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INTRODUCCION GENERAL

Mucho se ha investigado recientemente sobre los conceptos de
excelencia, calidad y eficacia en escenarios educativos (Allen, Howells, &
Radford, 2013; Chua, 2004; Garcia, Maldonado, Perry, Rodriguez, &
Saavedra, 2014; Gibson & Dembo, 1984; Hopkins, 2002; Kreber, 2002;
A. Skelton, 2005; A. M. Skelton, 2009; Soodak & Podell, 1996). Estos
estudios han sido elaborados en detalle desde perspectivas teoricas y,
en algunos casos, desde la realidad de la practica docente. Sin embargo,
a tenor de los resultados alcanzados desde ambos enfoques, parece
observarse la existencia de diferencias significativas o discrepancias
interpretativas entre los primeros y los segundos, hecho éste de cierta
relevancia pues tales resultados son en muchos casos la base de

politicas educativas, reformas y planes de formacion

Los trabajos orientados a la caracterizacion de estos conceptos intentan
explicar su estructura, su naturaleza y, ademas, dar cuenta de las
variables que influyen sobre los procesos de ensefianza-aprendizaje en
el marco del conocido Triangulo Didactico (D'Amore & Fandifo Pinilla,
2002; Henry, 1991).

En este complejo y dindmico contexto juega un papel relevante la

atencion prestada a la figura del docente y a las caracteristicas o
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atributos que éste debe poseer para ser competente, eficiente o
excelente, términos todos ellos utilizados en ocasiones como sinénimos
y con un mismo propoésito, si bien presentan matices que se abordaran
mas adelante en este capitulo. Las primeras aportaciones relevantes en
este campo se encuentran en Rosenthal & Jacobson (1968) y en
Shulman (1986). Ambos trabajos pueden considerarse seminales en el
sentido de haber sido responsables influyentes en la preparacion del
camino para la investigacién en educacién en términos de la
conceptualizacion (principalmente tedrica) de lo que puede entenderse
por ser un docente excelente y, a partir de su comprension, facilitar el
acercamiento al acercarse al impacto positivo que puede tener sobre el
sistema y los demas agentes que lo rodean (e.g. los estudiantes y el

conocimiento).

En el escenario especifico de la educacién matematica, y en el intento
por mejorar la enseflanza de esta materia, se ha insistido de manera
primordial sobre prestar atencién particular a las cuestiones
relacionadas tanto con el conocimiento de la materia, los contenidos a
ensefiar, el disefio de planes de estudio e itinerarios curriculares y el uso
de métodos docentes e instrumentos de evaluaciéon cada vez mas
adecuados, versatiles y eficientes. Los estudiantes también han sido un
centro de atencion en este escenario de perfeccionamiento. Sin
embargo, y como se habia dicho arriba, no hay duda de que el docente es
también protagonista principal como agente de cambio en el proceso de

ensefanza-aprendizaje de las matematicas (Poblete & Diaz, 2003).

La manera en como se concibe la eficacia docente nos introduce en la
consideracion de qué es lo que debe formar parte de las competencias
profesionales del profesor (Llinares Ciscar & Sanchez Garcia, 1990) y de
los modelos de excelencia docente. La identificacion de modelos de

excelencia, asi como de un esquema estructurado de competencias
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profesionales del profesor de matematicas aparece como una necesidad
para medir, inicialmente, la eficiencia y la calidad del oficio docente
(Turner & Rowland, 2011). Sin embargo, el ejercicio de medir la
excelencia del profesor de matematicas es una tarea verdaderamente
complicada (Berliner, 2005), pero no imposible (Darling-Hammond &
Youngs, 2002). Esto se debe no sélo a la presencia de agentes externos
que afectan a la medicién y su lectura, sino también a la carencia de
instrumentos de medicion idoneos que permitan desarrollar este tipo de

tareas.

Esta tesis doctoral, que se ha titulado “El concepto de excelencia
docente: Una aproximacion multidimensional inductivo-deductiva
desde la teoria fundamentada, el Mapeo de la Ciencia y el andlisis
cualitativo de contenido”, estudia en profundidad el concepto de la
excelencia docente tanto en el campo de la educacion en general, como
en el especifico de la educacién matematica. Para ello se propone un
analisis tanto deductivo, haciendo una revision exhaustiva de la
literatura, utilizando técnicas innovadoras para la recogida de datos y
una reinterpretacion de tradiciones de investigacion cualitativa para el
analisis de los mismos, como una aproximacion inductiva, explorando la
realidad de los docentes en ejercicio y la manera en cdmo ellos perciben
la relevancia, la utilidad y la propia evidencia del concepto de la

excelencia docente en sus practicas de ensefianza.

A continuacién se muestran en la Tabla 1 los objetivos, asertos y

preguntas de investigacion de esta tesis doctoral.

Preguntas Objetivos Asertos/hipotesis
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(Existe algiin
comportamiento
general o estructura
de pensamiento
presente en la
evolucion conceptual
de la excelencia
docente?

Mapear patrones de
evolucién de la
investigacion en
educacién (en
particular en
educacion
matematica) en torno
al concepto de
excelencia docente.

La investigacion sobre
excelencia docente esta
evolucionando hacia un
sistema “clusterizado”?!
en el que subyacen
variables latentes.

¢Qué ocurre con los
modelos de excelencia
docente cuando se
leen
contextualmente?

Identificar modelos
deductivos e
inductivos sobre
excelencia docente,
asi como variables
latentes y contextos
inherentes a los
mismos.

Los modelos de
excelencia docente son
sensibles a contextos.

;Cudl es la relaciéon
entre el modelo
“general” de
excelencia docente y
el caso especifico para
la educacion
matematica?

Comparar los modelos
de excelencia docente
identificados, sin
distincién por
disciplina o ambito de
conocimiento, con los
que se obtendrian
analizando
Unicamente los que
emergen desde la
educacion
matematica.

Los modelos de
excelencia docente en
matematicas son una
proyeccion de modelos
“generales” de
excelencia docente.

(Existe alguna
diferencia entre los
modelos deductivos
de excelencia docente
y los que se organizan
inductivamente?

Comparar los modelos
de excelencia docente
obtenidos a través de
procedimientos
deductivos y los que
se generan de manera
inductiva como
modelos de
percepcion de la
excelencia docente.

Los modelos de
excelencia docente
inductivos se acomodan
arealidades diferentes
de aquellos identificados
por procesos
deductivos.

1 Por sistema “clusterizado” queremos decir sistema con agrupaciones

evidentes.
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Tabla 1. Preguntas, objetivos y asertos de investigacion

Con el proposito de abordar y dar cuenta de todas las motivaciones de
esta tesis doctoral, el ejercicio de investigacion se ha caracterizado por
dos momentos o etapas principales. Un primer momento, mas extenso
en tiempo por la cantidad de informacion estudiada y analizada, donde
los datos y la informacién han emanado de un analisis documental a
través de técnicas del andlisis cualitativo de datos. Principalmente, para
la recogida de datos de este primer momento, se ha hecho uso del
Mapeo de la Ciencia, especificamente del andlisis de co-citacién y
similitud, y para su andlisis de una reinterpretacion de la Teoria
Fundamentada. El segundo momento ha estado centrado centrado en el
estudio esta vez de corte inductivo fundamentado en narrativas de

docentes en ejercicio.

Alo largo de esta tesis doctoral se ird encarando cada uno de los asertos
de investigacion a través de los cinco capitulos de los que consta esta

memoria, y que se describen globalmente a continuacion.

En el primer capitulo se describirdn tanto el marco tedrico sobre el que
pivota inicialmente este tesis como los antecedentes mas relevantes e
influyentes de la literatura cientifica sobre el tema objeto de
investigacion. Hay que aclarar en este punto que dado que el enfoque
metodolégico, como quedara patente mas adelante, parte
sustancialmente de principios propios de la teoria fundamentada y que,
por ende, se busca provocar teoria emergente, el alcance del marco
tedrico en este contexto es limitado, centrandose principalmente en la
clarificacién de ciertos conceptos centrales que sirven de punto de
partida para procesos de busqueda y analisis. Para ello se tendran en
cuenta los estudios sobre los modelos profesionales docentes desde una

perspectiva general en la educacidn, asi como los que se mueven
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especificamente en el escenario de la educacion matematica.
Entendiendo el aporte y también la brecha latente de estos resultados
previos en la investigacion, se plantea la existencia de una tensién a
estudiar y que se responderd desde los resultados que esta tesis

doctoral trae al terreno que nos ocupa.

El segundo capitulo describe en detalle el marco y el disefo
metodolégico. Teniendo en cuenta el caracter cualitativo de esta
investigacion, se revisara el Modelo Rayuela (Jorrin Abellan, 2015a) y se
le ubicard en el contexto de esta investigaciéon, sobre todo para
visualizar su coherencia y consistencia metodolégica. El planteamiento y
disefio metodolégicos se sitlan en torno a la naturaleza de una
investigacidon pragmatica de corte claramente interpretativo, que utiliza
una reinterpretacion de la Teorfa Fundamentada (Corbin & Strauss,
2008) como metodologia idénea para responder efectivamente a las
preguntas de investigacion de esta tesis doctoral. Ademas se incluye la
comprension del concepto de integridad y credibilidad (trustworthiness)
(Guba, 1981; Shenton, 2004) en esta investigacion, concretizando todas
las estrategias metodoldgicas utilizadas que dotan de rigor a esta
investigacion. Al final de este capitulo también se incluyen las

limitaciones metodoldégicas de este trabajo.

De esta manera, el primer y segundo capitulo sientan las bases tedricas
y metodologicas desde las cuales se ha realizado el ejercicio de

investigacidn que se describe en los siguientes capitulos.

En el tercer capitulo se muestran exhaustivamente propuestas para los
modelos de excelencia docente tanto desde una perspectiva deductiva,
como desde una inductiva, y explorando siempre el escenario especifico
de la educacibn matematica. Se exponen, ademads, diferentes
comparativas entre los modelos propuestos al comienzo del capitulo.

También se expone el estudio de los patrones de evolucién del concepto
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de excelencia docente a la luz del Mapeo de la Ciencia (Small, 1997),
especificamente del analisis de co-citacidn y similitud (Gmiir, 2003), y se

propone su lectura con una lente de 5 niveles.

Se dedica el cuarto capitulo a responder a las preguntas de investigacién
y a explicitar las repercusiones de esta tesis doctoral sobre el campo de
investigacipon que la ocupa. Ademas se incluye un resumen de las
conclusiones del trabajo de investigacion propuestas a lo largo de los

capitulos previos.

En el quinto y ultimo capitulo se enuncian los alcances futuros de los
resultados de esta tesis doctoral, asi como las limitaciones generales de

la investigacion.

A modo de conclusién se muestra en el grafico representado en la Figura
1 la relacién entre el contexto en el cual se desenvuelve la tesis doctoral,
las motivaciones que apoyaron el ejercicio de investigacion y las
contribuciones que la tesis deja a la disciplina. Estas ultimas se

comentaran en detalle en el capitulo 4 de esta memoria.
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CAPITULO 1: MARCO TEORICOY
ANTECEDENTES

1.1. Introduccion

En este capitulo se estudian los modelos profesionales docentes y se
delimitan conceptos clave como son el de calidad, excelencia y
competencia docente. Se inicia revisando la propuesta seminal de
Shulman (1986) en la que se organiza por primera vez el conocimiento
profesional docente, trabajo éste motivado por las duras criticas que en
la década de los setenta se estaban haciendo en contra de los que se
dedican a la ensefianza. Ademas, se estudian los aportes de diversos
autores posteriores a este pionero. Por otra parte, se exploran algunas
propuestas para los modelos profesionales docentes relevantes en la
investigacion en educacion matematica. En particular se explora la
propuesta de Bromme (1994), como tipologia del conocimiento docente
a cinco niveles; la propuesta de Ball, Thames y Phelps (2008) como
concrecion en el dmbito de la educacidn matematica del modelo seminal
de Shulman (1986) (basado en las dos grandes categorias “conocimiento
del contenido” y “conocimiento pedagogico del contenido”); y la de
Rowland, Huckstep y Thwaites (2005), que emerge como lupa de cuatro

lentes para evaluar las practicas docentes. Asimismo, se revisa
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superficialmente la propuesta local de la comunidad académica
espafiola ya que el andlisis que se realiza parte de una perspectiva no
localizada ni centrada en contextos geograficos particulares (Carrillo,
Climent, Contreras, & Muioz-Catalan, 2013; Godino, Batanero, & Font,
2007).

A continuaciéon se presentan aportaciones de especial relevancia a
propoésito de la tripla conceptual: excelencia-eficacia-calidad, que
permitirdn ubicar al lector en el escenario conceptual en donde se

enmarca esta tesis doctoral.

Finalmente, se continda con una breve reflexion sobre los modelos
profesionales docentes, identificando las bondades e insuficiencias de
los aportes referidos en el capitulo, y se presenta o explicita la
contribucién de esta tesis doctoral a este campo de investigacion. Se
cierra el capitulo con algunas conclusiones breves sobre todos los

aspectos trabajados en el mismo.

1.2. Una aproximacion a los conceptos de

calidad, excelencia y competencia

En el ejercicio de responder a la inquietud por mejorar el rendimiento y
la adquisicion de habilidades cognitivas de los estudiantes, asi como de
disefnar mejores practicas docentes, la comprension de conceptos como
calidad, excelencia y competencia juega un papel central. Este
entendimiento conecta con la comprension de la figura del docente, uno
de los tres protagonistas del tridngulo de la didactica (D’Amore &
Fandifio Pinilla, 2002).

La dinamica actual de la sociedad y del sistema educativo ha venido

modificando la realidad profesional de quienes se dedican a la

10
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educacion, y todos los esfuerzos parecen decantarse hacia un mayor

profesionalizacion de la labor docente.

El compromiso de la educacién con la sociedad es, en este sentido,
notable. El desafio se corresponde con establecer un marco de
referencia sobre lo que se entiende por calidad en la educacién
vinculada actualmente con el concepto de competencia como capacidad
de movilizar varios recursos cognitivos para hacer frente a un tipo de
situaciones limite o problematicas (Perrenoud, 2008). A continuacién
enunciamos algunas definiciones para calidad, excelencia vy

competencia.

Existe una plétora de estudios que se enfocan en el estudio de la calidad
docente (Coch-Smith, 2003; Croninger, Valli & Chambliss, 2012; Dinham,
2013; Fenstermacher & Richardson, 2005; Santoro, Reid, Mayer & Singh,
2012). Para entender dicha calidad se debe hacer referencia a todas las
actuaciones que tienen como objetivo la mejora de los conocimientos,
las competencias y las distintas habilidades del docente y que tienen un
efecto directo sobre los logros de los estudiantes (Gibson & Dembo,
1984; Guskey & Passaro, 1994; Ross, 1992). Santoro y colaboradores
(2012) consideran que la calidad educativa depende necesariamente de
la calidad docente y esta ultima del éxito de los estudiantes. Coch-Smith
(2003) concreta el concepto de calidad docente sugiriendo que los
siguientes subdominios la definen: “disefio de estrategias de ensefianza y
aprendizaje que haga interesar a los estudiantes, entusiasmo, actitud

cercana hacia los estudiantes y conocimiento de los contenidos.” (p.96).

Sobre excelencia también se ha escrito ampliamente (Allen, Howells &
Radford, 2013; Bein, 2007; MacDonald, 2010, Skelton, 2009) Estos

altimos autores reconocen cinco vitales caracteristicas:

e Actitud positiva frente a la ensefianza.

11



EL CONCEPTO DE EXCELENCIA DOCENTE

e Habilidad para comunicar.

e Buen conocimiento de los contenidos y de la compresién de los
mismos.

e Unrepertorio pedagogico.

e Conocimiento y comprension de las conexiones a lo largo de las

areas curriculares

El aporte de Skelton (2009) se extiende un poco mas y propone que su

comprension se haga desde los siguientes niveles:

e La excelencia docente envuelve una filosofia personal de
aprendizaje.

e La excelencia docente trata de movilizar los valores
educacionales a la practica.

e La excelencia docente debe reformularse como una categoria
moral.

e La excelencia docente en el nivel institucional, generan culturas
pluralistas y deliberativas donde no so6lo los métodos de
ensefianza, sino las teorias pedagogicas, valores y politicas son
compartidas.

e La excelencia docente no es una esencia de individuos heroicos,
sino que reside en las condiciones materiales que definen a la
enseflanza de calidad.

e La excelencia docente necesita ser vista como un todo: la
excelencia envuelve la integracion de diferentes aspectos de la

practica académica que se refuerzan mutuamente.

Para entender la calidad y la excelencia es necesario entender un
constructo fundamental, el de competencia. Dicho concepto ha sido
estudiado con profundidad en escenarios de gestiéon empresarial y de

recursos humanos durante los Ultimo veinte afios. La preocupaciéon por

12
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acercar capital humano competente conecta a este constructo con la
exigencia de la eficacia y flexibilidad de quienes estan desempefiando
una labor. En este orden de ideas, el concepto de competencia suele
asociarse con el de cualificacién (Laval, 2004) o habilidad. Sin embargo,
bajo el paraguas de la competencia hay muchisimas apromaxiones,

definiciones y usos (Mertens, 1996).

Nuestro acercamiento a la competencia pretende comprender el
movimiento de la profesién docente, muy de la mano de Perrenoud
(2008) quien considera la competencia como la capacidad de movilizar
los recursos cuando el docente se enfrenta a probelas o situaciones de

ensefianza. Respecto a la competencia argumenta que:

e No son en si mismas conocimientos, augnue movilizan tales
recursos.

e Esta movilizaciéon so6lo resulta pertinente en situacién y cada
situacion es Unica.

e Pasan por operaciones mentales complejas sostenidas por
esquemas de pensamiento los cuales permiten determinar y
realizar una accion relativamente adaptada a la situacion.

e Se crean en formacién pero también a merced de la navegacion

de quien la posee.

Asimismo, propone diez nuevas competencias para la ensefianza que se

muetran en la Tabla 1.1:

Diez nuevas competencias para ensenar

Organizar y animar situaciones de aprendizaje.
Gestionar la progresion de los parendizajes.

Elaborar y hacer evolucionar dispositivos de
diferenciacion.

4. Implicar a los alumnos en sus aprendizajes y en su

13
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trabajo.

Trabajar en equipo.

Participar en la gestion de la escuela.
Informar e implicar a los padres.

Utilizar las nuevas tecnologias.

O 0 N o

Afrontar los deberes y los dilemas éticos de la
profesion.

10. Organizar la propia formacién continua.

Tabla 1.1. Diez nuevas competencias para enseiiar (Perrenoud, 2007)

1.3. Modelos profesionales docentes

1.3.1. La preocupacion por la excelencia docente

Algunos autores han explorado la excelencia docente desde el estudio de
una tipologia del conocimiento docente o desde las propias funciones
docentes (teaching functions) (Rosenshine & Stevens, 1986). Por
ejemplo, el trabajo de Rosenthal y Jacobson (1968) explica de manera
detallada y bastante cristalina los efectos de una docencia excelente

sobre los logros y la mejora de los estudiantes.

Sin embargo, el trabajo verdaderamente seminal en el campo de la
investigacién en educacion centrada en la caracterizacion de
conocimiento profesional docente es el de Lee Shulman (1986, 1987)2,

que se describe a continuacioén, en la seccion 1.3.2.

2 En total, ambos aportes han sido citados mas de vienticinco mil veces, segin
Google Scholar (Ver https://goo.gl/PIHSCU).

14
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1.3.2. La critica de Shulman: Un acercamiento a una
tipologia del conocimiento profesional docente

“All the great truths begin with blasphemies”

Annajanska. The Bolshevik Empress (Shaw, 1931)

No es posible hablar de los modelos profesionales docentes sin revisar
el trabajo seminal de Shulman (1986, 1987). Motivado por el aforismo
“He who can, does. He who cannot, teaches”, que se le atribuye a Shaw
(1946), critico a quien lo enunciara y al propio sistema de educacién que
lo respaldaba, y organiz6 y propuso una categorizacién del
conocimiento del docente. La importancia que tiene el conocimiento
docente sobre las politicas de educacién y la estructuracion del ejercicio
de ensefianza es capital y por esto el estudio de su complejidad es vital

en la mejora de la educacion.

Una primera observacién tiene que ver con los componentes que se
tienen en cuenta a la hora de evaluar el ejercicio docente. Aunque la
pedagogia y todos los artefactos didacticos son perentorios y dan cuenta
de la calidad del ejercicio docente, en oposiciéon al planteamiento de
Shaw (1946) es necesario involucrar y darle protagonismo al
conocimiento pedagogico de los contenidos, pues de no ser asi dariamos
razon a éste, y reescribiriamos “Quien sabe, hace. Quien no, pero sabe de
procedimientos, ensefia” (Shulman, 1986, p. 5). De esta manera se puede
responder a la pregunta ;De dénde proceden o cudl es la fuente las
explicaciones, analogias y en general el discurso del docente? Ademas, si
ambos componentes se deben tener en cuenta, éstos no se deben pensar
mutuamente excluyentes. Motivado por esta polémica dicotomia,
Shulman propone el estudio en detalle de la relaciéon entre conocimiento
del contenido y la pedagogia en general. Esto puede pensarse
categorizando el conocimiento docente a la luz de las siguientes

componentes, que aparecen en la Figura 1.1: el conocimiento del
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contenido (Content knowledge, CK), el conocimiento pedagogico general
(General pedagogical knowledge, GPK), y el conocimiento pedagogico del
contenido (Pedagogical content knowledge, PCK) como hibrido

sofisticado (Freeman, 2002) de los dos primeros.

Conocimiento

Conocimiento Conocimiento |

pedagogico pedagogico del |

del L |
: contenido /
contenido /

/

general

Figura 1.1. Conocimiento profesional docente (Shulman, 1986)

La primera categoria, el CK, se refiere a “la cantidad y organizacion de
conocimiento per se en la mente del docente” (Shulman, 1986 p. 9) es el
qué ensefiar, el subject-matter knowledge (Lafayette, 1993). Siguiendo la
idea de Schwab (1978), Shulman insiste en que el conocimiento de la
materia a ensefiar requiere mucho mas que conceptos. Los docentes
deben entender también la manera en cémo se organizan los principios
y estructuras de contenido, que legitiman, en ultima instancia, lo que se
ensefia. Es decir, el docente no sélo necesita entender el algo, ademas
debe entender el porqué de ese algo, de manera que el conocimiento
compartido esté justificado y no pierda fuerza o sea refutado. Ademas se

espera que “el docente entienda porqué un tema dado es particularmente
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central a una disciplina, mientras que otro puede ser periférico”
(Shulman, 1986, p. 9).

La segunda categoria, el GPK, tiene que ver con las concepciones mas
generales de la pedagogia, con “la referencia especial a aquellos
principios elementales y estrategias de organizacién y manejo de la clase
(classroom management) que aparecen para trascender el conocimiento
de la materia” (Shulman, 1987, p. 8).

