Data Collection Procedures 

Data were collected using both qualitative and quantitative methods for research 

questions 1 through 4. 

Effective Teaching 

Research question 1: Recommended Goals and Practices 

Information collected from the Review of Literature on recommended instructional 

practices in general education and gifted education and recommended curricular and program 

goals in the International Baccalaureate Program was analyzed based on the Stronge Model of 

Effective Teaching as the framework for the analysis of the data. The data was then classified 

according to the Six Domains of the model and a content analysis was conducted to determine 

the dissonance between recommended practices for teachers of general education and gifted 

students and recommended curricular and program goals for the International Baccalaureate 

Program. 

Research question 2: Implementing Instruction 

84 

Instructional skills. Data were collected in the fall of 2003 on the five Instructional Skills 

implemented by IB teachers through 60-90 minute observations of 10 teachers in International 

Baccalaureate Programs in two different contexts, an urban Virginia high school (N=5) and a 

county Virginia high school (N=5). Teacher behaviors were recorded in writing, categorized and 

rated based on the levels of performance on the Teacher Effectiveness Behavior Scale, which can 

be found in the Appendix. The behavior scale was completed by the observer subsequent to the 

classroom observation. 
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Question 3: Monitoring Student Progress and Potential 

Data were collected to examine two assessment practices of IB teachers through the 60-

90 minute observation procedure described above under Instructional Skills. Teacher practices 

were recorded in writing, categorized and rated based on the levels of performance on the 

Teacher Effectiveness Behavior Scale found in the Appendix. 

Teachers' Sense of Efficacy 

Question 4: Teachers' Sense ofE.fficacy 

85 

Data were collected from 33 of 34 teachers in International Baccalaureate Programs in 

two separate contexts in Virginia. The Teachers' Sense of Efficacy Scale (See the Appendix.) 

was mailed to teachers in the two contexts, along with a letter of transmittal, prior to conducting 

the observations in late fall of2003. The teachers were requested to complete the 24-item 

questionnaire which they returned in sealed envelopes to their program coordinator prior to the 

date of the first observation. An envelope was included in the original mailing. The envelopes 

were collected from the program coordinator by the observer at the time ofthe observations. 

Data Analysis 

Qualitative and quantitative approaches were used to analyze the data in the mixed study 

design. Question l was analyzed qualitatively through a content analysis; the data for questions 

2 and 3 were obtained through observation and are presented in narrative form as well as with 

descriptive statistics. The data for question 4 was obtained through the administration of a 

questionnaire and presented with descriptive statistics. Both questions 2 and 4 are examined in 

relation to similar studies. However, caution is advised in extending to broad a comparison in 

both comparative analyses. 
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Effective Teaching 

Question 1: Recommended Goals and Practices 

86 

A qualitative content analysis was conducted to analyze the data from the review of 

literature on recommended instructional practices in general education, gifted education, and 

International Baccalaureate Programs. The data were then analyzed within the framework of the 

Six Domains of the Stronge Model ofEffective Teaching to determine the dissonance between 

the general and gifted/high ability education settings and the IB setting. Where sufficient teacher 

effectiveness data was not available in the literature on recommended practices for IB teachers, 

an analysis was extrapolated from literature on IB Program design and student outcomes. 

Question 2: Implementing Instruction 

Instructional skills. Each item on the Teacher Effectiveness Rating Form was analyzed 

using the rating levels of the teacher effectiveness behavior scale. The information from the 

classroom observation notes was coded and categorized to develop a final effectiveness rating 

for each teacher. Descriptive statistical procedures were used to report the data. Means and 

standard deviations were computed for each instructional skill area. As a limited indicator of the 

generalizability of the results, the means and standard deviations of each category were 

cautiously compared to the findings from a Virginia study by Stronge, Tucker, and Ward (2003) 

of general education teachers. Any comparison between the findings of this study and the 

findings of the comparative case study are extremely limited in generalizability due to the 

differences in populations described above. 

Question 3: Monitoring Student Progress and Potential 

The procedure for analysis of data on teacher assessment practices is described above 

under instructional skills. 
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Teachers' Sense of Efficacy 

Question 4: Teachers' Sense of Efficacy 

The data obtained from the TSES was treated to quantitative analysis using descriptive 

statistical procedures - percentages, means and standard deviations. Responses to each item on 

the TSES were divided into the three subscales and reported using descriptive statistical 

procedures. The subscales are efficacy for student engagement, efficacy for instructional 

practices, and efficacy for classroom management. Percentages, means, and standard deviations 

were computed for each ofthe subscales. Finally, the data from the three subscales were 

compared to those obtained by a Tschannen-Moran and Hoy (2002) study of255 k-12 teachers 

in urban, suburban and rural general education settings. The Tschannen-Moran and Hoy was 

cautiously treated as a comparative case study with extremely limited generalizability due to the 

differences in population samples. The results are generalizable to teachers in IB Programs 

similar to those selected in the sample. The procedures are depicted below: 

Research 
Question 

Q. 1 

Q2 

Q3 

Q4 

Figure 3.2 
Research Procedures 

Instrumentation Data 
Collection 

n/a 
Review of 
Literature 

Teacher Effectiveness Behavior Scale Observation 

Teacher Effectiveness Behavior Scale Observation 

Teacher's Sense of Efficacy Scale Questionnaire 

Ethical Safeguards 

Data Analysis 

content analysis 

descriptive statistics & 
comparative analysis 

descriptive statistics & 
comparative analysis 

descriptive statistics & 
comparative analysis 

The practice of this study was designed to protect the anonymity of each participant in 

the study. The cover letters included assurances of confidentiality and anonymity. The 
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observation data and the questionnaires did not contain or request information on the identity of 

the participants. The Request for Approval: Research Projects form was submitted for approval 

to the Research Approval Committee in the urban school district. In addition, proper procedures 

in keeping with appropriate research at the College of William and Mary were conducted. The 

proposal was submitted to the Protection of Human Subjects Committee at the College of 

William and Mary; and ethical safeguards were maintained. The approval of the Protection of 

Human Subjects Committee is included in the Appendix. 
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Chapter4 

SUMMARY OF RESULTS 

Introduction 

89 

This study was conducted to examine recommended practices for International 

Baccalaureate Program teachers within the framework ofStronge's Model of Effective Teaching 

and to analyze those practices in conjunction with recommended practices for instruction of 

gifted and high ability learners. Curricular and program goals for the IB Program are examined 

and compared to recommended practices for general education and gifted education through a 

review of literature. Data on the qualities of effective teaching exhibited by IB teachers were 

obtained through observations in a multi-site case study conducted in two IB Program schools in 

two school districts. Specific qualities of effective teaching were selected from Stronge's 

Teacher Effectiveness Model. The section, the comparative analysis of IB program and 

curricular goals, provides a context for the discussion of the multi-site case studies. 

The Summary of Results in this chapter is separated into sections that discuss (a) The 

Sample, (b) Research Question 1 Results, (c) Research Question 2 Results, (d) Research 

Question 3 Results, (e) Research Question 4 Results, and (f) Summary of Findings. The Sample 

section begins with a description of the case study sample and proceeds to a discussion of the 

response rate of the sample. It concludes with a description of the observation sample procedure 

and its subsections on selection process and observation process. The succeeding four sections 

analyze the data from the four research questions using a narrative format illustrated with figures 

and tables. The final section summarizes the results of the study. 
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Research Questions 

1. How do recommended International Baccalaureate curricular and program goals 

compare to practices recommended for effective instruction in general education and 

for gifted/high ability learners? 

2. As determined by observation to what degree do teachers of International 

Baccalaureate students exhibit effectiveness behaviors in their implementation of 

instructional skills and in their levels of complexity in questioning? 

3. As determined by observation to what degree do teachers of International 

Baccalaureate students use a variety of assessment practices to monitor student 

progress? 

4. At what levels do teachers of International Baccalaureate students self-report their 

Teacher-Efficacy beliefs in comparison with a sample of a cross-section of high 

school teachers? 

The Sample 

The sample for the multi-site case study was comprised of volunteers from two 

International Baccalaureate Programs in separate school districts. One district is in a moderately 

sized urban area while the other is in a moderately sized county. The urban school district has a 

population of approximately 23,000 students in four high schools, 6 middle schools, 24 

elementary schools, 1 charter school, and 1 elementary gifted magnet school. The county has a 

population of 12,450 students in four high schools, four middle schools, 10 elementary schools, 

and 1 charter schooL The school districts differ in size and in experience with the ill. At the time 

of the observation, the county program had taught IB/Pre-IB was preparing its third IB 
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graduating class while the urban high school was preparing its first graduating class. However, 

the programs are similar in size, student selection process, and program design. Both programs 

e have approximately 90-100 students in grades 9-12 

® require a student application and selection process based on ability 

® offer the full IB Diploma Program rather than selected courses 

o offer a similar schedule of courses 

o all teachers have been trained in IB approved workshops 

Study approval was granted by the Protection of Human Subjects Committee of the 

College at the William and Mary. The study approval stated, "This project was found to comply 

with appropriate ethical standards and was exempted from the need for formal review by the 

college of William and Mary Protection of Human Subjects Committee." See the Appendix for 

the full text of the approval notification. 

Site permission to conduct the study was obtained from the assistant superintendent pf 

instruction and the high school principal of the county school district and from the Research 

Approval Committee in the urban school district The IB Program Coordinators in both schools 

disseminated and collected information for the research. International Baccalaureate teachers in 

the sample were contacted through cover letters that included the Teachers' Sense of Efficacy 

Scale (TSES), a check off slip to withdraw from selection for the observation, and a stamped 

envelop. The cover letter is included in the Appendix. 

Response Rate to the Study 

Observation Sample 

Teachers were asked to participate in two parts of the study: the observation and the 

Teachers' Sense of Efficacy questionnaire. They could, elect not to participate in both parts or in 
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one part of the study. be excluded from the observation sample, teachers were requested to 

indicate their desire to be excluded on the last page of the cover letter and to mail it to the 

researcher in the enclosed stamped envelope. One teacher in the county school district requested 

to be excluded from the observation sample of 13 teachers (n=l3). Two of21 teachers (n=21) in 

the country school district requested to be excluded from the observation sample while one 

teacher agreed to participate with the condition of right to review the findings prior to analysis. 

Therefore, 12 teachers (n=l2) comprised the selection pool from the county school district and 

19 (n=l9) comprised the selection pool from the urban district. The total observation sample 

consisted of a selection pool of31 (n=31) of34 teachers for a total response rate of91.2%. To 

aid the reader the teachers in the observation sample are coded numerically as T1 through Tl 0. 

Teachers' Sense of Efficacy Sample 

Participation or non-participation in the completion of the Teachers' Sense of Efficacy 

Scale was less overt. Teachers who did not wish to complete the questionnaire did not return the 

form to the coordinator of the school. Teachers who elected to participate returned the 

questionnaire anonymously to the coordinator's mailbox. The first distribution of the TSES 

yielded 10 responses from the county school and 18 responses from the urban school. The TSES 

was distributed for a second time in a thank you note with a gift of note paper and a pen; it was 

followed by an email thank you and reminder to the total sample of 34 teachers. At this 

distribution two additional teachers from the county school returned the TSES for a total of 12 

(n=l2); all teachers in the urban school returned the questionnaire for a total of21 (n=21). The 

total number of questionnaires returned from both sites equaled 33 (n=33) of the 34 potential 

participants for a response rate of 97.06%. 
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Observation Sample Process 

Selection Process 

Once permission was obtained from the teachers to conduct the observations, 

six IB teachers were selected from each site by a random drawing. The researcher subsequently 

contacted each teacher through email to select and confirm observation dates. Although the study 

involved five observations from each school, a sixth selection was made in case of scheduling or 

other difficulties. An alternate from the county school district was withdrawn from the sample 

due to scheduling problems. The alternate from the urban school district was withdrawn after the 

observation for procedural difficulties. Thus, a part of the sample was eliminated from 

involvement in the study. The fmal sample ten teachers, coded as Tl through Tl 0, were: 

• 3 English teachers 

• 2 math teachers 

• 2 science teachers 

e 2 history teachers 

• 1 Theory of Knowledge teacher 

Observation Process. 

Ten 60-90 minute observations were conducted in the two school districts over a period 

of several days during the fall of 2003. The observations in the county school district were 

conducted over a four day period. Although both schools have a 90 minute alternating block 

schedule, the county school has one daily 60 minute block. 

In the county school district one observation was interrupted after 45 minutes by a fire 

drill that lasted an additional45 minutes. The class continued 30 more minutes upon return to the 

class; consequently, the last block to be observed was shortened to 60 minutes, causing the 
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cancellation of one lab. Since a similar lab was conducted after school as a make up lab, the 

researcher observed the teacher during the make up lab procedure. Therefore, the five 

observations conducted in the county school district consisted of three 90 minute observations 

and two 60 minute observations, with the addition of one 30 minute after class lab. Six 90 minute 

observations were conducted in the urban school district with the exclusion of one observation 

for reasons previously stated. 

Data were recorded through scripting during the observations. With the caveat that 

permission to tape the observations would not be granted without individual permission from 

each student and parent, permission of each student was not requested. The purpose of the study 

was to investigate teacher practices rather than student behavior. 

Research Question 1 Results 

Research Question: How do recommended International Baccalaureate curricular and program 

goals compare to practices recommended for effective instruction in general education and for 

gifted/high ability learners? 

The procedure for determining and presenting the comparison of International 

Baccalaureate Program goals with recommended practices for general and gifted education was 

conducted through a content analysis of the key references the Review of Literature. This 

analysis moves sequentially through a treatment of the sources of data presented in the key 

references for general education, gifted education, and IB education with the addition of a 

summary of the program features discussed in the key references for IB education. It progresses 

through a review of curricular and program goals discussed in the key references, to a summary 

of the recommended practices for gifted education the key references, to a comparison of IB 

curriculum and program goals with recommended practices for gifted education. Finally specific 
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aspects of each program feature are delineated and matched to the recommended gifted practices. 

The analysis sequence is outlined below. 

Data Sources (Key references for general, gifted, and IB education) 

L Key References: IB Curricular and Program Goals 

L Key References: Gifted Education 

L Comparison: lB Curricular & Program Goals with 
Recommended Gifted Practices 

L Comparison: IB Program Requirements with 
Recommended Gifted Practices 

The researcher must reiterate that recommended practices for gifted education are 

presented in the Review of Literature within the framework ofStronge's Teacher Effectiveness 

Model. This model is reproduced here. 

1. Prerequisi tes I 

ement 3. Classroom Manag 
& Instruction 

Stronge's Teacher Effectiveness Model 

l EFFECTIVE TEACHERS I 
I \ 

I Job Responsibilities and Practices I 
I 2. The Person I 

I 
6. Monitoring Student 
Progress & Potential 

I 4. Organizing for Instruction I l 5. Implementing Instruction I 
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Data Source of Key References 

The first step in the analytical process was an analysis of key references in general 

education, gifted education, and in the IB Program (Figure 4.1) presented in the Review of 

Literature. The analysis of key general and gifted education references revealed that the sources 

of data in the majority of these references were research-based or based on meta-syntheses of 

research. The analysis of key references for the IB Program was conducted within the three 

sections- Student Outcomes, Teacher Practices and Program Design- presented in the Review 

of Literature. The literature on teacher practices in the IB was extremely limited. The data were 

restricted to anecdotal evidence (Lewis, 2003; Rothman, 2002) and recommendations for best 

practices (Munro, 2002; Rothman, 2002) rather than on research-based data on teacher 

effectiveness. The research was limited to student achievement and program satisfaction. 

Research on effective practices for teachers of IB students had not been conducted to allow for a 

comparison with recommended practices for teachers of general or gifted education. The 

majority of the literature, instead, focused on IB program and curricular goals for student 

outcomes and program design with particular emphasis on assessment. Figure 4.1 is adapted 

from Stronge, 2002. 
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The results ofthis analysis corroborate 

(Gollub et.aL, 2002): 

findings of the National Research Council 

100 

1. . .. the IBO should take more responsibility for ensuring the use of appropriate instructional 

approaches. Specifying the knowledge and skills that are important for beginning teachers 

and providing models for teacher development are likely to advance teacher effectiveness. 

2. The ... IBO should develop programs of research on the implementation and effectiveness of 

their program (p. 14-15) 

The IB Organization acknowledged the need to focus on both areas of concern to the NRC, 

training and research (Bechtel & Waterson, 2003; R. Cline, personal communication, July 17, 

2003). It has consequently reoriented its professional development practices to focus on 

"teachers as learners, teachers as managers of learning, teachers as innovators, the teacher

student relationship in learning, and the training and recruitment of teachers for international 

education" (Thompson, 1999). In response the IBO also established an IB Research Unit to 

partner with the IB Curriculum and Assessment Centre to actively encourage research to provide 

data on its curriculum and assessment program (IBRU & fiCA, 2001 ). 

Assessment is a vital feature of program design to the extent that the literature singles it 

out as a key and distinguishing feature. Therefore, it will be analyzed as a separate entity and 

included generally as a feature of program design. An examination of the references for the goals 

of these three features - student outcomes, assessment, and program design - does suggest a 

comparison with recommended practices for general and gifted education. From the comparison 

it may be possible to extrapolate a link between recommended practices for teachers in general 

education and gifted education to those that would be expedient for teachers in the International 

Baccalaureate Program. 
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Key References: JB Curricular and Program Goals 

Once the lack of research based evidence and the key program features were determined, 

the next step in the sequential process was to review the literature in Chapter 2 to identify the 

curricular and program goals presented within the context of those features - student outcomes, 

assessment, and program design. From the key references analyzed in Figure 4.1 for the IB 

Program, the most typical sources were extracted. As discussed earlier, references presenting 

anecdotal sources of data were not included in the analysis, thus eliminating information on 

teacher practices. Figure 4.2 presents the curricular and program goals determined for Student 

Outcomes; the curricular and program goals for Assessment; and the goals for Program Design. 

Figure 4.2 below is adapted from Stronge, 2002. 
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The references marked with an asterisk in Figure 4.2 are prindpaHy resources on gifted 

education. Although the data presented in them was primarily research based, the research was conducted 

on gifted education. Their treatment of the IB Program focuses on recommended practices for gifted 

education that are reflected in the m curricular and program goals. This analysis intends to examine the 

alignment of those curricular and program goals with recommended practices for gifted and general 

education order to apply practices recommended for effective instruction to IB teachers as well. 

References: Recommended Gifted Practices 

Therefore, the next step of the content analysis was to examine the key references (see 

Figure 4.1 Gifted Resources) for recommended gifted education practices in a manner similar to 

that conducted on key references for the IB in Figure 4.2. (References on recommended practices 

for general education were previously listed within the framework of Stronge' s Model of 

Effective Teaching.). In the content analysis of gifted references only those recommended, 

practices that were pertinent to IB curricular and program goals were examined. Figure 4.3 is 

adapted from Stronge, 2002 . 

Note: . ll practices in Figure 4.3Recommended Practices for Gifted Education were selected 

jM ,t:.~rison to IB curricular and program goals based upon the frequency of their 

recommendation in literature on gifted education. Practices that were discussed in four or more 

gifted resources were selected as recommended gifted practices. 
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Figure 4.3 
Key References: Recommended Practices For Gifted Education 

Recommended Practices 

.... 
= "" Q.l t>JI 

"' "' e Q.l t' r;f.j "' Q.l e = = Q.l 00 "' Q.l .£ t>JI = s:l "' ~ :.; :.; 'SiJ "0 "" 'i!:l fll 

.cf:;.... .s 1.. Q.l .., C> Q.l Q.l 

= .~ .Q 1 ~ '; 0 Q.l .s = "' ~ "t "0 Q.l "' "" 
e.; 

C> 0 0 = ......... ~ ..... .=: Q.l :; Q.l i:! Q.l 1;1 ~ "' ~ f ~ ~ 1.. 

~ 
... "0 ... = ~ ~ ~ 

G.l 'l::l ~ c Q.l .Q 'a ~ 11<1 .... 'l::l .... .=: 1.. "" ~ f y ~ ·- .... ..... = = fll ~ .... - "' .... 'y Q.l Q.l 

= Q.l a!:! 'l::l 

~ 
..<.::: "' "0 Q.l Q.l .£ ~ 

~ r;f.j .£ "0 12 ~..- ~ .... = .Q~ f ~ = ~ • .£: - .~ -; 0 = ~ Q.l 
Q.l Q.l 1.. ~ e = ~ t>JI = .... ..... 'a ~ .... 
<:.I "0 ~ 

"0 0 ~ G.l -; = 0 c Q.l 
Q.l = ;:: '1:1 

.., 
y = 1.. [!,., ..&::: 0 u ..&::: .Q .s - e.; 'I::J ~ < = = = < e Q.l a, e.; .... Q.l Q.l 0 ;:: 1 .... ..... Q e.ID 0 ~ = ~ Cl'l rJj -; '£: "" .£: ..... 'i: = .::: Q.l 

= 
- "' .... .... 

References ~ c t>JI Q.l 
~ 00 "" Q.l ~ ~ :?1 ~ 00 

~ 
~ 0 = "" ~ 

Agne, 2001 • ® ® ® ® 

Callahan, 2001 ® ® ® ® ® ® ® ® ® ® ® ® 
-· 

Carnine, 1993 ® ® ® ® ® ® ® ® ® 

Carper, 2002 ® ® ® 

Feldhusen, VanTassel-
® 

Baska & Seeley, 1989 
® ® ® ® ® ® ® ® ® 

Grant, 2002 ® ® I 

Gubbins, 2002 ® ® ® ® ® ® ® 

Heath, 1997 ® ® 
! 

Henderson, 1996 ® ® ® ! 

-·· 
Johnsen & Ryser, 1996 ® ® ® ® ® ® ® ® ® ® • • ® • ® ® 

Johnsen, Haensley, Ryser, 
® 

& Ford 2002 
® ® 

Kapusnick & Hauslein ® 

Lee-Corbin & Denicolo, ' 

® ® ® ® 

1998 ! 

Maker & Neilson, 1996 ® ® ® ® ® ® ® ® ® ® ® Ill Ill • ® ® ® ® 
® . 

Rash & Miller ® ® 
------ ---- ·---·---



R
eproduced w

ith perm
ission of the copyright ow

ner.  F
urther reproduction prohibited w

ithout perm
ission.