Y la tercera categoria, el PCK, quiza la que ejerza mayor influencia en los
procesos de ensefianza y aprendizaje, se enfoca en el nuevo concepto del
conocimiento pedagogico del contenido, el cual va mas alla del
conocimiento del contenido per se, y tiene como alcance, mas bien, el
conocimiento del contenido para la ensefianza (Shulman, 1986). Es una
forma del conocimiento utilizado por los docentes para guiar sus
acciones en el aula. “Representa la combinacién del contenido y de la
pedagogia en un entendimiento de cémo ciertos temas particulares,
problemas y tensiones estdn organizados, representados y adaptados a los
diversos intereses y habilidades de los estudiantes, y presentados para la
instruccion. El conocimiento pedagdgico del contenido es la categoria
distingue de la mejor manera el entendimiento de un especialista en
contenidos del de un pedagogo” (Shulman, 1987, p. 8). En el PCK estan
incluidos las distintas formas de representar las ideas, analogias,
ilustraciones, ejemplos, demostraciones y, en ultimas, “todas las formas
de representar y formular el contenido que hacen posible que éste sea
comprensible por otros” (Shulman, 1986, p.9). Ademas, incluye todas las
creencias, concepciones y preconcepciones sobre el porqué la
ensefianza de ciertos temas puede ser facil o dificil, asi como “las ideas
informales preinstitucionales, o no tradicionales que los estudiantes traen
a la configuracion del aprendizaje” (Cochran, DeRuiter, & King, 1993, p.

264). Esta categoria central dota de relevancia al conocimiento en la
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ensefianza, sugiriendo que no es sélo el conocimiento del contenido, ni

el pedagdgico, sino una especie de amalgama entre ambos.

Junto a estas tres categorias, aparecen otras que complementan el
constructo y dan mas luz al entendimiento del conocimiento profesional
del docente (Figura 1.2).

Pedagogico

Contenido
general

Conocimiento

del docente

Pedagogico
del
contenido,

Contextos

educacionales

Figura 1.2. Categorias del conocimiento profesional docente (Shulman, 1987)

Estas otras cuatro tipologias abordan las dimensiones generales del
conocimiento docente, pilares de los programas de formaciéon docente
en la década de los 80 en los Estados Unidos (Ball, Thames, & Phelps,
2008). Ellas complementan a las tres definidas en detalle anteriormente
y organizan un constructo mucho mas completo y sensato, en el que se
manifiesta que el conocimiento profesional docente debe pensarse como
la relacion de cada una de estas partes y no desde la singularidad de

cada una de ellas.
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1.4. Modelos profesionales docentes en la
educacion matematica

1.4.1. La propuesta inicial de Bromme

Una de las primeras propuestas para el estudio del conocimiento
profesional docente en el escenario de la educaciéon matematica es la de
Bromme (1994), posterior y claramente influenciada por el trabajo
seminal de Shulman (1986). Esta propuesta estd enmarcada en el
estudio de una tipologia del conocimiento profesional docente, y se

piensa desde cinco planos o niveles.

El primer nivel es el conocimiento de las matematicas, en la linea del
conocimiento del contenido, piedra angular del trabajo de Shulman
(1986), y se define como “el conocimiento que el docente aprende en la
carrera y abarca entre otras cosas principios matemadticos, reglas, modos
de pensar y técnicas” (Bromme, 1988, p. 25). Es el conocimiento
matematico que constituye la literatura, el que siempre es posible

encontrar en los libros de formacidn para la docencia en matematicas.

El segundo nivel es el conocimiento curricular, en donde estan descritos
los planes de estudio. Aca aparece también el conocimiento de “las
herramientas alternativas existentes, asi como los contenidos de otras
asignaturas que puedan traerse eventualmente a colacién en la clase de
matemdticas” (Bromme, 1988, p. 25). De esta forma, no sélo se incluye el
artefacto articulado por el curriculo, sino que se piensa en un horizonte
en el que se relacionan los contenidos de las asignaturas vinculadas con

la Matematica.

El tercer nivel es el conocimiento sobre la el aula y las dindmicas que en
ella se dedarrollan, que aparece mediante el “establecimiento de

relaciones y un especial equilibrio a la medida de las especificas
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circunstancias de la clase” (Bromme, 1988, p. 25). Esto quiere decir que
no es un cuerpo de conocimiento estatico, adherido al programa de la
asignatura, sino que se modifica dependiendo de las necesidades

especificas de cada clase.

El cuarto nivel es el conocimiento sobre lo que aprenden los estudiantes,
indispensable para el ejercicio docente eficaz. No sélo se trata de saber
lo que los estudiantes han retenido e interiorizado, sino también de

aquellos errores y dificultades en la comprensidn.

Finalmente, el quinto nivel es el metaconocimiento que responde a la
pregunta ;qué facilita la coherencia y permite el mantenimiento de la
complejidad entre todos los niveles anteriores? Es “el conocimiento
sobre la naturaleza de los conocimientos respecto a la escuela y la
asignaturas, respecto a los fines y objetivos que han de conseguirse. [...]
Definen, por tanto, el marco de orientacion en el que se valoran los
conocimientos y su relacion con la propia profesion. Es la filosofia del
profesor en cuanto a las matemdticas y la ensefianza” (Bromme, 1988, p.
25).

1.4.2. La propuesta de Ball: El conocimiento
matematico para la ensefianza

El trabajo realizado por el grupo de investigacion en educacion
matematica de la Universidad de Michigan, bajo la batuta de Deborah L.
Ball, sin duda evidencia un avance sustancial respecto al estudio de la
competencia profesional del docente de matematicas: la concrecion en
el modelo del “Conocimiento matematico para la ensenanza” (Hill, Ball,
& Schilling, 2008), MKT (Mathematical knowledge for teaching). Desde
esta perspectiva, el estudio estd fundamentando en el conocimiento del

docente con fines exclusivamente educativos, en el “conocimiento
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matemdtico necesario para realizar las tareas recurrentes en la

ensefianza de las matemdticas” (Ball et al., 2008, p. 399).

Aunque parte de la idea de Shulman (1986) y tiene en cuenta dos de las
grandes categorias propuestas por él (conocimiento del contenido y
conocimiento pedagdgico del contenido), plantea que se realice un
mapeo mas profundo, de manera que se pueda explicar mejor el
conocimiento que es utilizado para una ensefianza eficaz de la
Matematica. Asimismo, como se puede observar en la Figura 1.3, incluye

seis dimensiones, dos para cada una de las categorias seminales.

Este estudio permite la comprension de la complejidad de cada
dimensién, no como interseccién de otras, sino haciendo explicitas las
fronteras existentes entre una y otra. Cada una de las seis regiones del
6valo corresponde a una componente del MKT. La mitad izquierda
corresponde al conocimiento del contenido y la mitad izquierda al
conocimiento pedagégico del contenido.
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Conocimiento del Conocimiento pedagogicc

contenid//_'_\del contenido

Conocimiento

del contenido

Conocimiento v los estudiantes
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comun del
contenido

Conocimiento .
.. Conocimiento
especializado :
. curricular
o del contenido
Conocimiento

del horizonte ..
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matematico N
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del contenido

|

Figura 1.3. Modelo para el conocimiento matematico para la ensefianza (Hill, Ball
& Schilling, 2008)

La primera categoria es el conocimiento comun del contenido (CCK -
commom content knowledge), que podria pensarse desde la idea del
“subjet-matter knowledge” (Shulman, 1986). Este es todo el
conocimiento matemadtico y las estrategias necesarios para fines
distintos a la ensefianza. Es el conocimiento que permite al docente ser
diestro respecto al contenido que se va a ensefiar, asi como del lenguaje,
los términos y las notaciones para hacerse entender de la mejor de las
formas. ElI CCK debe ser entendido como la matematica disciplinar
conocida en comun por quienes saben y usan las matematicas. Aunque
“no se asume que todo el mundo posea este conocimiento” (Ball et al.,
2008, p. 399), es el tipo de conocimiento “usado en una amplia variedad
de situaciones, en otras palabras no exclusivamente para la ensefianza”
(Ball et al., 2008, p. 399).
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Aunque el CCK es esencial, no es suficiente. Por esto es necesaria la
existencia de esta segunda categoria: El conocimiento especializado del
contenido (SCK -specialised content knowledge), o “el conocimiento
matemadtico que le permite al docente comprometerse con tareas de
ensefianza especificas, incluyendo cémo representar precisamente ideas
matemdticas, proveer de explicaciones matemdticas para procedimientos
y reglas comunes, y examinar y entender métodos inusuales de solucion de
problemas” (Hill et al,, 2008, p. 378). Este es el conocimiento matematico
Unico para la enseflanza. El docente tiene a su cargo una serie de tareas
matematicas que otros profesionales (de la Matematica) no, en donde el
CCK no es suficiente pues “ensefiar requiere conocimiento que va mds
alld de lo que estd siendo ensefiado a los estudiantes” (Ball et al., 2008, p.
400). Aca se incluye, por ejemplo, el lenguaje matematico utilizado, las
representaciones y las explicaciones matematicas implementadas en un

ejercicio docente de calidad.

La tercera categoria, “conocimiento del horizonte matematico” (MHK -
mathematical horizon knowledge), completa el dominio del
conocimiento del contenido. El MHK es “la conciencia de cémo los temas
matemadticos estdn relacionados en todo tramo del curriculo en donde las
matemdticas estdn incluidas” (Ball et al, 2008, p. 400). Es el
conocimiento que permite ver en perspectiva la relacion entre los
diversos temas matematicos que componen un programa académico, y
asi entender cémo el conocimiento abordado estd situado en y
conectado con el territorio disciplinar cercano (Jakobsen, Thames, &
Ribeiro, 2013). Con esta dimensién Ball propone una lectura mental del

territorio matematico en donde se desenvuelve la docencia.

Respecto al conocimiento pedagégico del contenido, la propuesta, de
nuevo, es a tres niveles. Estas dimensiones tienen como centro al

estudiante, a la ensefianza y al curriculo.
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La cuarta categoria, primera para esta dimensioén, el conocimiento del
contenido y los estudiantes (KCS - knowledge of content and students),
es el conocimiento que combina el saber sobre los estudiantes y el
contenido. Es justamente el contenido que permite anticipar la toma de
decisiones en el ejercicio docente, teniendo en cuenta el desarrollo y la
particularidad de una clase y sus participantes. Acd se manifiesta la
“interaccion entre el entendimiento matemdtico especifico y la
familiarizacién de este con los estudiantes y su pensamiento matemdtico”
(Ball etal., 2008, p. 401). La incorporacién de esta categoria es capital ya
que particulariza el conocimiento del contenido en relacién con la
realidad del estudiante, “un docente podria tener un fuerte conocimiento
del contenido, pero un débil conocimiento de la manera en cémo los

estudiantes aprenden el contenido o viceversa” (Hill et al., 2008, p. 378).

La quinta categoria, el conocimiento del contenido y la ensefianza (KCT
-knowledge of content and teaching), relaciona el saber sobre la
ensefianza y sobre el contenido, y permite “articular el contenido para la
ensenanza” (Ball et al., 2008, p. 401), en aras de gestionar, disefiar y

utilizar tareas y estrategias de aprendizaje para la clase.

La sexta categoria, el conocimiento curricular (KCC -knowledge of
content and curriculum), termina siendo la misma categoria propuesta
por (Shulman, 1986), centrada en particularmente en el alcance y la
“comprension de los materiales y los programas que sirven como

herramientas de trabajo para los docentes” (Shulman, 1987, p. 8).

1.4.3. El papel de los modelos profesionales docentes
en los procesos de evaluacion. El cuarteto del
conocimiento de Rowland

El trabajo inductivo de Rowland, Huckstep y Thwaite (2003) deja un

marco para la identificacion y discusion del conocimiento del contenido

24



Marco tedrico y antecedentes

matematico. Este marco, el cuarteto del conocimiento (Rowland et al.,
2003), se piensa como una herramienta util para la evaluacién docente,
que va mas allad de las rubricas para la evaluacién cuantitativa del la
practicas docentes. La concrecién del modelo estd pensada en cuatro
“unidades” (dimensiones del cuarteto del conocimiento) para la
comprension de como el conocimiento del contenido entra en juego en

el aula.
Las cuatro unidades que componen el cuarteto del conocimiento son:

e Fundamentos,
e Transformacion,
e Conexion,

e Contingencia.

En la Figura 1.4 se observa el constructo desarrollado por Rowland et al.
(2003) y que puede pensarse como una herramienta de evaluacién a

cuatro lentes para valorar las practicas docentes.
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Figura 1.4. El cuarteto del conocimiento (Rowland, 2003)

La primera unidad, los fundamentos, estd compuesta del “conocimiento
del docente, el entendimiento y todos los recursos que adquiridos en la
academia, en preparacion (intencionalmente o no) para su rol en el aula”
(Rowland et al., 2005, p. 260). Es el conocimiento base que todo docente
adquiere en su desarrollo profesional docente. Las componentes claves
de esta unidad son “el conocimiento y entendimiento de la matemdticas
per se, el conocimiento de los tramos significativos de la literatura
especializada y la reflexion, en los ejercicios de investigacion sistemdtica
de la ensefianza y el aprendizaje de las matemadticas, y las concepciones
adquiridas sobre las matemdticas, que incluyen concepciones sobre el
como y porqué de la ensefianza” (Rowland et al., 2005, p. 260). Respecto
a las concepciones, se incluyen las concepciones sobre la naturaleza de
las matematicas, sobre los propésitos de la disciplina y sobre los

contextos que intervienen en los procesos de ensefianza.
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Las siguientes tres unidades, a diferencia de la primera, se refieren a los
contextos en donde el conocimiento protagoniza la preparacién y puesta
en marcha de la ensefianza. Estas tres unidades tienen como foco “el
conocimiento en accién demostrado en la planeacién y el propio acto de
ensefiar” (Rowland et al.,, 2005, p. 261).

La segunda unidad, transformacidn, es pensada como “la capacidad del
docente para transformar el conocimiento del contenido que posee en
distintas formas que son pedagdégicamente poderosas y que se adaptan a
todas las variaciones presentadas por los estudiantes” (Shulman, 1987) p.
15., y se manifiesta en el como es posible representar las ideas
(matematicas) en forma de analogias, ilustraciones, ejemplos y
demostraciones. Esta idea de transformar los contenidos establece la
evolucion adaptativa del objeto de saber al objeto de ensehanza
(Chevallard, 1985). Esta segunda unidad escoge el comportamiento
dirigido a los estudiantes, seguido por deliberaciéon y juicio en las

practicas de ensefianza.

En la tercera unidad esta el conocimiento que permite relacionar y ligar
todas las decisiones en el disefo y ejecucion de las practicas pensado
dentro de un conocimiento matematico integrado y organizado. Tiene
que ver con la “coherencia en la planeacién y la ensefianza” (Rowland et
al,, 2003, p. 98) de una clase o un curso completo. Esta incorporacion de
la coherencia implica que se esté llevando a cabo una secuencia de
tareas en la instruccién a la luz de una disciplina que es ordenada y

coherente, como lo es la Matematica.

Finalmente, la cuarta unidad completa el cuarteto del conocimiento, la
contingencia hace relacién a todas las situaciones imprevistas que no
aparecen, necesariamente, en el plan de las practicas docentes. Tal y
como lo refiere Rowland y colaboradores, es la capacidad de “pensar en

los pies de otro”. Tiene que ver entonces con todas las acciones
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contingentes inherentes a los procesos de ensefianza de la matematica.
Este conocimiento en interacciéon no sélo esta abierto a enfrentarse a
este tipo de situaciones fortuitas, sino a “responder apropiadamente a las
contribuciones hechas por los estudiantes durante un episodio de
ensefianza” (Rowland et al.,, 2005, p. 266).

1.4.4. Estudios recientes sobre los modelos
profesionales docentes en la educacion

matematica

Los estudios mas recientes sobre los modelos profesionales docentes
siguen girando, principalmente, en torno al conocimiento de los
contenidos. Aunque exploran variables que van un poco mas alla de este
tipo de conocimiento, tienen a no salir de esta categoria, apoyados en
que “la alta calidad de la educacién requiere que los docentes tengan un
conocimiento profundo de los contenidos” (The National Commission on
Mathematics and Science, 2000). Con el propdsito de ilustrar tal

observacidn, se hara referencia a dos aportes recientes.

Kahan, Cooper y Bethea (2003) desarrollan y explican un marco teérico
para la relaciéon entre el conocimiento docente del contenido y el
ejercicio docente, y proponen una discusion tedrica considerando
conexiones con la literatura actual sobre el rol del conocimiento docente
de los contenidos. Conscientes de la relacion entre los logros académicos
de los estudiantes y el conocimiento docente de los contenidos, el
desarrollo de un marco tedrico que cruza seis categorias o elementos de
en la ensefianza, a saber, objetivos y metas, seleccion de tareas y
representaciones, motivacion del contenido, desarrollo (conectividad y
secuenciacion), reparto de tiempo y énfasis, y discurso con cuatro
procesos de la propia ensefianza, a saber, preparacién, instruccion,

evaluacion y reflexion, motiva la exploraciéon de la relacién arriba
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mencionada. Este marco tedrico da orden y estructura al analisis del

conocimiento decente de los contenidos en la ensefianza.

Por otro lado, Leong (2014) estudia los atributos importantes para una
buena ensefianza de las matematicas y los explora teniendo en cuenta
los distintos contextos en los que se desenvuelve el docente y
entendiendo que esta caracterizacion también depende del punto de
vista de la persona que las estd revisando (docentes, instituciones,
responsables de las politicas de educacion, jefes de departamento,...). Su
estudio cuantitativo explora las concepciones de los docentes noveles, y
concluye que los tres atributos mas importantes son la gestién de la
clase, la motivacion y, tal como lo propone Kahan et al. (2003) en fino
detalle, un fuerte conocimiento de los contenidos -como se sugiere en
Anthony y Walshaw (2009), Krainer (2005) y Wilson, Cooney y
Stinson(2005)-.

1.4.5. La propuesta espaiiola

Aunque las aproximaciones deductivas e inductivas que se llevan a cabo
en esta tesis parten de un contexto deslocalizado y completamente
internacionalizado, el buen trabajo desarrollado en Espafia en los
ultimos afios en el ambito del conocimiento profesional docente para la
ensefianza de las matematicas merece un reconocimiento que motiva la
inclusidn de esta pequefia seccién en esta memoria. Asimismo se debe
tener en cuenta ademas de autores espafoles, destacan otros muchos de
habla hispana muy relevantes como Gémez (2001), Diaz y Poblete
(2007) y Pino-Fan (2014), entre otros.

Son muchas las investigaciones espafiolas centradas en el estudio de los
modelos profesionales docentes y en particular en la caracterizacion del

conocimiento docente. Pueden tenerse en cuenta, por ejemplo, los
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aportes de los grupos de investigacion en Educaciéon Matematica en las

Universidades de Granada y de Huelva.

En el primer caso, (Godino, Bencomo, Font, & Wilhelmi, 2006; Godino,
2009), analizan los modelos seminales de conocimiento docente y los
que vienen emergiendo en la actualidad, para proponer un modelo que
concretiza mucho mas los conocimientos didactico-matematicos del
docente, desde un enfoque ontosemiédtico (Godino et al., 2007) sobre el
conocimiento y la instruccién. Al estar este modelo proncipalmente
fundamentado en suposiciones tedricas sobre la epistemologia, el
conocimiento y la instruccion, resulta de especial interés su exploracion
en las practicas reales de docentes en ejercicio, algo que ya esta
llevandose a cabo con resultados que, sin duda, aportaran mucha luz al

campo de estudio de la excelencia docente en matematicas.

En el segundo caso, el aporte mas considerable se centra en el estudio
del conocimiento especializado para la enseflanza de las matematicas
(Carrillo et al,, 2013; Climent et al.,, 2014; Montes, Aguilar, Carrillo, &
Mufioz-Catalan, 2013). El aporte de este grupo de investigacion parte
del trabajo seminal de Ball et al. (2008) y Hill, Rowan y Ball (2005),
especificamente del conocimiento matemadtico para la ensefianza. Su
propuesta reinterpreta el posible solapamiento entre los subdominios y
sugiere que el conocimiento docente en matematicas debe pensarse
especializado. Esta especializacion permite diferenciar el conocimiento
pedagogico general del conocimiento especializado del conocimiento
docente especializado en otras disciplinas y el conocimiento
especializado en matematicas. El modelo propuesto esta “basado en la
idea de que la especializacion del conocimiento del profesor de
matemadticas deriva de su profesion, es decir, el conocimiento que posee
serd especializado en tanto que le sea necesario para desarrollar su labor

como profesor de matemdticas” (Montes et al., 2013)
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1.5. Reflexion sobre los modelos
profesionales docentes y planteamiento del
problema

Los trabajos seminales que han sido presentados y descritos, con mayor
o menos profundidad en las secciones anteriores han generado una
mejor comprension del docente y de su papel en la mejora de los

procesos de ensefianza y aprendizaje.

Acercarse al docente, concretizando y caracterizando su conocimiento,
permite detectar, al menos tedricamente, aquello necesario para
desarrollar practicas de ensefianza efectivas y exitosas. Los modelos
profesionales docentes pueden resultar altamente esclarecedores
cuando se plantean con el propdstio de entender la compleja dinamica

de la realidad docente.

El acto revolucionario en el aporte de Shulman (1986, 1987) hizo
manifiesta la necesidad de caracterizar la competencia docente y la doto
de relevancia. La propuesta de Bromme (1988, 1994) dio protagonismo
al conocimiento docente, pero curiosamente no profundiza en la
cuestion sobre como usarlo. La concrecién alcanzada en la propuesta de
Ball et al. (2008) y Hill, Rowan y Ball (2005) completa de manera
innovadora el aporte de sus antecesores, pero se aparta positivamente
de ellos pues el modelo que propone esta ligado a la observacidon real en
el aula, lo que convierte al modelo en lo que podria llamarse un modelo

en accion.

Los modelos profesionales docentes, aunque se van ampliando
conforme la investigacion avanza, siguen centrados en el conocimiento
para la ensefanza, dejando algo de lado el desarrollo profesional

docente, en relacion con todos elementos del entorno educativo,
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EL CONCEPTO DE EXCELENCIA DOCENTE

incluido el propio docente. Emerge la necesidad de comprender la
complejidad que rodea a la calidad y a la excelencia docente. Es claro
que los modelos profesionales docentes dan cuenta de dicha excelencia,
pero no son suficientes para explicarla, es decir, no van mucho mas alla
del conocimiento de contenidos, conocimiento pedagogico curricular,

conocimiento de los estudiantes, etc.

Por otro lado, se presenta la necesidad de seguir desarrollando esta
caracterizacion y concrecion de la excelencia docente no sélo de manera
tedrica sino, mas bien, explorando la realidad de los docentes en
ejercicio, de manera que la comprension sea mucho mas cercana a las

concepciones fundamentadas en la propia practica.
También emergen preguntas como:

o Existe alguna diferencia entre la excelencia docente de una
disciplina académica y otra?

e Existe alguna diferencia entre los modelos teéricos de los que
llamamos en accién (que se fundamentan en las practicas de los
docentes en ejercicio)? Si existe tal diferencia, ;es posible
medirla o delimitarla?

e ;Cudl ha sido la evolucion del concepto de excelencia docente?

;Coémo se entiende hoy en dia?

Consideramos que esta tesis doctoral recoge en parte, o al menos lo
pretende, todas estas inquietudes y trata de ofrecer respuestas de
manera objetiva y seria, partiendo de un innovador disefio
metodoldgico y haciendo uso de distintas estrategias propias de una

tradicion pragmatica e interpretativa.
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Marco tedrico y antecedentes

1.6. Contribucion de la tesis

Desde esta tesis doctoral se estudia exhaustivamente el dinamico
concepto de la excelencia docente. Inicialmente se propone revisar
sistematicamente la teoria con el fin de encontrar significaciones y
estructuras conceptuales y taxonémicas (manifiestas y latentes) sobre
dicho concepto. Por otro lado, se aborda esta compresiéon, pero
fundamentandola desde las concepciones reales de docentes que se
encuentren actualmente en ejercicio. Al mismo tiempo que se estudia el
concepto de las excelencia docente desde estas dos perspectivas, la
deductiva y la inductiva, se revisa cuidadosamente la dindmica del
concepto y se proponen lecturas “cartograficas” de esta evolucion.

Con este trabajo investigador se responde a la cuestién sobre los
modelos de excelencia docente en escenarios generales de la educacion,
asf como en el especifico de la educacién matematica, emergiendo las
debidas comparativas que se abordan en cierto modo de manera
conservadora o prudente, conscientes de la complejidad del tema y de
las limitaciones propias del estudio y de los datos recogidos y
analizados, al tiempo que se elaboran tales comparativas con una

intencion exploratoria e interpretativa.

1.7. Resumen

e Comprender la relacién entre los conceptos de calidad,
competencia y excelencia nos acerca a la comprensién de la
dindmica complejidad del docente.

e Lapropuesta de Shulman permite acercarse a la comprensién de
la dinamica del conocimiento profesional docente. Reconociendo
la importancia de la categorizacion del conocimiento del docente

en dos grandes grupos, el conocimiento de los contenidos y el
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EL CONCEPTO DE EXCELENCIA DOCENTE

conocimiento pedagogico general, su gran aporte es sin duda el
reconocimiento de la categoria que es amalgama de estas dos
primeras, el conocimiento pedagdégico de los contenidos.

e La propuesta de Bromme nos acerca a una tipologia del
conocimiento profesional del docente de matematicas a través
de la explicitacién de cinco dominios en relacién con el aporte
seminal de Shulman, a saber, el conocimiento del contenido
sobre las matemadticas, el conocimiento de las matematicas
escolares, la filosofia de la Matematica escolar, el conocimiento
pedagogico general y el conocimiento pedagdgico especifico de
la materia.

e La propuesta de Ball y colaboradores significa un progreso en la
conceptualizacion del conocimiento profesional del docente de
matematicas. Heredera directa de la propuesta de Shulman,
concretiza el conocimiento del contenido y el conocimiento
pedagédgico del contenido en tres nuevos subdominios cada uno
de ellos. Para el conocimiento del contenido los subdominios
resultan ser el conocimiento comun de contenido, el
conocimiento especifico del contenido y el conocimiento del
horizonte matematico. Para el conocimiento pedagégico del
contenido, los subdominios son el conocimiento del contenido y
los estudiantes el conocimiento de la ensefianza del contenido y
el conocimiento curricular.

e La propuesta de Rowland y colaboradores, el cuarteto del
conocimiento, se convierte en una herramienta eficaz para la
evaluacion docente. Es una lupa a cuatro lentes: los
fundamentos, la transformacion, la conexidén y la contingencia.

e Existen muchos aportes de la escuela espafiola a propésito de los
conocimientos profesionales docentes. Se destacan, por ejemplo,

dos grupos de investigacion en educacion matematica: el

34



Marco tedrico y antecedentes

primero de la Universidad de Granada con un enfoque
ontosemiotico sobre el conocimiento y la instruccion; y el
segundo de la Universidad de Huelva con un enfoque hacia el
conocimiento especializado para la ensefianza de las
matematicas.

Identificadas las fortalezas y limitaciones de las investigaciones
previas, la contribucién de esta tesis doctoral se centra en el
estudio exhaustivo de un concepto mucho mas amplio y que
contiene al conocimiento profesional del docente: la excelencia
docente. Para acercarse a una mejor compresion conceptual, se
propone el estudio desde perspectivas tanto deductivas como
inductivas haciendo uso de técnicas innovadoras en el campo de

investigacidn que ocupa a los investigadores.
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CAPITULO 2: MARCO Y DISENO
METODOLOGICOS

2.1. Introduccion

En este capitulo se describen tanto los marcos metoddégicos en los que
se apoya la investigacion como el disefio metodolégico establecido para
responder a las preguntas planteadas, contrastar las hip6tesis y cumplir
con los objetivos marcados. Se inicia el capitulo describiendo el proceso
de investigacion, esto es, presentando un esquema de fases de
investigacion que resume, incluye y justifica a su vez el disefo

metodolégico.

Seguidamente, se presenta el Modelo Rayuela (Jorrin Abellan, 2015b),
una herramienta y modelo conceptual que ilumina el disefio y uso de
estrategias metodoldgicas para la investigacion cualitativa. Habiéndolo
revisado, se le reinterpreta para el ejercicio especifico de esta
investigacion. El Modelo Rayuela fue utilizado a posteriori (aunque fue
disenado originalmente para un uso a prioristico) como forma de

examinar la integridad y coherencia de la investigacion.
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En la descripcion metodoldgica se incluyen el disefio de los
instrumentos y las estrategias para la recogida de informacioén, tanto del
ejercicio deductivo como del inductivo, asi como para el analisis
cualitativo de los datos (Mapeo de la Ciencia, analisis de co-citacidn,

Teoria Fundamentada, NCT, redes sociales, etc.).

Posteriormente se realiza un estudio detallado de la integridad y
credibilidad de la investigacion (trustworthiness), a la luz de la
propuesta de Guba (1981), en cada una de las fases de esta tesis
doctoral. El capitulo finaliza con unas breves conclusiones sobre esta

seccién metodologica.

2.2. El proceso de investigacion

“La interpretacion es un arte que no puede ser formalizado”
(Denzin, 1998, p. 338)

Planificacion de la investigacion

El proceso de investigacion vinculado a esta tesis doctoral puede
pensarse en varios momentos: revision sistematica de la literatura
(disefio de procedimientos/algoritmos de buisqueda y selecciéon de
documentos), determinacion de patrones de evolucién, analisis
cualitativo para la generacion de modelo deductivo, disefio del
instrumento inductivo, generacién del modelo inductivo y, finalmente,
generacion de las comparativas. Aunque los momentos principales de la
investigacion giran en torno a la recoleccién y andlisis de datos
deductivos e inductivos, la totalidad de los procedimientos pueden ser
organizados en un esquema para la investigacidn constituido por cinco

fases, tal y como se puede observar en la Figura 2.1.
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Figura 2.1. Esquema de fases globales de la investigacion

Durante la primera fase se plante6 la investigacién y se desarroll6 una
revision documental que incluyd los pasos tipicos de este tipo de
procedimientos, a saber, recoleccion, seleccion, analisis y presentacion
pero desde una perspectiva notablemente sistematica y, en cierta
medida, buscando reducir al maximo sesgos indeseables emanados del
propio investigador, asi como parcialmente creativa. Respecto a la
seleccién y andlisis, sobre todo en lo correspondiente al estudio de la
evolucion del concepto de excelencia docente, se hizo uso del Mapeo de
la Ciencia (Science Mapping) (Small, 1973; Small, 1980; Small, 1997), a
través de las redes de co-citacion y similitud. Para el analisis cualitativo
de los datos, se desarroll6 una reinterpretacion de la teoria
fundamentada con un esquema de codificacién inductivo, esto es, que el
sistema de codificacién emergié del propio andlisis y se dej6 siempre
“hablar” a los datos. Por medio de un prototipo en forma de bucle se

logré que el esquema de codificacidn conceptual convergiera a un
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esquema de codificacion conceptual que se acercaba mucho mas a una

taxonomia conformada por categorias centrales.

En la segunda fase se plane6 el ejercicio inductivo y se disefié y revisd
un instrumento para la recogida de datos inductivos (las concepciones
de docentes en ejercicios respecto al concepto de excelencia docente). El
disefio del instrumento parti6 del propio modelo deductivo y fue
revisado, siendo esta una de las tareas realizadas, durante una estancia
doctoral que el investigador realiz6 en el Bagwell College of Education de
la Kennesaw State University (KSU) y que conté con el apoyo del Doctor
Ivan Manuel Jorrin Abelldn, tutor anfitrién. El instrumento trifasico para
la recogida de datos inductivos consistia de una escala Likert, una
discusion motivada por cuatro situaciones simuladas y una invitacién a

continuar la conversacion en Twitter.

En la tercera fase, se realiz6 una triangulacién via expertos del
instrumento trifasico y una vez decido por una version final, se dispuso
a compartirlo en varias asociaciones de profesorado tanto espafoles,
como internacionales, asi como la planta docente de la KSU interesada

en participar en la investigacion.

Una vez recogidos los datos, durante la cuarta fase, se analizaron los
datos, esta vez partiendo del esquema conceptual de codificacién que
emergio del analisis cualitativo de datos deductivos, pero permitiéndole
ampliarse, esto es, teniendo en cuenta la apariciéon de nuevos codigos.
Junto al analisis, se interpretaron los datos y se reflexioné sobre los

resultados logrados.

Finalmente, la quinta fase consisti6 en de la redaccién y difusién de los

resultados con la comunidad académica.
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2.3. El modelo Rayuelay su papel en esta
investigacion

El modelo Rayuela (Jorrin Abellan, 2015a) es una herramienta y modelo
conceptual (apoyados de una herramienta web) que ilumina el disefio y
uso de estrategias metodolégicas para la investigacién cualitativa. Este
aporta orden y concrecién en un escenario en donde existe una “plétora
de marcos filosdficos, tradiciones de investigacion y técnicas especificas”
(Jorrin Abellan, 2015b, p.2) cuando se desea estructurar un disefo
metodolégico que responda efectivamente a las preguntas especificas de

investigacidn.

El modelo Rayuela puede entenderse como un objeto limitrofe
(boundary object) (Star & Griesemer, 1989) en la medida en que
estructura un procedimiento por pasos para la generaciéon de disefios
metodolégicos en investigacion cualitativa, siendo este sensible y
flexible a los contextos en los que se desarrolla la investigacién y
permisible en escenarios en donde la accién metodolégica no es lineal,

sino mas bien circular y recursiva.

El modelo propuesto por Jorrin Abellan (2015a) esta en constante
evolucion y es Uinico en cada caso pues responde y se organiza, cada vez,
teniendo en cuenta las caracteristicas y objetivos especificos del
ejercicio de investigacidn. Esta idea de algoritmia flexible y no completa
ni prescriptiva se basa en la imagen del popular juego infantil de la
Rayuela, en la que para llegar a una seccion final (el cielo), se debe pasar
(v repasar) por una secciones previas (comenzando por la tierra),
cumpliendo algunas reglas elementales para la toma de decisiones

involucradas en el juego.

La organizacion del modelo se realiza a través de nueve pasos, cuyo

recorrido permite entender en detalle la relacion entre el planteamiento
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de la investigacion y la correcta seleccion de paradigmas, metodologias,

métodos, estrategias, etc.

Paso 1
Visién del
mundo del

investigador
Post-positivismo
Constructivismo
Trnasformativo
Pragmatismo

Objetivos del
estudio

Paso 4

Preguntas de
Investigacion

Paso 3

Marco P
conceptual aso 5
Tradicion de
investigacion
Fenomenologia
Etnografia
Teoria Fundamentada

Grupo de Discusién

Paso 7
Analisis de
datos
Codificacién
Paso 6

Recogida
de datos

TICs de
apoyo al
analisis
Observacion

Entrevista

Paso 8
Geo-narrativa

TICs de Estrategias de
apoyo veracidad

Paso 9

Principios Eticos

Investigacién-Acccion
Estudio de Caso
Investigacién Narrativa

Figura 2.2, Modelo Rayuela (Jorrin, 2015)

El primer paso de la Rayuela es la identificacion de la visién del mundo
del investigador, es decir, “el conjunto bdsico de creencias que guian la
(Guba, 1990, p. 17).

metodoldgicas en la fase del disefio de investigacién. A la vision del

accion” durante la toma de decisiones
mundo suele también llamarsele paradigma (Lincoln, Lynham, & Guba,
2011; Mertens, 1998) haciendo referencia a la “red de ideas coherentes
sobre la naturaleza del mundo y de las funciones de los investigadores que,
aceptadas por una comunidad de investigadores, condicionan las pautas
de razonamiento y sustentan las acciones en la investigacion” (Bassey,
1999, p. 42). El modelo Rayuela sugiere que por lo menos se tengan en
cuenta las principales cuatro visiones del mundo propuestas por
(2013): Pospositivista,

Creswell constructivista, transformativa y

pragmatica.

El segundo paso consiste en la identificacion de objetivos de la
investigacion, esto incluye motivaciones, propésitos y todo lo que, en
general, oriente al investigador a lograr lo que se propone con la
investigacion. El modelo sugiere que los objetivos se clasifiquen en tres

grandes grupos, a saber, los objetivos personales, es decir, aquellos que
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motivan al investigador a realizar la investigacion; los objetivos
practicos, es decir, los que se centran en lograr una tarea especifica; y
los objetivos intelectuales, es decir, los que se centran en la compresion

tedrico-conceptual del fendémeno que se estudia.

El tercer paso trata de la identificacién del marco conceptual de la
investigacion. Aca se incluye el sistema de conceptos, creencias,
expectativas, suposiciones que apoyan e informan la investigacién
(Maxwell, 2008). Esta formulacion le permite al investigador entender
lo qué esta sucediendo en su campo de accién y su por qué. Entender el
problema de investigaciéon que se materializa en el marco conceptual
constituye una piedra angular en disefio metodolégico vinculado a la

investigacidn.

El cuarto paso consiste en la definicién de la tradicién de investigacion a
seguir en el estudio. Esta tradicion debe corresponderse con la
naturaleza del problema de investigacién que debié haber sido definido
en el tercer paso. El modelo sugiere una lista de seis tradiciones de
investigacion cualitativa propuestas por varios autores (Creswell, 2013;
Stake, 2010; Yin, 2011) y que han tenido un impacto sobre este tipo de
investigacion de corte interpretativo, a saber, investigacion narrativa,
fenomenologia, etnografia, teoria fundamentada, estudios de caso e

investigacidn-accion.

En el quinto paso se definen las preguntas de investigacion. El haber
pasado los pasos anteriores (vision del mundo, objetivos, marco
conceptual y tradicién) permitird la generacion de preguntas de
investigacion mucho mas relevantes. Las preguntas de investigacion
“constituyen el alma de cualquier disefio de investigacion y responden a lo
que especificamente se desea aprender o entender al realizar un estudio”
(Jorrin Abellan, 2015b, p. 11).

En el sexto paso se decide qué técnicas para la recogida de datos se van

a llevar a cabo en la investigacion, a la luz de la naturaleza del problema
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de investigacion que se definié en el tercer paso y de la tradicion de

investigacién, definida en el cuarto paso.

En el séptimo paso se decide sobre los procesos para el andlisis de los
datos. Esto incluye técnicas para el andlisis cualitativo y asistencia

tecnolégica.

En el octavo paso se le propone al investigador revisar en detalle las
estrategias de credibilidad e integridad (trustworthiness) propuestas
inicialmente por Guba (1981) y Guba y Lincoln (1982) y organizadas
cristalinamente por Shenton (2004), y que se centran en cuatro
cuestiones desde la perspectiva naturalista: credibilidad, transferencia,
consistencia y confirmabilidad.

Finalmente, en el noveno paso se definen los principios éticos de la
investigacién orientados, por ejemplo, por preguntas como “;Qué
principios morales guian la investigacion? ;De qué manera influyen los
planteamientos éticos del investigador en la seleccion del problema de
investigaciéon? ;De qué manera van a condicionar los planteamientos
éticos de la investigacion el disefio de un estudio y el procedimiento de

seleccion de informantes?” (Jorrin Abellan, 2015b, p. 11)

! 3 6 L—

Pragmatismo Model 4 E : Bucle para el analisis
gma Modelos _ - )
S Teoria e e cualitativo de datos

=S profesionales et e

2 Fundamentada esde una

docentes. esquema de tres . 2
reinterpretacion de la 9

jetiv Losmodelos I\ _J| pasos que incluye .
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centrados en la actuales son Science Mapping X el método NCT J :

construccion, estaticos, 5 Sl
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comparacion de flexibles. No preguntas de inductivo: Disefio Revision detallada de . glli?ﬂ Ia .,

modelos son sensibles a investigaciona ||€ implementacion las cuatro lentes para foieilrelen

deductivos e 001'“5“05 ¥ la luz de los A deun evaluar la integridad y

inductivos de tienen a objetivos instrumento veracidad a lo largo =

Excelencia generalizar la descritos en el trifdsico las cinco fases de la
\ Docente y \Ieaﬁdﬂd doceuteJ \_segundo paso L J\_ investigacién ) & J

Figura 2.3. La Rayuela en este ejercicio de investigacién
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En la Figura 2.3 se muestra una interpretaciéon del Modelo Rayuela y su
papel esclarecedor en esta tesis. Habiendo entendido el papel de la
concrecion de este esquema a nueve niveles, se observd que el disefo
metodoldgico se acomodaba y se entendia de manera mas efectiva
recurriendo a una organizacién y descripcién basada en los nueve pasos
propuestos por Jorrin (2015a). Es importante hacer la aclaraciéon de que
si bien el disefio metodolégico ya estaba organizado cuando se conoci6
al Modelo Rayuela, sus efectos fueron infinitamente positivos, y permiti6

una metaevaluacién del proceso en términos de orden y rigor.

Respecto al primer paso, se entendi6 que el worldview de los
investigadores vinculados a esta tesis era claramente de corte
pragmatico, sobre todo por el hecho de que ser esencialmente pluralista
(Creswell, 2013). En este sentido el pragmatismo le apuesta al uso de los
métodos mixtos, ya que en vez de estar centrados en la unicidad de los
métodos los investigadores se centran en el problema de investigacion
per se y la manera en como acercarse al mismo desde distintas
aproximaciones para entenderlo. Nos sentimos identificados con el
pragmatismo porque estamos “con la puerta abierta para la
multiplicidad de los métodos, las diferentes visiones del mundo, las
distintas suposiciones, asi como las distintas formas de recoger y analizar
data” (Creswell, 2013, p. 11).

Respecto al segundo paso, la investigacion se enfoca en cuatro objetivos
tal y como aparecen en la introduccién general, los cuales giran en torno
al estudio de los modelos de excelencia docente, revisados desde
distintas perspectivas y a las posibles comparativas que emergen al

mismo tiempo. Estos son:

e Mapear patrones de evolucion de la investigacion en educacion
(en particular en educacion matematica) en torno al concepto de

excelencia docente.
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o Identificar modelos deductivos e inductivos sobre excelencia
docente, asi como variables latentes y contextos inherentes a los
mismos.

e Comparar los modelos de excelencia docente identificados, sin
distincion por disciplina o ambito de conocimiento, con los que
se obtendrian analizando tinicamente los que emergen desde la
educaciéon matematica.

e Comparar los modelos de excelencia docente obtenidos a través
de procedimientos deductivos y los que se generan de manera

inductiva como modelos de percepcion de la excelencia docente.

Respecto al tercer paso, se parte de la asuncion de que son escasos, por
no decir nulos, los modelos de excelencia docente flexibles, esto es,
abundan los modelos que no evolucionan ni se piensan en continua
construccion y modificacidn. Esto se hace explicito, por ejemplo, con el
hecho de que no se encuentra con frecuencia referencia a la sensibilidad
de dichos constructos respecto a los contextos (realidad del
estudiantado, diferencia entre areas del conocimiento, infraestructura
educativa, etc.) y, ademds, la elevada tendencia a mostrar

generalizaciones estaticas.

Para el cuarto paso, se decidi6 que la principal tradiciéon de
investigacion cualitativa a usar fuera la Teoria Fundamentada (Glaser &
Strauss, 1967). Inicialmente esta tradiciéon se acomoda “a la medida” ya
que en el ejercicio de estudiar deductivamente los modelos de
excelencia docente, el analisis cualitativo de datos apuntaba a encontrar
estructuras taxonOmicas y conceptuales que emergieran como
informacién manifiesta, pero sobre todo latente. Sabiendo esto ultimo, la
Teoria Fundamentada facilitaba alcanzar tal fin, sobre todo en lo
concerniente a la generacion de teoria que emerge conforme se analizan

cualitativamente los datos.
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Como quinto paso se organizaron las preguntas de investigacion que
motivaron la explicitacién de los objetivos de la investigacion. Las

cuatro preguntas de investigacion vinculadas a esta tesis doctoral son:

e Existe algin comportamiento general o estructura de
pensamiento presente en la evolucién conceptual de la
excelencia docente?

e ;Qué sucede con los modelos de excelencia docente cuando se
leen contextualmente?

e ;Cudl es la relacién entre el modelo “general” de excelencia
docente y el caso especifico para la educaciéon matematica?

e Existe alguna diferencia entre los modelos deductivos de

excelencia docente y los que se organizan inductivamente?

En relaciéon al sexto paso, esta investigacion hace uso de distintas
técnicas para la recogida de datos. En cuanto al ejercicio deductivo, se
decidié seguir un proceso de tres pasos que pretende disminuir los
efectos de la subjetividad del investigador en la toma de decisiones. Aca
el Mapeo de la Ciencia cumple un papel fundamental no sélo pare
entender la evolucion conceptual, sino para determinar los documentos
que ejercen mayor “influencia” en la investigacion en educacion y
educacion matematica Para el enfoque inductivo se disefi6 un
instrumento trifasico que explora las concepciones de docentes en
ejercicio sobre la relevancia, utilidad y evidencia de la excelencia

docente en sus propias practicas.

Respecto al séptimo paso, se decidié realizar una reinterpretacion de la
Teoria Fundamentada junto con un andlisis cualitativo de datos
siguiendo un bucle estratégico flexible. Recorrer el bucle permite ir de
un esquema de codificaciéon descriptivo a uno conceptual, con el fin de
encontrar sistemas de categorias que den cuenta de una taxonomia
conceptual que emerge de la lectura, codificacion e interpretacién de

los datos. Se optd por hacer uso de herramientas tecnolégicas como
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ATLAS.ti que hicieran que el analisis cualitativo de dato sea mas
“comodo”, siempre teniendo en cuenta que en la asistencia por
ordenador jamas reemplazard al investigador que en distintas fases del

proceso ha de tomar decisiones.

El estudio sobre la integridad y credibilidad de la investigacién, en el
octavo paso, se ha realizado teniendo en cuenta los cuatro criterios
propuestos por Guba (1981), revisandolos en detalle en todas las fases

de la investigacion.

Finalmente, respecto a la dimensiéon ética de la investigacidn, se
tuvieron en cuenta varios de los principios propuestos por Lichtman
(2012), especificamente respecto a la confidencialidad, la privacidad y el
anonimato de los datos, el consentimiento informado y wuna

interpretacion respetuosa de la informacion libre de inexactitudes.

2.4. Técnicas de recogida de datos

En la Tabla 2.1 se relacionan nuevamente las cuatro preguntas que
motivan esta investigacion y la informaciéon orientada a aportar
evidencias sobre los datos para responder a cada una de ellas.
Especificamente, respecto a la recogida de los datos (tanto deductivos
como inductivos), aparece la informacién sobre la naturaleza de los
mismos y las técnicas e instrumentos que se utilizaron para recogerlos.
También se incluye un esbozo sobre las estrategias utilizadas en el
estudio de la integridad y credibilidad de la investigacion, a la luz de las

cuatro preguntas de investigacion.

En las secciones 2.4.1.1, 2.4.1.2 se exponen las estrategias y
procedimientos metodolégicos utilizados para recoger los datos en el
ejercicio deductivo. El proceso de selecciéon consta de tres pasos que
intentan garantizar que los efectos de la subjetividad del investigador

sean los minimos posibles, pero sin olvidar que esta investigacion es de
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corte cualitativo y la subjetividad, por otra parte, juega su papel en el
analisis e interpretacion de datos como elemento ineludible y de vital
importancia. El segundo de estos pasos incluye el uso del Mapeo de la
Ciencia, especificamente del analisis de co-citacion y similitud para la
busqueda de documentos que ejercen influencia sobre la investigacién
en educacion en general y en educacion matematica en torno al
concepto de excelencia docente. En la seccién 2.4.1.3 se expone en
detalle el instrumento utilizado para recoger datos de tipo inductivo, es
decir, desde la perspectiva del docente en ejercicio sobre el concepto de

excelencia docente.
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Tabla 2.1. Planeamiento para la recogida de datos
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2.4.1.1. Recogida de datos para el ejercicio
deductivo

Decidirse por las “semillas”

La recogida de datos en el ejercicio deductivo consistio en tres pasos.
Estos pasos se decidieron incluir con el fin de hacer que los efectos de la
subjetividad del investigador quedasen reducidos en la mayor medida
posible en términos de decisiones sobre la informacién a incluir en el

analisis documental.