107 

Figure 4.3 
Key References: Recommended Practices For Gifted Education 

Recommended Practices For Gifted Education 
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Silverman, 1990 ® ® 
I 

Speed & Appleyard, 1985 @ ® ® ® 

Stepanick, 1999 ® e ® ® ® ® ® ® ® ® ® @ ® ® ® ® ® 

Sternberg & Grigorenko, 
® ® ® ® e ® ® ® @ 

2002 ---
Torrance & Goff, 1990 ® ® ® ® ® 

VanTassel-Baska, 1993 @ ® ® ® ® ® ® ® ® ® @ ® ® ® 

VanTassel-Baska & Little, 
® 

2003 
® ® ® ® ® ® ® ® ® ® ® @ ® ® ® @ ® 

® I 
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I VanTassel-Baska, Zuo, 
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Note: Criteria for determination of recommended gifted practices required their discussion in a minimum of four studies. See note p.l 05. 
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Numerous recommended practices from each of the 6 Domains of the Stronge Model of 

Effective Teaching were discussed in the Review of Literature. In Domain 1: Prerequisites, 

recommendations for teachers included ongoing staff development (Johnsen, Haensley, Ryser, & 

Ford, 2002), teaching experience (Rash & Miller, 2000), and targeted training in the 

characteristics of gifted learners (Heath, 1997; Sternberg & Grigorenko, 2002). Domain 2: The 

Teacher as a Person described a confident, flexible, reflective teacher with high levels of 

teachers' sense of efficacy who could establish a relationship characterized by mutuality (Heath, 

1997; Ross, 1994a) or equality (Silverman, 1995). Domain 3: Classroom Management and 

Organization emphasized the teacher's ability to multi task and organize a stimulating 

environment (Johnsen & Ryser, 1996; VanTassel-Baska & Little, 2003). With the exception of 

staff development, these characteristics are essentially teacher practices which Figure 4.1 IB 

Program References revealed were not adequately addressed in the literature on International 

Baccalaureate Program design. However, they are pertinent to the examination of teacher 

practices addressed in research questions 2, 3, and 4. A link established in Research Question 1 

with recommended educational practices would enable the application of these other domain 

recommendations to teaching practices of IB teachers for the subsequent research questions. 

As Domains 1, 2, and 3 practices proved not to be applicable to this examination of 

curricular and program goals, they were omitted from the content analysis. The list was, 

consequently, reduced to the 21 most commonly recommended practices for treatment in the 

content analysis in Figure 4.3. The resulting recommended practices were primarily from 

Stronge's Domain 4: Organizing for Instruction, Domain 5: Implementing Instruction, and 

Domain 6: Monitoring Student Progress and PotentiaL 
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Comparison: IB Goals & Recommended Gifted Practices 

The next step in the sequential process was determining the alignment of IB curricular 

and program goals in Figures 4.2 with recommended gifted practices from Figure 4.3. Since the 

gifted practices were presented within the Stronge Model for general education, alignment would 

. apply that context as well; therefore, it could be concluded that the International Baccalaureate 

design would fit within and be assessed by Stronge' s framework. 

After examining the goal of high college and university acceptance, it was omitted from 

the analysis. College and university acceptance was determined to be an end-product of IB 

curricular and program design and not a component or practice of it. It is a goal presented by 

college and university admissions personnel and is not a goal presented in IB literature. Once 

that topic was excluded from the comparison with gifted education in Figure 4.4, many of the 

research based data sources were also excluded. The Program Design goal termed child-centered 

was also omitted from the content analysis. Analysis of child-centeredness lends itself to too 

much subjectivity; yet, its intent appears to be reflected in many of the other curricular and 

program goals such as student choice of product and self-regulated learning. 

The Comparison of IB Curricular and Program Goals and Recommended Gifted Practices 

is presented in Figure 4.4. It is adapted from Stronge, 2002. 

Note: Criteria for determination of recommended gifted practices required their discussion in a 
minimum offour studies. See note p.l05. 
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Figure 4.4 ~ Comparison of m Goals and Recommended Gifted Practices 

~ <>Cl 
c/j <U "' <U ~ § 1::: c/j 

<U "' <U c/j 5 "' IB 0 ~ <U <U § -~ "' ..s .e ll ~ ~ > ..... "' u <U c/j 

~ 0 :s! c/j ..2 :.§ ca . .., ·~ > ..... ....... 00 
C) "' ~ lG ·es <.) t "' <>Cl "' CURRICULAR ·.p "' .... :::s 1<i ..... .t;: 0 <U .g -~ .... <U ,.0 ..t:: 5 ~ j ~ :>< "' ..2 .s ~~ ..t:: I:: "' ...., 00 

~ .e. & ..... () .o·~ d ·p "' u <U <U 

~ 
"'0 .-;:: () <U 00 u <U 

AND PROGRAM 
.... ~- <U 

<>Cl ~~ 
<U·- <U «.! ] ;;:I u ..2 5 

C) ..lS'E ~ "' 0 
0 ..... <U <U I > I > l ..s 'a -;"§ "' u g~ ·~ 1<i t=·.d 1::: ...... ..2 "' e <U :a ~ s § ~- ..t::• <U'"" 

~ 
·.p £ Q GOALS u 

"' ~ 15 5 ..s 0 ~ <U ca 0 <!,) .~..s ~ :>tl <!) u 
8~ ~ 

Q, "' () ~ .... > 
"' «< += &l .s u ~ 

,.0 p..~ :::t; .s < .... Q,U i5 ..9 ~ ~ "3 (/) d: :e <U (/) ~ 
comtinued 

Q :I: C) ~ 

Group & independent 
student investigation ® @ @ @ ® ® ® ® @ 

Inquiry activities 
@ ® Ill Ill @ @ @ @ ® ® ® ® ® 

Differentiation for 
high cognitive 
processing ® ® Ill ® ® Ill ® Ill ® 

-

z 
Breadth & depth C) ® Ill ® ® Ill ® ® II II ® ..... 

(/) 1------i f.I.l 
0 
~ 

~ Real world problems Ill ® Ill ® ® ® ® ® ® ® 

0 

~ 
Experiential learning ® II ® ® Ill ® ® ® ® ® ® ® 

·-- f--- t-·--

Self-regulated 
learning ® ® ® ® ® ® ill! ® ® 

Advanced, rigorous 
program & 
curriculum illl @ ® ® illl ill! ® ® ® ® illl ® ® ® ® @ ® ® ® ® Ill 

Professional 
development training ill! ® 

.. __ 



Reproduced with permission of the copyright owner.  Further reproduction prohibited without permission.

1 

The analysis depicts the alignment of recommended practices for gifted instruction with 

12 IB Student Outcome goals, 9 IB Assessment goals, and 13 IB Program Design goals. 

e Authenticity of assessment was a frequent match to the goals of program design 

e The opportunity to develop higher level thinking was vital to all three goal areas. 

e Establishing high expectations was noticeably evident, matching to 32 goal areas. 

e Depth, breadth and complexity, recommended for gifted curriculum and assessment, 

matched to 3 5 goal areas. 

e Acceleration most frequently aligned with program design goals. 

The IB Program Curricular and Design goals that aligned most frequently with recommended 

practices were: 

e High cognitive processing 

e All assessment goals 

o Problem-finding and problem-solving 

• Advanced rigorous program and curriculum. 

The sequential process of the content analysis indicated that IB Curricular and Program 

goals align with research based recommended practices for gifted and general education. It does 

not suggest that IB practices have been treated to research. 

Comparison: Program Requirements and Gifted Practices 

The final step in the sequential process was to align the program requirements described 

by IB curricular and program goals with the recommended practices used in the sequential 

content analyses. The major program requirements described in the Review of Literature were 

the subject groups of the curriculum, program components, and assessment. The specific 

elements of the three program requirements are: 
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® Curriculum 

o Humanities 

o Math/science 

o Higher level and standard .level courses 

o 2-year courses of study 

o International perspective 

® Components 

o Theory of Knowledge 

o Creativity, Action, and Service (CAS, community service) 

o Extended Essay 

® Assessment 

o Internal 

o External 

Figure 4.5, A Comparative Analysis of IB Program Design & Recommended Educational 

Practices (adapted from Stronge, 2002) depicts that alignment. 
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Note: Criteria for determination of recommended gifted practices required their discussion in a minimum of four studies. See note p.l 05. 
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To clarify international terminology, the internal assessments are those assessments 

required by the IB Program in addition to external assessments (end-of-course exams). They are 

facilitated and assessed by teachers and sent to the IB Organization for review (lBO, 2002c ). An 

example of the internal assessments is the science interdisciplinary experiment, called the Group 

4 Project, designed and completed by students. Students are assessed for the process and their 

analysis of the process they conduct rather than on successful results they may or may not 

achieve (IBO, 2001). External assessments are end-of-course examinations examined by outside 

evaluators according to criterion-referenced standards. Each assessment includes a major writing 

or essay component (IBO, 2002c ). 

Summary of Research Question 1 

The analysis indicates that the International Baccalaureate Program requirements as well 

as the IB curricular and program goals align with the recommended practices for gifted and 

general education. The sequential process depicted in the narratives and in Figures 4.1 through 

4.5 indicated the areas of alignment between gifted and general education and the IB as it is 

described and designed. However, the applicability of the analysis applies only to the intent of 

the program - its requirements and goals and program requirements. The actual implementation 

of the recommended practices by IB teachers in the classroom will be examined in research 

questions 2-4. 

Research Question 2 Results 

Research Question 2: As determined by observation to what degree do teachers of International 

Baccalaureate students exhibit effectiveness behaviors in their implementation of instructional 

skills and in their levels of complexity in questioning? 



Reproduced with permission of the copyright owner.  Further reproduction prohibited without permission.

118 

Procedure 

The researcher conducted 10 observations using a scripting procedure in which each 

teacher activity, question, instruction, and behavior was recorded. The scripts were analyzed on 

teacher implementation of five Instructional Skills within Domain 5: Implementation of 

Instruction of the Stronge Model (2002). These five Instructional Skills are: 

® I-1 Instructional Differentiation 

® I-2 Instructional Focus on Learning 

e I-3 Instructional Clarity 

e I -4 Instructional Complexity 

e I-5 Expectations for Student Learning 

Although the researcher observed for implementation of the five instructional skills, the 

focus of the observations was on the instructional strategies implemented in the classroom. The 

narratives describing teacher practices will be more detailed for teacher practices in skill I-1. 

Within the thick descriptions of instructional strategies will be evidence that clarifies teacher 

behavior concerning the other four skills. The ten teachers were coded as Tl through TlO. 

For example, a teacher, T8, who implemented a pattern oflow and high level 

questioning, engaged each student in a Socratic questioning session. That teacher used 

questioning as the format for instruction and guided practice to clarify concepts and check for 

understanding. This format addressed five instructional skill areas. 

Teacher performance on the five Instructional Skills was rated using the Teacher 

Effectiveness Behavior Scale (Stronge & Tucker, 2001 ), a four-level behavioral summary scale. 

This scale was used by Stronge, Tucker, and Ward (2002) in a study of the instructional practices 

of effective and ineffective teachers. The use of this instrument allows for a limited comparison 
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of means and standard deviations in the areas of instructional differentiation, focus on 

instruction, clarity, complexity, and expectations for student learning. The Teacher Effectiveness 

Behavior Scale Area I: Instructional Skills can be found in the Appendix. 

The scripts were analyzed for behaviors that corresponded to each instructional skill. The 

behaviors for each skill were coded and extracted from the scripts and recorded separately on a 

data recording form for each teacher. The Level 4 descriptor and the teacher behaviors for each 

skill were subsequently extracted from each data recording form and summarized on individual 

instructional skill recording forms. Teacher practices and behaviors were treated to additional 

analyses for identification and coding of themes and determination of recurring patterns. 

Each teacher was awarded a rating of 1-4 based on the 4-Level Behavior Scale. From 

these ratings the means and standard deviations were computed, which allowed for a limited 

comparison with a prior study by Stronge, Tucker, and Ward (2003) of effective and ineffective 

teachers. It must be noted that the data on the Stronge study is provided only as an exploratory 

case analysis. The exploratory case analysis was conducted in 85 third grade classrooms one 

week prior to administration of Virginia Standards of Learning tests while the data on IB 

teachers was conducted in 10 classrooms four months before external assessments. However, 

internal assessments were being or had been conducted by IB students. The comparison will be 

presented separately as each skill is discussed. 

Performance indicators were used as guides to facilitate a less subjective analysis of 

teacher performance in each dimension. Teachers were not assessed based on their performance 

on every indicator. The indicators were derived from the Teacher Effectiveness Rating Form 

(Stronge & Tucker, 2002). Additional strategies corresponding to those recommended for gifted 
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education were derived from VanTassel-Baska and Little (2003). They will be enumerated as 

each skill is discussed. 

The 60-90 minute observations permitted only a snapshot of the teachers' total 

performance. Therefore, teachers were rated only on those strategies implemented within that 

period of time. Although teachers often referred to ongoing investigative activities, they were 

considered to be long-term assignments and, therefore, will be discussed in Research Question 3 

on Assessment Practices. 

Due to the observer's involvement as coordinator in the IB Program in School B, the role 

of participant/observer was assumed. The researcher's involvement in the school assisted in 

reducing the time to win the trust of participants. 

Instructional Differentiation 

The first Instructional Skill to be assessed and the primary focus of the research for 

Research Question 1 was I-1 Instructional Differentiation. Although teacher implementation of 

the other four instructional skills (instructional focus, clarity, complexity, expectations) is 

addressed, more emphasis and the preponderance of the narrative will be presented for the skill 

of Instructional Differentiation. While the researcher intends to develop a profile of the IB 

teacher, the focus was on the strategies implemented in the classroom. 

are: 

The Level 4 descriptor and performance indicators for I.l Instructional Differentiation 

Area I: Instructional Skills 

I -1 Instructional Differentiation 

The teacher uses a broad repertoire of instructional strategies with :fluency and :flexibility 
to differentiate instruction for individual or groups of students. 
Sample Performance Indicators: 
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a. uses a variety of instructional strategies and activities to promote student 
engagement 
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b. The teacher uses questioning strategies to engage students and promote learning 
(engagement). 

c. summarizes and reviews major concepts from the lesson (Stronge & Tucker, 
2002) 

The Teacher Effectiveness Behavior Scale: Instructional Skins with descriptions of all four 

levels can be found in the Appendix. 

Differentiation through the implementation of a variety of strategies creates optimal 

learning opportunities and, therefore, engagement for all students (Bransford, Brown, & 

Cocking, 2000) whether in a gifted or general education setting. The majority of instructional 

strategies are applicable to all disciplines while certain strategies are particularly appropriate in 

individual disciplines. Questioning strategies are valuable to all disciplines as are hands on 

learning activities, although hands on activities have particular application to science as do 

manipulatives in math (Joyce, Weil, & Calhoun, 2000). 

The targeted instructional strategies, derived from Stronge (2002) and VanTassel-Baska 

and Little (2003) were direct instruction, inquiry-based and discovery activities, group work, 

independent work, questioning strategies, problem solving and problem fmding activities, and 

teacher integration of technology. The questioning strategies considered included question and 

answer, reflection of student responses, and Socratic questioning. 

Particular strategies, such as direct instruction, lend themselves to the incorporation of 

other activities. Direct instruction is characterized by lecture, controlled and/or guided practice, 

and independent practice and, therefore, allows whole group, small group, and individual 

approaches through one instructional strategy (Joyce, Weil, & Calhoun, 2000, VanTassel-Baska, 

2003). Thus the teacher may implement several instructional strategies within a single block of 

time. 
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Once again, it is important to note that teachers were not assessed for their 

implementation of each and all of the performance indicators. The indicators were simply used 

as tools to target preferred approaches. 

The observations revealed that teachers implemented several strategies during the class 

period or block; however, each teacher focused on one major strategy in which other strategies 

were imbedded. This major strategy was the primary format for teacher/student interaction by 

which lesson information was communicated. It, therefore, framed the pattern of instruction and 

will be termed as the framework for teaching. The frameworks for teaching were primarily direct 

instruction, questioning, and problem solving. Imbedded within the framework of direct 

instruction could be rapid question and answer, small group or individual work, or a problem

solving activity. 

Although the framework included several strategies, student activity did not vary to a 

great extent. The variety of student activities will be addressed first, followed by an examination 

of the variety of teaching strategies practiced by each teacher. 

Instructional Framework and Student Activity 

The class was conducted according to a teacher's framework which occupied the majority 

of the class time. For example, a teacher whose instructional framework was direct instruction 

constructed class time as follows: 

e procedural details - returning work, discussion of homework or prior test 

e orienting activity - whole class discussion of a specific aspect of content or an 

individual seatwork activity 

e whole class instruction on and discussion of lesson 

The first two activities lasted from 5-15 minutes and the final activity took the remainder 
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ofthe period or block. Two classes were 60 minutes while eight classes occupied 90 minute 

blocks. Therefore, students were engaged in the same type of activity, usually a whole group 

activity, for up to 75 minutes. During that activity the teacher implemented a variety of strategies 

in which the students listened, took notes, answered and asked questions. For each of the classes 

in which this was the pattern, student attention was observed to be at a high leveL In four of the 

six classes outlined below student attention diminished towards the last 15 minutes of class 

causing the teachers to draw student attention back to the topic. 

e Tl: procedural details, orienting activity= individual seatwork, Socratic seminar (internet 

presentation planned but blocked by district firewall) 

e T2: procedural details, orienting activity = whole class discussion, Socratic seminar 

e T6: procedural details, orienting activity= individual seatwork, direct instruction with 

question and answer 

e T7: procedural details, orienting activity= direct instruction with question and answer 

e T9: procedural details, problem solving independently and in small groups with direct 

instruction 

Four teachers involved students in markedly different types of activities during the class period. 

Each of the activities lasted from 20-45 minutes each. 

e T3: Activity 1 = small group problem solving and reporting out activity; Activity 2 = 

direct instruction with question and answer. 

e T4: procedural details, Activity 1: quiz, Activity 2 =inquiry activity/small group outdoor 

lab 

e T5: procedural details, Activity 1: quiz, Activity 2 = whole group problem solving 

activity 
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® T8: orienting activity= whole class discussion, Activity 1 =Socratic seminar, Activity 2 

=small group problem solving activity, Activity 3 =whole class planning for internal 

assessment 

® Tl 0: procedural details, Activity 1: direct instruction with question and answer, power 

point outline, and video, Activity 2: individual seat assignment and direct instruction, 

Activity 3: whole class test review 

In six often observations student activity varied minimally; however, students were attentive and 

actively participated for the majority of class time. From observation the high level of attention 

appeared to be resultant of the varied instructional strategies, complexity of material, and high 

expectations for achievement. The various instructional strategies that constructed the 

instructional framework of each teacher are described below. 

Direct Instruction 

Eight of the teachers implemented direct instruction but to varying degrees. For four of 

those teachers (T3, T6, T7, and TlO), direct instruction was the primary form of instruction; and 

it is, therefore, described as the framework for the lesson. Imbedded within the framework, the 

teacher incorporated other strategies, most markedly questioning which often served as guided 

practice after or during short lectures. 

Tl 0, a science teacher, used several activities within the framework of direct instruction. 

TlO began the class period by focusing the students on the subject of the lesson. After saying, 

"Prepare for a power point on periodicity," a brief discussion ensued in response to a student's 

question about an after school meeting for the Group 4 Project, an ongoing investigative internal 

assessment described previously in Research Question 1. The lecture with the incorporation of 

questioning then proceeded. The questioning sessions, interspersed during the lecture, acted as 
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guided practice for concept building through discovery. A series of questioning is presented 

below: 

What is wave length? What do we remember about a wave? What's a trough? What units 
typically measure a trough? .... Typically what is :frequency measured in? There is a 
relationship between wave length and :frequency. What is it? ... Which do you think will 
be faster or easier, using an instrument or a dye? ... Why do some bonds form and others 
do not? 

Each question was proceeded by a series of student answers. However, when students could not 

recall prior learning required to make a connection to a new concept, rather than providing the 

answer, Tl 0 gave them time to fmd the information for themselves in the text. 

Have we figured it out? (student responses.) That's the most useful (comment on student 
answer). Why? Then we as chemists ... what are we talking about? What do we use wave 
length to describe? 

However, the teacher provided the answer to some questions or guided the students to discover 

the answer for themselves. 

TlO: What do you think will be faster and easier? Using an instrument or a dye? 
Student answers. 
TlO: A continuous spectrum of light ... where would it go? (no answer, the teacher 
explains) 
Student question. 
TlO: That's a good question. How can I get to the answer without giving away my entire 
lecture? 

The instructional :framework implemented by Tl 0 followed this pattern: 

e Lesson 1: power point lecture 

o introductory question and answer review of prior lessons pertinent to understanding 

the new concept. 

o student note taking 

o questioning interspersed during lecture. 

o lesson summary 
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e Lesson 2: power point lecture 

o teacher and student questions and answers during lecture. 

o video lab demonstration and animated diagram 

o student questions and comments during lab demonstration. 

o teacher questioning 

o individual assignment -lesson summary 

o lesson summary through questioning on student findings 

T3, a history teacher, began direct instruction with a small group problem solving 

activity. The group reports of their findings were punctuated with probing teacher questions. At 

the conclusion of the activity, the teacher gave a brieflecture on the topic, explaining the purpose 

and process of the activity which was linked to the internal and external assessments. After this 

45 minute activity, T3 lectured on a different topic, supplemented with an outline on overhead 

transparencies, while students took notes. The short periods of lecture were interspersed with a 

rapid series of questions as guided practice. 

This is the second Great Awakening. What was the 1st Great Awakening? (student 
response) Absolutely! 

The teacher added more information, then continued with the questioning. Student answers 

followed each question. 

"Deisu" ... what is it? What does that mean? The divinity of Christ? Keep going. What is 
it all controlled by? Okay, wonderful! What is the impact? Predict! What will happen? 
Where? What started happening? Explain the difference in the 1st and 2nd Great 
Awakenings. Is this the case today? Is religion an important part of life? Give me 
evidence. 

The instructional framework implemented by T3 followed this pattern: 

e Lesson 1 - small group problem solving activity 

o student report out findings 
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o teacher probing questions 

o teacherlecture 

o lesson summary 

0 Lesson 2 - lecture with overhead transparency notes 

o introductory question and answer review of prior lessons pertinent to 

understanding the new concept. 

o student note taking 

o questioning interspersed during lecture 

o lesson summary 

Both teachers asked probing questions that guided student discovery of concepts. They 

responded to student answers and questions by inviting further student responses after which 

they provided further explanation of the concept. They provided some answers; however, in most 

cases, they first used questioning to guide students to discovering the answers themselves. This 

form of guided practice was as primary a component of direct instruction as was lecture. 

T6, a history teacher, followed a similar process, opening class with an orienting seat 

assignment that served as the context for the lesson. Prior to presenting the lesson, the teacher 

and students discussed current events. The teacher then presented the major, topic using an 

outline on the blackboard as a guide for the lecture. The vignette below, taken from the 

observation script, opened with a question. It is typical of the majority of the class period. 

"What are international organizations?" After one student example, the teacher asked, 
"'Any others?" After several more students gave examples, T6 lectured on the first section 
of the outline while students took notes. The teacher then asked, "Why am I not an 
international organization? I have interests that cross boundaries." Several students 
responded and a question and answer session and informal discussion ensued. 
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The instructional format implemented by T6 was similar to that used by the prior two 

teachers: 

c opening orienting activity as review or preview 

® lecture using a media form 

@ student note taking 

® question and answer 

A different approach to direct instruction was taken by T7, an English teacher. T7 focused 

on the lecture aspect of direct instruction while including questioning. Rather than asking 

probing questions that lead students to discover lesson concepts, T7 asked questions as a stage 

setter or focusing strategy prior to providing the information for the students. As a stage setter or 

focusing strategy, lower and higher level questions were asked to focus the students on the topic 

which the teacher explained. 

The lesson consisted of oral reading of a play; the teacher and each student had parts. The 

days reading was introduced with a teacher review of the events read in the previous class. A 

passage was read after which T7 asked comprehension questions about the characters and then 

explained the passage. 