Inicialmente se parti6 de una seleccion de 13 revistas especializadas en
enseflanza de las matematicas, formacién docente y la educaciéon en
general. Se escogieron porque en ellas se hace explicita una amplia gama
de aspectos de los temas antes mencionados. Con el fin de explorar el
contenido mas reciente en el &mbito de estudio de la excelencia docente,
se procedié a revisar la producciéon académica mas reciente en estas
revistas. Como un primer paso se revisaron 927 ejemplares de revistas
de este siglo (publicadas entre el afio 2000 y principios del 2014) para
después, tras una cuidadosa revisiéon de sus listas de contenidos y
resumenes, seleccionar 128 articulos, distribuidos como se muestra en
la Tabla 2.2.

Journal Vol. No. No.
issues papers

European Journal of Teacher Education 23-37 52 25
Journal of Teacher Education 51-65 72 24
Educational Studies in Mathematics 41-86 115 5
Journal of Mathematics Teacher Education 3-17 75 12
Journal of College Teaching and Learning 1-11 102 16
Teaching and Teacher Education: An International 16-43 119 12
Journal of Research and Studies

Enseflanza & teaching: revista interuniversitaria de 17-37 25 3
didactica
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International Journal of Science and Mathematics 1-12 58 4
Education

Asia-Pacific Journal of Teacher Education 28-42 52 8
Teachers and Teaching 6-20 77 5
Teaching in Higher Education 5-19 78 7
Applied Measurement in Education 13-27 59 2
Australian Journal of Education 44-58 43 5

Tabla 2.2. Informacion general de las revistas consultadas para llevar a cabo la
revision: primer paso.
Después de examinar la lista Journal Citation Reports (JCR) 2013
(Thomson Reuters, 2014) de las revistas sobre educaciéon e
investigacion educativa y ubicando en ésta la seleccién de revistas que
surgieron del paso uno, se determind que era necesario tomar algunas
otras revistas en consideracidn. Esta nueva selecciéon se ampli6 y tuvo
representantes de todos los cuartiles de la lista JCR. Se incluyeron un

total de 25 nuevas revistas.

El segundo paso en la seleccion de los documentos se llevd a cabo
utilizando el software Publish or Perish (Harzing, 2014) , un util
programa que funciona con las bases de datos de Google Scholar y
Microsoft Academic Search; este motor de buisqueda recupera y analiza
citas académicas. Se seleccionaron los articulos con la siguiente
condicion: en el titulo, resumen o palabras clave deberia aparecer al
menos uno de los siguientes términos clave: "excelencia docente",
"competencia profesional”, "evaluacién docente", "eficacia”, "calidad de
la ensefianza", "eficacia docente", "calidad", "caracteristicas de los
docentes", "competencias docentes" y "profesor cualificado"3. Una nueva
lista de 916 documentos fue compilada, incorporando a la seleccién

inicial inicamente el 10,7% de ellos (98 documentos). Se seleccionaron

3 Esta busqueda se realizd tanto en espafiol como en inglés.
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los articulos cuyo contenido en realidad si se correspondiera con los

términos claves.

Esta nueva lista completa incluye 226 trabajos procedentes de 38

revistas, distribuidas como se muestra en la Tabla 2.

Journal Quartile Vol. No. No.
Issues papers

Review of Educational Research 1 70-84 55 4
Educational Research Review 1 1-13 24 3
Learning and Instruction 1 10-33 89 1
Educational Researcher 1 29-43 131 8
Science Education 1 84-98 88 2
Studies in Science Education 1 35-50 22 1
American Educational Research Journal 1 37-51 66 10
Journal of Teacher Education 1 51-65 72 24
Research in Science Education 1 30-44 68 3
Teaching and Teacher Education 1 16-43 119 12
Higher Education 2 39-68 148 3
Elementary School Journal 2 100-114 65 2
Harvard Educational Review 2 N/A 58 1
Journal for Research in Mathematics Education 2 1-3 8 3
Assessment & Evaluation in Higher Education 2 25-39 94 7
Journal of Education Policy 2 15-29 89 7
Comparative Education Review 2 44-58 59 1
Review of Research in Education 2 25-38 14 4
Journal of Educational Research 2 94-107 82 7
Asia-Pacific Education Researcher 2 15-23 23 2
Educational Studies in Mathematics 2 41-68 115 5
Teachers College Record 3 102-116 169 12
The Australian Educational Researcher 3 27-41 47 4
Journal of Education for Teaching 3 26-40 56 3
Applied Measurement in Education 3 13-27 59 2

53



Teaching in Higher Education 3 5-19 78 7
Educational Review 3 52-66 54 1
Oxford Review of Education 3 26-40 74 2
European Journal of teacher Education 3 23-37 52 26
Teachers and Teaching 3 6-20 77 5
International  Journal of Science and 3 1-12 58 4
Mathematics Education

Asia-Pacific Journal of Teacher Education 4 28-42 52 8
Educational Studies 4 26-40 66 5
Australian Journal of Education 4 45-58 43 5
Review of Higher Education & Self-Learning N/A 1-5 16 1
Journal of Mathematics Teacher Education N/A 3-17 75 12
Journal of College Teaching and Learning N/A 1-11 102 16
Enseflanza & Teaching: revista N/A 17-37 25 3

interuniversitaria de didactica

Tabla 2.3. Informacion general de las referencias consultadas: segundo paso, lista
de semillas.

2.4.1.2. El uso del Mapeo de la Ciencia via Redes
de co-citacion y similitud: La busqueda de
colegas invisibles y estudio de los
patrones de evolucion

Trabajando con la seleccidén inicial documental.

Aunque la ultima seleccién fue bien justificada y los filtros que se usaron
fueron escogidos lo mdas objetivamente posible, la subjetividad del

investigador aparece tangencialmente en la etapa de toma de decisiones.

Ademas, siempre se tuvo presente el hecho incuestionable de que
algunos documentos relevantes no se hubiesen tenido en cuenta -

algunos debido a la ventana temporal y algunos debido a la forma en
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que se llevo a cabo el proceso de seleccidn. Para resolver este problema
se decidié hacer uso de algunas técnicas del Mapeo de la Ciencia, en
concreto un analisis de co-citacion con base en la previa seleccién de

articulos.

En primer lugar, se queria detectar alguna similitud entre los autores,
especialmente algunos de los que estuvieron, probablemente, fuera de la
lente de seleccién inicial, los que ejercen la mayor influencia en la
disciplina (Gmiir, 2003) y que podrian constituir el nicleo de esta
literatura (Small, 1973). Con el fin de identificar estos "focos de
investigacién" (Braam, Moed, & van Raan, 1991), el andlisis de co-
citacion que se utilizé en esta tesis doctoral estudié estructuras de
investigacién cientifica basadas en citas y co-citas (Gmiir, 2003), y a
diferencia del acoplamiento bibliografico (fijo y permanente) muestra
que la literatura es coherente y que cambia inteligiblemente a lo largo
del tiempo (White & McCain, 1998). Funciona utilizando como punto de
partida una red basada en la relacién que cuenta la frecuencia con que
dos articulos escritos previamente son citados juntos en algun articulo
perteneciente a la literatura posterior. Sabiendo que cada documento es
representado por un nodo, si dos documentos se citan juntos desde otro,
entonces ellos se unen con una arista que los conecta e indica que estan
co-citados (ver Figura 2.4). Bajo esta comprensién aparentemente
elemental, es posible detectar grupos de cientificos y sus publicaciones,
y asi llegar a conclusiones acerca de la estructura interna de una
disciplina de investigacion especifica, o para revelar posibles
paradigmas (Small, 1980).

B c
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Figura 2.4. Ejemplo de red de co-citacion (nodos y aristas)

El esquema general en el andlisis del Mapeo de la Ciencia tiene varios
pasos: recuperacion de los datos, pre-procesamiento, extraccion de
redes, normalizaciéon, mapeo, analisis y visualizacién (Cobo, Lépez-
Herrera, Herrera-Viedma, & Herrera, 2011). Haciendo uso de la
informacién bibliografica proporcionada por la base de datos Web of
Science, decidimos Illamar “semillas” al subconjunto inicial de
documentos, pues éstos generarian las nuevas estructuras

organizativas.

Todo el procesamiento (que incluye pre-procesamiento, extraccién de
redes, normalizacion, mapeo, andlisis y visualizacion) de la informacion
puede ser desarrollado haciendo uso de alguna herramienta tecnolégica
para el Mapeo de la Ciencia. Hay una plétora de programas muy
interesantes que permiten estudiar la dindmica y evolucién del
conocimiento cientifico (Cobo et al, 2011). Decidimos hacer uso del
software Sci2 (Science of Science) (Sci2Team, 2009) porque todo el
conjunto de herramientas fue especificamente disefiado para elaborar
estudios sobre la dindmica del conocimiento cientifico, y todas sus
funcionalidades permiten generar una cantidad abrumadora e

interesante de resultados bibliométricos con los datos.

Inicialmente se extrajeron de la lista de semillas una red de citas
(quotations) conformada por 6802 nodos (lo que significa que la lista de
226 documentos en realidad hace referencia a mas de otros 6000
documentos, cerca de 47 referencias por articulo), y 7508 aristas
dirigidas (el total nimero de citas directas en el conjunto de datos). El
analisis de redes en Sci2 (NAT) mostré que el mayor componente
conectado constaba de 6576 nodos (lo que demuestra que la historia de
este tema estd fuertemente cohesionada internamente), y so6lo 8
componentes débilmente conectados sin nodos aislados. En la Figura 2.5

se observa un acercamiento a la complejidad de la red de co-citacidon. Se
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trata del comportamiento de los 1000 nodos principales en los que se

empieza a apreciar protagonismos y agrupaciones interesantes.

A continuacion se extrajo la red de co-citacién y similitud, que tenia el
mismo numero de nodos (articulos citando o citados), pero con un
notable crecimiento del nimero de aristas (de 7508 a 299,137 - un
aumento de 40x) porque cada vez que dos articulos se citan juntos
obtienen una arista entre ellos, y de acuerdo con el NAT cada

documento se cita junto con un promedio de otros 87 documentos.
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Figura 2.5. Grafico de arbol radial de la red de similitud y co-citacion: 1000 nodos
principales.
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Con el fin de hacer un analisis incisivo y tener una visualizacién mas
clara de esta red, se decidi6 reducir significativamente su tamafio
mediante la supresién (conservadora) de aristas entre nodos a menos
que hubieran sido citados mas de una vez, y eliminando al mismo
tiempo cualquier futuro nodo aislado. Tal estrategia nos dej6 con 1104
bordes y 6802 nodos, 6447 de los cuales fueron aislados, documentos
que ya no estaban conectados a la red. Finalmente, se tiene una red de
similitud y co-citaciéon (Figura 2.6) sin nodos aislados y con aristas
entre nodos que que hayan sido co-citados mas de una vez. Consta de
355 nodos y 1104 aristas.

- o
. & J o:. o: ° ) :..:... .' .
S AW S .',; ’.} ;
.:. y oo @ . e ® . =
° ® v ':... o.o. :..:......U . °®
L = ".'.: :: o ¢ °
LI .y

58



Figura 2.6. Red de similitud y co-citacion

Familias de datos clusterizados

Tras el ejercicio de depuracidn de la red se pudo apreciar una particular
agrupacion en los nodos. Se observaron zonas de alta densidad* que
permitieron distinguir grandes grupos que a su vez se asociaban con
otros un grupo de tamafio notable desconectado de los otros y algunos
pequefios grupos de nodos aislados. Cada grupo denso fue considerado
o denominado como una familia. El agrupamiento familiar se puede
observar en la Figura 2.7. Lo que caracteriza a cada familia es una
afinidad tematica muy bien definida, todos los nodos de una misma

familia se basan en un tema en particular.

4 . . ~
Cuando se habla de zona de alta densidad se refiere a zonas pequefias con un
alto nimero nodos.
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Figura 2.7. Red de co-citacion y similitud. Agrupacion via familias
Aunque el objetivo no es describir ampliamente la selecciéon de los

trabajos definida previamente, podria ser esclarecedor y digno de

mencion revisar algunos matices importantes que inicialmente
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caracterizan cada uno de los grupos. Esto ultimo se expondra en la
seccion 3.2.

Las familias 1, 2, 3, 4 y 5 pueden observarse a continuacién (Figura 2.8,
Figura 2.9, Figura 2.10, Figura 2.11 y Figura 2.12, respectivamente).

Figura 2.8. Familia 1 de la red de co-citacién
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Figura 2.9. Familia 2 de la red de co-citacién
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Figura 2.10. Familia 3 de la red de co-citacion
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Figura 2.11. Familia 4. Red de co-citacién

Figura 2.12. Familia 5 de la red de co-citacion

Como se puede observar de la Figura 2.7 a la Figura 2.12, no todas las
aristas y nodos tienen el mismo grosor o tamafio. Dos documentos co-
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citados con mayor frecuencia tienen aristas mas gruesas y los nodos
mas grandes tienen asignados un indice global de citacién mayor. Este
ultimo indicador depende de la informacion en el Web of Science y por

ende debe leerse e interpretarse con prudencia.

Con el fin de estudiar los miembros de cada familia se decidié revisar
qué nodos integraban cada grupo. Teniendo claro el hecho de que todos
los nodos se organizaban por tematicas similares, se opt6 entonces por
trabajar las familias una por una. Asi, se decidi6 incluir todos los nodos
notablemente principales y visibles, es decir, los nodos con mayor indice
global de citacion -nodos con radio mayor- y nodos que eran extremos
de las aristas mas gruesas, es decir, pares de nodos altamente co-
citados. Se observo, ademads, la existencia de nodos que no fueron
tomados en cuenta antes pero que tenian un papel interesante en las
familias: los nodos con "alta conectividad" - nodos donde concurren un

gran nimero de aristas.

Esta caracterizacion organiza 83 nodos distribuidos tal y como se
muestra en la Tabla 2.4. La primera fila, que lleva por nombre “esquema
inicial”, cuenta los nodos correspondientes a extremos de aristas
gruesas, asi como nodos de radios mas grandes. La segunda fila, que
lleva por nombre “alta conectividad”, cuenta los nodos desde los cuales

se despliegan un niimero alto de aristas.
El esquema final

Con la identificacion de los miembros de cada familia y comparandolos
con la lista de semillas originales, se reconocié la ocurrencia de 11
documentos iniciales dentro de la nueva red. Las semillas fueron
asignadas en este esquema por familias, para terminar siendo

clasificadas tal y como aparece en la Tabla 2.4.
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2. Teacher 3. Teacher

knowledge/ 4. 5.
1. effects on . .
education, Reflective Teacher
Assessment student .
. Theoretical teacher efficacy
achievement
models

Initial
Scheme 6 20 11 11 12
High
Connectivity 3 3 1 4 12
Seeds 56 6 106 4 43
Total 65 29 118 19 67

Tabla 2.4. Esquema final. Conformacion de las familias

Asi, finalmente se dispuso de una seleccion de 298 documentos
cientificos: articulos, libros, capitulos de libro, politicas de educacion,
reportes, tesis doctorales, etc. La lista completa de estas referencias se

puede revisar en el Anexo 1.

En la seccién 3.2 se muestra en detalle la interpretacién de los
resultados que se generaron, haciendo uso del Mapeo de la Ciencia, con
respecto al concepto de excelencia docente.

2.4.1.3. Recogida de datos para el ejercicio
inductivo: Instrumento trifasico

El instrumento en linea que se utilizd6 para estudiar los modelos
inductivos de excelencia docente consta de 3 apartados. Aunque cada
componente tiene un objetivo especifico, las tres se complementan entre
si y permiten revisar la completitud del modelo deductivo de excelencia
propuesto en la seccidn 3.3. La tercera fase es opcional y depende, entre

otros aspectos, del uso de Twitter.
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Estudio sobre la excelencia docente

Home

Universidad deValladolid

Click here to go to the ENGLISH version!

iBienvenida/o v gracias por participar!

Nos complace invitarle a participar enla cumplimentacién de un cuestionario vinculade a una investigacién sobre la excelencia docente, en <l marco de una
ke dsckonal
eseests

El tiempo estimado mixima para 2 este cnestionario es de o mi Le agradsceriamos sinceramente que, en casa de colaborar con el estudio,
pudiera enviar ssrespuestas antes del dia 25 de julio de z015.

» Paraempezar, por favor haga €11C A1 o vaya a Fases 1-3 en el meni supericr de esta pagina.

* Cuandotermine con las Fases 1-2, por favor continfie con la Fase 3 accediendo a ella desde el ment superior de esta pagina,

Home

Figura 2.13. Sitio web del instrumentos

El instrumento se inicia con la revisiéon de las siguientes variables

demograficas:

e Edad

e Sexo

« Afios de experiencia docente

« Nivel de ensefianza

« Disciplina de ensefianza

« Nivel maximo de educacion

e E-mail

* Descripcion breve como docente

> http:/ /estudioexcelenciadocente.blo gspot.com.es/
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Fase 1

Las observaciones que se enuncian a continuacion (para las fases 1, 2 y
3) hacen referencia a la primera propuesta para el instrumento. Esta
propuesta fue evaluada y discutida en un comité de expertos como
ejercicio de triangulacion. Una vez tenidas en cuenta las observaciones
que emergieron de dicha triangulacién, se tomaron las decisiones
oportunas en cuanto a las variables finales que constituirian el

instrumento.

La fase 1 del instrumento es un cuestionario de 30 items en escala
Likert. Estos treinta items que constituyen esta primera fase fueron
inspirados en distintas propuestas que aparecen en la literatura (Beck,
Livne, & Bear, 2005a; Burnett & Meacham, 2002; Carruth & Carruth,
2004; Cheng, Rogers, & Wang, 2008; Edmunds, 2008; Fajardo, Nuviala,
Rodriguez, & Mufioz, 2012; Ferndndez & Vivar, 2008; Freeman, 1995;
Gibson & Dembo, 1984; Havelka, Beasley, & Neal, 2005; Keen, Pennell,
Muspratt, & Poed, 2011; Koster, Brekelmans, Korthagen, & Wubbels,
2005; Koster & Dengerink, 2001; Koutrouba, 2012; Moore & Kuol, 2005;
Riggs & Enochs, 1990; Rose & Medway, 1981; Rosenshine & Stevens,
1986; Soodak & Podell, 1996; Tschannen-Moran, Hoy, & Hoy, 1998;
Ware & Kitsantas, 2007) y fueron seleccionadas del conjunto de
documentos primarios definidos en la secciéon 2.3. Se revisaron 22
textos y se clasificaron segun el enfoque y el tipo de producto que se le

vinculaba.

En la Tabla 2.5 pueden observarse los titulos y la clasificacién de los
veintidos textos tenidos en cuenta para esta fase. Ademas se incluye una

ultima columna en la que se especifica qué tipo de producto agregan.

Reference Focus Type

Teacher self-report on learner | Engagement
engagement strategies in the | Performance

early years classroom Relationship with students

Students evaluating teachers: | Formative teaching evaluation | Interview

List of
items
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exploring the importance of
faculty reaction to feedback on
teaching

Relationship with students

Using Alternative Lenses to

Examine Effective Teachers' Performance List of
Use of Technology with Low- items
Performing Students
Evaluation Of College Faculty: | Relationship with students .
. List of

What Do Accounting Students Perf items
Really Think? eriormance
Teachers' self-assessment of
the effects of formative and
summative electronic Performance Scale
portfolios on professional
development
Assessment purposes and
procedures in ESL/EFL Performance Interview
classrooms
Teacher efficacy: A construct | Efficacy

i dati - — Scale
validation. Relationship with students
Measuring the Quality of Relationship with students .

LS List of
Teaching in Elementary Perf items
School Classrooms eriormance
An Analysis of the Relative Teacher characteristics
Importance Of Criteria Used Performance List of
On Student Evaluation of .

. . items
Teaching Effectiveness Relationship with students
Instruments
Teacher and collective efficacy .

. . ) List of
beliefs as predictors of Efficacy .
. ; items
professional commitment
Autoevaluacion de la Performance .

C g . List of
adquisicién de competencias Effi items
profesionales en los maestros lecacy
Teacher Efficacy: Its Meaning | Efficacy Scale
and Measure Relationship with students
Teacher efficacy: toward the Efficacy .

. . List of
understanding of a multi- Perf. items
faceted construct eriormance
Measurement of teachers'
beliefs in their control over Performance Scale
student outcome
Toward the development of an
elementary teacher's science

Performance Scale

teaching efficacy belief
instrument
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A profile of the effective Relationship with students

teacher: Greek secondary Efficacy List of
education teachers’ Teacher characteristics items
perceptions Performance

Teaching functions List of
(Handbook of research on Performance .

. items
teaching)

Towards a Professional Performance List of
Standard for Dutch Teacher Teacher characteristics items
Educators Relationship with students

i . g Performance List of
Quality requirements for Teacher characteristics . st o
teacher educators - — items

Relationship with students

Evaluacién de la docencia, Performance ;

. . : List of
aproximacién a una realidad Relationship with student items
educativa en la Universidad elationship with students
Peer Assessment by Groups of

Scale
Group Work

Tabla 2.5. Documentos utilizados para el disefio de la fase 1

La informacion proveniente de esta seleccion se complement6 con el
esquema de categorias y subcategorias que se describe en 2.3. Los 30
items se organizan en 6 categorias (capas del modelo deductivo®), que
se despliegan a su vez en subcategorias mas especificas. Aunque se
recorre todo el modelo, se tiene en cuenta que algunos matices deben
revisarse mas de cerca y con mas libertad. Por esta razon, se proponen
otras dos fases que complementan la primera, y que éstas se centran en

la interpretacion de cada uno de los docentes participantes.

La opinion de los docentes en cada uno de los items se clasifica en una
escala de seis niveles (de 1 = altamente irrelevante hasta 6 = altamente
relevante) y examina tres escenarios: La relevancia del item dentro de la
excelencia docente, la relevancia personal que los docentes atribuyen a

este item, y la presencia del mismo en su ejercicio docente. En la Tabla

6 Este concepto se definird mas adelante en la seccién 3.3
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2.6 se observa la primera propuesta para

instrumento.

items de la fase 1 del
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Relevancia en la Relevancia Presencia en la
excelencia docente personal practica
Categoria/capa Subcategoria 12 3 45 6 12 3 45 6 12 3 45 6

Relacion nsi 0z

elaclo CONSIEO | Aytoevaluacion

mismo

Re.lacién consigo el

mismo

Relacion consi . o

. 80 Liderazgo positivo

mismo

Relacion consigo 2

. Autonomia

mismo

Relacion consigo 0z

] Devocion

mismo

Relacion con la

Conocimiento de

los

epistemologia contenidos
Relacion con la o

. q Experiencia docente
epistemologia
Relacion con la | Conocimiento
epistemologia pedagégico
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Relacién con la ..

9 . , Conectividad
epistemologia
Relacién con la .. .

10 : 2 Integracién curricular
epistemologia
Relacién con suf ...,

11 2 Dialogo
practica
Relacién con su ..

12 . Descubrimiento
practica
Relacién con su ..