Each teacher question in the following vignette is proceeded by a one or two word student 

response. The passage is read and the teacher conducts an explication of it. 

I hope you understand that. Who is Polonius? What is his job? Hamlet is the future---? (T7 
explains the passage.) The action is daring but is it pleasant? (T7 answers.) It is 
metaphorical to say---. 

Another similar explication went as follows: 

Who is the murderer? (student answer) Rumor is he was killed how? (no answer) It says 
right here. (student answer) T7 explains an alternate interpretation. Extreme unction 
... what is it? (no answer) T7 explains. That's where youfmd out extreme unction had not 
taken place. 
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The students seemed comfortable with the teacher and appeared to rely on the explications 

of the passages as evidenced by their questions about the passages and comments on the 

explication. T7 answered the questions rather than deflecting the questions to other students or 

using guided questioning to lead students to discover the answers. 

Although the majority of the lesson was typical of the above two vignettes, students also 

participated in short conversation-type discussions with the teacher. This was more frequent 

during the last 30 minutes of the 60-minute class period and after their lunch break. The teacher 

paused after passages were read. 

T7: What do you call it when he is on stage? What is the area below the stage called? 
Student answers. 
Student: Is he scared? T7: Whose fault would it be? What do you think? I would say yes. 
Student answers. 
T7: The more important parts in there are ----? 

A discussion, more like an informal conversation, followed this question. However, the 

discussion sessions were not as discovery oriented (one discovery experience took place) or as 

fast paced, and student engagement was not as intense as with teachers T3, T6, and TlO. 

Students occasionally put their heads on their desks with T7 while that was not the case with the 

other three teachers. 

The instructional framework implemented by T7 followed this pattern: 

® review of prior lesson 

® oral reading of play passage 

e teacher questions 

e teacher explication of passage 
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Questioning 

Each of the 10 teachers incorporated questioning strategies into their lessons, however, for 

three teachers (Tl, T2, and T8) the strategy served as their instructional framework. Although 

slightly different teacher roles were adopted, all three used the Socratic seminar model which 

became the instructional framework of their lessons. 

® An initial reading of a literary selection, a philosophical passage, or historical 

document prior to engaging in the seminar. 

® Every student participates. 

® Student wait time is allowed before answering. 

® Probing questions are asked by teacher and student, 

® The teacher periodically summarizes the major concepts (VanTassel-Baska & 

Little, 2003). 

Socratic questioning. Tl, a Theory of Knowledge teacher, implemented the Socratic model 

by reflecting rather than commenting on student answers. The teacher resisted contributing a 

personal point of view to avoid influencing students. At the beginning of the seminar, Tl stated, 

"I will refrain from commenting until we hear what you all have to say." 

The opening orienting activity consisted of a question referring to their prior reading and 

the topic of the seminar, "Can you trust your senses?" To organize their thoughts the students 

were directed to write their thoughts in their journals. Additionally, although guided questions 

lead to student summaries, the summary of major concepts by the teacher was presented at the 

end of the discussion. 

After 3-4 minutes of joumaling, the teacher asked, "Okay, anybody comment?" Active 

questions and answers ensued with the teacher writing key words from student questions on the 
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board with the comment, "Let me put that down (on the board) because we will address 

question after we get the others' perspectives." 

The following vignette from the observation script describes a typical question and answer 

sessiOn. 

A student brings us the term "a priori knowledge." 
Tl: Is there anything that defines that ... a priori knowledge? Define or give an example so 
everyone knows what you are talking about 
Student explains. 
Tl: Your bookbinder is black. Is that a subjective or objective example? 
Several students respond. 
Student question: But is it really the truth? 
Tl: Hold onto the definition of truth. Do you see it as a different color? Do you see it as a 
color physically there or do your senses fool you? Or is it your brain's ability to interpret? 
Students answer. 
Tl reflects last student answer. Student begins to continue speaking. 
Tl: Let these two answer; then you can comment. 

In addition to the questions and answers, a discovery activity was conducted in which pairs 

of students performed an experiment that illustrated the lesson about trusting one's senses. 

Students often asked questions to which other students responded while the teacher observed and 

nodded. 

In implementing the Socratic model T8, an English teacher, involved each ofthe 12 

students in the questioning session. The context of the lesson was the reading of a short story. 

The lesson began with the teacher and students reviewing the reading from the prior class. The 

pattern of the instructional framework was: 

o Student reading of a short story passage 

o Teacher asking probing lower level and higher level questions. 

o Teacher or student summary of passage 

o Student small group activity as summary of lesson 

o Student reporting of findings. 
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Frequently, the teacher summarized the story and concepts after explication of several 

passages or led the students to summarize them through guided practice. The teachers and 12 

students sat in a close circle, and each student was called on repeatedly to respond. This 

structure, along with the rapid pace of questioning, fostered active engagement during the entire 

lesson. Every student read and answered questions either voluntarily or by direct teacher 

questions. Upon giving the final activity, a student assignment to evaluate the story, the teacher 

walked away from the seminar circle to work at the desk. The assignment was treated by the 

students as a challenge. One student said, "Let's go guys," and the students proceeded to 

evaluate the story in teams they formed themselves. 

T2 followed a similar procedure but in class without oral reading. Students had read and 

written commentaries on the selections prior to class time. T2 initiated the Socratic questioning 

with a visual for students to connect symbolically to the selections. After reviewing poetic 

elements in the poetry, the teacher fostered student engagement in the questioning process by 

calling on other students to comment on and extend the ideas offered by other students. The 

following vignette exemplifies the teacher's method of reflecting student comments and ideas to 

other students: 

T2: Why don't we continue that idea begun by ----- (student)? Anything in this idea? 
Elaborate on it. (Students comment and refer to the concept of sadness in the poem.) T2: Is 
there anything to counteract that sadness? (Students respond.) T2: Do you ever write 
poetry? (Students answer.) T2: To the person you love? 

Reflection of student questions. Although the majority of the teachers answered student 

questions and expounded on student answers, reflection of student responses or questions was a 

tool used often by Tl, T2, and T6. Rather than answering students' questions, these teachers 

used the opportunity as a springboard to extend conceptual understanding. response to student 

answers or questions, teachers summarized student responses, and then added: 
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e Tl: Is that what you're telling me? 

® T2 and T6: What do you think? 

This practice is supported by Silverman's (1995) research on teachers of gifted students. The 

researcher found that reflection of student answers and questions promoted student engagement, 

problem-solving, and higher-level thinking. 

Levels of complexity in questioning. Questioning at all levels of complexity is a 

component vital to achieving the goals of advanced education (Gubbins, 2003; Hansford, 1985). 

Opening a Socratic seminar with a question at the highest levels of complexity will lead students 

to discover significant details for application to and support of conceptual understanding. 

However, each level is vital to concept development and full understanding of the material 

(V anTassel-Baska, & Little, 2003). Levels of complexity in questioning refer to the levels of 

Bloom's Taxonomy of the Cognitive Domain. The levels in order of complexity from least to 

most complex are: knowledge or recall, comprehension, application, analysis, synthesis, and 

evaluation (Bloom, 1956). During the observations each of the ten teachers asked questions that 

varied among the levels of complexity. 

In 60 minutes ofthe Socratic seminar, T8 asked 147 questions at a rapid pace, varying 

between levels of complexity. The pattern in the following vignette was typical of the lower and 

higher level questioning that occurred. 

Is he greedy? What is he thinking about doing? Where is he going to go? What makes 
him think he can deal with these people? What had he done? What is he negotiating? 
What is he doing? When you feel good what is part of that feeling good? Then someone 
gets a-----; does it bother you? A good salesman makes you think of what? Is he going to 
love money? 

A second vignette varies from comprehension to knowledge to higher level questions. 
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So why was he so generous with his land? What does tilling ground have to do 
eating bread? Can you mvnland? Or does the land own you? Why is he so interested in 
the deal? 

Student answers and/or discussions followed each of the questions. 

Recall questions were used to enable students to connect prior learning to new concepts 

as in this example from T7. 

Do you remember "Apollo's Creed"? (No one remembered.) T7: Explains and compares 
to reading. T: How does he say it? T: answers. He was really doing this in love, right? 
Student answers. T: Any of this advice bad? T: No! (Teacher explains.) Do you 
understand? (explains) 

T2 also asked recall questions connected to prior learning. In a Socratic seminar, T2 

asked the students to identify elements of a poem that romanticized nature and to incorporate 

references to Transcendentalism learned at the beginning of the year. 

In describing the behavior of a Shakespearean character, T7 asked what was said, how it 

was said, and for the students to conjecture about the motivation behind what was said. T6, a 

history teacher, followed a similar pattern, asking what international organizations were, to give 

examples, and to differentiate between them and other types of organizations. 

All ten teachers used a combination of recall and complex levels of questioning to 

introduce concepts, relate them to prior learning, and promote critical thinking and exploration of 

concepts. Seven of the ten focused more on comprehension and higher level questioning. Three 

teachers - an English teacher, a science teacher, and a math teacher - focused on asking as many 

recall questions as comprehension and higher level questions. 

Problem-solving 

Problem-solving and inquiry-based activities are student-directed activities that allow 

students to control their learning through identifying what they know about a situation, what they 

need to know, and exploring the problem in teams. Student teams determine and delegate 
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relevant information to be collected by team members, although inquiry-based activities may 

also be conducted individually (VanTassel-Baska & Little, 2003). The observations revealed 

different types of these activities: shorter problem-solving activities and investigative or 

experimental activities, Therefore, the researcher separated problem-solving and inquiry-based 

activities (experimentation) as described below. 

For the purposes ofthis paper, the researcher differentiated between problem-solving and 

inquiry/discovery activities by the extensiveness of the assignment and the process students were 

required to conduct. Problem-solving activities were considered to be those in which students 

were presented with a problem that needed to be solved. A problem solving activity followed 

this process: 

® presentation of a problem 

® small group or individual problem solving activity 

® student reporting of findings 

Inquiry/discovery activities, which are described below, was defined as: 

® hands on discovery activities requiring active experimentation 

o ongoing student-directed extensive investigation 

The problem-solving activities identified in the observations included: 

o T5 and T9: solving math problems 

o Tl: exploring sensory perceptions 

o T3: evaluating the objectivity of print materials 

o T8: evaluating the quality of a short story 

o Tl 0: connecting prior learning to analyze or solve a problem presented by a new concept 

(One ofTlO's problem solving activities was described above under direct instruction.) 
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Problem-solving was the instructional framework for both math teachers (T5 and T9) and, 

to some degree, also T3. T3 had two 45 minute activities marked by two distinct instructional 

frameworks. The first framework was a problem solving activity conducted in small groups, 

followed by direct instruction with question and answer. 

Lecture and questioning were incorporated during the problem-solving activities for T5 and 

T9. Both math teachers' classes used calculators; however, only T5 also used the calculator and 

gave instruction on its use for the problem-solving procedure. 

T9 began with an activity of problem-solving and questioning which concluded vvith a 

lecture on the process. As class opened, students asked about the format of the upcoming mid

term exam. The teacher then turned to a discussion of the homework with the students presenting 

the problems that were most difficult for them. For each homework problem, T9 wrote a similar 

problem on the board for students to solve in groups and moved from group to group asking 

questions about the process students were using. Upon determining that aU students had 

completed the problem, a questioning session ensued. Students were called to the board to 

demonstrate and explain the problem solving process they used. 

Active student engagement was limited to six students in the small class of nine. The 

participation of the other three students was limited to individual responses to the teacher during 

small group and independent work. They did not volunteer and were not called on to participate 

the whole group activities. 

T9 concluded each problem solving activity with a lecture explaining and summarizing the 

process just conducted. 

The instructional framework followed by T9 was: 

o presentation of problem 
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® smaH group or individual problem solving activity 

® teacher circulating and questioning each group 

e teacher questioning 

e student demonstration of solutions 

e teacher demonstration of solution 

e teacher lecture on the process 

T5 and students conducted the problem-solving activities independently then discussed it as 

a whole class activity. Initially T5 gave instructions on the calculator procedure that would 

enable them to solve the problems. The students and the teacher proceeded individually to solve 

a series of problems previously written on the white board. Upon completing each problem, the 

teacher asked a series of questions to probe the process of problem-solving followed by the 

students. 

It should be what? Did you go to stats? Did you get Sort A? Now can you answer 
elementary statistical questions? What is the mode? Who remembers? Sometimes more 
than one number, right? You can either---- or----. What is the mode? Everyone agree with 
that? 

The teacher assisted individual students who were experiencing difficulty by asking 

probing questions such as "What's wrong? What is the problem with that?" Rather than 

explaining how to solve individual problems, the strategy of guided practice enabled student 

discovery. 

The instructional framework followed by T5 was: 

e Problem presented on the board 

e Teacher explanation of calculator process 

e Individual problem solving 

® Teacher whole group questioning 
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® Individual assistance by teacher 

® Teacher whole group questioning 

Anther problem solving activity was conducted b T3. At the beginning of the class 

period, T3 assigned a timed activity in which the students evaluated written historical sources 

which they had not previously seen. Their goal was to discover the objectivity of the source by 

examining the origin, purpose, value, and limit of the document. Groups of two to three students 

were given 15 minutes while the teacher circulated to the various groups. The following vignette 

from the observation script is typical of teacher and student interchanges. 

T: (to one group) Connect. The author is from ... ? Group: UV A. T: Can you say anything 
bad about Thomas Jefferson if you're from UV A? 

To another group, T3 had this interchange: 

Student question. T: Is that a value or an interpretation? Student question. T: Does it? 
That's what I'm asking you. 

At the conclusion of the timed activity the students reported on their findings. 

Tl assigned an unusual activity during the discussion of the ability to trust sensory 

perceptions; however, the framework for Tl was questioning (see above). In several experiments 

to determine whether senses can be trusted, students, individually and in pairs, determined what 

they perceived they saw with their eyes closed. the first time with the lights on and the second 

time with the lights turned off. Tl gave these instructions: 

Try a little experiment. Close your eyes. Put your right hand to your face and wave it back 
and forth. How many can see their hand wave back and forth? Even with your eyes closed? 

In the last experiment on the problem of trusting sensory perceptions, students conducted the 

activity in pairs. One student waved a hand in front of another student's closed eyes to 

determine any difference in perception. concluded the activity with questions to tie the 

activity to the Socratic seminar concept: 
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Could anyone see the other's hand in front of their face? Now, what are we trying to get 
at here? Is what you see determined by your senses or by what you know is happening or 
both - a priori knowledge of what happens? 

Inquiry/ discovery 

Inquiry/discovery activities were similar to problem~solving activities. Both strategies 

allow students to control their learning through discovery of what they need to know and 

following that problem through with investigation. Both types of activities can be conducted 

individually or in teams. (VanTassel-Baska & Little, 2003). For the purposes of this paper, the 

researcher differentiated between inquiry/discovery activities and problem-solving activities. 

While problem solving activities were shorter term activities conducted and presented 

individually or in small groups, inquiry/discovery activities were conducted over a longer term. 

Inquiry/discovery activities were defined as: 

• hands on discovery activities requiring active experimentation 

• ongoing student-directed extensive investigation 

Inquiry/discovery was the instructional framework for T4 who conducted two scientific 

experiments. 

The instructional framework implemented by T4, a science teacher, was inquiry/discovery, 

as evidenced in the focus on scientific experimentation during the majority of the class block. 

The teacher began with a review of ongoing assignments, including their science fair projects 

and a writing assignment. Using a television monitor listing the lesson topic and the major 

activities planned for the day, the teacher previewed the day's activities. The students and the 

teacher planned the set up for a future lab, and the teacher reminded students of a make up lab to 

be held immediately after school. Two labs were to be conducted during that class block- an 

ongoing outdoor lab and an experiment on the day's topic. However, due to an extensive fire 

drill the period before, the class was shortened from 90 to 60 minutes, thus eliminating the 
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second lab. Students took a 15 minute quiz after the preview. As they completed their quizzes, 

individual students took equipment (shovels, meter sticks, etc) and proceeded to go outside in 

teams to examine their labs. The teacher did not have to give instructions on what equipment to 

take with them. The script recorded this vignette on the outdoor lab. 

As we walk outside, the teacher asks a student team to explain their lab. They explain that 
they are conducting a long-term analysis of natural changes in a designated area. They 
describe their lab in detail. Students set out measuring and gathering data. Different 
members have different responsibilities. The teacher does not have to give directions or 
caution them to get to work. 
Teacher was concerned about the effects of Hurricane Isabel and considered cleaning up 
the damage, but decided that it was a part of the natural changes of the land. 
On the walk back, a student had a question, a dilemma about her lab. 
Teacher: Is that a biotic occurrence? Student answers. 
Teacher: Should you consider that? 

Teacher direction was minimal, including directions on conducting the outdoor lab and 

responses to student questions. Questioning encounters, exemplified by the brief questioning 

described in the vignette, served as a strategy to guide the students to discover solution on their 

own. The complex nature of the lab and the responsibility of the students to manage their labs 

and record their data indicated more about the teacher's instructional skills than did the teacher's 

observed behaviors. 

Technology 

The major criteria I established for this instructional strategy was the incorporation of 

technology, specifically the incorporation of the computer, into the lesson. Computer use was 

specified as: 

® use of the internet as part of the lesson 

e teaching a lesson through power point or other computer program 

The teacher who met these criteria during the observation was Tl 0 whose 
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activities were described above. Tl 's internet activity, as stated, had been blocked by the 

district's fire walL Each teacher in School A had the day's lesson on a power point slide on the 

large monitor at the front of the room. However, in an interview, the IB coordinator stated 

unequivocally that she had observed repeated incorporation of power point demonstrations and 

internet use integrated into the lessons of each ofthe teachers. Teacher T3 had not been observed 

to that point. However, T3 used a power point slide to introduce the lesson and overhead 

transparencies to teach the lesson. 

Each teacher in the county school had a computer with a large "destination unit" on 

which to project computer programs, an advantage that teachers in the urban school did not have. 

However, all teachers in the urban school had access to the same equipment as did Tl 0 who 

made extensive use of it. 

As stated, both math teachers used calculators in their classes. T5, however, worked the 

problems on the calculator with the students and instructed them step by step on its use as new 

concepts were introduced. Technology was defmed as the teacher's purposeful integration of 

technology into the lesson. Therefore, by using and instructing on the use of the calculator, math 

teacher T5 incorporated technology into the teaching while math teacher T9 did not. 

Summary 

Through the observations it was discovered that teachers implemented a variety of 

instructional strategies while variety in student activities was limited. Six of the ten teachers 

engaged students in one major type of student activity for the major portion of the class, most 

predominantly a whole group activity. Four teachers varied activities by engaging students in 

two or more activities of similar time duration. 
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The patterns that emerged from analysis of the observation data on the instructional 

differentiation practices ofiB teachers are depicted in Figure 4.6. 

Figure 4.6 
Instructional Skills: Patterns ofinstructional Differentiation 
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TIO ® ® ® ® ® Direct instruction 

Instruction, conducted most frequently as a whole group activity, was framed by one 

overarching strategy as the framework for instruction. Each of the ten teachers incorporated 

questioning strategies; however, only three (Tl, T2, and T8) used questioning in the form of 

Socratic questioning as the primary emphasis or framework of instruction. Four teachers (T3, T6, 

T7, and TlO) used direct instruction as the major instructional framework, although eight 

teachers implemented the strategy to various degrees. One ofthe four teachers (T3), for whom 

direct instruction was the primary emphasis, implemented two distinctly different 45 minute 

strategies during the 60 minute block. The flrst approach was a small group problem solving 

activity; the second approach was direct instruction with questioning. Two teachers (T5 and T9), 
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both math teachers, centered their lessons on problem-solving; and one teacher (T4), a science 

teacher, structured the lesson around an inquiry activity, an outdoor lab experiment. 

All ten teachers incorporated questioning strategies; five incorporated group work, and five 

incorporated independent work within their instructional framework. The primary context for 

instruction was whole group instruction. The class size for seven of the teachers ranged from 5 

to 13 students. Tl, T2, and T3 had larger classes of20 and 22 students; however, they involved 

each student in the questioning sessions. In the narratives above, evidence of implementation of 

the other four skills was manifested. 

A limited comparison is suggested between the findings of this study of International 

Baccalaureate Teachers and the findings of the study by Stronge, Tucker, & Ward (2002) of 

effective and ineffective teachers in the general education setting on the research-based 

dimension of instructional differentiation. Extreme caution must be observed in interpretation of 

the data for comparative purposes due to the differences in methodology of the studies. These 

differences are presented below. 

Study Comparisons 

Study Observers Observations Sample Setting Sample 
Selection Characteristics 

Stronge, 
2 outside 

each- 11- 3rd 
regular 

Tucker, & observers 
3 hours, Yz grade 

classrooms 
unknown 

Ward (2002) hour interview teachers 

Hutchinson 1 participant! each-
10-llth& 

IB specialized 12th grade 
(2004) observer 60-90 minutes 

teachers 
classrooms training 

Considering the caution about too broad an interpretation of the data, findings on the IB 

study are presented with the findings of the exploratory case analysis. 
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Table 4.1 Instructional Skills: Findings on Instructional Differentiation 
Multi-site Case Study I Exploratory Case Analysis 

1

1 

Effective Teachers Ineffective Teachers 
Me~ SD Me~ SD 

IB Teachers 
Mean SD 

Instructional 
Differentiation 3.30 .82 3.20 .45 2.33 1.03 

The me~ ratings for teacher implementation of instructional differentiation were found to 

be similar for IB teachers ~d for effective teachers in the case ~alysis. The mean ratings 

differed greatly, however, when compared to mean ratings for ineffective teachers. The me~ 

rating of 3.30 for IB teachers in the skill of instructional differentiation was only slightly higher 

th~ the mean rating of 3.20 for the teachers in the case ~alysis. The ratings for the IB teachers 

varied somewhat more around the me~ th~ did the ratings for the teachers in the Stronge study. 

The ratings for IB teachers were based on student activities, student engagement, ~d the 

variety of strategies implemented within the 60-90 minute blocks with adjustment made for the 

two 60 minute class periods. One class period was normally 60 minutes while another class 

period was reduced to 60 minutes the day of the observation. The criteria for the ratings were: 

e variety of student activities, each of 20 minutes or more, within a class block 

e student engagement 

e implementation of a variety of strategies 

Since the observations revealed that m~y of the implemented strategies were not discreet 

strategies but were incorporated within ~ instructional framework, more strategies were 

observed than were expected. However, the observations also revealed instruction was primarily 

teacher- centered whole class instruction. Thus, although teachers employed several strategies, 

student activity did not markedly vary for 6 of the 10 teachers. Math teachers, T5 ~d T9, 
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emphasized independent or small group student problem solving activitieso T3 allocated equal 

time to two activities, a small group activity and to direct instruction questioning. Science 

teacher T4 focused the class block on a student-directed ongoing outdoor laboratory experiment. 

Instructional Focus on Learning 

The Level4 descriptor and Performance Indicators for I.2 Instructional Focus on 

Learning are: 

Area I: Instructional Skills 

I-2 Instructional Focus on Learning 
The teacher allocates maximum time towards instructional activities resulting in minimal 
interruptions; academic learning time is clearly the focus of instruction. 
Sample Performance Indicators: 

a. The teacher maintains a central focus on teaching and learning during classroom 
time. 

b. The teacher reinforces their focus on instruction by allocating time to teaching 
and learning and setting high expectations for student learning lesson 

c. The teacher communicates an enthusiasm for and dedication to learning (Stronge 
& Tucker, 2002). 