13 2 Explicaciones verbales
practica
Relacion n .,

14 e,ac.o €0 SU Evaluacién
practica

15 Relacién con su | Disefo formativo de la
practica actuacion

16 Relacién con los | Alcance de la
estudiantes enseflanza
Relacié 1 .,

17 | ~elacon con 08 Reto/motivacion
estudiantes

18 Relacién con los | Apertura a la
estudiantes diversidad
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Relacién con los

Responsabilidad  del

= estudiantes estudiante

20 Relac1.on con los Influencia
estudiantes
Relacién con la . .

21 comunidad Trabajo en equipo

22 Relaao.n con .= Tareas colaborativas
comunidad

23 Relaao.n con la Evaluacion de pares
comunidad

24 Relacién con la | Transferencia
comunidad /Permeabilidad
Relacién con la e

25 . Multidisciplinariedad
comunidad

26 Relacion con el sistema | Paradigmas de
de educacion educacion
Relacié I si s L

27 | helacon c.o,n el sistema Politicas de educacién
de educaciéon

28 Relacidon con el sistema Actitud critica

de educacion
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29

Relacion con el sistema
de educaciéon

Disefio curricular

30

Relacion con el sistema
de educaciéon

Calidad

Tabla 2.6. items para la fase 1 del instrumento

74



Marco y disefio metodoldgicos

Fase 2

La fase 2 es un espacio abierto para el debate que se compone de cuatro
casos. Los casos se basan en los Student Evaluation Standards
(Gullickson, 2003) y se han adaptado a los objetivos de investigacion. Se
ha elegido explorar mas en detalle una de las capas del modelo: la
relacion con los estudiantes, asi como revisar especificamente el
escenario de la evaluacion. Se ha escogido explorar la evaluacién ya que
aunque pertenece inicialmente a la capa de relacién con los estudiantes,
es una componente transversal a las seis capas que componen el

modelo.

Los Student Evaluation Standards se organizan en cuatro categorias

diferentes:

1. Los estandares de idoneidad ayudan a asegurar que las
evaluaciones de los estudiantes que se llevan a cabo son legales,
éticas, y que tienen debidamente en cuenta el bienestar de los
estudiantes que se estan evaluando y el de las otras personas
afectadas por los resultados de la evaluacion.

2. Los estandares de utilidad ayudan a asegurar que las
evaluaciones de los estudiantes sean utiles. Las evaluaciones
utiles de los estudiantes son informativas, oportunas e
influyentes.

3. Los estandares de viabilidad ayudan a asegurar que las
evaluaciones de los estudiantes puedan ser implementada como
estaba previsto. Las evaluaciones viables son practicas,
diplomaticas y con apoyo adecuado.

4. Los estandares de precision ayudan a asegurar que la
evaluacién de los estudiantes produzca una buena informacion
sobre el aprendizaje y el rendimiento del estudiante. Esta
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EL CONCEPTO DE EXCELENCIA DOCENTE

informacién conduce a interpretaciones validas, conclusiones
justificables y un seguimiento adecuado.

En esta fase de aplicacion del instrumento, el docente se enfrenta a cada

uno de los casos y expresa su opinion al respecto. Para ello puede seguir

algunas preguntas propuestas para arrojar luz sobre la interpretacion.

El objetivo de esta fase es identificar como los docentes "viven" la

excelencia docente en sus propias practicas.

Los casos que componen esta fase son:

1.

Idoneidad

Estandar: El tratamiento de los estudiantes. Los estudiantes
deben ser tratados con respeto en todos los aspectos del proceso
de evaluacién, de manera que su dignidad y oportunidades para
el desarrollo educativo se realcen.

Caso ilustrativo: Cuando el Sr. Lang, un profesor de ciencias de
noveno grado, mostroé los resultados de la prueba de la Unidad 3,
aprovech6 para decirle sus estudiantes que estaba encantado
con sus logros. Resalt6 que habian mostrado un gran interés en
el tema de los insectos en toda la unidad, estudiado mucho,
recogido muchas muestras y producido un informe muy bien
articulado.

Entonces, sin previo aviso o discusion, el Sr. Lang nombro a los
tres estudiantes de la clase que habian recibido las mejores
calificaciones. Todo esto se hizo como una actividad centrada en
la "fiesta del aprendizaje”, en la que todos los estudiantes
celebraban el aprendizaje que habia tenido lugar y el trabajo
bien hecho. Sin embargo, mas tarde, durante la misma clase, el

Sr. Lang critic6 abiertamente a dos estudiantes cuyos proyectos
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Marco y disefio metodoldgicos

no cumplieron con sus estandares de calidad y cuyas

calificaciones estuvieron muy por debajo del promedio general.

e ;Te sientes identificado/a con el Sr. Lang y la situacién
descrita en este caso? Por favor, proporciona una breve
justificacién de tu respuesta.

e A partir de la particularidad de tu propia practica, ;como
actuarias respecto de lo que se muestra en este caso?

Utilidad

Estandar: Orientacion constructiva. Las evaluaciones de los
estudiantes deben ser constructivas, por lo que resultan ser
decisiones educativas que estdn pensadas para el mejor interés

del estudiante.

Caso ilustrativo: Tanya, una estudiante de primaria, trajo a casa
una historia que habia escrito en respuesta a la siguiente tarea:
“escribir una historia sobre alguien o algo de quien o que te
preocupas profundamente”. La tarea pretendia evaluar la
capacidad de escritura de los estudiantes después de un periodo
de enseflanza de la escritura, e identificar las fortalezas y
debilidades de los mismos.

Cuando los padres de Tanya leyeron la historia, se encontraron
con una narracion conmovedora de un evento que habia
ocurrido recientemente en su familia. Varias semanas antes, le
habian regalado a Tanya un gatito por su cumpleafios. Por
desgracia, la hermana de Tanya era alérgica la nueva mascota, y
tenia que ser devuelta a su duefio original. Obviamente, Tanya

estaba molesta. Todo esto estaba escrito en su historia. La
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EL CONCEPTO DE EXCELENCIA DOCENTE

narrativa no era sofisticada en el lenguaje o la sintaxis, pero si en
el detalle de los eventos y claramente representaba las fuertes
emociones que rodearon el regreso del gatito.

Tanya escribi6é tres cuartas partes de la pagina para contar su
historia. Sus padres se sorprendieron al ver que su calificacion
fue la minima posible. Le preguntaron a Tanya si sabia por qué
habia recibido esa calificaciéon. Tanya dijo que el profesor le
habia dicho que debia llenar la pagina completa con el relato.
Luego, Tanya colocé el papel sobre la mesa de la cocina y dijo:

"iNunca voy a ser buena escribiendo, no puedo hacerlo bien!"

e ;Te sientes identificado/a con la situacidon descrita en este
caso? Por favor, proporciona una breve justificacion de tu
respuesta.

e A partir de la particularidad de tu propia practica, ;cdmo
actuarias respecto de lo que se muestra en este caso?

3. Viabilidad

Estandar: Soporte de la evaluacion. Se debe proporcionar el
tiempo y los recursos adecuados para las evaluaciones de los
estudiantes, de manera que se puedan planificar e implementar
eficazmente, comunicar sus resultados totalmente, e identificar

las actividades de seguimiento apropiadas.

Caso ilustrativo: El Sr. Hernandez, profesor de estudios sociales
de octavo grado, desarroll6 una estrategia para la realizacién de
las pruebas del contenido del curso. Preocupado por la cantidad

de tiempo que toma la ensefianza de los contenidos, determind

que el tiempo, pensado como un recurso, debe ser el mismo para
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todos los estudiantes. Como resultado, se establecid la regla de
que todos los estudiantes tengan la misma cantidad de tiempo
para completar las pruebas. Todos los estudiantes comenzaran
la prueba, al mismo tiempo, y cuando el primer estudiante
termine, se solicitard que todos los demas se detengan y
entreguen sus respuestas. Esta estrategia reduce la cantidad de
tiempo requerido para la prueba y proporciona mas tiempo para

la ensefianza de los contenidos.

e ,Te sientes identificado/a las estrategias del Sr. Hernandez y
con la situacion descrita en este caso? Por favor, proporciona
una breve justificacion de tu respuesta.

e A partir de la particularidad de tu propia practica, ;como
actuarias respecto de lo que se muestra en este caso?

Precision

Estandar: Andlisis contextual. El estudiante y las variables
contextuales que influyen en su rendimiento debe ser
identificados y considerados, permitiendo que el rendimiento

del estudiante pueda ser interpretado de forma valida.

Caso ilustrativo: Carrie qued6 embarazada mientras realizaba
su bachillerato en un pequefio pueblo conservador. Dej6 la
escuela a mitad de periodo, sintiendo que no podia continuar. En
respuesta, el director de la escuela y sus profesores buscaron
formas para que pudiese completar sus estudios en casa. Con la
excepcion de biologia, era posible que Carrie estudiara el mismo
material que los otros estudiantes, realizara las mismas tareas y
tomara, bajo supervisién, las mismas pruebas de sus

compafieros
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EL CONCEPTO DE EXCELENCIA DOCENTE

Se dejo claro que el trabajo de laboratorio de la clase de biologia
no podia realizarse en casa. Carrie y su profesor decidieron una
forma alternativa para evaluar el 40% de la calificacion
correspondiente al laboratorio. En lugar de los laboratorios,
Carrie desarrollé una investigacién sobre el desarrollo del feto
humano, desde la concepcién hasta el nacimiento, y sobre las
necesidades nutricionales de un bebé durante los primeros seis
meses de vida. Ella escribié un articulo completo y recibié un
8/10 en el curso. Junto con los resultados sobre conocimientos,
un informe justificé que el trabajo de investigacion reemplazaba

al trabajo de laboratorio.

e ;Te sientes identificado/a con la situacién descrita en este
caso? Por favor, proporciona una breve justificacion de tu
respuesta.

e A partir de la particularidad de tu propia practica, ;cdmo
actuarias respecto de lo que se muestra en este caso?

Fase 3

Esta fase tiene por objeto fomentar la continuacién de la discusiéon en un

espacio virtual de microblogging, Twitter’”. Para ello, se le pide al

docente que contintie la conversacion sintiéndose libre de compartir sus

pensamientos en base a unas preguntas/afirmaciones sugeridas. Estas

preguntas fueron motivadas por una actividad propuesta en un sitio

web para docentes (Te@chThought, 2014) y que consistia en participar

en una discusion en un blog a lo largo de treinta dias y con el fin de

explorar las concepciones sobre la reflexién en el ejercicio docente. Se

’ http://www.twitter.com
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sugiere afiadir al tuit el hashtag #TeachingExcellence de manera que se

le pueda rastrear a posteriori.
Las preguntas/afirmaciones sugeridas son:

e ;Cémo se puede entender la Excelencia Docente en tu propia
practica?

e ;Quién consideras fue tu mejor maestro? ;Por qué?

e ;Por qué te consideras como un docente inspirador?

e ;Qué te gusta mas sobre ensefiar?

e ;Qué “hace” un buen docente?

e ;Cudles han sido tus mayores logros en la ensefianza?
Describelos y cuéntanos como los alcanzaste.

e ;Coémo imaginas el cambio en tu enseflanza en los préximos
cinco afos?

e Nombra tres fortalezas que tienes como educador.

e ;Cual crees que es el problema mas dificil en la educacién hoy en
dia? ;Cémo lo enfrentas en tu ensefianza?

e C(Crea una metafora/simil/analogia que describa tu filosofia de
ensefianza.

e ;Como has cambiado como educador desde que empezaste a
ensefar?

e ;Qué tendencia de aprendizaje capta mas tu atencion, y por qué?

e ;Cudl es la mejor estrategia de ensefianza para evaluar a los
estudiantes?

e ;Como describirias al que ha sido tu mejor estudiante?

e ;Cudl ha sido tu mejor estrategia pedagdgica para mejorar el
aprendizaje de tus estudiantes?

e ;Cudl es la competencia profesional docente que consideras mas

importante? ;Como la ves explicitamente en tu actuacion?
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EL CONCEPTO DE EXCELENCIA DOCENTE

Triangulacion (evaluacion) del instrumento

La triangulacién es un procedimiento metodolégico propio de la
investigacidn cualitativa que busca la convergencia entre “miiltiples y
diferentes fuentes de informacion” (Creswell & Miller, 2000, p. 126).
Existen distintos tipos de triangulaciéon (Denzin, 1970) centrados en
imprimir pluralidad a las fuentes de datos, a las técnicas de recogida de
datos o a los investigadores involucrados. Este ejercicio especifico de
triangulacién tiene como objetivo dar a conocer el instrumento a un
comité de expertos y motivar una discusiéon sobre la relevancia del

mismo.

Review of Instrument

Thank you for being part of this committee of experts!

We have designed a three-phase instrument to study the inductive models of
teaching excellence from the perspective of in-service teachers. We want to hear
your opinion about the relevance of all of its parts

Comments on the design and content were sent to your email This form is
divided into 4 parts. The first part has to do with demographic variables, and the
next three with the three phases of the instrument.

Please answer the next questions

e —
Continue » - = |
7% completed

Pouered by This content is neither created nor endorsed by Google
B Google Forms Report Abuse - Terms of Service - Additional Terms

Figura 2.14. Sitio web para la revision (triangulacion) del instrumento

En la Figura 2.14 se puede observar una captura de pantalla del sitio

web (formulario virtual) que se disefié para desarrollar la triangulacion
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del instrumento. El ejercicio consistia en evaluar cada una de las fases

del instrumento.

Junto con el formulario que cada experto debia cumplimentar, se incluia
un documento en el que se describia detalladamente el instrumento y
una lista de definiciones para cada uno de los items que intervienen en
el mismo. De esta forma, los expertos evaluaron el conjunto de variables
demograficas, los 30 items de la escala Likert (fase 1), los 4 casos (fase
2) y el conjunto de preguntas que motivarian la continuaciéon de la

conversacion en Twitter.

Asi, por ejemplo, como se observa en la Figura 2.15, en el caso de la
categoria “Relacion con los estudiantes”, se presentaban cada uno de los
items asociados a ésta y se solicitaba calificar cada uno de ellos como
“esencial”, “util, pero no esencial” y “no necesario”; ademas, se abre un
espacio para observaciones o sugerencias respecto a los iftems de esa
categoria.
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EL CONCEPTO DE EXCELENCIA DOCENTE

Review of Instrument

In order to describe the category "Relationship with students”, how relevant do you think each item is?
Essential Useful, but not essential Not neccesary
Teaching scope
Challenge/motivation
Diversity openness
Student responsability

Influence

Do you have any other observation or suggestion about the items of the category "Relationship with
students™

—

42% completed

« Back Continue »

Figura 2.15. Evaluacién de la categoria "Relacion con los estudiantes” en el
instrumento

Por otro lado, como se observa en la Figura 2.16, para la evaluacién de

cada caso se sugieren tres preguntan que motivan la discusion:

e ;Considera que el caso describe una situaciéon controversial en el
escenario de la evaluacion de los estudiantes?

e Considera que las preguntas exploran satisfactoriamente la
complejidad del caso?

e ;Tiene alguna otra observaciéon o sugerencia acerca de este

caso?
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Review of Instrument

Phase 2

The phase 2 is an open space for discussion that consists of four cases They are
based on The student evaluation ards’, and located in one ¢ t
of our proposed medet the category of the relationship with the students
specifically in the exercise of their evaluation

First case
About the first case: Do you think this case describes a controversial situation from the scenano of
evaluating students?
4
About the first case: Do you think the i i y explore the plexity of the case?
P
Do you have any other opservation or suggegtion about this case?
4

64% completed

Figura 2.16. Evaluacién de uno de los casos de la segunda fase del instrumento

Respecto a la tercera fase, se preguntd al experto lo siguiente sobre la
seleccion de preguntas que motivaban la continuacién de la

conversacion en Twitter:

e ,Considera que las preguntas estan bien descritas y son

relevantes en la discusion?
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e ;Tiene alguna otra observacion o sugerencia sobre estas

preguntas?

La invitacién a participar en el comité de evaluacién se extendié a diez

expertos. Finalmente

triangulacion. En la Tabla 2.7 puede observarse

brevemente sobre ellos a continuacion.

seis de ellos conformaron el grupo de

y se comenta

Experto/a

Caracteristicas y afiliacién

Ciudad y pais

Experto/a 1

Doctor/a en Educaciéon
Matematica.

Assistant Professor
Department of Secondary and
Middle School Grades

Kennesaw State University

Kennesaw, Estados Unidos

Profesor/a Titular
Universitario
Universidad de Valladolid

Experto/a 2 Postgraduate certificate in | Milan, Italia
Education
Head teacher
Saint Louis School
Experto/a 3 Doctor/a en Educacién | Huelva, Espafia
Matematica
Profesor Titular Universitario
Universidad de Huelva
Experto/a 4 Profesor/a de  Educacién | Valladolid, Espafia
Secundaria y Bachillerato
Amplia experiencia y dilatada
trayectoria
Galardonado/a con distintos
premios de innovacién
docente
Experto/a 5 Doctor/a en Matematicas Valladolid, Espaiia
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Experto/a6 | v Doctor/a en Filosofia y | Segovia, Espafia
Ciencias de la Educacién

v' Profesor/a Titular
Universitario

v" Universidad de Valladolid

Tabla 2.7. Comité de expertos para la evaluacién (triangulacion) del instrumento

De este ejercicio de triangulacion emergieron observaciones muy
interesantes y relevantes que sin duda afinaron mucho mas el

instrumento.

Después de haber tenido en cuenta estas observaciones, se decidi6 lo

siguiente:

1. Que la primera fase quedase conformada por los siguientes
items:
a. Relacion consigo mismo
i. Autoevaluacion
ii. Reflexion
iii. Liderazgo positivo
iv. Autonomia
v. Devocién
b. Relacion con la epistemologia
i. Conocimiento del contenido
ii. Experiencia docente
iii. Conocimiento pedagogico general
iv. Conocimiento pedagégico del contenido
v. Conocimiento del curriculo
c. Relacidén con su practica
i. Creatividad
ii. Descubrimiento

iii. Habilidad comunicativa
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iv. Evaluacién
v. Flexibilidad
d. Relacién con los estudiantes
i. Eficacia docente
ii. Motivacion
iii. Apertura a la diversidad
iv. Didlogo
v. Influencia
e. Relacién con la comunidad
i. Trabajo en equipo
ii. Proactividad
iii. Ewvaluacion por otros
iv. Transferencia/permeabilidad
v. Conexiones multidisciplinares
f. Relacién con el sistema educativo
i. Aplicacidn de filosofias de educacién
ii. Integracién de politicas de educacion
iii. Actitud analitica y critica
iv. Disefio curricular
v. Perspectiva competencial
2. Que la segunda fase estuviera conformada por dos casos y dos
afirmaciones. La inclusién de afirmaciones dié mas libertad al
docente para compartir su experiencia personal sobre la
excelencia docente. Siendo mas concretos, esta fase estuvo
conformada por el caso de Mr. Lang, el caso del Sr. Hernandez y
las dos afirmaciones sobre una “orientaciéon constructiva” y un
“analisis contextual”, tal y como aparecen en la descripcion de la
fase dos que aparece en esta seccion.
3. Que las preguntas de la fase tres se reorientaran y que se

agregaran algunas mas, quedando de la siguiente forma:
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;Como se refleja la excelencia docente en su propia
practica?

;Quién considera que fue su mejor docente? ;Por qué?
;Por qué se considera docente inspirador?

;Qué es lo que mas le gusta acerca de la ensefianza de su
disciplina?

:Qué “hace” un buen docente?

Escriba acerca de sus mayores logros en la docencia.
Describalos y cuéntenos cémo los ha alcanzado.

;.Como imagina el cambio en su docencia en los proximos
cinco afios?

Nombre tres fortalezas que tiene como docente.

(Cudl cree que es la mayor dificultad que atraviesa la
educacion hoy en difa? ;Como la afronta en su propia
practica docente?

Cree una metafora/simil/analogia que describa su
filosofia de ensefanza.

(Como ha cambiado como docente desde que empezé a
ensefiar?

;Qué tendencia de aprendizaje capta mas su atencion, y
por qué?

;Cudl cree que es una buena estrategia docente para
evaluar a los estudiantes?

;Como describiria al que ha sido su mejor estudiante?
;Cudl ha sido una de sus buenas estrategias pedagogicas
para mejorar el aprendizaje de sus estudiantes?

;(Cudl es la competencia profesional docente que
considera mas importante? ;Como la ve explicita en su

actuacion docente?
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e ;COomo ha cambiado la manera en la que ve su disciplina

alo largo de su experiencia docente?

e ;Hasta qué punto considera dificil la ensefianza en su

disciplina? ;Tiene alguna estrategia para hacer que su

disciplina sea mas accesible a sus estudiantes?

2.4.1.4. Participantes en el ejercicio inductivo

Una vez cerrado el disefio del instrumento, se decidi6 invitar a

participar a distintas asociaciones de profesorado, tanto de educacion

matematica como de educacién en general. Ademas, aprovechando la

acogida del Bagwell College of Education, donde se realizé una estancia

doctoral de tres meses, se invité a los profesores del departamento de

Secondary and Middle Grades Education a participar del ejercicio de

investigacidn.

A continuaciéon se muestran las distintas asociaciones a las que se envi6
invitacion a participar (Tabla 2.8, Tabla 2.9 y Tabla 2.10).

Asociacion de educacion matematica (Espaiia)

Aprima. Sociedad riojana de profesores de matematica

AGAPEMA. Asociacién galega de profesores de educacién matematica

Sociedad andaluza de educacién matematica Thales

Sociedad asturiana de educacién matematica Agustin de Pedrayes

Societat balear de matematiques

Sociedad castellano manchega de profesores de matematicas

Societat d'Educacio matematica Al-Khwarizmi

Sociedad de educacién matemadtica regién Murcia

Sociedad extremerfia de educacién matematica Ventura Reyes Prosper

Sociedad madrilefia de profesores de matematicas

==
HO@GJ\]O’\U‘I-#UJNH#

Sociedad matematica de profesores de Cantabria

[y
N

Sociedad Puig Adam de profesores de matematicas

[y
w

Sociedad espafiola de investigacidn en educacién matematica

[N
S

Federacion d'Entitas per I'enseyament de les matematiques a Catalunya

[EnN
vl

Sociedad aragonesa Pedro Sanchez Ciruelo de profesores de matematicas

U
o)}

Sociedad canaria de profesores de matematicas Isaac Newton
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17

Asociacidn castellana y leonesa de educacién matematica Miguel de Guzman

18

ENCIGA. Ensinantes de ciencias de Galicia

19

Sociedad navarra de profesores de matematicas TORNAMIRA

20

FESPM. Federacidn espafiola de sociedades de profesores de matematicas

21

EMIE 20+11. Sociedad de profesorado de matematicas de Euskadi

22

Sociedad melillense de educacion matematica

Tabla 2.8. Asociaciones espaiiolas de educacion matematica

Otras asociaciones de profesorado (Espafia)

23

APICE. Asociacion espafiola de profesores de investigadores de didactica de
ciencias experimentales

24

SEP. Sociedad espafiola de pedagogia

25

SEEC. Sociedad espafiola de educacién comparada

26

AEPE. Asociacion europea de profesores de espafiol

27

SEDLL. Sociedad espafiola de didactica de la lengua y la literatura

28

FEADEF. Federacion espafiola de asociaciones de educacion fisica

29

ASEPUC. Asociacion espafiola de profesores de contabilidad

30

FEAPF. Federacién Espaiola de Asociaciones de Profesores de Francés

31

CEAPES. Confederacion Estatal de Asociaciones de Profesores de Economia en
Secundaria

32

FIAPE. Federacion Internacional de Asociaciones de Profesores de Espaiiol

33

TEUDOFAC. Asociacidn de Profesores Titulares de Escuela Universitaria,
Doctores, con Docencia en Facultades

34

ACAPIUN. Asociacién Canaria de Profesores e Investigadores Universitarios

35

AEPDIRI. Asociacion Espafiola de Profesores de Derecho Internacional y
Relaciones Internacionales

36

ASEPUMA. Asociacién Espafiola de Profesores Universitarios de Matematicas
para la Economia y la Empresa

37

AUFOP. Asociacion Universitaria de Formacion del Profesorado

38

AEPDA. Asociacién Espafiola de Profesores de Derecho Administrativo

39

AMEI-WAECE (Asociacion Mundial de Educadores Infantiles)

40

Asociacion de profesores de secundaria

41

Asociacién Espaifiola del Profesorado de Historia y Geografia

Tabla 2.9. Asociaciones espaiiolas de profesorado

Asociaciones internacionales
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42

IATEFL. International Association of Teachers of English as a Foreign Language

43

ISFTE. International Society for Teacher Education

44

INASED. International Association of Educators

45

ASTE. The Association for Science Teacher Education

46

ICET. The International Council on Education for Teaching

47

NAFSA. Association of International Educators

48

ISTE. International Society for Technology in Education

49

IAMSE. International Association of Medical Science Educators

50

CFT. Canadian Teacher's Federation

51

AEDE. Association européenne des enseignants

52

TESOL. Teachers of English to Speakers of Other Languages

53

REDDOLAC. Red de Docentes de América Latina y del Caribe

54

ALFE. Asociacion Latinoamericana de Filosofia de la Educacion

55

APEI. Asia-Pacific association for international education

56

SAARMSTE is a southern African Association dedicated to the advancement of
research in Mathematics, Science and Technology Education.