Focus on Teaching and Learning 

The use of class time was a clear indication of the teacher's focus on learning. The teacher 

who communicated the expectation that every moment was instructional time also expected 

students to participate in learning during the entire period. Nine of the teachers began conducting 

the class at the beginning bell either through review of prior learning or homework, preview of 

the lesson, or instruction. The tenth teacher, TB2, had to send a student to retrieve the texts from 

another teacher. While the class was waiting for the materials, the teacher gave instructions on an 

imminent internal assessment, reviewed the last day' reading, and organized a class project to 

assist a needy family. All ten teachers worked to the flnal bell. One teacher, T5, borrowed 

minutes after the bell, listing important concepts which the students recorded in their agendas as 

they packed to leave for their next class. The greatest difficulty was experienced by T9 who, as 
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department chair, was called out ofthe room mice to attend to a problem faced by another 

teacher. During the longest absence, approximately 10 minutes, T9 returned periodically to 

check on student progress. Another teacher, T 1, had to pause briefly three times to control 

student discussion. Although students were discussing the topic, they began to be excessively 

loud and lose focus. However, T6 simply said, "Now listen, please." upon which the students 

immediately became quiet. 
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As the performance indicator indicates, the manner in which a teacher managed 

interruptions indicated the importance of instruction to the teacher. Eight of the ten teachers 

experienced interruptions during the class observation. Some were the typical interruptions of 

announcements, students requesting a pass to the restroom, or students arriving late. Other 

interruptions were a military recruiting officer, a fire drill, and a student requesting to sit in on 

the class. Only on one occasion did interruptions affect the flow of the class. That incident, 

referred to above, called the teacher, the department chair, out of the classroom for 

approximately 10 minutes. None of the other seven teachers allowed the interruptions to alter the 

flow of instruction. 

When a student arrived late, T5 commented, "There she is. I knew she'd be here," then 

promptly continued with the lesson. During a discussion of quantum physics, an older student 

walked into TlO's classroom and took a seat at the opposite end of the room. Neither the students 

nor the teacher paused. Later Tl 0 involved the older student in the discussion. In response to 

another student's question, TlO said, "J---- should know." 

Enthusiasm for Learning 

Upon returning to class after a 45 minute fire drill, TB3 returned promptly to the lesson. 



Reproduced with permission of the copyright owner.  Further reproduction prohibited without permission.

147 

When it was announced that class would have the full amount of scheduled time, TB3 

expressed great pleasure at having more time to teach. 

three instances, comments were made by the teacher or by the students concerning the 

teacher's enthusiasm for the course. Earlier in the block, after evaluating stacks ofhistory books 

owned by the teacher, a student asked if the teacher had read every one of the books. Picking up 

one book, TB3 indicated that it had not been read. Many of the students gasped until the teacher 

added, "I listened to this one on tape." 

TB 1 indicated to the students that the topic was the teacher's college major and exciting to 

teach. During the observation, TlO indicated the intention to have a license plate that read e=mc2
• 

Later TlO extolled the value ofthe science course as "fundamental in advancing understanding 

of everything" and that students were experiencing "systematic indoctrination" to the value of 

the course. 

The findings from the multi-site case study observations and the exploratory case analysis 

conducted by Stronge, Tucker, and Ward (2002) are depicted below. 

Table 4.2 Instructional Skills: Findings on Focus on Learning 
Multi-site Case Study Exploratory Case Analysis 

IB Teachers Effective Teachers Ineffective Teachers 
Mean SD Mean SD Mean SD 

Focus on Learning 
3.70 .67 3.40 .55 2.67 1.03 

Note: Extreme caution must be observed in interpretation of the data for comparative purposes 

due to the differences in methodology of the studies. (See page 143.) 

The descriptive statistics indicated a moderately greater focus on learning for IB teachers 

than for effective case analysis teachers. Both the IB teachers and the case analysis effective 
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teachers were rated notably higher in their focus on learning than were ineffective teachers in the 

case analysis. 

are: 

Instructional Clarity 

The Level4 descriptor and the performance indicators for I-3 Instructional Clarity 

I-3 Instructional Clarity 
The teacher communicates effectively with individual students and classroom groups; 
provides plentiful instructional examples and guided practice. 
Sample Performance Indicators: 

a. The teacher uses Standard English grammar when communicating with students. 
b. The teacher uses precise language, acceptable oral expression, and written 

communication. 
c. The teacher explains concepts and lesson content to students in a logical and 

sequential manner. 
d. The teacher emphasizes major points of concern by using techniques such as 

repetition and verbal or non-verbal clues. 
e. The teacher actively listens and responds in a constructive manner. 
f. The teacher provides clear examples and guided practice to enhance clarity lesson 

(Stronge & Tucker, 2002) 

Performance indicators a. and b. were not an issue of concern with any of the ten teachers. 

All used Standard English grammar and were adept at oral and written communication. The 

focus of the observation was to determine logical and sequential instruction with emphasis of key 

points and adequate examples and guided practice. 

Logical and Sequential Instruction 

Each of the teachers used an orienting assignment to stimulate thought on the lesson topic. 

gave a brief journal writing activity to stimulate student thought prior to discussion. The 

students in T6's class completed a brief written assignment to which they referred during the 

lecture and questioning activity. Three teachers used outlines- on the blackboard, on overhead 

transparencies, and in a power point presentation - to enable the students to see logical 

relationships and topic development. Teachers who focused on the Socratic seminar used a 
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literary selections. 
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References to and application of prior learning to current learning was a common 

instructional tool implemented by the IB teachers. It was a logical result of the integrative nature 

of the 2-year course structure. Common phrases recorded during the observations were: 

e Do you remember last year when we learned .... ? 

e We won't spend a lot oftime on this because oflast year. 

• Have we seen this in earlier [readings]? 

Step by step instruction was observed by math teacher T5 who first instructed the students 

to define the math concept, followed by explanations of the problem solving process they used. 

All students were instructed, "Show your work." Upon introducing a new concept, T5 explained 

the calculator process, and then lead them step by step through it. 

Emphasis of Major Points 

Instructions or questions often served a dual purpose to - clarify major points and as a 

check for understanding. To emphasize and to signal repetition of important points, teachers 

gave a variety of verbal clues. 

• What you need to know is ... 

* It is on the m test. 

• Write this down. 

o Do you see how that works? It is important that you do. 

e The main thing to be aware of is---. 

e That's not what you have to worry about. These are the major points. 

• Here's what I want to know. 
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e What did we just do? 

Constructive Responses 

Constructive responses to student uncertainties were provided through additional 

examples or guided practice. It was also typified by the conversational interchanges between the 

teacher and the students. Rather than formal discussions, students and teachers talked together 

about literary selections or course topics in an atmosphere of mutuality ((Heath, 1997). When 

students were unclear about a science concept, the following approach was demonstration was 

given by TlO: 

"It's like climbing up a ladder. Do you put your feet between the rungs?" What happens? 
(teacher pretends she is climbing a ladder, gets on top of a desk) Students: Ohhhhhh. 
Discussion and laughter from all. 

When a math teacher and the students were having difficulty matching their math solutions 

to the solution provided in the text, the teacher worked on the problem with the students, 

speaking as if they were a team. "That still doesn't get us to the answer in the book. We worked 

it out every possible way." 

The fmdings from the script analyses, indicating high performance on the skill of 

instructional clarity, are depicted below with the findings for the exploratory case analysis. 

Table 4.3 Instructional Skills: Findings on Instructional Clarity 
Multi-site Case Study Exploratory Case Analysis 

IB Teachers Effective Teachers Ineffective Teachers 
Mean SD Mean SD Mean SD 

Instructional Clarity 3.80 .42 3.20 .84 2.83 1.17 

Note: Extreme caution must be observed in interpretation of the data for comparative purposes 

due to the differences in methodology of the studies. (See page 143.) 
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The mean ratings for International Baccalaureate teachers in the skill of instructional 

clarity were higher at 3.8 than the mean rating of 3.2 for the Stronge and Tucker study. There 

was less variation in the ratings for IB teachers than for the effective case analysis teachers. In 

addition, the ratings for IB teachers was approximately one point higher on a 4 point scale than 

for ineffective teachers. 

Instructional Complexity 

The Level 4 descriptor and the performance indicators used as guides were: 

I-4 Instructional Complexity 
Learning activities require complex thinking as a major focus or extension of the lesson 
(e.g. students may be asked to analyze cause and effect, identify a problem and 
reasonable solutions, speculate giving details or justification, defend options or argue a 
position with evidence to a great extent). 
Sample Performance Indicators: 

a. The teacher emphasizes understanding of meaning rather than merely memorizing 
facts. 

b. The teacher emphasizes the students' knowledge of the world to develop 
understanding. 

c. The teacher develops students' cognitive abilities by encouraging application, 
comprehension, analysis, synthesis, and evaluation of new knowledge. 

d. The teacher fosters discovery of new understandings of concepts through 
stimulating activities. 

e. The teacher uses questioning strategies to engage students and promote learning 
(Stronge & Tucker, 2002). 

Discussion of the varied activities and questioning strategies has been extensively developed 

earlier in this section. In addition, as presented in Research Question 1, complexity is imbedded 

in the nature of the courses and mandated by the international standards established for every 

course. Teachers use multiple resources, many of which are college level and/or international 

texts or literary selections. Therefore, the emphasis will be twofold: 

a. to explore incorporation of real world examples that enable students to mal(e their 

learning relevant 

b. to explore the strategies that promoted high level cognitive processing 
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Real World Examples 

Tl 0: The teacher periodically punctuated the lesson with real world examples and 

personal experiences to illustrate concepts. In a questioning session on radiation, TlO discussed 

a personal experience with wisdom teeth removal. Later to answer a student question the 

teacher referred to "little bouncy balls kids love." To another student question T 10 used a real 

world situation to make a connection to the concept. 

How to explain? Anyone here like football? Let's say I am going to a football 
game with --- (names a student), not at the same time, and you have to find me. You can't 
use a speaker or a cell phone. What is the probability you will find me? 

After students responded, Tl 0 continued with the connection to the lesson. 

Let's try to find something the size of an electron. Therefore, it was pretty amazing that 
science could fmd out what they did without computers. 

T6: As an example of international organizations, T6 used the International 

Baccalaureate Organization as the primary example. 

What makes it an international organization? Does it have interests that cross 
international boundaries? .. .Is IB coming up with the solution to pollution? ... Why isn't 
their headquarters in Africa? 

Several teachers used school sports or movies to events and themes further conceptual 

understanding. 

e T7: It's like in Minority Report- crimes in the future. 

® T8: (To a track runner). Can you guesstimate a mile when running? Can you guess the 

distance you ran? To Denbigh Boulevard, how many light poles have you passed? 

High Cognitive Processing 

The assessment of the level of complexity of learning required through the teacher's 

instruction focused on the extent to which the teacher required the students to go beyond rote 

learning. The assignments demanded higher level thinking by requiring students to support an 
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idea vvith evidence, determine cause and effect, or identity solutions. The examples of this skill 

were described in the area of Instructional Skills, and also are exemplified in these quotes 

recorded during the observations. 

® Tl: Where did you hear this? So you can back this up? 

• T2: "'Is there another way to make a connection? Is there anyihing (in the poem) to 

counteract the mourning? Is that idea original to him (the poet)? Do the poetic devices 

make the poem original? How? 

e T3: Is that life? Give me evidence! What is the impact? Predict! What will happen? 

e T4: Is that a biotic occurrence? Should you consider that? 

e T6: If--- an event happens, then how can we penalize---- (another behavior)? 

• T8: Come up vvith five reasons why this would qualify as great literature. 

o Tl 0: Identify similarities and differences between Bohr's Model and the quantum 

mechanical modeL "What happens if ... ?" (frequent teacher and student question) 

The data for teacher performance in the instructional skill area of Instructional Complexity 

for IB teachers and for effective and ineffective teachers in the exploratory case analysis are 

depicted below. The findings for the populations are quite different; however, the data on the 

Stronge study are provided only as an exploratory case analysis. 

Table 4.4 Instructional Skills: Findings on Instructional Complexity 
Multi-site Case Study Exploratory Case Analysis 

Instructional 
Complexity 

IB Teachers 
Mean SD 

3.80 .42 

Effective Teachers Ineffective Teachers 
Mean SD Mean SD 

3.00 .71 1.83 .98 

Note: Extreme caution must be observed in interpretation of the data for comparative purposes 

due to the differences in methodology of the studies. (See page 143) 
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The mean rating for IB teachers in the skill area of instructional complexity was notably 

higher at 3.80 than the mean ratings of3.0 for effective teachers in the case analysis and 

markedly higher than the mean of 1.83 for ineffective teachers. IB teachers were rated at a score 

closer to 4 on a 4 point scale. The scores varied less for 10 IB teachers than for the 85 case 

study teachers; however, the difference in sample size has a large impact on this finding. 

Expectations for Student Learning 

The Instructional Skill area of expectations overlaps the other skill areas, most notably 

the skill area of complexity. The Level 4 descriptor and the performance indicators used as 

guides were: 

I-5 Expectations for Student Learning 
The teacher consistently encourages maximum effort from students and provides the 
encouragement to promote it; stresses student responsibility. 
Sample Performance Indicators: 

a. The teacher sets high expectations for students and herself/himself. 
b. The teacher has consistently high expectations for all students. 
c. The teacher stresses student responsibility and accountability for meeting 

expectations. 
d. The teacher teaches students metacognitive strategies to support reflection on 

learning progress. 
e. The teacher solicits comments, questions, examples, demonstrations, or other 

contributions from students throughout the lesson (engagement) (Stronge & 
Tucker, 2002) 

Questioning was addressed in the discussion of other skill areas; therefore, the discussion in 

the area of expectations will emphasize high expectations for student responsibility and teacher 

encouragement to promote it. Teacher activities or behaviors that promote metacognition will 

also be examined. 

Student Responsibility and Teacher Encouragement 

Student responsibility. T4: The students in T4's science class had the responsibility for 

preparing and conducting lab experiments and for recording and managing data for labs. As a 
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result of a fire drill that shortened class time, a lab had to be rescheduled for the following class 

period. Due to personal circumstances the teacher was not scheduled to be in school the day prior 

to the lab; therefore, students volunteered to stay after school in the teacher's absence to set up 

lab themselves. 

T5 and T9: Both math teachers required students to show every step in the problem solving 

process for each problem. 

Each of the 10 teachers repeatedly emphasized the students' responsibility to learn content 

and process for exams and internal assessments. Internal assessments, as described by teachers 

and IB Organization materials, are student-directed. The requirements specify student 

responsibility with a minimum of teacher intervention and guidance (IBO, 2002c). 

Teacher Encouragement. Encouragement to promote maximum effort was infrequently 

characterized by verbal praise. T2 used the strategy more prolifically than was observed by other 

teachers, although the script only records eight words or phrases of verbal praise during the 60 

minute period. Typical phrases were: "How wonderful to make connections that way! Is there 

another way to make a connection? ... A little challenging but you can do it!... Good! Good 

point!" 

T3 used verbal encouragement during the students' reporting of findings from small group 

investigation. T3 remarked, "Good ... okay ... great!" In response to student answers during 

direct instruction, teacher responses were toned down. The response of"Exactly!" was followed 

by further questions. 

The behavior of T9 was similar. "You're on the right track" or "Doing welL" 

Minimal praise was also given by: 

T5: Right. Good! 
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T6: Okay, yes. 

More typical of strategies to promote maximum effort was the acknowledgement of student 

responses followed by further teacher questions. This appeared to engender high level thinking 

and fast paced discussions. The acknowledgement took the form of: 

e Tl, T2, and T6: reflection ofthe student answer 

e T4: responses to student questions with questions. 

e T7: Do you see how that works? Alright, I hope you understand that. 

e T 10: Right, okay 

Metacognitive Strategies 

Strategies that promoted reflection on the learning process were practiced during eight of 

the observations. The following strategies or instructions took the form of encouraging or 

instructing students to analyze why they answered as they did. 

Tl: The objective ofthe entire Theory ofKnowledge course and this particular lesson was 

for students to analyze their thinking and sensory perceptions. 

Tl and T8: "Give me evidence." 

T2: Students were instructed to think about the thought processes they used in their 

homework explications and to write notes commenting on their thought processes. Students were 

advised to reflect on their own thinking to prepare for internal assessments. 

T4: The teacher's instructed students, during and after labs, to think about what they were 

doing and what they did. 

T5 and T9: Students were required to explain their thinking processes and the steps they 

followed to find solutions. 
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Tl 0: Directions for a test review assignment were, "'Analyze why you answered as you did. 

Think it through." 

Observations indicated that teachers had high expectations for high levels of student 

performance; therefore, the ratings for this skin area are high. Table 4.5 depicts the ratings for 

skill area Expectations for Student Learning. 

Table 4.5 Instructional Skills: Findings on Expectations for Student Learning I 
Multi-site Case Study Exploratory Case Analysis 

IB Teachers Effective Teachers Ineffective Teachers 
Expectations for 
Student Learning 

Mean SD Mean SD Mean SD 

3.70 .48 3.00 .71 3.17 .98 

Note: Extreme caution must be observed in interpretation of the data for comparative purposes 

due to the differences in methodology of the studies. (See page 143) 

The mean rating of 3. 7 for IB teachers in their expectations for learning is notably larger 

than the rating of3.0 for effective teachers and 3.17 for ineffective case analysis teachers, 

indicating findings in favor of the IB teachers. Expectations for student learning were clearly 

greater for IB teachers than for the teachers in the third grade classrooms. However, the 

difference in populations allows for only a limited comparison of the behaviors of the teachers. 

Summary of Research Question 2 

The examination of the observation scripts provided a profile of the IB teacher as one 

who implemented a limited number of student activities and a variety of strategies within an 

overarching instructional framework. The rapid pace of instruction and the high levels of 

questioning, conceptual understanding, and assignments indicated consistently high levels for 

student achievement and complexity of understanding. Table 4.6 presents the profile ofthe IB 

teachers and the profiles of effective and ineffective teachers in the exploratory case analysis. 
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Table 4.6 
c ompansono fD . f Anal . fi tru f al Sk'H escnp11ve YSlS 0 ns c mn 1 s l 

Multi-site Case Study Exploratory Case Analysis 
ofiB Teachers Effective Teachers Ineffective Teachers 

Description Mean SD Mean SD Mean SD 
I -1 Instructional 

I Differentiation 3.30 .82 3.20 .45 2.33 1.03 

I 
I-2 Focus on 

Learning 3.70 .67 3.40 .55 2.67 1.03 

I-3 Instructional 
Clarity 3.80 .42 3.20 .84 2.83 1.17 

I -4 Instructional 
Complexity 3.80 .42 3.00 .71 1.83 .98 

I-5 Expectations for 
Student Learning 3.70 .48 3.00 .71 3.17 .98 

Note: Extreme caution must be observed in interpretation of the data for comparative purposes 

due to the differences in methodology of the studies. (See page 143) 

With the exception of skill area of instructional differentiation, International 

Baccalaureate teachers received notably higher mean ratings than did the case study teachers in 

the Stronge, Tucker, and Ward study (2002). The mean ratings for the skill area of instructional 

differentiation were similar to the ratings for effective teachers but notably higher that the ratings 

for ineffective teachers. Focus on learning, instructional clarity, instructional complexity, and 

expectations for learning showed higher mean ratings for IB teachers than for case analysis 

teachers. The greatest difference was seen in ratings for Instructional Complexity with the IB 

teachers scoring closer to 4 with a mean rating of3.80 and the case analysis population scoring 

3.0. An emphasis on instructional complexity is clearly evident through the analysis of 
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International Baccalaureate curricular and program goals and their alignment with recommended 

practices for gifted education clearly. 

Research Question 3 Results 

Research Question 3: As determined by observation to what degree do teachers of International 

Baccalaureate students use a variety of assessment practices to monitor student progress? 

As found in Research Question 1, assessment is a significant component of the IB 

program design. In addition to end of course exams, termed by IB as external assessments, the IB 

requires process oriented internal assessments (IBO, 2002a; VanTassel-Baska & Little, 2003). 

Considering the emphasis IB places on examinations, the researcher examined the impact and 

approach to assessments made by the IB teachers during the observations. Two assessment areas 

were examined using the Teacher Effectiveness Behavior Scale: Assessment Skills which can be 

found in the Appendix. 

• Assessment for Understanding 

o Quality of Verbal Feedback to Students 

Assessment for Understanding 

The Level 4 descriptor for Assessment for Understanding is: 

A-1 Assessment for Understanding 
The teacher regularly checks in with students to monitor their level of understanding, 
interest, frustration, etc. Student understanding is assessed through a variety of methods 
(observation, group questioning, individual conversations, looking at student work, etc.). The 
teacher remains flexible in instructional decision-making and seems to continuously use 
"data" to adjust instruction (Stronge & Tucker, 2002). 

The approach to this assessment area was twofold: 

• Check for understanding 

• Data to adjust instruction 

Check for understanding. Each ofthe teachers frequently checked for student 
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understanding (CFU), using questioning or focused statements as the major vehicles. The 

settings were whole group, small group, and individuals. TB4 observed and discussed the math 

problems with each student as they worked through the process. T7 monitored the responses of 

each student in a large group Socratic seminar setting. Those who did not respond during the 

seminar were called on to give specific information. During TJ's book evaluation assignment, 

the teacher circulated to each group asking probing questions about their findings. When they 

reported their fmdings, he continued with probing questions to promote objective analysis. 

Typical of CFU phrases were the following: 

• Tl, T2, T3, T5, and T6: What do you think? 

• T3: What did we just do? 

• T5: Right? Did you all do that correctly? Everyone agree with that? (The question is 

followed by reporting out by each student.) 

e T7: Do you see how that works? It is important that you do. I hope you understand 

that (posed as a question) 

• T8: You think so? Do you understand that? 

e T9: Do you agree? Tell me what you're thinking. How are you doing? Do you see 

the pattern? 

Data to Adjust Instruction 

Two quizzes were administered during the observations. At the conclusion of the math 

quiz, T5 and students discussed the answers upon which students and the teacher did not agree. 

However T5 agreed to give the problem a second look and to adjust the answer if necessary. T9 

worked on math problems with the students, not progressing to another problem until they had 

reached consensus on the answer. TlO adjusted grading on a test to consider the problematic 
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questions. The closing activity was a test review, coupled ''rith an assignment to write corrections 

for specific questions. The instructions were, "Analyze why you answered as you did. Think 

through your thought processes." 

In addition to using test data to adjust instruction, teachers used verbal data. The accuracy 

of student responses during question and answer sessions determined the flow of the discussion. 

This type of feedback is examined in the next assessment area ofVerbal Feedback. The focus on 

adjustment to data will be on the impact of IB internal and external assessments on the class. Of 

the 10 teachers observed, two did not make references to IB assessments. One was Tl who 

taught Theory of Knowledge, a course whose focus is on thought processes and which does not 

administer an external assessment. The second was the shortened biology class. 

T3 designed a 45 minute activity to replicate the internal assessment and the type of 

question that would appear on their external assessment. T7 opened class with a discussion of 

the evaluation procedures of the internal assessment TlO, T9, and T6 discussed tests they had 

administered which included IB questions from prior examinations. Periodically during the class 

period, T5 related the lesson content to questions on IB examinations. The observations were 

snapshots taken on one day out of 180; yet, eight of 10 teachers discussed and appeared to design 

instruction to fit the IB assessments. Assessments appeared to be either the driving force or the 

underlying agenda behind the lessons of eight of the IB teachers. 

The findings for Assessment for Understanding are depicted in Table 4.7. 

Table 4.7 Assessment S.kiUs: Findings on Assessment for Understanding 
1 

Mean SD 
Assessment for Understanding 

3.70 .48 
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The findings reflect high performance on Skill Area A-1 Assessment for Understanding. 

The mean rating fur the IB teachers was 3. 7 with little variation in their ratings. 

Quality of Verbal Feedback 

The Level 4 descriptor for this assessment area is: 

A-2 Quality ofVerbal Feedback to Students 
The teacher provides verbal feedback consistently, addresses individual student strengths and 
weaknesses, and encourages student self-reflection. Feedback is fair and demonstrates high 
expectations for all students (Stronge & Tucker, 2002). 

The quality of verbal feedback will be addressed briefly as the data overlaps the data on the 

teachers' approaches to checking for understanding. Teacher practices exhibiting high 

expectations and the means by which they promote reflection was addressed in Research 

Question 2. After a brief discussion of the approach to verbal feedback, the focus of the data on 

this assessment area will be to explore teachers' knowledge of student strengths and weaknesses. 

Quality of Feedback 

The CFU described above was concomitant with probing questions directed by teachers 

at individual students while others asked questions of the whole class rather than individuals. 

Students' answers to questions affected the direction of the questioning. 

Concerned over students' inabilities to grasp a major concept, T7 said, "You are 

missing the most important thing." Rather than explaining the concept, the teacher framed 

questions to lead students to discover "the mort important thing." T4 used a similar technique, 

asking individual students as they performed a lab experiment, "What are you doing? What are 

you supposed to be doing?" Teachers' questions were challenging and probing questions that 

forced students to examine what they knew and needed to know. 
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Student Strengths and Weaknesses 

The small classes of 5 to 22 students and the integration of courses over a two year period 

appeared to allow more teacher to student interaction and the teachers' knowledge of individual 

student strengths and weaknesses. Although many of the teachers did not teach both years, they 

were required to assess two years of learning in order to know what concepts needed to be 

reinforced. The following vignette from Tl 0 exemplifies this understanding of student strengths 

and weaknesses. 

We won't spend a lot of time on this, ok, because oflast year. (discusses their problem last 
year- their weak spot). Students and teacher discuss their weaknesses and what they didn't 
understand. Hopefully it will this time. This is what you need to accomplish this time. 

T5 addressed each student by name, asking what their answers were and to describe the 

process used to arrive at the answer. T5 walked to individual students giving individual 

instruction to those who could not program their calculators or who could not solve a problem. 

T9 followed the same procedure ending the class period with a discussion of a prior concept at 

the request of a student who was finding it difficult to comprehend. 

Although verbal feedback and checks for understanding were provided on a consistent 

basis, individual checks on individual understanding was observed by five teachers. Two of the 

five teachers asked questions of individual students during questioning sessions and assessed 

their understanding of the concept through a culminating assignment after which each student 

reported out. 

At the conclusion of a Socratic seminar, T3 assigned an individual activity in which the 

students were to evaluate the selection discussed. Each student reported out their findings at the 

conclusion of the assignment. 
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The other five teachers engaged each student in questioning during the lesson and :framed 

subsequent questions according to student responses. Since the classes were small individual 

strengths and weaknesses could be discerned, although they were not individually addressed. 

The findings for Area A-2 are depicted below. 

T~ble 4.8 Assessment Skills: Fin din s fo:r Qu~lity of Ve:rb~l Feedb~~k 
Me~n SD 

Quality of Verbal Feedback to Students 
3.60 .53 

Verbal feedback and checks for understanding were provided on a consistent basis. The mean 

rating of3.6 and the small variation around the mean indicated high levels of verbal feedback 

although, in most cases, that feedback did not take the form of verbal praise. 

The feedback provided clear information on what students needed to do or know to 

enhance their conceptual understanding. However, checks on individual understanding by 50% 

of the teachers were conducted in whole class settings during questioning rather than being 

directed to individual student strengths and weaknesses. A concluding reporting out activity 

similar to that conducted by T8 would have addressed that situation. 

Summary of Research Question 3 

As the findings indicated, teachers :frequently checked for student understanding of 

concepts and discussed IB assessments in aU but two classes. Checks for understanding and 

verbal feedback occurred principally in question and answer sessions. Although questions to 

monitor understanding were addressed to the whole group, each student responded during the 

sessions. However, 50% of the teachers did not address individual student strengths and 

weaknesses. Teachers, however, were fair in their feedback to students which demonstrated 

expectations of high student achievement. 
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Table 4.9 depicts the findings on the effective assessment practices ofiB teachers. 

Table 4.9 
Descriptive Analysis of Assessment Skills 

Descri tion Mean SD 

Assessment for Understanding 3.70 .48 

Quality of Verbal Feedback to Students 3.60 .53 

Research Question 4 Results 

Research Question 4: At what levels do teachers oflntemational Baccalaureate students self-

report their Teacher-Efficacy beliefs in comparison with a sample of a cross-section of high 

school teachers? 

Data to determine teacher-efficacy beliefs was collected from 33 trained International 

Baccalaureate teachers in their responses to the 24-question Teachers' Sense of Efficacy Scale 

(TSES). Thirty-four questionnaires were mailed to teachers in two distributions. Anonymity was 

assured; however, one teacher elected not to return a questionnaire. 

Tschannen-Moran, Hoy, and Hoy (2001) conducted three studies to insure construct 

validity for the TSES instrument. The items on the scale were originally selected from 

Bandura's scale and subject to factor analysis and refinement in the three studies resulting in a 

24-item long form and a 12-item short form. The construct reliability was .94 for the 24-item 

scale and .90 for the 12-item scale. The Long Form was used in this study. 

Consideration was taken by Tschannen-Moran, Hoy and Hoy to include items that 

assessed teachers' judgment of their abilities to respond to the "instructional needs of capable 

learners" (p.799) which proved valuable to this study. The authors found that responses to the 
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TSES loaded on three factors: efficacy for student engagement, efficacy for instructional 

practices, and efficacy for classroom management. The items are equally weighted. 

Teachers responded to each item using a Likert scale with eight possible choices ranging from 

nothing to a great deal. The total possible responses were: nothing, very little, some influence, 

quite a bit, a great deal. The three TSES subscale groupings were: 

Teachers' Sense ofEfficac Scale Sunbscale Grou in s 
Efficac Subscale Questionnaire Items 
Efficacy in Student Engagement Questionnaire items 1, 2, 4, 6, 9, 12, 14, 22 
Efficacy in Instructional Strategies Questionnaire items 7, 10, 11, 17, 18, 20, 23, 24 
Efficac in Classroom Management Questionnaire items 3, 5, 8, 13, 15, 16, 19,21 

The level of response to each question was recorded and tallied to determine the total number 

of responses for each question at each level with the goal of developing a profile of teacher-

efficacy beliefs for this population ofiB teachers. Of the 33 respondents four participants 

omitted responses to a total of 5 items: 

e 1 questionnaire - two omissions, items # 1 0 and # 14 

® 3 questionnaires - one omission each, items #7, # 10, # 11 

For the four incomplete questionnaires, the mean answer for each respondent was 

computed and used as the response for the omitted item(s). It was not possible to determine 

whether these omissions were intentional or inadvertent. 

Means, percentages, response numbers, and standard deviations were computed to 

ascertain the extent to which teachers believed they could influence students' lives. Although no 

comment section was included, comments were written on two of the forms. This added 

information will be discussed in the relevant sections. Teacher responses on the total24 item 

scale are presented in Table 4.1 0. They will be discussed followed by analyses of the individual 

subscales. 
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Te~c~ers' Sei'lse of Effic~cy Sc~le (ioi'lj:j fow-m) 

ID 
0 -ro 

ID ~ 
~ 

Teacher Beliefs ffi (!.) 
0'1 :t:: 0 .5 ::1 

:.::i li= ro ...... .c. c:: 
~ 

w 
Directions: The questionnaire is designed to help us gain a better ..... 2::- (!.) 0 '-understanding of the things that create difficulties for teacher in their school z (!.) (I) ::1 (9 
activities. Please indicate your opinion about each of the statements below. > E 0 
Your answers are confidential. 0 <( 

(f) 

levels (1) (2) (3) (4) (5) (6) (7) (8) {9) 
1 

2 
3 

4 

5 

6 

7 

8 

9 
10 

11 
12 
13 
14 

15 

16 

17 

18 
19 

20 

21 
22 

23 

24 

How much can you do to get through to the most difficult 0 0 2 3 
students? 
How much can you do to help your students think critically? 0 0 0 0 
How much can you do to control disruptive behavior in the 0 0 0 0 
classroom? 
How much can you do to motivate students who show low 0 0 2 2 
interest in school work? 
To what extent can you make your expectations clear about 0 0 0 0 
student behavior? 
How much can you do to get students to believe they can do 0 0 0 1 
well in school work? 
How well can you respond to difficult questions from your 0 0 0 0 
students? 
How well can you establish routines to keep activities running 0 0 0 0 
smoothly? 
How much can you do to help your students value learning? 0 0 0 1 
How much can you gauge student comprehension of what you 0 0 0 0 
have taught? 
To what extent can you craft good questions for your students? 0 0 0 0 
How much can you do to foster student creativity? 0 0 0 1 
How much can you do to get children to follow classroom rules? 0 0 0 0 
How much can you do to improve the understanding of a 0 0 1 2 
student who is failing? 
How much can you do to calm a student who is disruptive or 0 0 0 0 
noisy? 
How well can you establish a classroom management system 0 0 0 0 
with each group of students? 
How much can you do to adjust your lessons to the proper level 0 0 0 0 
for individual students? 
How much can you use a variety of assessment strategies? 0 0 0 0 
How well can you keep a few problem students from ruining an 0 0 0 2 
entire lesson? 
To what extent can you provide an alternative explanation or 0 0 0 0 
example when students are confused? 

How well can you respond to defiant students? 0 0 0 0 
How much can you assist families in helping their children do 0 0 1 3 
well in school? 
How well can you implement alternative strategies in your 0 0 0 1 
classroom? 
How well can you provide appropriate challenges for very 0 0 0 0 
capable students? 

Developers: Megan Tschannen-Moran, College of WilHam and Mary 
Anita Woolfolk Hoy, the Ohio State University, 2001. 

12 5 4 1 6 

0 8 13 3 9 
1 3 12 3 14 

10 9 4 3 3 

0 2 3 7 21 

5 4 8 8 7 

1 2 8 8 14 

0 0 6 9 18 

3 6 11 6 6 
1 1 8 12 11 

0 1 9 12 11 
8 4 5 5 10 
1 1 15 4 12 
8 6 8 5 3 

8 5 7 7 6 

2 2 8 11 10 

0 3 11 8 11 

1 5 6 7 14 
3 3 10 4 11 

1 1 5 9 17 

5 2 11 5 10 
8 5 6 7 3 

2 5 10 4 11 

1 1 7 13 11 
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A limited comparison will be made with a study conducted by Tschannen-Moran and 

Hoy (2002) of teacher-efficacy beliefs held by of255 teachers. The 24-item Teachers' Sense of 

Efficacy Scale was administered to a population of teachers who may have included teachers of 

gifted and International Baccalaureate students. Due to the vast difference in sample size for the 

two studies a very limited comparison of means and standard deviations for the IB and the 

Tschannen-Moran studies will be made for informational purpose only. The differences in the 

two studies are presented below: 

Study Comparisons 
Sample 

Smdy She 

Tschannen- 255 
Moran&Hoy teachers 
(2002) 
Hutchinson 33 
(2004) teachers 

Setting 

urban, suburban,& 
rural school districts 

1 urban & 1 county 
school district 

Sample Characteristics 

general education teachers 
(may include gifted & IB 
teachers) 
teachers of IB & regular 
education students 

2 4 Item TSES Findings 

Grade 
Levels 

K-12 

11th & 

12th 

The data from the Teachers' Sense of Efficacy Scale is examined from two perspectives. 

Means and standard deviations are computed for the continuous variables (9 response levels) on 

the 24 item scale and on each of the three subscales. The continuous variables are first treated as 

categorical variables by collapsing the nine response levels into three response levels to indicate 

the number and percentage of responses at each ofthe three collapsed levels. 

Categorical Analysis 

After tallying the total number of responses at each of the nine levels for each ofthe 24 

items, nine levels were collapsed into three categories to develop a profile of the efficacy 

beliefs of the 33 IB teachers. These three levels were: 

e lowest category - nothing to very little 
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®> mid category - some influence 

® upper category - quite a bit to a great deal 

Higher level responses. Thirty three teachers responded to 24 items on the TSES for a 

total number of responses of 792. According to Table 4.10, 249 or 3 L4% of the responses to the 

24 items on the TSES were recorded at level9, or "a great deal," the level of greatest teacher 

efficacy belief. None ofthe responses was made at the lowest level, level 1 or "nothing," of 

teacher efficacy belief. Item #5 was the question with the greatest number of responses at level 

9. Twenty-one of the 33 IB teachers, or 63.6% had high teacher efficacy beliefin their ability to 

make their behavioral expectations clear to students. This was followed by 18 level 9 responses 

to item #8, which stated teachers' beliefs in their ability to "establish routines to keep activities 

running smoothly." Both items loaded on the Subscale for Efficacy in Classroom Management. 

Item #20, which concerned the belief in the ability to provide alternative explanations to clear up 

student confusion, received 17 responses at level 9. Item #20 loaded on the subscale for Efficacy 

in Instructional Strategies. 

As described above, the nine levels were combined into three categories to develop a 

profile of teacher efficacy beliefs for the 3 3 respondents. Of the total number of responses, 178 

or 22.62% were recorded at the mid category, indicating teachers believed they had "some 

influence" over students. The greatest number of responses was recorded at the upper category or 

highest levels ofthe scale. Of a total of792 responses 605 or 75.76% ofthe total responses 

indicated that teachers believed they had "quite a bit to a great deal" of influence over students. 

Lower level responses. As Table 4.10 indicates no teachers responded at the two lowest 

categories of the TSES and only six or .8% of the responses were made at the upper category of 

teacher efficacy belief. Although the numbers were small, the questions to which teachers 
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answered at level3 or "very little" were #1, #4, #14, and #22. The four items loaded on the 

subscale of Efficacy in Student Engagement and will be discussed in that section. 

The numbers and percentages of responses at each of the three collapsed levels are 

presented below: 

nothing = very some infhJEme;e qumte a bit- total 
little #4,5,6 a great deal (#of responses) 

#1,2,3 #1,8,9 

# of Responses 6 181 605 792 

% of Res onses .08% 22.65% 75.76% 

Descriptive Statistical Analysis 

The data were also analyzed using descriptive statistics to indicate the mean ratings of the 

participants and the standard deviation for the total 24 item scale. The means and standard 

deviations for the International Baccalaureate teachers are presented below along with the data 

from the study by Tschannen-Moran and Hoy (2002). 

1.43 1.45 1.11 .84 

Note: Caution must be taken in interpreting the findings from a comparison of the two studies. 

(See page 168.) 

The mean score of7.43 on a scale of 1-9, indicated that the 33 IB teachers were more 

likely to report their teacher efficacy beliefs to be at a level between level 7 and level 9 of the 

nine point scale. Generally the participants believed they had between "quite a bit" and "a great 
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deal" of influence over student achievement and behavior. These findings are depicted in the 

categorical analysis reported above which found that 75.76% ofthe total number of responses 

were recorded at the third categorical level of#7, 8, and 9 or "quite a bit" to "'a great deal." The 

standard deviation of 1.45 indicates that teacher responses did not vary a great deal around the 

mean. 

The mean score of7.43 for the 33 IB teachers was slightly higher than the mean score of 

7.17 on the 24 item TSES for the 25 5 teachers in the comparative study, some of whom may 

have been teachers of ill and gifted students. Both study populations reported teachers' sense of 

efficacy at the upper third of the scale; however, IB teachers tended to rate themselves somewhat 

closer to level 8 than did the case analysis population. Although neither study showed a great 

deal of variation around the mean, the IB study showed a somewhat greater variation. Individual 

items and ratings will be presented in the discussion of the subscales. 

TSES: Subscale for Efficacy in Student Engagement 

As depicted in Table 4.13 eight items load on the subscale for student engagement. 

Teachers reported fewer high level responses on this scale than on the other two subscales. 

However, teachers were more likely to say they had "quite a bit" (level #7) of influence to "a 

great deal" (level #9) of influence than they were to say they had "nothing'' or "little influence" 

over student engagement. The teachers indicated lower levels of teacher efficacy beliefs on 

items pertaining to behavioral and academic problems such as on item # 1, "How much can you 

do to get through to the most difficult students." Twenty teachers rated their beliefs in their 

ability to influence difficult students at levels 4, 5, or 6 on the 9 point scale. 
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T~bl®4.13 
T®~chers' Sen$® of Effic~cy Sce!le: Si.ib$ce!le for Senll:;e of Efficacy in S~1.1dent Eng~gement 

Teacher Beliefs 
25 ro 

Q.l !:: ..... 
Q.l w Q.l 

C) :;::; 0 
Directions: The questionnaire is designed to help us gain a better .s - :J 

:.:::i ;:;:: ro ..... 
understanding of the things that create difficulties for teacher in their school .c c Q.l ro ..... c-- ~ activities. Please indicate your opinion about each of the statements below. 0 

Q.l 
:'/:::: z <!JI :J C) Your answers are confidential. >· E 0 

0 <( 
00 

Levels (1) (2) (3} (4) (5) (6) (7) (8) (9) 
1 How much can you do to get through to the most 0 0 2 3 12 5 4 1 

difficult students? 
2 How much can you do to help your students think 0 0 0 0 0 8 13 3 

critically? 
4 How much can you do to motivate students who show 0 0 2 2 10 9 4 3 

low interest in school work? 
6 How much can you do to get students to believe they 0 0 0 1 5 4 8 8 

can do well in school work? 
9 How much can you do to help your students value 0 0 0 1 3 6 11 6 

learning? 
12 How much can you do to foster student creativity? 0 0 0 1 8 4 5 5 

14 How much can you do to improve the understanding 0 0 1 2 8 6 8 5 
of a student who is failing? 

22 How much can you assist families in helping their 0 0 1 3 8 5 6 7 
children do well in school? 

Developers: Megan Tschannen-Moran, College of William and Mary, Anita Woolfolk Hoy, 
Ohio State University, 2001. 

Categorical Analysis 

Higher level responses. The greatest number of responses at the upper third category 

(levels 7, 8, and 9) was tallied for #2 which had 25 ratings at the highest levels. Twenty-five 

teachers believed they had "quite a bit" to "a great deal" of ability to help their students think 

critically. Teachers showed greater levels of teachers' sense of efficacy on the items critical to 

high level learning. Their responses were the highest on the items that indicated the belief that 

they had "quite a bit to a great deal" of capability to influence students in four areas: 

Hi best Item Res onse Rates for Student En a ement 

#2 critical thinking 25 
#6 student belief in their ability ' 23 
#9 value for learning 23 
#12 creativit 20 

6 

9 

3 

7 

6 

10 

3 

3 

I 

I 
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The numbers and percentages of teacher responses at each category are illustrated in Table 4.14. 

T~ble4.14 C~tegoric~i An~lysis of Sense of Effic~cy ir~ Student Eng~gement 

nothing - very some influence quite~ bit-
Responses little #4,5,6 ~ gll'e~t de~l tom I 

#1,2,3 #1,8,9 

# of Responses 6 114 144 264 

% of Res onses 2.30% 43.18% 54.55% 

Table 4.14 indicates that ofthe 264 responses, 54.55% or 144 responses were at the upper 

third category, notably lower than the upper third category responses of 89.77% for sense of 

efficacy in instructional strategies and 84.85% at the upper levels for sense of efficacy in 

classroom management. It must be noted that the number of responses does not indicate a 

number ofteachers. The categorical tables, as in Table 4.14, can be more clearly understood 

when examined with the subscale tables reporting the actual item responses as in Table 4.13. For 

example, the six responses at the lower third category of "nothing" to "very little" (levels 1, 2, 

and 3) as depicted in Table 4.14 may be two teachers or 6 teachers as shown in Table 4.13. 

Lower level responses. Although 54.55% or 144 of the total number of possible responses 

were at the upper third category on Table 4.14, the numbers of responses indicating "quite a bit" 

to "a great deal" of teacher efficacy beliefs in their ability to influence student engagement was 

lower than with the other two subscales. For example in examining item #1 in Table 4.13, 11 of 

the 33 teachers believed they had "quite a bit" to "a great deal" of influence over difficult 

students (the upper third category of responses) while 20 of the 33 teachers rated themselves in 

the middle category oflevels 4, 5, and 6 on item #1 They believed they had between "very little" 

and "quite a bit" of influence over difficult students. Twelve of these teachers rated themselves 

as having only "some influence" over these students. 
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On item #4, ten ofthe 33 teachers believed they had only "some influence" over students 

with low interest school work, and a total of21 teachers rated themselves at the middle third 

category (levels 4, 5, and 6) in their ability to motivate low interest students. According to Table 

4.14, over 43% of responses were :reported at levels 4, 5, and 6 for sense of efficacy in student 

engagement. Six ''very little" responses were recorded: 2 each for questions 2 and 4 and 1 each 

for questions 14 and 22. Of the ten possible teacher responses, approximately 2.3% indicated 

they had the lowest levels of belief in their ability to influence students who were difficult, were 

unmotivated, or were failing. One teacher had low levels ofbeliefin the ability to assist families. 

The least number of scores at the upper third was #4 which had only 1 0 responses at the highest 

levels. Approximately 30% expressed 'nothing to very little' as their level of confidence in their 

abilities to motivate students with low interest in school work. 

The percentage of responses in the mid and upper third categories ofthe student 

engagement subscale showed less difference than on the other two subscales. Of the 262 

responses 43% answered "some influence" and 54.6% indicated "quite a bit" to "a great deal" of 

efficacy in student engagement. They were much more likely to believe in their ability to exert 

some influence than to believe they had little control over student engagement. 

Descriptive Statistical Analysis 

The means and standard deviations are depicted below along with the data for the 

Tschannen-Moran (2002) study. 

IB Research (n=33) 
Stan. 

Means Dev. 

6.61 

Comparative Case Analysis (n=2~~) 
Stan. 

Means Dev. 
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Note: Caution must be taken in interpreting the findings .from a comparison ofthe two studies. 

(See page 168.) 

The mean scores of both studies were notably similar. Both suggest that teachers were 

likely to say they had between "some influence" and "quite a bit" of influence over student 

engagement. The mean rating of 6.67 for IB teachers and 6.66 for the comparative analysis 

teachers translates into a mean rating between 6 and 7 on the 9 point scale. The findings are 

depicted similarly in the categorical analysis in Table 4.14. 