57

NCTM. National Council of Teachers of Mathematics

58

Danish Union of Teachers

59

The Engineering Technology Teachers Association (ETTA)

60

American Society for Engineering Education

61

Association of architectural educators (aae)

62

History teachers association of NSW

63

Scotish association of teachers of History

Se

Tabla 2.10. Asociaciones internacionales de profesorado

recibieron quince respuestas afirmativas por parte de las directivas

de las asociaciones para participar en el ejercicio investigador. En total

se obtuvieron sesenta respuestas/casos para el instrumento clasificadas

tal y como se observa en la Tabla 2.11.

Parametro

Matematica o educacién 29
Disciplina que imparte matemadtica

Otras disciplinas 31
Espafa 28

Lugar de residencia P p
Otros paises 32
Sexo Mujer 31
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Hombre 29

Q1 8

Q2 5

Experiencia docente8 Q3 11
Q4 10

Q5 26

DEA® 2

Doctorado 28

. L. ., Estudiante de doctorado 2

Nivel mdximo de formacion ——

Especializacion 4

Grado 5

Master 19

Tabla 2.11. Clasificacion de los casos

Observacion: La fase 3, en el momento de cierre de la recogida de datos
para su andlisis, no generdé datos suficientes para un analisis
minimamente significativo. Al no disponer de mas tiempo para
dinamizar la red social, se opt6 por no incluir esta fase en el andlisis, si
bien se ha mantenido abierta la posibilidad de participacién para
estudios posteriores.

2.5. Métodos de analisis de datos

“El andlisis de contenido debe leer en un texto
lo manifiesto, y lo latente, el texto y su
contexto, lo dicho y lo oculto, lo dicho y lo
ocultado”.

(Ruiz Olabuénaga & Ispizua, 1989, p. 217)

8 Sea Q1 el conjunto de docentes con experiencia docente menor o igual que 5
afios, Q2 mayor 6 y menor o igual que 10 afios, Q3 mayor 10 y menor o igual
que 15 afios, Q4 mayor 15 y menor o igual que 20 afios, y Q2 mayor 20 afios.

9 El DEA (Diploma de estudios avanzados) es un un certificado acreditativo de
los estudios de doctorado realizados, que garantiza entre otras cosas la
suficiencia investigadora.
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En esta seccidn se estudiaran en profundidad los métodos utilizados en
el andlisis cualitativo de datos vinculado a esta tesis doctoral. Se iniciara
revisando la Teoria Fundamentada y se reinterpretard para el caso
especifico de esta investigacion. Se comentard sobre el uso de
tecnologian en el andlisis cualitativo de datos y, en particular, se
expondran los matices especificos que caracterizaron al estudio.
Asimismo se propondra esquema para analisis cualitativo de datos. Se
finaliza el capitulo comentando el caso especifico del anlalisis de datos
de naturaleza inductiva (provenientes de las respuestas al instrumento
trifasico), asi como con la revisiéon de las técnicas utilizadads para el

estudio de la integridad y la confirmabilidad de la investigacion.

El andlisis de contenido no es otra cosa que una técnica para leer,
interpretar y analizar el contenido de un conjunto de documentos, estos
documentos tradicionalmente son escritos, pero el enfoque moderno
permite incluir otro tipo de documentos en este conjunto, por ejemplo
imagenes y videos. El andlisis de contenido es un método que
fundamentalmente permite la recogida de datos, para su posterior

analisis y la elaboracion de teoria socioldgica sobre ellos.

Se ha decidido seguir la tradicién de investigacién propuesta en la
Teoria Fundamentada, pero reinterpretdndola de manera que se
responda eficazmente a las preguntas de nuestra investigacion. En las

siguientes secciones, se describira en detalle dicha reinterpretacidn.

2.5.1.1. Teoria Fundamentada

Un viaje del “conocimiento individual al conocimiento
colectivo”
(Stake, 2010, p. 17)

Mientras que la investigacion narrativa se centra, habitualmente, en la

historias especificas e individuales traidas a la investigacion por los
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participantes y la fenomenologia se apoya en una serie de experiencias
comunes para un numero de individuos, la Teoria Fundamentada
(Grounded Theory!?) se plantea ir mas alla de la descripcién y generar o
descubrir teoria, como una explicaciéon tedrica unificada (Corbin &
Strauss, 2008). Una “idea clave es que este desarrollo tedrico no viene
salido del estante (off-the-shelf), sino mds bien generado o fundamentado
en datos de los participantes que han experimentado el proceso”
(Creswell, 2013, p.83).

La aproximacion de la Teoria Fundamentada, como metodologia de
analisis (inductiva y generativa) propone un proceso cualitativo cuyo
objetivo es generar proposiciones tedricas fundamentadas en los datos
empiricos (Trinidad Requena, Carrero Planes, & Soriano Miras, 2006) y
cuya construccion tedrica es el resultado de un proceso constante y
acumulativo de generacién de conceptos, significados, cddigos y
relaciones a partir de un conjunto de datos (Marifio, 2009). Es una
“metodologia general para desarrollar teoria que esté fundamentada en
una recogida y andlisis sistemdtico de datos. La teoria se desarrolla a lo
largo de la investigacién, mediante una continua interpelacién entre el

andlisis y la recogida de dato!!” (Strauss & Corbin, 1994).

Algunas caracteristicas principales de la Teoria Fundamentada segin
(Creswell, 2013) son:

® A modo de comentario personal, la expresién Grounded Theory, escrita en
inglés, tiene un efecto mucho mas visual en la comprensién de esta tradicién de
investigacién. Cuando la repito en mi cabeza veo un arbol frondoso con unas
grandes raices que se adentran en suelo (ground) y le dan sostén. Asi entiendo
la Teoria Fundamentada: como un arbol que emerge del suelo y se sostiene sin
preocupacioén sobre sus raices.

11 Se discutira mas adelante esta caracteristica ciclica de la Teoria
Fundamentada.
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e El investigador se enfoca en un proceso o una acciéon que tiene
distintas fases que ocurren en el tiempo. De esta forma, la Teoria
Fundamentada (o la accién que el investigador esta intentando
explicar) tiene una especie de “movimiento”.

e El investigador también busca desarrollar una teoria de este
proceso o accion. Aca la teoria se entiende como la explicacion
de algo, es decir, la compresion que el investigador desarrolla a
lo largo de todo el ejercicio investigador. Esta explicacion esta
articulada a través de categorias que explican cémo funciona la
teoria.

e La escritura de memos es considerada como una fase importante
en el desarrollo de la teorfa. En esta fase el investigador escribe
sus ideas mientras recopila informacion y la analiza. En dichos
memos se pone de manifiesto cdmo percibe el investigador la
informacién que va emergiendo del andlisis y la manera como se
va articulando y comparando con la teoria previa.

e Aunque usualmente la fuente primordial de datos proviene de
entrevistas, el material documental proveniente de otras fuentes
también es considerado util para la investigacion.

o El andlisis de los datos puede ser estructurado y seguir el patrén
de desarrollo de categorias abiertas, es decir, asignando una
categoria pensada inductivamente para describir el significado
de los datos que va emergiendo, y relacionando algunas
(codificacion axial) para desarrollar un modelo tedrico
articulado, a lo largo de un proceso comparativo constante
(Trinidad Requena et al., 2006). Este constructo categorico se
convierte en la teoria (codificacion selectiva) que puede ser
representada en un esquema, como proposicibn o como

discusion.
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Esta tradicién de investigaciéon no asienta sus bases sobre el estudio
meramente estadistico o numérico, y no es adecuado hablar de validez
cientifica, puesto que la credibilidad e integridad del procedimiento se
revisa a través de estrategias que corresponden con paradigmas de

corte interpretativo y pragmatico, bastante distinto al positivista.

La creatividad en la generaciéon de teoria, la garantia de un buen
producto tedrico (justificado por el propio procedimiento
metodoldgico), la realimentacién constante entre el disefio, el andlisis y
la teorizacidn, y el énfasis en examinar los procesos de interaccion,
identificando condicionantes, significados y accién son algunos de los
principios que (Marifio, 2009) propone como fundamentales para

entender la Teoria Fundamentada.

Fase Descripcion

1 Definicién de la muestra tedrica.

2 Recogida de datos.

3 Ordenacién de la informacién primaria obtenida.

4 Profundizacién sobre los datos. Codificaciéon y

recodificacion.

5 Desarrollo teérico de los datos obtenidos durante la
codificacién. Saturacién tedrica.

Tabla 2.12. Fases globales en la Teoria Fundamentada

Una aproximacién procedimental a la Teorfa Fundamentada podria
pensarse en cinco niveles, tal y como puede observarse en la Tabla 2.12.
La idea de un procedimiento lineal y estatico, que recorre una Unica vez
un camino que va de la fase uno a la fase cinco, se aleja del objetivo
central de esta metodologia. Asi, el procedimiento deberia pensarse,

mas bien, como un conjunto de estrategias flexibles en la toma de
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decisiones que aunque visita todas las fases, lo hace circularmente
(Marino, 2009) como se observa en la Figura 2.17. Se comienza,
naturalmente, con un problema de investigacion especifico,
identificando los objetivos centrales y particulares, asi como los posibles
alcances del ejercicio investigador. Una vez se tenga claro el punto de
partida, se decide por un conjunto inicial de documentos a ser
estudiados; tradicionalmente son transcripciones, pero la metodologia
permite, como lo recuerda Creswell (2013), que la naturaleza de la
muestra sea tan amplia y heterogénea como el investigador lo considere.
La selecciéon de documentos ird modificandose conforme el uso de la
Teoria Fundamentada vaya avanzando. Esta relacién interesante y
crucial que ocurre entre la seleccidn de datos y el analisis de los mismos
se explicara mas adelante en las secciones 2.4 y 2.5. Para producir
datos, se reconocen incidentes que se consideran pertinentes en el
ejercicio de describir lo que esta sucediendo en la informacioén, y luego
se les asignan etiquetas o cddigos que puntualizan el significado de
dicho incidente. La codificacidn, sin ir muy lejos, es el proceso central de
la Teoria Fundamentada (Holton, 2007) pues suscita la abstraccién
conceptual de la informacién que prepara el camino para la emergencia
de nueva teoria. El esquema de codificacién comienza siendo muy
descriptivo y gracias a las comparaciones constantes de unos codigos
con otros, tiende a ser, eventualmente, conceptual. Una lista de c6digos
no da mucha cuenta de lo que sucede y cémo sucede en relacién con los
datos, asi que el ejercicio de relacionar los cddigos, y de pensarlos,
también, desde la singularidad de los segmentos de texto!2 que los

describen, se acerca mas a la idea de generar estructuras categdricas

12 Tradicionalmente, los documentos de andlisis eran documentos escritos
(transcripciones de entrevistas, informes, casos, etc.), sin embargo, la “reciente”
asistencia tecnolégica ha permitido que los documentos puedan ser también
imagenes, videos, audios.
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complejas. Este paso de concretar conceptualmente, y de comparar y
relacionar las categorias emergentes continia hasta que no emergen
mas propiedades o dimensiones del proceso, es decir, alcanzar una
saturacién teérica. En caso no llegar a ella, se contintia el proceso

descrito hasta alcanzar dicha saturacion.

Organizar y codificar Identificar conceptos Comparar teoria generada
L comparativamente | 3 |ccntmlcs y relaciones l 3 l con los datos primarios J

1 '

Produccion

¢Saturacion?

de datos

Diseno de objetivos 2
) o No Si
y muestreo teorico

Problema de Sistematizar la teoria.

l investigacion I l(}()mpamr con teoria existenteJ

Figura 2.17. Esquema ciclico de la Teoria Fundamentada. Adaptada de Mariiio
(2009)

La aproximacion a la investigacion haciendo uso de la Teoria
Fundamentada podria eventualmente quedarse en una descripcion
cualitativa en profundidad de un fendémeno. Por eso vale la pena
distinguir entre estos dos outcomes en la investigacién que sigue la
tradicion de la Teoria Fundamentada: la descripcién en profundidad que
comentaba arriba y la teoria emergente. “Lo que hace diferente a la
teoria, de la investigacion cualitativa descriptiva es la estructura global, el
esqueleto o marco que explica lo que estd sucediendo” (Corbin & Strauss,
2015, p. 12). La teoria comienza esencialmente igual que la descripcidn,

desde los conceptos. Esta evoluciona y basada en las propiedades y
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dimensiones de los conceptos genera conceptos mayores o categorias. El
paso diferenciador entre los procedimientos descriptivos y la
generacién de teoria emergente, radica en el hecho de que no nos
quedamos Unicamente con las categorias, sino que pensamos e
interpretamos el constructo que resulta de relacionar todas ellas,
generando una categoria central como taxonomia conceptual que
explica el conjunto de datos. Esta categoria central “captura [..] la
esencia del estudio y permite que todas las categorias y conceptos se
integren y formen una explicacién tedrica sobre como y por qué algo
sucede” (Corbin & Strauss, 2015, p.13)

2.5.1.2. ;Como entender la Teoria Fundamentada

en esta investigacion?

Luego de comprender los alcances de la Teoria Fundamentada, fueron
dos las caracteristicas claves que motivaron su incorporaciéon en el

disefio y marco metodoloégicos de esta investigacion. Estas son:

e Lainteresante relacion entre la recoleccion de datos y el analisis
de los mismos, tal y como se observa en la Figura 2.18. Aca la
seleccion de las fuentes documentales que se estudian parte de
una muestra inicial que se modifica dinAmicamente conforme el
anadlisis va evolucionando. El par seleccion-analisis “contintia en
un ciclo progresivo a lo largo del proceso investigador” (Corbin &
Strauss, 2015, p.7) y le da sentido y fundamento a la generacién
de nueva teoria.

e Lateoria emerge del estudio de los datos precisamente “a través
de la continua interpelacion entre el andlisis y la recogida de
datos”(Strauss & Corbin, 1994, p. 273) El constructo conceptual
que buscamos evoluciona a lo largo del andlisis y no se escoge

antes de comenzar la investigacion.
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Seleccion de Analisis de
los datos los datos

Seleccion continuada
y analisis de datos
basado en conceptos
emergentes

Figura 2.18. Relacion entre la seleccion y el analisis de los datos (Corbin & Strauss,
2015)

Aunque se reconoce la robustez de la Teoria Fundamentada, se entiende
también que “el proceso analitico, como cualquier proceso de
pensamiento, debe ser relajado, flexible y dirigido por la comprensién
ganada a través de la interaccion con los datos, y no estar demasiado
estructurado y basado en sélo procedimientos” (Corbin & Strauss, 2015,
p- 25). Ademas se cree que “la interpretacion es un arte que no puede ser
formalizado” (Denzin, 1998), o que por lo menos se asienta sobre la
libertad de la descripcion del fenémeno y su contexto, y que pensarla
desde una perspectiva positivista no tiene sentido alguno. De esta
manera, la propuesta metodoldgica vinculada a esta tesis doctoral puede
organizarse en gran medida desde la Teoria Fundamentada, pero

también requiere el uso de algunas estrategias metodoldgicas externas e
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innovadoras, asi como de una reinterpretacion de sus procedimientos

tipicos para el caso especifico de esta investigacion.

Durante la elaboracién del disefio metodoldgico se reconocié que la
Teoria Fundamentada se ajustaba muy bien a las caracteristicas y a la
naturaleza de la investigacién, y que por ende podria responder
efectivamente a nuestras preguntas centrales. La teoria emergente,
norte de esta metodologia, permite revisar los patrones conceptuales,
asf como las estructuras taxondmicas que dan cuenta de los modelos
deductivos!® de excelencia docente. El caracter ciclico que viene
originalmente de la propuesta de Glaser y Strauss (1967) es analogo al
también caracter ciclico, pero sobre todo flexible, que se ha adoptado

para el analisis (y seleccion) de la informacién.

Concisamente, lo que la Teoria Fundamentada y esta investigacion
comparten puede revisarse en la Tabla 2.13.

.Qué nos interesa de la Teoria Fundamentada?

v El objetivo central de estudio: la generacién de teoria.

v' La conceptualizacién emergente de estructuras/patrones, mas
alla de la descripcién cualitativa a profundidad.

v' La perspectiva mayormente inductiva y flexible en el andlisis y
seleccion de los datos.

v' Laimportancia que se le da a la seleccién de los datos, asi como

13 Llamamos modelos deductivos a los modelos que emergen del andlisis
cualitativo de datos de naturaleza tedrica, esto es, los articulos, libros, politicas
de educacion, informes, etc. que tienen que ver con el estudio de la excelencia
docente. Aca es necesario tener en cuenta que algunos no necesariamente estan
centrados en la excelencia docente, pero si revisan temas afin con esta, por
ejemplo, el caso de la evaluacidn, la eficacia docente y el conocimiento del
docente.
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al analisis de los mismos, y a la relaciéon dinamica de estos dos.
v'  La importancia de dejar que los propios datos hablen, en el
proceso de codificacién e interpretacidn, sobre todo en el paso

de los descriptivo a lo conceptual.

Tabla 2.13. Interés en la Teoria Fundamentada

2.5.1.3. CAQDA. Computer assisted qualitative
data analysis

El andlisis cualitativo de datos se ha visto muy beneficiado con el
avance tecnoldgico. Tradicionalmente, el ejercicio de analizar en
profundidad los contenidos terminaba siendo una completa obra de
arte, en donde intervenian colores, tramas, trozos de texto finamente
cortados, clasificados y pegados con sus similares. Este trabajo a mano,
propio del andlisis cualitativo de datos, no se ha perdido con la llegada
de los programas de ordenador, todo lo contrario, le ha dado fuerza y
sostén, y ha permitido, entre otras cosas, que su alcance crezca casi
indefinidamente. En el andlisis cualitativo de datos asistido por
ordenador (CAQDA) “el investigador sigue identificando un segmento de
texto o segmento de imagen, asigna un cédigo, buscando en su base de
datos todos los segmentos de texto que tienen el mismo codigo, y
desarrollando un listado de estos segmentos de texto para el codigo. En
este proceso el investigador, no el programa de ordenador, codifica y
categoriza” (Creswell, 2013, p. 201), con lo cual, aunque se vuelven mas
ligeras las tareas mecdnicas, la interpretacion y el andlisis propias del
investigador no cambian. Concretamente, el software provee de
asistencia y soporte al analisis. Extiende las capacidades mentales para
organizar, recordar y ser sistematico (Konopasek, 2007). Por ejemplo,
dada la complejidad del trabajo tradicional manual, el nimero de

documentos a analizar tendia a ser pequefio por cuestiones temporales.
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Sin embargo, ahora, con la asistencia computacional, la muestra de
documentos a analizar puede crecer tanto como las necesidades de la
investigacién lo requieran. Esto es explicito en el caso de esta
investigacién: en la fase deductiva se analizaron cerca de trescientos
documentos cientificos de distintas naturalezas y extensiones: articulos,

libros, reportes y politicas de educacion.

Asi pues, se estd frente a una revoluciéon metodolégica en la
investigacién cualitativa, expresada por “la introduccion y el
fortalecimiento de formas de pensar, representar y vincular datos desde la
computadora” (Cisneros Puebla, 2003, p. 290). El software permite
“integrar mds fdcilmente las ideas nuevas y en consecuencia aprovechar
continuamente la creatividad del investigador, pues puede cambiar rdpido
y flexiblemente el registro de estudio” (Engelbart, 1962, p.5). Esta
flexibilidad fortalece la libertad del experto en el camino de la
interpretacion y el andlisis. Sin embargo, no hay que caer en el error de
esperar que la tecnologia sea la responsable del analisis. La
comprension del significado de los textos, tarea central en el analisis
cualitativo de datos, no es una actividad algoritmica o totalmente
computarizada ya que no puede reducirse a un procedimiento mecanico
y cerrado (Cisneros Puebla, 2003). Las estrategias cualitativas no son
aproximaciones automaticas para el andlisis y por ello se debe evitar
caer en el error de desarrollar procesos rigidos y deterministicos,
privilegiando lo mecanico y alejandose del trabajo real de analisis (St
John & Johnson, 2000). La tecnologia es util para el procesamiento y
almacenamiento de los datos, y nos permite acercarnos heuristicamente
a ellos (Coffey, Holbrook, & Atkinson, 1996). Por otro lado, el uso de
ordenador aumenta la “concienciacién metodolégica” (Seale, 2002) p.
108 pues el investigador logra tener un registro indiscutible en el que se
articulan las decisiones que ha tomado en el ejercicio de investigacidn,

asi como las observaciones y resultados. Esto incluye la identificacion de
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“posibles vacios, categorias no desarrolladas o conceptualizacion
insuficiente” (Corbin & Strauss, 2015, p. 204), y facilita la generacién de
conceptos y la construccién de tipologias y taxonomias, estructura

central y deseada en el andlisis (Bryman & Burgess, 1994).

La innovacién en los métodos de investigacion cualitativa puede surgir
de la creaciéon de un nuevo método o idea. Pero también pueden ser
encontrados en el desarrollo y mejora de métodos ya existentes. La
innovacién puede venir en la forma de una nueva herramienta analitica
o puede venir en la forma de un nuevo acercamiento conceptual o una

perspectiva para el analisis cualitativo de datos.

En conclusion, respecto al uso de tecnologia, se observa que puesto que
el foco de atencidn es el andlisis cualitativo, no se pretende automatizar
el proceso, sino simplemente ayudar al intérprete humano agilizando
considerablemente muchas de las actividades implicadas en dicho
analisis y la interpretacion (Muioz Justicia, 2005). Dicho brevemente, el
software es un complemento, nunca un sustituto, de las capacidades del

investigador (Marifio, 2009).

A manera de resumen, algunas de las ventajas que ofrece el andlisis
cualitativo de datos asistido por ordenados se pueden observar en la
Tabla 2.14.

Beneficios de la asistencia computacional en el analisis cualitativo de datos

AN

Integracion de toda la informacién en una estructura unificada, dando
orden, facil acceso y manipulacion.

Manipulacién de un gran niimero de documentos primarios.

Flexibilidad constante en la modificacién del esquema de codificacion.

Permite el trabajo en equipo.

SN NN

Margen de libertad al investigador por el caracter que tiende hacia lo

inductivo.
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v Feedback en todas las fases del proceso de andlisis.

v' Permite a los investigadores alejarse de la caja negra del analisis y hacer
un proceso cualitativo transparente y por ende afiadiéndole credibilidad
(los resultados son creibles desde la perspectiva del investigador),
confirmabilidad (los resultados pueden ser corroborados por otros
participantes), y fiabilidad (los resultados son consistentes).

v Aunque la investigacién cualitativa tiene un matiz naturalmente
subjetivo, el uso de la tecnologia brinda mas rigor a la investigacion e
incrementa su confiabilidad porque, entre otras, la sucesiéon de pasos es

facilmente recuperable.

Tabla 2.14. Beneficios del CAQDAS

Respecto al paquete informatico que utilizado para el analisis cualitativo
de datos, se decidié que el que se adapta mejor y brinda resultados

oOptimos para esta investigacion es ATLAS.ti.

Algunas razones que justifican esta decisién son: El intuitivo manejo de
la informacién, la amable interfaz grafica, todo el conjunto de
funcionalidades (desde la creacion y manipulacion de codigos, hasta los
distintos analisis y outputs que permiten pasar de lo descriptivo a lo
conceptual), las vistas de red, de calidad grafica elevada, para la
eventual visualizacién de relaciones entre c6digos, y la opcién guardar,
recorrer y auditar la totalidad del proceso de investigacién (ATLAS.ti.
Version 7.0, 2015).
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Figura 2.19. Atlas y las Hespérides (John Singer Sargent, 1925)

ATLAS es el acrénimo de la frase en aleman “Archiv fiir Technik,
Lebenswelt, AlltagsSpache”, un archivo de tecnologia, vida del mundo y
lenguaje cotidiano. También nos recuerda al héroe griego (Figura 2.19)
que cargaba el planeta Tierra en su espalda y que trajo la astronomia y
la navegacién a la humanidad. Siguiendo esta linea, el programa permite
revisar una coleccién de mapas que se van construyendo poco a poco,
modelos del mundo y representaciones latentes de distintos puntos de
vista. Inicialmente se utiliz6 la Version 6, pero para las fases finales de la
interpretacion, especialmente para las de representacion via esquemas
semanticos, se decidi6 mudar a la Versién 7 y asi tener las nuevas

funcionalidades de esta version.

Para el analisis cualitativo de datos asistido por ordenador, se ha
decidido seguir la sugerencia de un método intuitivo, sencillo y muy
atractivo, descrito en la seccion 2.5.1.4.
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2.5.1.4. Elmétodo NCT

El método!* NCT (Friese, 2014b) es una propuesta para el andlisis
cualitativo de datos asistido por ordenador. Este método esta inspirado
en la simplificacién que realiz6 (Seidel, 1998a) para la descripcién de los
procesos involucrados en un analisis cualitativo de datos. La propuesta
de Seidel aparece como anexo a un manual de usuario de The
Ethnograph (Seidel, 1998b), un software de la década de los ochenta,
pensado para facilitar el procesamiento de datos socioldgicos que
fueron recogidos cualitativamente (Seidel & Clark, 1984). En dicho
anexo, se agotan esfuerzos para hacer entender el andlisis cualitativo de
datos como una “sinfonia basada en tres notas: Notar, coleccionar y
pensar sobre cuestiones interesantes” (Seidel, 19983, p. 1).

Si bien el andlisis cualitativo de datos es un proceso complejo que
requiere un nivel de atencién y abstracciéon elevado, pensar en una
estrategia “algoritmica” nos acerca a la complejidad a través de un
modelo sencillo y facil de comprender.

El modelo adaptado por Friese (2014b) que subyace a este método esta
constituido por tres vértices y sus distintas relaciones y puede
observarse en la Figura 2.20. Este método lleva el nombre NCT pues sus
vértices llevan, en inglés, son de las tres “notas” de la sinfonia de Seidel
(1998a): noticing (notar), collecting (coleccionar) y thinking (pensar).

14 Aci hablamos de método en un sentido epistemoldgico como una serie de
pasos tomados para adquirir conocimiento, distinto del término metodologia
que incluye un proceso completo de investigacién que empieza con
consideraciones ontoldgicas sobre lo que debe ser estudiado.
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Noticing

llecti
hinking C ollecting

Figura 2.20. Método NCT

Las lineas delgadas que unen estos tres nodos indican que el proceso de
analisis puede ser lineal, comenzando por identificar (ser consciente de)
informacion importante en los datos, pasando por coleccionar esta
informacién y finalizando cuando se piensa, analiza e interpreta la
informacién, teniendo como objetivo la generacién de informacién

emergente.

Aunque este matiz lineal es valido, no siempre se mantiene en todos los
casos. De hecho, el analisis cualitativo de datos en principio tiende a ser
un proceso en espiral (Seidel, 1998a). Usualmente, el andlisis exige un ir
y venir entre el noticing, el collecting y el thinking; éste es el significado
de las flechas gruesas en la Figura 2.20. Esta complejidad en el proceso

emerge porque segun Seidel (1998a) el proceso es:

Iterativo y progresivo: Porque es un ciclo que se mantiene repitiendo.
Por ejemplo, cuando pensamos acerca de cuestiones también
empezamos a notar nuevas cuestiones en los datos. Uno puede
coleccionar y pensar sobre estas nuevas cuestiones. En principio, el

proceso es una espiral infinita.
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Recursivo: Porque una parte puede llevar a una parte anterior. Por
ejemplo, mientras se estd ocupado coleccionando cuestiones, también
se puede comenzar simultineamente a notar nuevas cuestiones a

coleccionar.

Holografico: Porque cada paso contiene el proceso completo. Por
ejemplo, cuando se notas cuestiones, mentalmente se les colecciona y

se les piensa. (p. 2).

A continuacion se describe detalladamente cada uno de los vértices que

constituyen el método NCT.
Notar

El ejercicio de notar se refiere al proceso de encontrar cuestiones
importantes mientras se estan leyendo los documentos de estudio
(transcripciones, reportes, articulos de prensa, imagenes, videos, etc.).
Cuando el investigador encuentra esta informacion de interés la captura
asociando un segmento de documento a un cédigo preliminar. Estos
c6digos son nombres o etiquetas que se asignan a los segmentos de
documento escogidos y que describen de cierta manera el significado de
cada uno de los segmentos de texto. Los cédigos pueden ser generados
deductivamente (a priori) o inductivamente (a posteriori, 0 mas bien a
lo largo de todo el proceso), segun la decisién del codificador. Ademas,
éstos pueden tener una naturaleza descriptiva o conceptual. En sintesis,
el proceso consiste en marcar puntos importantes de informacion y

darles un nombre.
Coleccionar

Mientras se leen con atencion los documentos, es posible darse cuenta
de que algunos segmentos se parecen a otros. Estos podrian ser
asociados a un mismo cédigo. También podria suceder que al entender

el porqué del uso de un cédigo especificamente y no otro, se renombren
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éste u otros o que se creen de nuevos subcddigos. Conforme el ejercicio
de notar cuestiones importantes avanza, la agrupaciéon de cédigos y de
segmentos emerge y ello permite que la relacién entre segmentos y
codigos sea mas apropiada y aguda. “Mientras el investigador se mueve a
lo largo del andlisis, cada incidente en los datos es comparado con otros
incidentes en la busqueda de similitudes y diferencias. Los incidentes
encontrados que son conceptualmente similares son agrupados junto a un

concepto descriptivo de alto nivel.” (Corbin & Strauss, 2008, p. 73).

Como se habia dicho anteriormente, la aproximaciéon al esquema de
codificacion puede ser deductiva, inductiva o mixta. Es decision del
investigador escoger la manera en como él se enfrenta a los datos,
teniendo en cuenta sus objetivos y preguntas de investigacion. Es
posible que se generen dudas sobre la comprension del concepto de
codigo. Es necesario tener claro que el software no lo explica,
simplemente ofrece funciones para la manipulacién de los coédigos
(creacion, edicién, combinacidn, eliminacidn, etc.). Ahora bien, el uso del
verbo inglés to collect (coleccionar, reunir, agrupar,) ilumina la idea de
que concepto de cdédigo va mas alla del nivel descriptivo de asociar
distintas etiquetas a todo segmento de documento que nos llame la

atencion.
Pensar

Alo largo de todo el andlisis el investigador piensa, interpreta y analiza.
Al comienzo del andlisis, piensa sobre el buen uso de nombres para los
cédigos, sobre su debida asociaciéon a segmentos de interés y sobre la
creacién de nuevos subcodigos. La exigencia del analisis se incrementa
un poco cuando se requiere un nivel extra de abstraccion en la busqueda
de patrones y relaciones entre los codigos (y entre los datos), en la

busqueda de categorias centrales y taxonomias conceptuales.
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Niveles del analisis cualitativo en el método NCT

El método NCT esta conformado por un nivel descriptivo y un nivel
conceptual. El objetivo del nivel descriptivo es explorar los datos, leer y
escudrinar en ellos para poder darse cuenta de cuestiones interesantes
que empiezan a asociarse con cédigos preliminares. Poco a poco, el
esquema de codificacién va tomando forma y se nutre de la atenta
descripcion de los segmentos de los documentos, buscando los nombres
mas apropiados y reorganizandolos teniendo en cuenta similitudes y
diferencias. Este proceso genera una lista estructurada de cddigos que
puede ser aplicada al resto de los documentos a explorar. Este esquema
de codificacién se ird refinando, a lo largo del andlisis, en una especie de
bucle hasta que todos los documentos estén codificados (o se haya
alcanzado la saturaciéon teodrica y la teoria emergente sea lo
suficientemente relevante) y se haya obtenido un esquema mas

desarrollado.

El segundo nivel es el conceptual. El objetivo en esta etapa del analisis es
aproximarse a los datos desde una perspectiva distinta: la suscitada por
las preguntas de investigacion. Para responder a estas preguntas, el
software puede ser de gran utilidad. Una buena cantidad de outputs se
convierten en herramientas agudas para el andlisis como, por ejemplo,
los procesos de busqueda y filtrado, asi como las tablas y arboles de co-
ocurrencia en ATLAS.ti. Basados en esta exploracién, no sélo se
continuard notando significados importantes, sino que emergeran
relaciones entre ellos. A lo largo de esta identificacion de patrones, el
software permite ir escribiendo memos en los que se vaya dando
respuesta a preguntas, identificando comportamientos y relaciones en

los datos, y entendiendo la integraciéon conceptual que se empieza a
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articular. Estas relaciones y patrones pueden visualizarse a través de

redes semanticas que el software genera.

2.5.1.5. Analisis cualitativo de documentos

Con el andlisis cualitativo de los datos se busca romper, separar o
desensamblar los materiales de investigacion en piezas, partes,
elementos o unidades. Los hechos desglosados en piezas manejables, se
organizan y tamizan, buscando tipologias, clases, secuencias, procesos o
patrones. El objetivo central de este proceso es armar o reconstruir los
datos de una manera comprensiva y significativa (Jorgensen, 1989), de
manera sistematica, objetiva, replicable y valida (Ruiz Olabuénaga &
Ispizua, 1989), proveyendo una comprensiéon profunda de los
significados e interpretaciones que tienen que ver con el fenémeno
social que esta siendo estudiado (Rambaree & Faxelid, 2013). Cuando se
habla de interpretacion se hace referencia a “dar significado a lo que se
encuentra, darle sentido a los resultados, ofrecer explicaciones, dibujar
conclusiones, extrapolar lecciones, hacer inferencias, considerar nuevas

definiciones e imponer orden” (Patton, 2002, p. 480).

Este analisis cualitativo de datos responde a la Fase 1 de la tesis, tal y
como se observa en Figura 2.1. Aci se estudian los modelos de
excelencia docente, especificamente desde una perspectiva deductiva,
esto es, revisando el contenido de manera completa, es decir, captando
tanto el contenido manifiesto y latente (Ruiz Olabuénaga & Ispizua,
1989) de lo que se describe en la selecciéon documental. Se analizaron
doscientos noventa y ocho documentos primarios, siguiendo la
terminologia de ATLAS.ti, y se estudiaron las estructuras taxonémicas

conceptuales que emergen de andlisis y la interpretacion.

El andlisis cualitativo de contenido, como cualquier otro analisis

cualitativo, procede de forma ciclica y circular, y no de forma secuencial
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lineal. Esto va muy de la mano del método que hemos decidié utilizar y
que se describié en la secciéon 2.5.1.4. El proceso de lanzadera, que aca
sucede, “implica que un texto es sometido a multiples lecturas y
manipulaciones, sin que basten una lectura y una categorizacion iniciales,
por muy detalladas que estas sean” (Ruiz Olabuénaga & Ispizua, 1989,
p.191).

2.5.1.6. Bucle para el analisis cualitativo de datos

En la Figura 2.21, se puede observar el esquema ciclico del método para
el andlisis cualitativo de datos. Este bucle flexible responde a una
aproximacion desde la Teoria Fundamentada y a las sugerencias del
método NCT.
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Figura 2.21. Esquema para el analisis cualitativo de datos
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Antes de comenzar a describir detalladamente la forma en cémo se
analizaron los datos, es necesario hacer la salvedad de que las técnicas y
los procedimientos no son directrices sino herramientas que ayudan al
analisis. Caer en la obsesién de seguir un esquema predeterminado de
codificacién y andlisis hace que el investigador se aleje de la rica e
interesante dinamica del andlisis cualitativo. “Los procesos analiticos,
como cualquier proceso mental, deberia ser relajado, flexible y dirigido
por la comprension ganada a través de la interaccién con los datos. No
deberia estar estructurado y basado sélo en procedimientos o software”
(Corbin & Strauss, 2015, p. 25). Esta flexibilidad representada en un
esquema ciclico y flexible permite que la conceptualizaciéon emergente

ocurra mas efectivamente.

Brevemente, un ciclo de esta propuesta para el andlisis esta formado por

cuatro pasos, tal y como se observa en la Tabla 2.15.

Paso Descripcion

Primer paso . . i
Lectura del documento primario. Permitir que

los datos hablen.

Segundo paso . A
& Creacién de un esquema descriptivo-

inductivo de codificacion.

Tercer paso » )
Creacidn, por convergencia, de un esquema

conceptual-inductivo de codificacion.

Cuarto paso
Creacién vistas de red a través de redes
semanticas con el fin de ilustrar las
estructuras taxonémicas conceptuales.

Tabla 2.15. Pasos en un ciclo del esquema de analisis cualitativo de datos

A continuacion se describe en detalle. Durante el primer paso, se

comienzan a leer los documentos primarios y se permite a los datos
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“tener voz”. Al mismo tiempo en que se leen los documentos, se
comienza a codificar y en ese momento ocurre el segundo paso, cuyo
objetivo es la creaciéon de un esquema descriptivo de codificacién. Este
esquema se crea en el proceso en el que se codifican los segmentos de
texto que se consideran de relevancia; aca la relevancia tiene que ver,
basicamente, con la descripcion de la informacion que aparece en los
documentos. Sin duda estamos refiriéndonos al vértice “notar”
(noticing) (Friese, 2014b), descrito en la seccion 2.5.1.4. Los codigos que
se asignan a los segmentos de texto no son pensados a priori, esto es, no
se empieza con un esquema de codificacion fijo, pues nuestra
perspectiva de andlisis es claramente inductiva; permitimos que los
datos hablen y que los cédigos emerjan describiendo el contenido
conforme la lectura va sucediendo. De esta manera, el c6digo asignado
puede ser recién creado o provenir de la lista de codificacion que se va
construyendo. En la Figura 2.22, se puede observar el proceso de
codificacién en ATLAS.ti. Vemos una captura de pantalla del programa
en el que se lee uno de los documentos primarios, observando cémo la
interfaz grafica es sencilla y la estructura de funcionalidades es bastante
intuitiva. El segmento de texto (quotation) significativo estd subrayado
en azul claro, y a éste se le asignan el o los cdédigos que mejor lo
describan. Junto al documento se observan los codigos que hasta ese
momento estan relacionados con los segmentos de texto de esa pagina.
Ademas, mas hacia la derecha, aparece la lista de cédigos que ha

emergido en el proceso de analisis.
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Figura 2.22. Vista de un documento primario en ATLAS.ti

Inicialmente los documentos primarios se organizaron por familias, es
decir, se agruparon en conjuntos determinados por los clisteres que
conforman la red de co-citacion y similitud construida en el tercer paso
de la seleccion documental, y cuyo procedimiento se explico
detalladamente en la seccién 2.4.1.2. Es decir, la totalidad de la muestra
documental, los 298 documentos cientificos, se organizaron en 5
conjuntos, que llamamos familias, tal y como se puede revisar en el

Anexo 1.

La lectura de los textos, inicialmente, funcioné siguiendo en orden
alfabético cada uno los miembros de las cinco familias. Luego de haber
leido los primeros 72 documentos, para evitar que apareciese un sesgo
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en la asignacion de codigos, se decidié leerlos siguiendo el orden
matricial sugerido en la Tabla 2.16, de manera que se evitasen posibles
saturaciones y predisposiciones del esquema de codificacién. Asi pues,
en vez de continuar con la lectura del documento primario ndimero 73,
se leyeron los documentos 76, 101, 126, 151, 176, 201, 226, 251y 256,y
de ahi en adelante los textos de acuerdo con el orden de la matriz,
recorriéndola a través de las filas, no las columnas, garantizando asi la

heterogeneidad en la creacion de los c6digos.

Documento cientifico a analizar

101 | 126 |151 |176 |[201 |226 |251 |276
102 | 127 |152 |177 |[202 |227 |252 |277
103 |128 |153 |178 |[203 |228 |253 |278
104 |129 |154 |179 |204 |229 |254 |279
105 | 130 |155 |180 |[205 |[230 |255 |280
106 | 131 |156 |181 |206 |231 |256 |281
107 | 132 |157 |182 |207 |232 |257 |282
108 | 133 |158 |183 |208 |233 |258 |283
109 | 134 |159 |184 |[209 |234 |259 |284
110 |135 |160 |185 |[210 |235 |260 |285
111 (136 |161 |186 |[211 |236 |261 |286
112 |137 |162 |187 (212 |237 |262 |287
113 |138 |163 |188 |213 |238 |263 |288
114 (139 |164 |189 |214 |239 |264 |289
115 | 140 |165 |190 |[215 |[240 |265 |290
116 |141 |166 |191 (216 |241 |266 |291
117 | 142 (167 |192 (217 |242 |267 |292
118 | 143 |168 |193 |218 |243 |268 |293
119 | 144 |169 |194 (219 |244 |269 |294
120 | 145 |170 |195 |[220 |245 |270 |295
121 | 146 |171 |196 |221 |246 |271 |296
122 | 147 (172 |197 (222 |247 |272 |297
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73 |98 123 | 148 |173 |198 |223 |248 |273 |298
74 199 124 |149 |174 |199 |224 |249 |274
75 (100 |125 |150 |175 |200 |[225 |250 |275

Tabla 2.16. Orden para la lectura de documentos primarios

Los cddigos generados en los pasos anteriores tienen de comun el hecho
de ser muy descriptivos. La descripcion cualitativa en profundidad es
fundamental en este ejercicio investigador. Sin embargo, el objetivo
principal es la generacién de categorias, y ello se logra haciendo posible
la convergencia del esquema descriptivo de codificacién al esquema
conceptual de codificacion. En el nivel conceptual es posible estar ya
hablando de categorias emergentes. Las categorias deben ser
significativas, esto es, que posean capacidad descriptiva, pero sobre
todo conceptual y significativa suficiente. Las categorias tienen que ser
“claras, no ambiguas, y consistentes consigo mismas, de forma que el
analista no dude en cudl de ellas debe ser incluido un dato determinado”
(Ruiz Olabuénaga & Ispizua, 1989, p. 197).

Respecto al tercer paso, el objetivo era partir del esquema descriptivo
de codificacién y llegar a un esquema conceptual de codificacién, que
tiene que ver con los dos niveles de andlisis cualitativo en el método
NCT (Friese, 2014b), descrito en la seccion 2.5.1.4. En la Figura 2.23, se
puede observar una nube de cédigos, basada en el esquema inductivo de
codificaciéon, que mas adelante se convertirian en subcategorias en un

esquema mas concreto y conceptual.
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ASSESS: XL assess: ext i assess: ext_i _prob assess: ext_stu_prob assess: ext_why

assess: self
context community centext practice context sclf

quality community

quafity practice quality sclf

teacher: _aetive _clarity
teacher: performance_class control 2 P jon T her: performance_innovative

teacher: performance_learn_method teacher. performance personal_attributes

teacher: _research 1 pet her: prof_dev_how tcacher: prof_dev_mecasure teacher: prof_dev_nceds

teacher: prof_dev_reform teacher: prof_dev_results teacher: prof_dev_why teaCher- QUALITY

h rel_others h rel_others_ = rel_others_s

teacher: traits_affective teacher: traits_automomy teacher: traits_compromised teacher: traits_confident

teacher: traits_effective ...,

teacher: traits_leadership teacher: traits_realistic t€acher: traits_reflective teacher: traits_success

13

Figura 2.23. Nube de cédigos generados por ATLAS.ti

Aca emergen dos cuestiones a trabajar: cddigos poco usados y codigos
altamente usados. El indice de fundamentacién (groundedness) de un
c6digo es uno de los indicadores numéricos que ofrece el programa. En
la Figura 2.21, en la lista de c6digos descriptivos, se puede observar que
junto al nombre del c6digo, aparecen dos subindices, que corresponden
al indice de fundamentacion, es decir, “la relevancia del cédigo en los
datos” (Friese, 2014b, p. 32), y a la densidad. El primero cuenta el
numero de veces que ese cédigo ha sido asignado a segmentos de texto y
el segundo mide el nimero de relaciones que tiene ese c6digo con otros.
Haciendo uso de estos indicadores, podemos detectar los codigos de
muy bajo y muy alto uso. En la Figura 2.23 pueden observarse distintos
tamarios en la tipografia de los cdédigos, lo que depende del indice de
fundamentaciéon de cada uno de ellos: para indices de fundamentacion
altos, letra de cédigo grande. Por ejemplo, el tamafio del codigo teacher:
QUALITY (sobre la calidad docente) es considerablemente mas grande
que el del cédigo assess ext why (sobre las razones para desarrollar
procesos de evaluacion externa). El primero fue asociado a 132

segmentos de texto, mientras que el segundo a apenas 35.
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En la Figura 2.24 se observa una representacion del vecindario del
codigo teacher: performance_research. Ya que su indice de
fundamentaciéon es igual a 13, el nimero de segmentos de texto
asociados con este cddigo es ese. Si se considera que este indice es muy
bajo, se analiza el porqué y se piensa si eventualmente es necesario
asociarlo con algun otro cddigo. En la Figura 2.25 se observa la
representacion de un caso opuesto: se trata del vecindario del c6digo
teacher: QUALITY, con indice de fundamentacién igual a 172. Si se
considera que este indice es muy alto, se analiza el porqué y se piensa si
es necesaria la creacién de nuevas subcategorias que describan mejor la

particularidad de los segmentos de texto que se le asocian.
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Figura 2.25. Cédigo de alto indice de fundamentacion y su vecindario de
segmentos de texto
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La tarea aca consiste en explorar la necesidad de crear nuevos
subcédigos provenientes de uno que haya sido altamente usado, o la
creacion de nuevos cddigos/categorias que incluyan a dos o mas
codigos de muy bajo uso y que describan un mismo fenémeno o
concepto. Para ello, junto a la interpretacion y andlisis del investigador,
especificamente para el ejercicio de crear categorias mas generales y
completas, se ha decidido utilizar una de las funcionalidades mas

potentes del programa: el andlisis de co-ocurrencials.