Although the standard deviation indicated a higher variance for the 33 IB teachers (1.60) 

than for the 255 teachers in the Tschannen-Moran study (1.02), it suggests that scores did not 

vary greatly. 

TSES: Subscale for Efficacy in Instructional Strategies 

Of the three subscales, this subscale was more pertinent to high level teaching and 

learning. It included the most number of items that were comparable to the instructional skills 

and assessment practices measured on the Teacher Effectiveness Behavior Scale used to analyze 

teacher practices in research questions 2 and 3. The teachers indicated high levels of teacher 

efficacy beliefs in instructional strategies. Eight items loaded on this subscale. 
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IT h 'S e~c em fEffi enseo IC~C)' S!Sb lfS cae: M sc~ e or fEffi . ! t f enseo mc~cy m 11s rue mona 

G) I Teacher Beliefs 
Ol Ei 

I 
Directions: The questionnaire is designed to help us gain a better .£ :::i 
understanding of the t'lings that create difficulties for teacher in their schooi ..c: - 2::' activities. Please indicate your opinion about each of the statements 0 

I z ~ below. Your answers are confidential. 
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I St t . ra egmes I 
(!,) I -m\ 
0 
c -Q) i:D Q ::I 

;:;:::: m ..... 
c 

~ 
(\") - @ 

Q) ::I 
,_ 

E 0 C) 
0 <( 
00 

Levels (1) (2) (3) {4) {5) (6) (7) (8) (9} 
\ 7 How well can you respond to difficult questions from your 0 0 0 0 1 2 8 

students? 
10 How much can you gauge student comprehension of 0 0 0 0 1 1 8 

what you have taught? 
11 To what extent can you craft good questions for your 0 0 0 0 0 1 9 

students? 
17 How much can you do to adjust your lessons to the 0 0 0 0 0 3 11 

proper level for individual students? 

18 How much can you use a variety of assessment 0 0 0 0 1 5 6 
strategies? 

20 To what extent can you provide an alternative 0 0 0 0 1 1 5 
explanation or example when students are confused? 

23 How well can you implement alternative strategies in 0 0 0 1 2 5 10 
your classroom? 

24 How well can you provide appropriate challenges for very 0 0 0 0 1 1 7 
capable students? .. 

Developers: Megan Tschannen-Moran, College ofWllham and Mary, Anita Woolfolk Hoy, 
Ohio State University, 2001. 

Categorical Analysis 

Table 4.17 illustrates a categorical analysis of teacher responses by levels. 

in instructional Strate ies 

nothing - very some influence quite a bit- total 

8 

12 

12 

8 

7 

9 

4 

13 

Responses little #4,5,6 a great deal (#of responses) 
#1,2,3 #7,8,9 

# of Responses 0 27 237 264 

% of Res~onses 0% 10.23% 89.77% 

Higher level responses. Scores at the upper third of the 9levels were greater on the 

subscale for Efficacy in Instructional Strategies than for the subscale on Efficacy in Student 

Engagement, indicating high levels ofteachers sense of efficacy on this factor. No scores were 

tallied at the lower third; 27 were tallied at the mid third, and 237 were recorded at the upper 

14 

11 

11 

11 

14 

17 

11 

11 
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third. Of264 responses, 10.23% ofthe responses indicated "some influence," and 89.77% 

indicated "quite a bit" to "a great deal" of belief in their ability to influence student achievement 

through instructional strategies. The item with the least number of responses at the upper third 

was #23 with 25 responses at those levels. Although it was the lowest on this subscale, the 

number of responses was comparable to the 25 upper third responses marked on item #2, the 

highest ranked item in the Student Engagement subscale. This item addressed teacher's beliefs in 

their ability to enable students to think critically, also a factor vital to high level teaching and 

learning. 

Thirty-two of the 33 respondents indicated high confidence in their ability to craft good 

questions, a key strategy practiced by each of the ten teachers observed for research questions 2 

and 3. Thirty-one of 33 teachers indicated high levels of teacher efficacy for their ability to 

gauge student comprehension, their ability to provide alternative explanations, and their ability to 

challenge high ability students. 

Lower level responses. No teachers indicated low levels of teacher efficacy beliefs in 

their ability to practice key instructional strategies for student achievement The item that 

suggested any question about this capability was #23. Only one teacher expressed between "very 

little" and "some influence" in their ability to implement alternative strategies in the classroom. 

Descriptive Statistical Analysis 

The means and standard deviations for the IB teachers are presented below with the data 

from the comparative case study (Tschannen-Moran & Hoy, 2002). 

IB Res~arch (n=33) 
smr~. 

M~ans D~v. 

7.90 1.10 

Comparativ~ Ca~M~ Analy$iS (n=l55} 
Smn. 

M~ans Dev. 

7.40 .95 
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Note: Caution must be taken in interpreting the findings from a comparison of the two studies. 

(See page 168.) 

i\n examination of tables 4.17 and 4.18 indicates that IB teachers consistently reported 

high levels of teacher efficacy beliefs concerning Instructional Strategies. They were more likely 

to respond at the second highest level, #8 on a 9 point scale, and were less likely to vary around 

the mean of7.90 (standard deviation= 1.10). The mean rating of7.90 for the 33 IB teachers was 

slightly higher than the mean rating of7.40 for Instructional Strategies for the 255 teachers in the 

comparative study, some of whom may have been teachers ofiB and gifted students. The 

responses on both studies were very similar; both varied little around the mean of 7 to 8. The 

standard deviation of 1.10 for IB teachers and the standard deviation of .95 for the case analysis 

teachers indicated little variation in ratings for both populations. The high level of teacher 

efficacy beliefs of International Baccalaureate teachers for instructional strategies is consistent 

with their high levels of performance in the practice of instructional skills found in Research 

Question 2. 

TSES: Sub scale for Efficacy in Classroom Management 

Eight items loaded on the factor of classroom management. It was the one subscale for 

which teachers marked comments on the TSES. One teacher marked each of the items without 

any knowledge of the subscale divisions. The teacher commented, "Many of these questions 

don't seem appropriate for what I've experienced with our IB students." The observations ofthe 

10 IB teachers indicated few classroom management problems. There were occasionally 

talkative students who were easily quieted with a few words from the teacher. Although it could 

be determined that classroom management difficulties were not indicative of IB classrooms, aU 

the IB teachers observed also taught regular students in the general education setting. Their 
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responses indicated high levels of teacher efficacy beliefs in their capabilities to manage their 

classrooms whether IB or regular education. 

ee~c ers fEff ense o 1cacy SISb lfS cae: u sea e or ense o fEffi . Cl 1cacy m ass room M anagemen 

Teacher Beliefs I 
@) 
0 m 

@) c: ..... 
@) m ro 

0) E 0 I .5: = Directions: The questionnaire is designed to help us gain a better :.:.l ;:;::: (1! -i ..c: c: 
~ 

m 
understanding of the things that create difficulties for teacher in 

..... 
~ - ~ 0 

@) their school activities. Please indicate your opinion about each of z ~ :::1 (.!) E 0 the statements below. Your answers are confidential. 0 <( 
(j) 

Levels (1) (2) (3) (4} (5) (6) (7) (8) (9) 
3 How much can you do to control disruptive behavior in 0 0 0 0 1 3 12 3 

the classroom? 
5 To what extent can you make your expectations clear 0 0 0 0 0 2 3 7 

about student behavior? 
8 How well can you establish routines to keep activities 0 0 0 0 0 0 6 9 

running smoothly? 
13 How much can you do to get children to follow 0 0 0 0 1 1 15 4 

classroom rules? 
15 How much can you do to calm a student who is 0 0 0 0 8 5 7 7 

disruptive or noisy? 
16 How wei! can you establish a classroom management 0 0 0 0 2 2 8 11 

system with each group of students? 

19 How well can you keep a few problem students from 0 0 0 2 3 3 10 4 
ruining an entire lesson? 

21 How well can you respond to defiant students? 0 0 0 0 5 2 11 5 

Developers: Megan Tschannen-Moran, College of William and Mary, Anita Woolfolk Hoy, 
Ohio State University, 2001. 

Categorical Analysis 

The numbers and percentages of responses at each of the three categorical levels are 

presented below: 

q~i~® <!!bit-
Responses nothing - very ~ittie some infi~ence a great deal 

#1,2,3 #4,5,6 #7,8,9 

# of Responses 
0 40 224 

11/o of Responses 
0% 15.15% 84.85% 

14 

21 

18 

12 

6 

10 

11 

10 

I 

I 

I 
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Higher level responses. As shown in Table 4.19, twenty-one teachers indicated their 

belief in their abilities to make their expectations clear about student behavior (#5) at the highest 

level of9, "a great deal," while only 12 teachers indicated the same level of belief in ability 

to get children to follow classroom rules (#13). In addition, 31 teachers reported beliefs in the 

upper levels of 8, and 9 for #5 establishing behavioral expectations and for # 13 enforcing 

classroom rules. Eighteen teachers indicated the highest level of belief, "a great deal," their 

abilities to establish routines to create smooth running classrooms (#8). As shown I Table 4.20, 

the largest number of responses, 224 of 264, were recorded in the upper category of the scale, 

'"quite a bit" to "a great deal," (levels 7, 8, and 9) indicating high levels of teacher efficacy for 

classroom management 

Low level responses. Table 4.19 and Table 4.20 show no responses on any item at the 

lowest category 1-3 of teacher efficacy and, according to Table 4.20, only 40 or 15.2% of 

responses at the mid category of the teacher efficacy scale. The teachers showed lower levels of 

efficacy over classroom management with a disruptive or noisy student, with approximately 39% 

of teachers indicating they believed they had only "some influence" over this situation. 

Descriptive Statistical Analysis 

The means and standard deviations for the International Baccalaureate teachers are 

presented below along with the data from the comparative case study (Tschannen-Moran & Hoy, 

2002). 

IB Rese~rch (n=33) 
sum. 

Me~ns Dev. 

1.12 1.29 

Comp~r~tive C~se All~~ysis (n=255) 
St~n. 

Me~ns Dev. 

1.44 
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Note: Caution must be taken in interpreting the findings from a comparison ofthe two studies. 

(See page 168.) 

Although the population sample for the comparative study was extremely different, 

findings from a descriptive statistical analysis showed strong similarities. The findings indicated 

that both populations believed they had "quite a bit" or more ability to manage their classrooms. 

However, according to Table 4.21 the mean rating of7.72 indicates that IB teachers were slightly 

more likely to rate themselves closer to a rating of 8 on the 9 point scale on sense of efficacy for 

classroom management than is indicated by the mean rating of 7.44 for the case analysis 

teachers. This rating is similar to the findings depicted categorically in Table 4.20 which found 

that 84.85% of responses by IB teachers were recorded at the upper category of"quite a bit" to 

"a great deal" (levels 7, 8, and 9). The scores for both populations varied from 1.00 for IB 

teachers to 1.29 for the case analysis teachers around the means of7.72 and 7.44. 

Summary of Question 4 Results 

The analysis ofteachers' sense of efficacy for IB teachers is presented from two 

perspectives, through a categorical analysis and through a descriptive statistical analysis. The 

two perspectives develop a profile of IB teacher efficacy beliefs enabling an examination of the 

data from different perspectives while revealing similar findings on teacher efficacy beliefs. 

The 33 IB teachers showed high levels of teacher efficacy on the total24 item TSES 

scale and on the individual subscales. They were more likely to respond that they had "quite a 

bit" to "a great deal" of influence over student behavior and their ability to implement effective 

teaching strategies. 
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Table 4.22 below depicts the comparison among the levels of responses for the 24 

item TSES and the three subscales. The numbers and percentages of responses at the three 

categorical levels are depicted so as to allow for a comparison among the scales. 

Table4.22 
Comparison of TSES and Subscale Categorical Analyses 

Studen~ lns~ructionai Classroom TSES 
Engagement Stra~egies Management (n=192) 

(n=264) (n=264) (n=264} 
Ca~egory level #of %of #of %of #of %of #of %of 

responses responses responses responses responses responses responses responses 

1. nothing - very 6 2.30% 0 0% 0 0% 6 .08% 
little 

#1,2,3 

2. some influence 114 43.18% 27 10.23% 40 15.15% 181 22.65% 
#4,5,6 

3. quite a bit-
a great deal 144 54.55% 237 89.77% 224 84.85% 605 75.76% 

#7,8,9 

The numbers of responses for each category level and for the 24 item scale are derived from the 

total number of responses for that scale. They do not indicate the number of teachers who 

responded to each item or category. Thirty three teachers responded to 24 items on the Teachers' 

Sense of Efficacy Scale for a total of 792 responses. Eight of those items loaded on each subscale 

for a total of 264 responses on each subscale. 

Table 4.22 indicates that the greatest number and greatest percentage of responses of IB 

teachers on the three subscales and on the 24 item scale tended to be at the highest category of 

"quite a bit" to" a great deal,"(levels 7, 8, and 9) indicating high levels of teacher efficacy 

beliefs. The greatest percentage of responses by IB teachers (89. 77%) at the highest category was 

reported for the subscale of Sense of Efficacy for Instructional Strategies, followed by 84.85% of 

responses at the third category for the subscale of Sense of Efficacy for Classroom Management. 
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A statistical analysis reveals similar high levels of teachers' sense of efficacy for IB 

teachers. A description of the means and standard deviations for the total TSES and the three 

subscales allows for limited comparison of the findings for the IB study and the Tschannen-

Moran study used as a comparative case analysis. The data are presented in Table 4.23. 

Note: Caution must be taken in interpreting the findings from a comparison of the two studies. 

(See page 168.) 

Both Table 4.22 and Table 4.23 indicate that IB teachers were likely to rate their teacher 

efficacy beliefs between levels 7 and 8 or at the upper third category. Similar results were found 

for the means and standard deviations in IB study and in the comparison sample; however, 

the responses of IB teachers varied more around the mean scores in the 24 item scale and in each 

subscale than did the responses in the case analysis. This finding may likely be attributed to the 
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difference in the size of the population sampled. With the exception ofthe subscale for Student 

Engagement, the mean ratings of IB teachers tended to be somewhat higher than the mean 

ratings of teachers in the comparison sample. The subscale for Instructional Strategies showed 

the greatest mean difference V\rith IB teachers rating their efficacy beliefs at 7.9 or closer to 8 on 

the 9 point scale while the mean rating of7.40 for the comparative study teachers was closer to a 

rating of 7. A similar analysis can be made for the subscale of classroom management. The IB 

mean of 7. 72 is closer to a rating of 8 while the mean rating of 7.44 for the comparison sample is 

closer to a rating of 7. Nevertheless, the ratings are more notable for their similarities than for 

their differences. Both populations indicated high levels of teachers' sense of efficacy. 
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Chapter 5 

DISCUSSION, CONCLUSIONS, IMPLICATIONS 

The research findings for this study developed a sequential profile of the International 

Baccalaureate teacher by first exploring a link between curricular and program goals and 

recommended practice for gifted and general education. A link would allow the assessment of 

the behaviors and practices of IB teachers within the gifted context using the approaches 

developed for general education. Findings on the four research questions are: 

Finding related to Research Question 1: IB Program and Curricular Goals: 

1. Research on the IB Program was minimal and concerned student achievement data 

pertinent to college and university admissions. 

2. The preponderance of the literature on the IB Program pertained to program and 

curricular goals. 

3. A study of IB program and curricular goals indicated an alignment with 

recommended practices for gifted and general education. 

Findings related to Research Question 2: Instructional Skills 

1. During the class period observed, IB teachers practiced numerous instructional 

strategies which centered around one overarching instructional approach. 

2. Direct instmction was the major instructional framework used by IB teachers. 

3. The variety of activities in which students were involved was minimal. 

4. Questioning techniques were implemented by the 10 IB teachers to engage students in 

learning at high levels of complexity. 
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5. Mean ratings for IB teachers on an observation tool for effective teaching practices 

were comparable to the mean ratings for effective teachers in the comparison sample 

in their implementation of the instructional skill of instructional differentiation. 

6. IB teachers were rated higher on the observation tool in their focus on learning, and in 

their implementation of the instructional skills of clarity, complexity, and 

expectations than were effective and ineffective teachers in the comparison sample. 

7. Both IB teachers and effective comparison teachers were rated higher in their 

implementation of the instructional skills of differentiation, focus on learning, clarity, 

and complexity than were ineffective comparison teachers. 

Findings related to Research Question 3: Assessment Practices 

1. Questioning was used as guided practice to check for understanding in a variety of 

settings: whole class, small group, and individual conversations 

2. Verbal feedback was consistent, often taking the form of probing questions to extend 

and assess learning. 

3. High expectations for student achievement were emphasized although individual 

strengths and weaknesses were not addressed by most of the IB teachers. 

Findings related to Research Question 4: Teachers' Sense of Efficacy 

1. The findings on teachers' sense of efficacy of the IB teachers indicated greater 

teacher self efficacy beliefs on the factor of implementation of instructional strategies 

and classroom management than for the factor concerning their ability to affect 

student engagement. 
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learning. 
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3. The findings on levels of International Baccalaureate teachers' sense efficacy 

corresponded to the Tschannen-Moran findings on teachers in the general education 

setting. 

Discussion 

This study was essentially a two stage sequential examination of International 

Baccalaureate practices. The first stage ofthis study examined the alignment oflnternational 

Baccalaureate program and curricular goals with recommended practices for gifted education. 

Once that alignment was determined, a profile of the practices of the IB teacher within the 

framework of recommended gifted practices could be identified. 

To accomplish the first stage of the study, a comparative analysis was conducted on 

literature reviewing gifted education and the literature undergirding the International 

Baccalaureate Program. Through this review, 21 key practices for gifted education were 

identified. Literature on the International Baccalaureate Program revealed an emphasis on 

program and curricular goals and limited research based evidence aligning the goals to research 

and practice. Upon identification of the IB curricular and program goals, the study sought to 

determine their alignment with research based practices for gifted education. 

The IB Program course structure was integral to the extent to which alignment with the 

21 gifted practices could be determined. A one-year course structure acceded to the criticism of 

the National Research Council (GoHub, etal., 2002) of a focus on breadth and content coverage 

at the expense of depth so vital to advanced learning. The ffiO, however, asserted that IB course 
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structure was integrated over a two year period thus allowing for depth and complexity as well as 

breadth of coverage (Wallace, 2002). The observations revealed the two-year structure for core 

courses was the procedure in the two participating schools in this study. Therefore, this study of 

IB Program design was anchored \:vithin that context. 

The results of the comparative analysis confirmed a favorable comparison between IB 

program design and the 21 gifted practices. Particular alignment was made to the practices of 

high expectations, authenticity of assessment, higher level thinking, acceleration, and depth, 

breadth and complexity. The sequential process of the content analysis indicated that IB 

curricular and program goals aligned with research based recommended practices for gifted and 

general education. It did suggest that IB teacher practices had not been the subject of much 

empirical research. The second stage of the study examined teacher practices within the context 

of aligned IB program goals and gifted practices within Stronge's Model of Effective Teaching 

(2002). The additional dimension of teacher efficacy was assessed using the research-based 24 

item Teachers' Sense of Efficacy Scale. 

Conclusions 

Emerging Themes 

The major result of this study was the identification of the teaching behaviors and 

practices of the International Baccalaureate teachers observed in this research. Observations 

revealed that ten teachers implemented several identified gifted practices during the class time 

observed with evidence that several other practices were implemented through the internal 

assessments outside of class time. 
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Theme 1: Instructional Differentiation 

For this study the term differentiation referred to the variety of instructional strategies 

implemented in the classroom by the teacher "'to differentiate instruction for individual or groups 

of students" (Stronge & Tucker, 2001 ). The ratings for the skill of instructional differentiation 

were based on three criteria: 

• variety of student activities, each of 20 minutes or more, within a class block 

e student engagement 

• implementation of a variety of strategies 

To establish teacher ratings for this skill area, a defmition of"a variety of strategies" had to be 

determined. As described below, the perspective on the meaning of "a variety of instructional 

strategies" differs for general education and for gifted education. Gifted education emphasizes 

student-centered activities while general education emphasizes teacher-centered activities. Both 

perspectives can be considered to be strategies for appropriate instructional differentiation. 

If a variety of instructional strategies would be defined as teacher-directed approaches 

that integrate student directed activities, the IB teachers were on target. Their behaviors 

provoked high levels of student engagement, thereby, supporting the literature that stated that 

student engagement is linked to the effective teacher's facility in managing a range of strategies 

and levels of questioning. Gifted and high ability students function more optimally when they 

are actively engaged in their learning through a variety of instructional strategies (Renzulli, 

1997). 

However, if instructional differentiation were defined by the emphasis in gifted literature 

on student-directed activities that are significant problem-based projects selected by students and 

facilitated by the teacher (Feldhusen, VanTassel-Baska & Seeley, 1989; Renzulli, 1986, 1999; 
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VanTassel-Baska, 1993), the ten teachers were less on target. As was found in Research 

Question 1, student-directed strategies fit within the IB program design; however, their practice 

within class time was not extensive. Two teachers of the ten IB teachers focused class time on 

theme and problem-based learning. One teacher assigned a problem-based activity for 1/2 the 

class period and used direct instruction with questioning for the rest of the 90 minute block. Two 

other teachers assigned problem-solving activities during class time which were short term 

assignments, limited to 1 0 or 15 minutes in duration. The emphasis on assessments by the 

teachers and students suggested that the focus on direct instruction and other teacher directed 

strategies was a product of that emphasis. 

Although generally their choice of strategies did not coincide with the emphasis on 

student-directed and problem solving approaches recommended for gifted education, they did 

produce the active engagement at a depth, breadth, and level of complexity of instruction 

recommended for gifted learners (Johnsen & Ryser, 1996; Renzulli, 1999; Speed & Appleyard, 

1985). Thus, the observations revealed that student directed activities were more characteristic of 

internal assessment practices which were conducted outside of regular class time. Therefore, 

differentiation in the form of student-directed activities was implemented but, for the majority of 

observations, not within the context of the regular classroom. 

Due to the impact on learning observed in the classrooms and the focus on alignment 

with recommended gifted practice, both interpretations of differentiation were considered in the 

ratings on this skill area. With the exception of instructional differentiation for student-directed 

activities, the IB teachers exhibited high levels of performance in this and the other four 

instructional skills areas. Their ratings on the Teachers Effectiveness Behavior Scale (Stronge & 

Tucker, 2001) were higher than the ratings on the same behavior scale for effective and 
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ineffective teachers in the comparative case analysis (Stronge, Tucker, & Ward, 2002). The 

mean score of3.30 for IB teachers and 3.20 for effective case analysis teachers was not notably 

different, although both scores were markedly higher than the mean score of2.33 for ineffective 

teachers. Since implementation of a repertoire of instructional skills is vital to effective 

instruction (Johnson, 1997; Peart & Campbell, 1999: Wang, Haertel, & Walberg, 1993a, 1993b) 

and is emphasized in gifted literature (Renzulli, 1997), the level of their implementation was a 

focus of the paper. 

The observations revealed that teachers implemented various instructional strategies 

embedded within an overarching strategy. The major strategy, termed as the instructional 

framework, defined the instructional approaches of the teachers. Eight of the ten teachers used 

the strategy of direct instruction. It framed the approach to instruction for four of the ten teachers 

while four other teachers used it as an approach embedded within another framework: 

questioning, inquiry, or problem solving. Direct instruction seemed to lend itself to the 

incorporation of other activities, most markedly questioning which often served as guided 

practice after or during short lectures. 

The strategy of direct instruction includes lecture, controlled and/or guided practice and 

independent practice and, therefore, allows whole group, small group, and individual work via 

one instructional strategy (Joyce, Weil, & Calhoun, 2000, VanTassel-Baska, 2003). Thus, the 

teacher may implement several instructional strategies within a single block of time. 

Recommendation for its implementation in the gifted classroom is guarded. As a teacher-directed 

approach it is appropriate for teaching complex concepts and thinking skills when tempered with 

teacher facilitation (VanTassel-Baska, 2003). 
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Differentiation through the implementation of a variety of strategies creates optimal 

learning opportunities and, therefore, engagement for all students (Bransford, Brown, & 

Cocking, 2000) whether in a gifted or general education setting. Students in the ten IB classes 

were actively engaged at high levels of complexity, generally through questioning during and 

after instruction; although the differentiated instmctional strategies were essentially teacher

directed rather than student-directed. This approach is a departure from alignment with 

recommended gifted practices that integrate teacher-centered and student-directed activities 

within the classroom (Carnine, 1993; Renzulli, 1997). 

Theme 2: Questioning 

Questioning and instruction. Questioning was observed to be an integral component of 

instruction that promoted high level engagement and fast-paced discussions for each of the ten 

teachers. Questioning was the primary vehicle through which the five instructional skills and the 

two assessment practices were conducted. Teachers framed questions to lead students to clarify 

conceptual understanding, to provide evidence supporting their thought processes, and to 

discover information. As an expression of high expectations, probing questions were asked to 

guide students through increasingly higher levels of complexity. Teachers also checked for 

understanding and provided verbal feedback in the form of questioning rather than in the form of 

verbal praise. 

The findings from the observations indicated that the IB teachers' skillful use of 

questioning aligned with recommended gifted practices and research on questioning practices. 

Their levels of complexity of questioning reflected the levels of complexity of the content and 

the level ofunderstanding ofthe students (Renzulli, 1999; Maker & Nielson, 1996; VanTassel

Baska & Little, 2003), Their questioning techniques echoed Henderson's (1996) findings that 
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However, in a departure from recommended gifted practice, teachers more frequently 

expounded on student answers and answered student questions rather than reflecting answers and 

referring the questions to other students. Unlike the findings ofSilve:nnan (1995) in observations 

of teachers of gifted at all grade levels, reflection of answers was observed to be an uncommon 

practice, engaged in by only three of the ten IB teachers. 

Questioning and mutuality. Questioning sessions were generally teacher-directed 

activities; however, they often progressed beyond discussions into conversations between the 

teacher and the students. The conversational tone was characteristic of the trusting relationship 

characterized by Heath (1997) as mutuality. This concept is discussed more thoroughly in 

Unanticipated Finding 1. 

Theme 3: Consistency of Findings 

As found in Research Question 1, the IB program design goals aligned themselves with 

gifted practices. The same goals and practices were found through observation to be 

implemented by the teachers in the IB classroom. Finally the same practices were recorded on 

the TSES as the areas in which teachers had the greatest level of teacher efficacy beliefs. The 

instructional skills from the Teacher Effectiveness Behavior Scale (Stronge & Tucker, 2002), 

observed to be characteristic ofiB teachers, are aligned in Figure 5.1 and Figure 5.2 with the 

major findings from the TSES questionnaire administered to the IB teachers. The efficacy 

subscales of instructional strategies and student engagement were pertinent to the study of 

instructional skills and assessment practices of IB teachers. 
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The practices implemented by IB teachers were manifested in the alignment of program 

design and gifted practices, evident consistently during the observation of IB teacher 

instructional practices, and revealed in the IB teachers' responses to four items on the Teachers' 

Sense of Efficacy Subscale for Student Engagement and to all eight items on the Teachers' Sense 

of Efficacy Subscale for Instructional Strategies. The items on the two efficacy subscales with 

ratings indicating the highest levels of efficacy beliefs for IB teachers and the corresponding 

teacher practices are depicted in Table 5.1 and Table 5.2 which illustrate this consistency in 

findings. 

Figure 5.1 
Comparison of Teacher Effectiveness Behavior Scale Skill Areas to Items on the Teachers' Sense 
of Efficacy Subscale for Student Engagement 

Teacher Effectiveness Behavior Scale Skill Areas 

Student Engagement Subscale Item 

The teacher's ability to ... 
2. help students think critically X 
6. get students to believe they can do well X X X X 
9. help students to value learning X 
12. foster student creativity X X X 

Table 5.1 indicates a favorable comparison between student engagement subscale items 

pertaining to higher level learning and instructional practices of effective teachers. The ratings of 

IB teachers indicated high self-efficacy beliefs in their ability to influence students to think 

critically, to believe they can do well in school, to value learning, and to foster creativity. The 

teachers who believed in their abilities to enable students to believe they could do well were the 

teachers who exhibited high levels of skill in instructional focus on learning, instructional clarity, 
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assessment ur1derstanding, and quality of verbal feedback. The IB teachers who had high 

levels of belief in their abilities to be successful in fostering student creativity were rated high for 

their implementation of the skills of instructional differentiation, instructional complexity, and 

high expectations for student learning. The IB teacher's successful implementation of 

instructional complexity resulted in high self-efficacy beliefs their ability to enable students to 

think critically. 

Table 5.2 illustrates the consistency of findings between the Subscale oflnstructional 

Strategies and instructional practices on the Teacher Effectiveness Behavior Scale. 

Figure 5.2 
Comparison of Teacher Effectiveness Behavior Scale Skill Areas to Items on the Teachers' Sense 
of Efficacy Subscale for Instructional Strate~ ies 

Teacher Effectiveness Behavior Scale Skill Areas 

gf ;.... bJ) -cd 
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The teacher's ability to ... .Eo -~ ..Su .Eu ~00 <:::J 0~ 
7. respond to difficult questions X 
10. gauge student comprehension X 
11. craft good questions X 
17. adjust lessons to proper level for X 

individual students 
18. variety of assessment strategies X 
20. provide alternative explanations & 

examples X 
23. implement alternative strategies X 
24. provide appropriate challenges to X X 

capable students 

Seven of the eight items on the instructional strategies subscale corresponded to an 

instructional skill or assessment practice area on the Teacher Effectiveness Behavior Scale. High 
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self-efficacy beliefs on item #24, the ability to "provide appropriate challenges to capable 

students" was consistent with the teacher with high ratings on instructional focus on learning and 

instructional complexity. High levels of belief on the subscale item and high levels of 

performance in both skill areas are vital characteristics for effective teaching of students in 

advanced academic programs. 

Theme 4: Assessments 

The observations indicated that the teachers designed their instruction to teach students at 

the high levels of performance required on the assessments and to ensure they learned the 

concepts to be examined. Teachers either directly addressed student questions about or 

preparation for internal or external assessments, planned internal assessments with students, 

discussed former tests that incorporated IB questions, related new concepts to assessments, or 

taught concepts and skills to prepare students for internal assessments. Teachers' assessment 

practices mirrored the anecdotal evidence contributed by Rothman (2002) that the assessments 

determined the approach to instruction. 

Slightly beyond that, it could be said that references to assessments by each of the 10 

teachers indicated that assessments were the force driving the intensity, clarity, and complexity 

of instruction and the concentrated focus on instruction. Although frustration was evident in 

students' questions about external exams, the design of standards based external and internal 

assessments resulted in promoting high level performance by teachers and students and provided 

the avenue for students to direct their own activities. Internal assessments such as the Group 4 

Science Project were designed and conducted by students. The design and practice of internal 

assessments replicate the emphasis in gifted literature on the importance of significant problem-
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teacher (Feldhusen,VanTassel-Baska & Seeley, 1989; VanTassel-Baska, 1993). 

Theme 5: High Teachers' Sense of Efficacy and Risk Taking 
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The mean score of7.43 on the 24-item Teachers' Sense of Efficacy Scale and the 

approximate score of 8 on a 9-point scale indicated high levels of teacher efficacy for 

International Baccalaureate teachers (11th and lih grades). This fmding supported the 1992 

study of teachers of high ability students by Raudenbush, Rowan, and Cheong (in Ross, Cousins, 

& Gadalla, 1996) in which secondary education teachers reported higher teacher-efficacy if they 

had highly engaged students of a higher ability and grade level. 

The findings of the meta-analysis by Ross, Cousins, & Gadalla (1996) were inconsistent 

with the practices of ten teachers during the observations. The study described high self-efficacy 

teachers as risk-takers who were more likely to experiment with teaching strategies that stretched 

student and teacher comfort levels and were less likely to rely on traditional lecture and other 

teacher-centered approaches. The suggestion that high efficacy teachers are less likely to be 

teacher-centered was not confirmed by the observation findings. Nine of the 10 teachers taught 

using teacher directed approaches. For four of the teachers the distinctly teacher-centered 

approach (Joyce, Weil, & Calhoun, 2000) was direct instruction. For five additional teachers the 

teacher directed approaches were questioning and problem solving 

There is evidence that risk taking for IB teachers, however, takes a form other than 

student directed in-class instruction. teachers may be characterized as risk takers simply 

through their involvement in the IB Program. Ross's study (1994) of teachers with high levels of 

teacher-efficacy beliefs found high efficacy teachers were more likely to "implement innovative 

programs." Internal assessments, IB required student directed assessments conducted outside of 
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class time, could ve:ry well be considered to be teacher comfort-level stretchers. Internal 

assessments are those assessments required by the IB Program in addition to external 

assessments (end-of-course exams). They are facilitated and assessed by teachers and sent to the 

IB Organization for review (IBO, 2002c). Due to the requirements and high expectations ofthese 

assessments, students and teachers invest a considerable amount of time together beyond class 

time. Students take responsibility for the assignments, and teachers are permitted to do no more 

than facilitate the process and grade the product. However, teachers are ultimately responsible 

for the process, product, and grading which are closely reviewed by the IB Organization {IBO, 

2002b). 

Unanticipated Findings 

Unanticipated Finding 1: Mutuality 

This study intended to create a profile of the International Baccalaureate teacher by 

examining instructional skills, assessment practices, and teacher efficacy beliefs. However, a 

dimension was discovered that went beyond implementation of recommended classroom 

practices but appeared to result from a program design that required high level instruction, 

achievement, and assessment in and outside of class time. This dimension revolved around a 

relationship between teachers and students characterized by mutuality. 

The relationship observed between the 10 teachers and their students was relatively 

formal during lecture and very informal or mutual during questioning, planning, and non

instructional time. When teachers were imparting important content, instruction was often direct 

instruction, during which students were attentive, engaged in listening, taking notes, and asking 

questions. At other times this teacher-directed tone was replaced by an informal interactive 

relationship. 
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Questioning sessions and non-instructional interactions revealed a dimension to the 

teacher student relationship that is appropriately described as mutuality (Heath, 1997). 

Questioning opened as formal question and answer sessions and often progressed beyond 

discussions into conversations in which questions, comments, and answers were contributed by 

students as often as by teachers. Newmann and Wehlage (1995) referred to this type of 

interchange as "substantive conversation" during which concepts were explored at high cognitive 

levels. These sessions often flowed into personally revelatory conversations that were exemplary 

of the warmth and respect found to be characteristic of the personal student teacher relationship 

in gifted settings. Literature supports the concept of the effective teacher as one who risks self

revelation by revealing personal information to individual students in informal classroom 

discussions (Carper, 2002; Heath, 1997; Silverman, 1995). This mutuality was characteristic of 

the interchange witnessed in the IB classroom. 

Interchanges between , T5, and T7 and their students evidenced this relationship. After 

Tl and students completed their discussion of sensory perceptions, announcements were made 

on the public address system and students prepared to leave for the next class. They paused, 

however, to look at and discuss photographs, projected on a large monitor, ofthe teacher's 

daughter stationed in Iraq. 

At the beginning of class, T5 expressed concern over a missing student. When the student 

arrived late to class, T5 said with apparent relief, "There she is. I knew she'd be here." Later 

during the quiz when the student went to the teacher, she was crying. Rubbing her back and 

placing an arm around the girl's shoulders, T5 allowed her to go the restroom during the quiz. T5 

later revealed the girl was not feeling well, but did not want to miss class. 
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In T7' s class while the teacher and students waited to receive instructional materials, the 

teacher and the students planned sending flowers to an injured classmate and contributing gifts 

for an Adopt a Child project. 

The observations suggested that the core of this added relational dimension might be a 

product of the mutual responsibility for the external assessments (end-of-course assessments) 

and the time teachers and students spent out of class time planning and conducting internal 

assessments. During class time as external assessments were discussed or internal assessments 

were planned, the tone lapsed into the relaxed mutuality of responsibility. In particular, planning 

by Tl 0 and students for the after-school Group 4 Project (internal assessment) meeting was 

conversational and had the essence of a joint effort, rather than a teacher-directed activity. An 

accurate profile of the International Baccalaureate teachers includes a dimension beyond that 

which can be observed within the confmes of the classroom. 

Unanticipated Finding 2: Teachers' Sense of Efficacy Study Population 

The population who responded to the Teachers' Sense of Efficacy Scale consisted of 33 

teachers of International Baccalaureate students in two schools. The findings from analysis of the 

teachers' responses were markedly similar to the findings from a study by Tschannen-Moran of 

255 teachers of all grade levels in an urban area. The great difference in the size of the two 

samples seemed to have little effect on the mean scores. Table 5.3 illustrates the relative 

consistency of findings in the two studies. 
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Table 5.3 
Comparison of Descriptive Statistics for Teachers' Sense of Efficacy Srudies 

Tschannen-Moran Exploratory 
IB Teacher Study (n=33) Case Analysis (n=255) 

TSES Stan. Stan. 
Scale Means Dev. Means Dev. 

TSES 7.43 1.45 7.17 .84 
Subscale for 
Student 6.67 1.60 6.66 1.02 
Engagement 

Subscale for 
Instructional 7.90 1.10 7.40 .95 
Strategies 

Subscale for 
Classroom 7.72 1.29 7.44 1.00 
Management 

Note: Caution must be taken in interpreting the findings from a comparison ofthe two 

studies. (See page 168.) 

The means for the subscale for student engagement were almost identical for the two 

populations. However, there was a moderate difference in favor of the IB teacher on the total 24 

item Teachers' Sense of Efficacy Scale and the two subscales of instructional strategies and 

classroom management. The score variation was somewhat greater for the IB teachers for the 24-

item TSES and for the subscale for student engagement. However, none of the findings was 

notably different for the two populations. A plausible explanation for this relative consistency 

could be the demographics behind the demographics. Each of the 33 teachers also teaches non-

IB classes. 

Both IB teachers and the sample population were likely to rate their teacher efficacy 

beliefs between levels 7 and 8 for all scales except for the subscale for student engagement. 
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Similar results were found for the means and standard deviations in the IB study and in the 

comparison sample; however, the responses of IB teachers varied more around the mean scores 

in the 24 item scale and in each subscale than did the responses in the case analysis. This finding 

may likely be attributed to the difference in the size of the population sampled. 

With the exception of the subscale for Student Engagement, the mean ratings of IB 

teachers tended to be only somewhat higher on the 9 point scale than the mean ratings of 

teachers in the comparison sample. The subscale for Instructional Strategies showed the greatest 

mean difference. On this subscale ill teachers rated their self-efficacy beliefs at 7.9 or closer to 8 

on the 9 point scale while the mean rating of 7.40 for the comparative sample was closer to a 

rating of 7. A similar analysis can be made for the subscale of classroom management. The IB 

mean of 7. 72 is closer to a rating of 8 while the mean rating of 7.44 for the comparison sample is 

somewhat closer to a rating of 7. Nevertheless, the ratings are more notable for their similarities 

than for their differences. Both populations indicated high levels of teachers' sense of efficacy. 

Unanticipated Finding 3: Internal Assessments 

In addition to external (end-of-course) assessments, the International Baccalaureate 

Program requires community service, an Extended Essay, and internal assessments. The 

Extended Essay, as described in chapter 2, is a 4000 word essay on original research on a topic 

of particular interest to the students. Internal assessments are conducted outside of class time, 

graded by IB teachers, and sent for moderation (review) by IB examiners (IBO, 2002b). As 

designated in IB program design and practiced by the participating schools in this study, these 

three components of program design are student directed activities, discovery activities and 

inquiry or problem-solving activities. As student directed and teacher facilitated activities from 

design through implementation, they coincide with highly recommended gifted practices. 
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Although in class instruction seems to be driven by external assessments to focus on 

direct instruction and questioning, the three components provide the means by which IB 

coincides with recommended student directed gifted practices. These components seemed to 

create a dimension to act of teaching and learning beyond the classroom. 

Unanticipated Finding 4: Verbal Praise 
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Verbal praise was a means of verbal feedback used to a very limited extent by only two 

teachers. The 10 teachers essentially used further challenges and assignments and probing 

questions rather than verbal praise to encourage high achievement. It appeared to be a successful 

approach to verbal feedback since conversations were dynamic and complex, and engagement 

was dynamic. It might be concluded that the conversational climate and the mutuality that 

characterized relationships made praise extraneous. The deficiency of praise did not seem to 

adversely affect teacher student rapport or discourage student participation at high levels of 

complexity. 

Consequent Theme 

Consequent of the findings discussed as Themes and Unanticipated Findings, the impact 

of assessments and the approach to instruction combined to formulate a theme that wove through 

each of the observations. While the research was intended to examine the instructional skills and 

assessment practices implemented by IB teachers, a relationship was established between the two 

- assessment and instruction - that profiled the IB teacher and the IB experience observed in this 

study. This profile consisted of the direct instruction approach to classroom instruction and 

student independent study outside of class time both of which appeared to be driven by 

assessments. It can be expressed formulaically as A-> DI +IS. 
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The majority of class activities were teacher-directed, involving direct instruction either 

as the major approach to instruction (for four teachers) or as a vital component of instruction (for 

four additional teachers). The direct instruction approach allowed the embedding of a variety of 

differentiated strategies such as questioning, problem-solving activities, and group work through 

which high levels of instructional clarity, instructional complexity, focus on learning, and high 

student achievement expectations were implemented. The discussion of assessments in every 

classroom observation indicated that the assessments were the driving force behind the teacher

directed focus on direct instruction. 

Students conducted other assessments, known as internal assessments, outside of class 

time. They were facilitated, but not directed, by teachers. While teacher-direction characterized 

the tenor of instruction during class time, student-directed independent study (either individual or 

group independent study) characterized the work conducted for assessments outside of class time 

and seemed to be the underlying force affecting the mutual student/teacher relationship. The 

Group 4 Project described above is a prime example of this type of student-directed independent 

activity. Additionally, the Extended Essay, a 4000 word essay on original research, is a project 

conducted almost exclusively by the student with guidance, rather than intervention or direction, 

from a teacher who serves as a mentor. 

This profile of the IB experience can be expressed formulaically as A-> DI +IS, 

Assessment drives Direct Instruction and Independent Study. 

Recommendations for Research 

Recommendation 1: Mutuality 

As discovered the observations, the dimension of teaching and learning and student 

teacher interaction seemed to go beyond the IB classroom. Although IB teachers were essentially 
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teacher directed vvithin the classroom as they taught lesson content, their interaction with 

students concerning external assessments and internal assessments outside of class time 

suggested collaboration rather than teacher controL A study that examined the mutuality of this 

relationship and the additional responsibilities of the IB teacher in conjunction with their 

classroom practices would provide a comprehensive profile of the IB teacher. 

Recommendation 2: Professional Development 

The findings of this study underscore the need for professional development for IB 

teachers if the full intent ofiB program and curricular goals are to be fully realized. IB 

workshops taught program goals but did not teach pedagogy; therefore, teachers were not 

prepared with an arsenal of strategies appropriate for accomplishing program goals. Although 

internal assessments and other components require student choice and direction, teachers were 

not taught the student-directed strategies to promote critical and creative thinking integral to 

student investigation. The National Research Council findings reported the failure of IB teacher 

training to address these areas adequately and recommended improvement in professional 

development (Gollub, 2002). As a result the organization has redesigned its teacher training to 

focus on training that advances both content and pedagogical knowledge (Bechtel & Waterson, 

2003; R. Cline, personal communication, July 17, 2003). "Areas of particular interest include 

teachers as learners, teachers as managers of learning, teachers as innovators, the teacher-student 

relationship in learning, and the training and recruitment of teachers for international education" 

(Thompson, 1999). It is recommended that further study of the redesign of professional 

development focus on the alignment of professional development with the teaching practices 

recommended for gifted and high ability education and the best practices for general education. 
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Recommendation 3: Questioning Strategies 

This research indicated teachers asked high numbers of questions at varying levels of 

complexity. The scripts revealed the numbers of questions ranged from 6 to approximately 147 

within a 60 minute time period. The mean number of questions asked was approximately 58. The 

accuracy of that statistic is not precise, however, since the observations were not taped and 

questions asked in interaction with individuals and small groups were not heard and, therefore, 

not scripted. Taping observations would allow greater accuracy in analyzing questioning 

frequency and level and would enable a comparison with Henderson's 1996 findings on the 

frequency of questioning among Advanced Placement teachers. 

Recommendation 4: Program Relevance 

A danger education faces is its possible lack of relevance. Eisner (2004) warned that 

schools whose programs are essentially designed to prepare students for college and/or careers 

run the risk of being "intellectually irrelevant." Their curricula "become little more than hoops 

through which students learn to jump in order to move ahead" (p.5). Appropriate questions for 

schools to ask are whether they are teaching students to live in the real world, to be wise in their 

judgments and decisions, and to be critical thinkers (Eisner, 2004; Sternberg, 2003). The real 

world perspective is reflected in the excerpt from the revised IB Mission Statement. 

The International Baccalaureate Organization aims to develop inquiring, knowledgeable 

and caring young people who help to create a better and more peaceful world through 

intercultural understanding and respect. (IBO, 2003a, p. 2) 

The original Mission Statement addresses the issue more emphatically: 

Beyond intellectual rigour and high academic standards, strong emphasis is placed on the 

ideals of international understanding and responsible citizenship, to the end that IB 
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students may become critical and compassionate thinkers, lifelong learners and informed 

participants local and world affairs, conscious of the shared humanity that binds all 

people together while respecting the variety of cultures and attitudes that makes for the 

richness of life. (IBO, n.d. p.l) 

International research conducted by Duevel (1999) on IB graduates' satisfaction with the 

program focused on their satisfaction from the perspective of adequacy of college preparation 

and match of college major with career. A majority of the respondents reported that their 

involvement in the IB favorably impacted their university performance, and 82% were employed 

in professions associated with their undergraduate majors. However, more research needs to be 

conducted on the real world relevance of the IB as stated in its Mission Statement? Does the 

highly structured program develop critical and inquiring minds who are global thinkers? Do IB 

students find the intensity and rigor of study yield the promised results? Is the learning relevant 

to their lives, to the real world in which they live and will encounter outside of school? Is the 

international focus as implemented in schools relevant to global realities? Academics involved 

in the IB assert the answer to all these questions is a definite affirmation. College and university 

admissions officials praise the quality, insight, and high level thinking of IB graduates (Rick 

Arrington, IB Recruiter, University of Tulsa, personal communication, March 14, 2003; Kim 

Baker, Assistant Dean of Admissions, College of William and Mary, personal communication, 

October, 2003). As impressive as are these opinions concerning IB students, longitudinal studies 

on the success of IB students and the success of the program are sorely lacking. 

As the IB Program expands, it reaches more students and impacts legislation (U.S. 

Department ofEducation. 2001). Currently, 50% ofthe students in the program are schooled in 

United States (IBO, 2003a), a country whose citizens and professionals demand 
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accountability (GoHub, Bertenthal, Labov, & Curtis, 2002). Therefore, it is to the benefit of the 

IB Organization that it recognizes the need for program study and is seeking research on its 

efficacy (Wallace, 2002). 

Summary 

In light of the national popularity of and attention on advanced academic programs, the 

accord of their philosophical and pedagogical underpinnings with teaching and learning theory is 

under scrutiny. Along with other advanced programs, the International Baccalaureate Program 

has become a recommended option for a rigorous college preparatory education for gifted and 

high-end learners (Feldhusen, VanTassel-Baska, & Seeley 1989; Matthews, 2002a; Nugent & 

Kames, 2002; Renzulli, 1997; Speed & Appleyard, 1985). However, limited research has been 

conducted on the teaching and learning practices of both the ill Program and on the teachers who 

are responsible for leading students to high levels of achievement 

During its two year study of nationally recognized academic programs for advanced 

study of mathematics and science in United States high schools, the National Research Council 

(NRC) found that critical data on teaching and learning for these programs was deficient 

(Gollub, J., Bertenthal, M., Labov, J., & Curtis, P., 2002). The literature on the IB was limited to 

anecdotal evidence, speculations on recommended practice, and research providing data on IB 

students - their satisfaction with the program, their high levels of perfonnance on standardized 

examinations, and their success in college and university settings (Dueval, 1999; Kolb, 1999; 

Kolb, 2002; Scaturro & Campbell, 2003). Research did not provide evidence indicating how the 

accomplishes high levels of success. It did not address the questions posed by the National 

Research Council (Gollub, et.al., 2002) on the instructional practices ofiB teachers or on the 

consistency of teacher practices with current research on teaching and learning. Considering the 
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imperative to provide evidence of its viability as an option for general and advanced education, 

this research was conducted to determine the consistency of the teaching practices of teachers 

the IB with those recommended for teaching in general education and advanced academic 

settings. 

This study first examined the areas of alignment between the IB program and curricular 

design with recommended practices for gifted education. As a recommended option for gifted 

students, the determination of this alignment was an important component. Through a sequential 

process, the three major aspects of the program- program design, student outcomes, and 

assessments were found to align with 21 gifted practices. The next step was to examine the 

implementation of the gifted practices by teachers within the classroom. Ten 60-90 minute 

observations of 10 IB teachers were conducted in two different venues using the Teacher 

Effectiveness Behavior Scale of Stronge and Tucker (2002). Teachers' instructional practices 

were assessed on two research-based dimensions of the scale: six instructional skills and two 

assessment practices. 

The additional dimension of teacher efficacy was assessed using the research-based 24 

item Teachers' Sense of Efficacy Scale developed by Tschannen-Moran and Hoy (2001). The 

construct of teacher efficacy is a significant variable predictive of teaching effectiveness and 

student performance. Although a teacher may have sufficient knowledge of content and training 

in pedagogy, the teacher's judgment of his or her ability to perform the task at hand is a powerful 

factor affecting teacher performance (Hall, et.al., 1992; Ross, 1994a, 1994b, 1998; Tschannen

Moran, Hoy & Hoy, 1998). With the understanding that a teacher's perceptions of ability to 

perform tasks were integral to student learning, it was clear that the construct was an important 

factor for this advanced educational program. 
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The study confirmed that IB teachers performed at high levels in the classroom, using a 

variety of instructional strategies. Although differentiation of instruction was directed towards 

teacher-directed strategies, instruction was not limited to the classroom. It appeared that teacher

directed strategies were more characteristic of the classroom approach to instruction, but there 

was evidence that student-directed activity was the approach for internal assessments conducted 

outside of the class period. The instructional approaches implemented during class time were 

direct instruction, questioning strategies, problem-solving, and inquiry activities. Teachers 

implemented several different strategies within their characteristic instructional approaches so 

that the teacher who focused on questioning also involved the students in small group activities, 

lecture, and demonstrations. The teacher who focused on direct instruction also involved the 

students in questioning sessions, group and or individual work, and short-term problem solving 

activities. 

The IB teacher profile depicted the teacher with a consistent focus on instruction :from 

bell to bell, high levels of instructional clarity and complexity, and extremely high expectations 

for student learning in and out of class. The student and teacher relationship was characterized by 

mutuality (Heath, 1997) rather than by teacher control which seemed to be appropriate for the 

high levels of performance required of students and teachers in the decidedly structured IB 

Program. The fmdings :from the Teachers' Sense of Efficacy Scale indicated that thirty- three of 

the teachers had strong beliefs that their teaching abilities and strategies were adequate for the 

teaching task. This was the additional component impacting high achievement required of 

students. 

The highly structured nature of the course and assessment design of the International 

Baccalaureate Program and the high levels of achievement and production required of students 
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necessitates a teacher who is willing to and capable of assuming the challenge of that structure. 

The profile of the IB teacher to be developed in this study consisted of implementation of 

instructional skills and assessment practices in conjunction with the teachers' beliefs in the 

adequacy of their abilities and strategies to perform the high level tasks required of them. 

Although this study does not paint a comprehensive picture of the IB teacher, it opens a window 

to understanding on the teaching practices and beliefs of these individuals. 
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From: "Denise Ridley-Hinrichs" <drridl@wm.edu> 

To: lhjrapha@yahoo.com 

Date: Fri, 14 Nov 2003 14:03:00-0500 

Subject: SOE Committee Approval of#2003050 

CC: tjward@wm.edu 

Dear Mrs. Hutchinson: 

Your proposal titled "Recommended Practices for Effective Teaching in 
the International Baccalaureate Program ... " has been exempted from 
formal review by the School of Education Internal Review Committee 
(SOE IRC) because it falls under one of six exemption categories 
defined by DHHS Federal Regulations 45CFR 46.101.b. 

Please insert the following statement in the footer of any cover 
letters, consent forms, etc.: 

THIS PROJECT WAS FOUND TO COMPLY WITH APPROPRIATE ETHICAL STANDARDS 
AND WAS EXEMPTED FROM THE NEED FOR FORMAL REVIEW BY THE COLLEGE OF 
WILLIAM AND MARY PROTECTION OF HUMAN SUBJECTS COMMITTEE (PHONE: 757-
221-3901) ON NOVEMBER 14, 2003 AND EXPIRES ON NOVEMBER 14, 2004. 

You are required to notify Dr. Thomas Ward, Chair of the SOE IRC, and 
Dr. Stan Hoegerman, Chair of the Protection of Human Subjects 
Committee, if any issues arise with the participants of this study. 

Good luck with your project. 
Denise 

Denise Ridley-Hinrichs 
Grants and Research Administration 
http://us.f203.mail.yahoo.com/ym/Compose?To=denise.ridley
hinrichs@wm.edu&YY=31276&order=down&sort=date&pos=O&view=a&head=b 
http://www.wm.edu/grants 
phone: 757.221.3901 
fax: 757.221.4910 
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November , 2003 

Dear (Teacher), 

Linda P. Hutchinson 
Doctoral Candidate - The College of William and Mary 

204 Robanna Dr. 
Seaford, Virginia 23696-2424 

757-896-8177 (work) 
757-898-1964 (home) 

2 

As a Doctoral Candidate at the College of William and Mary, my research interest is effective 
teaching with a focus on the practices oflnternational Baccalaureate teachers. Specifically my 
dissertation research project is examining the instructional strategies and teacher-efficacy beliefs 
of IB teachers. 

The No Child Left Behind Act of2001 includes the IB as an option for educational reform; 
however, the NCLB also requires any academic option to be based on careful research. In its 
2002 report, the National Research Council called for research on IB practices. In addition, the 
IB is enthusiastic about the conducting of research on the quality of its programming. 

Your district's assistant superintendent and your principal, --------- , have graciously granted 
approval for the conducting of my research in your IB Program. This is where I need your 
assistance. I am seeking your response to the questionnaire, Teachers' Sense of Efficacy Scale, 
which looks at the teacher's perceptions of his or her capability to affect student engagement and 
learning. I anticipate that the questionnaire will take approximately 10 minutes to complete. The 
questionnaire is attached with a stamped, self-addressed envelope in which you may return the 
questionnaire. Your principal also has a large envelope in which all the questionnaires may be 
returned at once. You may choose to return your questionnaire in the principal's envelope. Please 
do so by November---, 2003. 

In addition, I am seeking to observe the instructional practices of 5 IB or PIB teachers. During 
one 60-90 minute observation per teacher, instructional practices will be recorded on the Teacher 
Effectiveness Behavior Scale. Teachers will be chosen through a random selection process. If 
you do not desire to be included in the selection process, please indicate your intention by 
checking the box the bottom of this letter. An additional stamped, self-addressed envelope is 
included in which to return the slip. If you choose not to participate, please return this letter by 
November---, 2003. 

Please be assured that participation in this study is completely voluntary and that aU participants 
are assured of complete anonymity. My dissertation advisor and I will know only from which 
school the data was obtained. The information will not be linked to a specific teacher. All 
information will be presented in an anonymous manner in my final report. The names of the 
school district and the school will not be divulged. In addition if you choose not to participate 
the selection process for the observation, this decision will also not be divulged. 
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Please be aware of how much I appreciate your involvement in this project. I know that teaching, 
especially in the IB, is a demanding profession that requires a great deal of time. 

Should you have any questions, please do not hesitate to contact me or my dissertation advisor, 
Dr. James Stronge at 747-221-2339. You may report dissatisfactions with any aspect ofthis 
experiment to the Chair of the Protection of Human Subjects Committee, Dr. Stan Hoegerman, at 
757-221-2240. 

Again, I would appreciate your response by November----, 2003. 

Sincerely, 

Linda P. Hutchinson 
Doctoral Candidate 

I do not wish to be included in the selection process for observation. 

Name ____________________________ School ____________________ ___ 
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Dear (Principal); 

Linda P. Hutchinson 
Doctoral Candidate - The College of William and Mary 

204 Robanna Dr. 
Seaford, Virginia 23696 

757-896-8177 (work) 
757-898-1964 (home) 

6 

November 16, 2003 

First of aU, congratulations on earning the honor of doctor, a well deserved honor. Thank you for 
the opportunity to conduct the research for my doctoral dissertation at High School. The 
Human Subjects Review Committee at the College of William and Mary has approved my 
request stating: 

THIS PROJECT WAS FOUND TO COMPLY WITH APPROPRIATE ETHICAL STANDARDS AND 
WAS EXEMPTED FROM THE NEED FOR FORMAL REVIEW BY THE COLLEGE OF WILLIAM 
AND MARY PROTECTION OF HUMAN SUBJECTS COMMITTEE (PHONE: 757-221-3901) 
ON NOVEMBER 14, 2003 AND EXPIRES ON NOVEMBER 14, 2004. 

In order to respect the pressure of exam preparation on IB teachers during the last semester and 
to be able to conduct my research according to the timeline, the research schedule allows for the 
completion of the classroom observations and the short questionnaire before winter break. I 
have requested the teachers to complete the short questionnaire by December 1 and would like to 
conduct the 5 observations over days during the time period from December 5-11. 

The questionnaire will take approximately 5-l 0 minutes to complete and there will be 5 
observations of 60-90 minutes each. The teachers will be chosen by random selection. I have 
included the following items in this packet: 

e cover letter 
e Teachers' Sense of Efficacy Scale- 24 item questionnaire 
e Teacher Effectiveness Behavior Scale - instrument to describe instructional skills and 

assessment skills 
e Questioning Techniques Analysis Chart- instrument to record levels of questioning 

based on Bloom's Taxonomy 
In addition, I will request permission of the teachers to record the observations on audiotape in 
order to insure the accuracy of my written record. 

The teacher packets accompany this packet. I request that they be distributed on Friday, 
November 21,2003. 

I look forward to seeing you soon. Do not hesitate to contact me vvith questions. 

Sincerely, 

Linda P. Hutchinson 
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December 7, 2003 

Dear (IB Teacher); 

Linda P. Hutchinson 
Doctoral Candidate - The College of William and Mary 

204 Robanna Dr. 
Seaford, Virginia 23696 

757-896-8177 (work) 
757-898-1964 (home) 

217 

Thank you for your willingness to give of your time to assist me with my dissertation research. 
Please accept this small token of my appreciation for your completion of the questionnaire. Your 
participation is vital to understanding the success and responsibilities of IB teachers. 

Once I again I assure you that your responses are totally anonymous. 

For those who were unable to complete and return the Teachers' Sense of Efficacy Scale as of 
yet, I have enclosed another copy in this envelope. If you have not already done so, I encourage 
you to take a few minutes of your time to complete it, place it in this envelope, and return it to 
the mailbox of either (Principal) or (IB Coordinator). 

Again, your participation is vital to the validity of this research and is greatly appreciated. 

Sincerely, 

Linda P. Hutchinson 
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Teacher Effectiveness Behavior Scale 
Area Instructional. Skills 

Effective teachers organize for instruction by maintaining and communicating a focus on instruction, demonstrating high expectations for students, 
allocating time, and engaging in effective planning. Responsive instruction hinges on a flexibility and facility with a variety ofteaching strategies. 
Teachers who successfully employ a range of strategies reach more students because they tap into more learning styles and student interests. 

---
Title and# Data Level4 Level3 Levell Levell 

Smnce 

!--::-- -
lnstrudiomd The teacher uses a broad The teacher uses an The teacher uses a The teacher relies 

Differentiation co repertoire of instructional adequate variety of limited number of heavily on one or two 
strategies with fluency instructional strategies instructional strategies instructional strategies 

I-1 and flexibility to that appeal to the interests primarily to whole class primarily involving 
differentiate instruction of different students with with little or no lecture or seatwork for 
for individual or groups of limited differentiation. differentiation. the whole class. 
students. 

Instructional The teacher allocates The teacher reinforces The teacher allows non- The teacher 
Focus on maximum time towards his/her focus on instructional activities demonstrates little 
Learning co instructional activities instruction through to reduce instructional urgency in making use 

resulting in minimal appropriate allocation of time and curtail of instructional time 
I~l interruptions; academic time to the teaching and teaching objectives. and prolongs 

learning time is dearly the learning process. intenuptions. 
focus of instruction 

Instructional The teacher communicates The teacher communicates The teacher does not The teacher provides 
Clarity co effectively with individual the content with clarity consistently confusing directions, 

students and classroom and gives step-by-step communicate with examples, or practice. 
I-3 groups. Provides plentiful directions. Provides some clarity or often does not The teacher does not 

instructional examples and examples and practice. provide adequate fully or clearly 
guided practice. directions, examples, or explain concepts. 

practice. 
- ------

NBPTS Study Teacher Effectiveness Behavior Scale adapted from Stronge & Tucker, 2001 and the SERVE Teacher Growth and Assessment Rev 
5/4/2004 
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·-

Tide and# Data Level4 Level3 Levell Levell 
Source 

Instmctiomd Learning activities Some activities require Learning activities Learning activities involve 
Complexity co require complex complex thinking as a primarily involve students students in tasks that do not 

thinking as a major secondary focus of the in tasks that require rote require any significant 
I-4 focus or extension of lesson. memory or only limited degree of complex 

the lesson( e.g., amounts of complex thinking. Students may be 
students may be asked thinking. (e.g., students asked to recall basic 
to analyze cause and may be asked to summarize information. 
effect, identifY a straightforward 
problem and pose information, infer simple 
reasonable solutions, main ideas). 
speculate giving details 
or justification, defend 
options or argue a 
position with evidence 
to a great extent). 

Expectations The teacher The teacher encourages The teacher sets uneven The teacher sets low 
}!~or Student co consistently consistent effort from (different) expectations for expectations for most or all 

Learning encourages maximum students and provides students without a clear students; is not surprised 
effort from students encouragement to promote rationale for the with low performance and 

I-5 and provides the it. differentiation; does not demonstrates practice that 
encouragement to adequately empower students are not capable of 
promote it; stresses students to assume independent learning. 
student responsibility. responsibility for learning. 

NBPTS Study Teacher Effectiveness Behavior Scale adapted from Stronge & Tucker, 2001 and the SERVE Teacher Growth and Assessment Rev 
5/4/2004 

• 
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Teacher Effectiveness Behavior Scale 

Area A: Assessment Skills 
Effective teachers use a variety of assessment practices to monitor student learning, including formal and informal assessments and formative and 
summative assessments. Assessments are used to monitor progress, provide feedback to students and parents, and to adjust instruction. When 
necessary, effective teachers re-teach material that has not been learned thoroughly. 

--- --- ----------- --··-

Tide ami# Data Level4 
Source 

Assessment for The teacher regularly 
U mh~1·standhug co checks in with students to 

A~l monitor their level of 
understanding, interest, 
frustration, etc. Student 
understanding is assessed 
through a variety of 
methods (observation, 
group questioning, 
individual conversations, 
looking at student work, 
etc.). The teacher remains 
flexible in instructional 
decision-making and 
seems to continuously use 
"data" to adjust 
instruction .. 

Quality of The teacher provides 
Verbal verbal feedback 

Feedback to co consistently, addresses 
Students individual student strength 

and weaknesses, and 
encourages student self-

A-2 reflection. Feedback is fair 
and demonstrates high 
expectations for all 
students. 

Level3 Level2 

The teacher checks in with The teacher may check for 
students periodically, understanding once or twice 
particularly at the end of the during a lesson by asking for 
lesson to gauge their any questions but does very 
understanding of content. The little probing or acting on the 
methods and extent of checks information and makes few 
for understanding are adjustments to respond to 
sufficient to identify and any confusion students 
address serious express. The teacher sees to 
misunderstandings but the either miss student cues that 
probing is not detailed and indicate lack of 
extensive. understanding or recognize 

them but not act on them. 

The teacher provides verbal The teacher provides 
feedback that is appropriate minimal verbal feedback on 
and consistently addresses student performance. 
individual student strengths Feedback does not 
and weaknesses. Feedback adequately address individual 
provides good idea of how student strengths or 
students can improve. weaknesses. Re-direction is 

inconsistent or limited. 

Levell 

The teacher seldom 01 

checks for understand 
and seems to teach th( 
lesson as planned wit! 
flexibility for respond 
misunderstandings. Tl 
teacher does not use 
observation or questic 
or other assessment 

never 
ng 

little 
ngto 
e 

ning 

methods to monitor st udent 
understanding. 

The teacher provides 
verbal feedback that i1 
limited to correctness 
response. There is littl 
no direction provided 
improvement in 
performance. 

of 
e or 

··-·~ 

NBPTS Study Teacher Effectiveness Behavior Scale adapted from Stronge & Tucker, 2001 and the SERVE Teacher Growth and Assessment Rev 5/4/2004 
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Te«1chers' Sense of fm·m.) 
Tearbe:r B!i-Ut'f~ 

How much can 

"' dl Di.rect:ons: Tt>is Q>.<es~i.:nr.aire is de:stgne3 :o help :.1s ·:;!ai;~. a cettsr u··:<:lo?r.otam!ing cl t"e ;;;; 
~:inJs o~ !hirr:gs tf:a~ cre:lte atfficuiVes fc:r tt?ad1e:rs in: :n.e;r scnocj~ .~:tivft:es. P:1eiiisa in:J~c~te 

:.:; 

your ol)l'l~ll'l aJ;out '3aeh of :lie stale~T:er·ts b,e:zy,v, Y•Jili am1ill'\'lfS are co~:fider.tiai. 

'l. How much can you do to 'through to tr~ mDst aiffic.:.Jit stooent5? 

o, 
HO'!N iW.,dl can yoo do !O your sturJe:1ts think (2) 15) L. 

,, 
v. Hcrw rrwct1 can you •:Jo to control a::sruptive behavior in the classroom? {2} (S) 

4. H~1w JTltiCJI .:afl you do !c mo!!vate stw:renls ·Nno snow ::r;w interes\ in sthoo! (2) {4/ [6) 
WO('(f 

5. To wrmt exlent can you make your e.x;::ectations clear \'!bout stmlent benavklf? {2) (3} (4) {6) 

6. How mm:h can you do to get sluaerlts to believe they can do well in schocll worK? (2) {4) (6) (7} 

7. HO'N wen can you respond :o diffict~!t quesh:;ns from yom students ? (!) (2) (3) (4) (5) ('5} (Eli 1,9} 

8. How ·well can you establish routines to keep activitJes running smoothly? (2) (3) (4) i!5) (6) (7) {8) {9} 

9. How much tafl you do ~o helP your students value !eam~ng? (2) (3) {4) (5) (6) {8) (9) 

10. Ho•.v r'klch can yoo gauge student r:omprehens;an oi what you lmve taught? {2) (31 {4) (5} (6) (7) {8) {9) 

"li. To what extent can you craft good questions for yc'IJr students? (2) (3) \4) (5) (6) \S) (9) 

12. Hmv rrructl can you no to foster student treat:vily? \'1) {2) (3} {II) (5) (6) (7) (9i 

"13. How much can you do to get children to follow classroom ru:es? (l) {2) (~\ , ..... , (4) (5} (6) m fl<' ·"J (9} 

14. HO'lti much can you oo lo improve the unclemtanding cf a student 'f,'ho is fa;ling? {l) j2) (4) (":i) (6) (7) {8) (9) 

15. How I!'!JCh can you do to calm a student ·.vno ts disrup:i~te or noisy? (2) {3) (4) (5} (6) ff) (B) 

16. How well can you establish a classroom management 5-ystem With each grotlp of (1) (2) !3) (4} (5) (7) 
stu,;lents? 

17. Hov11 muct1 can you do !o your lessons to the proper !evei fer individual (!) {2\ (4) (6) (7) 
students? 

18. How rnuch can you use a var;e;y of assessme!l! strategies? (2} f5) (6) (7) 

!9. How '<'<'ell can you keep a few pro!}!etn students fom1 mining an entire lesson? Pi f'" 'J 

20. To what extent can you s;ruvide an ;rlemat;ve explanation or ext~mple '4'JI1en (2' J (4) (5) (6) (9! 
stu.Cients are contiJser:l'l' 

HG\'" well can you respond to de'iant students? (11 (4) (5) {6} {9) 

22. H&N !T/.Jch am you assist families in helping !heir cnii::liren >:!o well in sclmcl? {4) ··<;· 
\'-'} 

23. How well can you ultemil!tive in yo\J?i Classroom? (2:) (;5) (4) (6) 

24. Hov; well can you provide appropliate challenges for very· capable students? (3) (4) {5) (6} F) Wi 

·'"'''"'"'"' Tscha:nnen-Moran, Mary 
Anita Hoy. the 
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