En el paso descripcién-concepto, recordando el vértice collecting del
método NCT (Friese, 2014b), descrito en 2.5.1.4, realizamos una
estrategia “bottom-up” (Friese, 2014b, p. 145), es decir, de lo concreto
(descriptivo) a lo general (conceptual). La relacion entre categorias o
c6digos que permite asociar algunos de ellos entre si no siempre es
evidente, y es por ello que cobra importancia el uso de la matriz de co-
ocurrencia y la vista pasiva de la misma, pues dan evidencia de
relaciones de coocurrencia entre pares de codigos, o incluso la
visualizacién de posibles regiones densas en las que cierto grupo de

codigos co-ocurre.

En la Figura 2.26 se puede observar una secciéon de la matriz de
ocurrencia. Esta matriz de co-ocurrencia es una matriz simétrica pues,
en este caso, se decidid explorar todas las posibles parejas de codigos, es
decir, ubicar todos los cddigos tanto en filas como en columnas. En cada
celda se encuentra la informacién correspondiente a la frecuencia de
coocurrencia, esto es, el numero de veces que el codigo-fila y el codigo-
columna coocurren, asi como el coeficiente de coocurrencia que da una

idea de la fuerza de la relacién existente entre esos dos cddigos. Este

15 Decimos que dos cddigos coocurren si ellos son asignados a la vez a un
mismo segmento de texto.
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coeficiente de coocurrencia estd basado en el andlogo para el andlisis
cuantitativo de datos siendo similar al tradicional coeficiente de
correlacién, y se calcula asi:
n;ji
c=—>7r"—
ni+nj—nij
En esta expresion c es el coeficiente de correlacidn entre los codigos iy j,
n; es la frecuencia con la que ocurre el cddigo i, n; es la frecuencia con la
que ocurre el codigo j y n; es la frecuencia con la que coocurre los
codigos iy j (Friese, 2014a).

La matriz de coocurrencia puede revisarse completamente en el Anexo

@ Codes Co-Occurrency Table

assess: e assess: e a55ess: € aSS6SS: € 355855 € ASSESS] Q1 3555S: P 56RSS! 6 edusyste edu syste ey syste edusyste edu syste &)

>
o)

assess: oxt_i ERCRE
assess: ext_i [RRH
assess: ext,

&

assess: oxt.

s ¢

1 zystern lesming (16.0)
i zystemn: new paradigm
(B0}~
e system: prob (150}~

i

) system: teachion stand |
‘ »

st ochi EAREN]
student: com|
stuent: imge

student: refle

student; resp

el ] -
student: reflective (70}~

Gt J;I ;
« Sl

feacher: performance_technobogy (29) @ assess: ext_uhy (35)

Figura 2.26. Seccidon de matriz de coocurrencia
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Como se habia dicho anteriormente, también se hizo uso de la vista
pasiva de la matriz de coocurrencia (ver Figura 2.27). La razo6n por la
que decidimos utilizar esta funcionalidad es porque también nos
interesaba reconocer regiones densas en cuanto a coocurrencia entre
codigos, asi como patrones potenciales entre codigos, esto es, relaciones
latentes en la descripcidn y conceptualizacidon que brindan los cédigos a
los datos. Reconocer estas regiones densas, e identificar los codigos que
las componen, permite pensar en nuevas categorias que asocian c6digos
cuya relacién no era absolutamente evidente en el desarrollo del

esquema de codificacion,

-iﬁT & qiﬂ lilil—r*- |

.:E"é ...._'.!.r- -L:-.- '-..||.|
Sdi . Lyl T -
L' B AL -'

Ilmams _l

Figura 2.27. Vista pasiva de la matriz de coocurrencia
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Con el fin de dar orden al esquema de codificaciéon se opt6 por utilizar
ciertos prefijos, que corresponden inicialmente a familias de cédigos y
que podrian entenderse también como “supercédigos” o categorias
iniciales. Esta primera categorizacion estd compuesta por cinco
categorias y trece subcategorias, tal y como aparece organizado en la
Tabla 2.17.

Categoria Prefijo Subcategoria Prefijo
External assessment | assess: ext_
General assessment assess: gral
Assessment assess
Self assessment assess: self
Student assessment assess: stu_
Context context Context Context
Educational .
edu system | Educational system edu system
system
Student student Student student
teacher:
Teacher performance
performance
Professional
teacher: prof_dev_
development
ualit teacher: QUALITY
Teacher teacher Q Y Q
Relation with others teacher: rel_others_
Relation with students | teacher: stu_
Teacher .
. teacher_traits
characteristics

Tabla 2.17. Categorias y subcategorias en el paso descriptivo-conceptual

Los 74 codigos que componen el esquema de codificaciéon, como puede
verse en la Figura 2.28, se nombraron teniendo en cuenta a la
subcategoria a la que pertenecian. Para hacer mas facil su
reconocimiento, junto con el uso de prefijos especificos, se decidio,

también recurrir al uso de colores para identificar las subcategorias.
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Codes

5

assess:

teacher:

Edit Miscellaneous Output View

E P a Q OF {| * a m |i@i5&ar(h|”amer
ext {92-3}~
ext_instrument {16-0}~

assess:
assess:
assess:
assess:
assess:
assess:
assess:

ext_instrument_prob {12-0}~
ext_stu_prob {19-0}~
ext_why {35-0}~

gral charac {42-0}~

policy {28-0}~

self {36-2}~

stu {127-3}-

ss: stu_formative {27-0}-

asse

u_prob {41-0}
stu_types {66-0}~

3-0}

stu_why {3

context {91-0}~

edu system: competency {11-0}~

edu system: curriculum {4-0}~

edu system: learning {16-0}~

edu system: new paradigms {33-0}~
edu system: policy {43-0}~

edu system: prob {15-0}~

edu system: teacher_edu_prog {10-0}~
edu system: teaching standards {19-0}~
student: achievement {187-0}~
student: competence-based {9-0}~
student: improvement {35-0}~

student: reflective {9-0}~

student: responsability {20-0}~
teacher: performance_active {7-0}~
teacher: performance_clarity {27-0}~
teacher: performance_class control {49-0}~

teacher: performance_curriculum integration (20-1}~

teacher: performance_innovative {68-0}~

teacher: performance_learn_method {83-1)~
teacher: performance_personal_attributes {116-0}~
teacher: performance_research {13-0}~

teacher: performance_technology {29-0}~

teacher: prof_dev_how {33-0}~

teacher: prof dev_measure {3-0}~

teacher: prof dev_needs {4-1}~

teacher: prof dev_reform {12-3}~

teacher:
teacher:

teacher:
teacher:
teacher:
teacher:
teacher:
teacher:
teacher:
teacher:
teacher:
teacher:
teacher:
teacher:
: traits_affective {25-0}~

: traits_autonomy {16-0}~

: traits_certification {31-0}~

: traits_compromised {17-0}~
teacher:
teacher:
teacher:
teacher:
teacher:
teacher:
teacher:
teacher:
teacher:
teacher:
teacher:
teacher:

teacher:
teacher:
teacher
teacher:

prof_dev_results {21-2}~
prof_dev_why {45-1}~
QUALITY {172-0}~

stu_advising {21-1}~
stu_closer {37-1}~
stu_communication {67-5}~
stu_diversity {33-1}~
stu_fair {16-1}~
stu_feedback {40-1}~
stu_guidance {19-1}~
stu_influence {60-3}~
stu_listen {12-1}~
stu_motivator {74-3}~
stu_relation {105-3}~
stu_trust {17-1}~

traits_confident {13-0}~
traits_effective {173-0}~
traits_examplary {8-0}~
traits_experience {6-0}~
traits_know_pedagogy {109-3}~
traits_know_subject {150-1}~
traits_leadership {4-0}~
traits_preparation {50-0}~
traits_realistic {14-0}~
traits_reflective {67-0}~
traits_success {26-0}~
traits_vision {7-0}~

Figura 2.28. Lista de cédigos en ATLAS.ti

Con el fin de organizar mejor la informacién y de poder visualizarla mas

facilmente en redes semdnticas, se crearon trece familias de cddigos que

agruparan a las subcategorias. En la Tabla 2.18 pueden observarse los

nombres de las familias de c6digos junto con una breve definicion de las

mismas.

129



EL CONCEPTO DE EXCELENCIA DOCENTE

Nombre de la familia de codigos Breve descripcion

assess: stu Esta familia recoge c6digos que tienen que ver
con la evaluacién de estudiantes (instrumentos,

razones, problemas, experiencias).

assess: ext Esta familia de coédigos agrupa cddigos que
tienen que ver con la evaluaxiéon docente
externa, es decir, la que depende de otro como,

por ejemplo, colegas, jefes de departamento, etc.

assess: gral Esta familia agrupa cédigos que tienen que ver
con matices generales de los procesos de
evaluacion.

assess: self Esta familia agrupa cédigos que se centran en la

autoevaluacién docente.

teacher En esta familia se agrupan los codigos que
refieren al docente como wuno de los
protagonista de los procesos de ensefianza y

aprendizaje.

teacher: traits En esta familia se agrupan los cédigos que se
centran en la comprension de las caracteristicas

de los docentes.

teacher: rel_others Esta familia recoge los c6digos que tiene que ver

con la relacion del docente con su comunidad,

teacher: stu Esta familia agrupa cédigos que se centran en la

relacion del docente con sus estudiantes.

teacher: performance Esta familia estd conformada por los cédigos
que centran su atencidn en las caracteristicas de

las practicas docentes.

teacher: prof_dev En esta familia se agrupan los cddigos que se

centran en las razones, caracterisricas y efectos
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del desarrollo profesional docente.

stu Esta familia de cddigos se enfocan en el
estudiante.
context En esta familia se recogen todos los cddigos que

tienen que ver con los contextos que intervienen
en la realidad docente y cémo tienen efectos

sobre sus practicas.

edu_system Esta familia de cdédigos se centra en las

caracteristicas del sistema educativo.

Tabla 2.18. Primeras familias de cédigos

En la Figura 2.29, pueden observarse las familias de codigo. Alrededor
de cada familia aparecen los cddigos que lo componen.

Figura 2.29. Familias de c6digos. Primera categorizacion
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Las definiciones de cada uno de los cédigos (subcategorias) aparecen

mas adelante en la Tabla 2.22.

Aunque esta categorizacién organizaba de manera efectiva al esquema
conceptual de codificacién, no se podia perder de vista que el objetivo
era la construccién de una taxonomia que diera cuenta especificamente
de la excelencia docente. Luego de dar un paso atrds y entender el
esquema conceptual como un todo, entendimos que las subcategorias
podian pensarse como matices de la relacion del docente con otros
“entes” que iban desde si mismo hasta lo mdas externo, en este caso el
sistema de educacion. Entendiendo esta interpretacion del esquema de
codificacién, organizamos los setenta y cuatro c6digos en seis grandes

categorias, tal y como se puede observar en la Tabla 2.19.

Categoria

v" Relacién consigo mismo

v' Relacién con la epistemologia
v" Relacién con su practica

v" Relacién con los estudiantes
v" Relacién con la comunidad

v" Relacién con el sistema de educacién

Tabla 2.19. Categorias basadas en relaciones del docente

Esta nueva categorizacion permitié organizar todos los codigos
(subcategorias) en nuevas y grandes categorias. Sin embargo, dos de los
setenta y cuatro cddigos fueron considerados muy generales. Nos

referimos a los codigos context y teacher: QUALITY, ambos muy
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relevantes respecto a la totalidad de los datos. Ademas no estibamos
seguros de la categoria a la cudl correspondian. En la Figura 2.30, se
observa la vista pasiva de la matriz de co-ocurrencia. La matriz de co-
ocurrencia se encuentra en el Anexo 2. En las filas se organiza todo el

esquema de codificacion excepto los codigos context y teacher: QUALITY,

y en las columnas los coédigos context y teacher: QUALITY,
correspondientemente.
2| B8E | 5B
S| §2 S| 58
Code gl &2 Code S|l 82
teacher:
assess: ext 2 20 | | prof_dev_measure 0 0
assess: ext_instrument 0 8 | | teacher: prof dev_needs
teacher:
assess: ext_instrument_prob 0 3| | prof dev_reform 0 1
teacher:
assess: ext_stu_prob 1 2 | | prof_dev_results 0 1
assess: ext why 0 2 | | teacher: prof dev_why 1
assess: gral charac 0 2 | | teacher: QUALITY 19 0
assess: policy 0 2 | |teacher: rel_others 3 2
teacher:
assess: self 0 1| |rel_others_collaborative | 2 1
teacher:
assess: stu 2 rel_others_networking 1
assess: stu_formative 4| | teacher: stu_advising
assess: stu_prob 0 teacher: stu_closer 0
teacher:
assess: stu_types 1 16 | | stu_communication 3 10
assess: stu_why 2 3| | teacher: stu_diversity 6 1
Context 0 19 | | teacher: stu_fair 0 0
edu system: competency 1 0| |teacher: stu_feedback 2 4
edu system: curriculum 0 0 | | teacher: stu_guidance 0 0
edu system: learning 1 0| | teacher: stu_influence 0 1
edu system: new paradigms 1 1| | teacher: stu_listen 0 0
edu system: policy 1 7 | | teacher: stu_motivator 0 5
edu system: prob 0 3| | teacher: stu_relation 6 2
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edu system: teacher_edu_prog 1 teacher: stu_trust 1 2

edu system: teaching standards 1 teacher: traits_affective
teacher:

student: achievement 6 42 traits_autonomy 2 1
teacher:

student: competence-based 0 0 traits_certification 0 6
teacher:

student: improvement 3 4| | traits_compromised

student: reflective 1 teacher: traits_confident 0

student: responsability 1 0 | | teacher: traits_effective 9 20
teacher:

teacher: performance_active 0 0 | | traits_examplary 1 1
teacher:

teacher: performance_clarity 0 2 | | traits_experience 1 0

teacher: performance_class teacher:

control 1 2 | | traits_know_pedagogy 7 10

teacher: performance_curriculum teacher:

integration 2 0 | | traits_know_subject 9 12
teacher:

teacher: performance_innovative 1 0| | traits_leadership 0 0

teacher: teacher:

performance_learn_method 3 4| | traits_preparation 1 4

teacher:

performance_personal_attributes 6 19 | | teacher: traits_realistic 2 1

teacher: performance_research 0 teacher: traits_reflective | 2 2

teacher: performance_technology | 0 teacher: traits_success 3 7

teacher: prof dev_how 2 4| | teacher: traits_vision 1 0

Tabla 2.20. Tabla de coocurrencias de los cddigos context y teacher: QUALITY con
todos los demas
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Figura 2.30. Vista pasiva de la matriz de coocurrencia para el esquema de
codificacion vs. context y quality

Una vez mas, es posible observar regiones interesantes en donde
algunos conjuntos de cédigos coocurren. Por ejemplo, en la esquina
superior derecha de la Figura 2.30 aparece una regién altamente densa.
Teniendo en cuenta que los primeros co6digos de las filas corresponden a
la evaluacién (assessment) y la segunda columna a la calidad, es evidente
y sumamente interesante el porqué de esta altisima coocurrencia. El
andlisis de coocurrencia brinda evidencia para solucionar la cuestion de
a qué categorias hacerle corresponder los dos c6digos en cuestion. Estos
dos cddigos coocurren, aunque no uniformemente, con casi todos los
otros setenta y dos, y en conclusion aparecen en todas las seis nuevas
grandes categorfas. En consecuencia, fue necesario abrirlos o
desplegarlos en nuevas subcategorias, una para cada categoria, de forma
que se hablara de contexto y calidad en cada una de las categorias
basadas en las relaciones del docente. Esto nos deja con un total de

ochenta y cuatro subcategorias.

Cada una de las categorias aparece a continuacidn, organizada junto con
sus correspondientes subcategorias. En la Figura 2.31, se observa un
esquema para la categoria “Relacién consigo mismo” y sus catorce
subcategorias. En la Figura 2.32, se observa el esquema para la categoria
“Relacion con la epistemologia” y sus y subcategorias. De otro lado, en la
Figura 2.33, se observa la categoria “Relacidn con su practica” junto con
sus 17 subcategorias. En la Figura 2.34, se observa el esquema para la
categoria “Relacién con los estudiantes” y sus 24 subcategorias. En la
Figura 2.35, se observa el esquema para la categoria “Relacién con la
comunidad” y sus 10 subcategorias. Y finalmente en la Figura 2.36, se
observa el esquema para la categoria “Relaciéon con el sistema de

educacion” y sus 12 subcategorias.
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Figura 2.32. Categoria "Relacion con la epistemologia

Figura 2.33. Categoria "Relacién con su practica
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Figura 2.34. Categoria "Relacién con los estudiantes”

e ¥ N
R & Rel. comrunity

i e

netrument~

Figura 2.36. Categoria "Relacion con el sistema de educaciéon”
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La distribucion final de las subcategorias aparece en la Tabla 2.21.

Code # | Category Code/subcategory name16
1 Affective Teacher
2 Autonomous Teacher
3 Compromised Teacher
4 Confident Teacher
5 Context in Self-relationship
a,
6 = Effective Teacher
=
7 = Examplary Teacher
3]
8 o Leader Teacher
0
9 g Quality in Self-relationship
10 Realistic Teacher
11 Reflective Teacher
12 Self Assessment
13 Succesful Teacher
14 Teaching vision
15 Certified Teacher
16 = - Context in Epistemology
17 ; % Experienced Teacher
=
18 & E Pedagogical Knowledge
g
19 5] g Prepared Teacher
) 1]
20 = Quality in Epistemology
21 Subject Knowledge
22 = g |Active Performance
23 E_ J‘:’, Class Management
E —~
24 & %‘ Clear Performance
5
25 K % Context in Relationship with his/her Practice
O
26 = Curriculum Integration

16 No escribimos el nombre del c6digo en el lenguaje de ATLAS.ti con el fin de
una mejor compresion.
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27 Innovative Performance

28 Learning Methods

29 Measure of Professional Development
30 Professional Development Procedure
31 Professional Development Requirements
32 Professional Development Results

33 Professional-Development-based Reform
34 Quality in Relationship with his/her Practice
35 Reasons for Professional Development
36 Researcher Teacher

37 Teacher Personal Attributes

38 Technological Performance

39 Advisor Teacher

40 Assesment of Students

41 Closer Teacher

42 Communicative Teacher

43 Competence-based Student Issues

44 Context in Relationship with Students
45 2 Diversity Teacher

46 %:, Fair Teacher

47 é Feedback Teacher

48 E Formative Assessment of Students

49 E‘ Guiding Teacher

50 _é Influent Teacher

51 g Listen Teacher

52 Motivator Teacher

53 Problems of the Assessment of Students
54 Quality in Relationship with Students
55 Reasons of Assessment of Students

56 Reflective Student

57 Relationship with Students

58 Student Achievement
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59 Student Improvement
60 Student Responsability
61 Trusting Teacher
62 Types of Assessment of Students
63 Collaborative Teacher
64 Context in Relationship with Others
65 g External Assessment
=)
66 S Instruments of External Assessment
=
3 —
67| =~ é Problems of External Assessment by Students
=
68 % g Problems of the Instruments of External Assessment
— QO
69| & Quality in Relationship with Others
Q
70 e Reasons for External Assessment
71 Teacher Networking
72 Teacher Relationship with Other
73 Assessment Policy
74 £ Competency in Education System
75 *qé Context in Relationship with Education System
76 c;,c:: Curriculum in Education System
77 g Education System Policies
=]
78 = General Characteristics of Assesment
=
79 ‘§ Learning in Education System
80 2 New Paradigms of Education System
w
81 5 Problems in Education System
=]
82 ;:3 Quality in Relationship with Education System
83 Teacher Education Programs
84 Teaching Standards

Tabla 2.21. Esquema conceptual de codificacion basado en las relaciones del

docente

Las observaciones/definiciones breves sobre las subcategorias del

esquema conceptual de codificaciéon pueden encontrarse a continuacién

enla Tabla 2.22.
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Cat. Code Tetri name Brief Description
Affective Teacher Positive qualities within the affective domain.
Teachers are autonomous in the decision-
Autonomous Teacher . )
making scenario.
: Teachers are compromised with the education
Compromised Teacher ) o
and their responsabilities.
Teachers are confident about their capacities
Confident Teacher ) P
ans their scope.
Context in Self- How context can be seen on the teacher's
relationship relationship with theirselfs.
. Teacher performance is effective (productive
Effective Teacher . : ®
of or capable of producing a result).
a
= Teachers performance and themselves are
= Examplary Teacher
i) examplatory.
0
T
© Leader Teacher Positive leaders in the education scenario.
=
A Quality in Self- How quality can be seen in teacher's
relationship relationship with theirselfs.

Realistic Teacher

Teacher performance is realistic and takes into
account that real world is the current student
scenario.

Reflective Teacher

Teachers are reflective practioners.

Self Assessment

The personal assessment made by the own
teacher.

Succesful Teacher

Teachers have successful performances. There
is a difference between successful and good
one.

Teachers have a good vision, they can

Relationship with
Epistemology

Teaching visién recognize students’ needs and use them in
order to improve student learning.
Importance about having teachin

Certified Teacher 2 e e

certifications.

Context in Epistemology

How context can be seen on Epistemology.

Experienced Teacher

It is the experience produced by time spent on
teaching.
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Pedagogical Knowledge

Knowledge about general pedagogy and
specific pedagogical content knowledge.

Prepared Teacher

Teachers are well prepared.

Quality in Epistemology

How quality can be seen in the scenario of
Epistemology.

Subject Knowledge

Knowledge about the subject/content they are
teaching.

Relationship with his/her Practice

Active Performance

Teacher traits that reflect an active role in
her/his performance.

Class Management

Ability to drive her/his subject and
surroundings in order to have succcessful
results.

Clear Performance

The importance of having a clear performance
in the classroom.

Context in Relationship
with his/her Practice

How context can be seen on the teacher's
relationship with their performance.

Curriculum Integration

When curriculum is involved/integrated in
teacher performance.

Innovative Performance

When teacher's performance is innovative and
responds to the specific need of her/his
students.

Learning Methods

Different types of learning methodologies and
methods involved in her/his performance.

Measure of Professional
Development

How teacher professional development is
measure.

Professional
Development Procedure

How teacher professional development work.

Professional Professional development requires
Development infrastructure and some specifics scenarios to
Requirements achieve its goals.

Professional Some results/outputs you can gain after a wise

Development Results

professional development.
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Professional-
Development-based
Reform

Some specifications about the professional
development and how it is involved in
teaching reforms.

Quality in Relationship
with his/her Practice

How quality can be seen in the scenario of
teacher performance.

Reasons for Professional
Development

Why is neccesary the professional
development?

Researcher Teacher

Why and how research is important in teacher
performance.

Teacher Personal

General characteristics about teacher

Attributes performance/practices.
Technological Importance of the use of technology in
Performance teaching performance.

Relationship with Students

Advisor Teacher

Teachers are good advisors and they offer
students pieces of advice based in their
experience and competence.

Assesment of Students

Student assessment by the teacher.

Closer Teacher

The relation with students is closer and kind.

Communicative Teacher

Teachers have good communication with
students and that allows a positive exchange of
ideas.

Competence-based
Student Issues

Competence-based issues in the student
scenario.

Context in Relationship
with Students

How context can be seen on the teacher's
relationship with their students.

Diversity Teacher

They are open to the diversity of their
students.

Fair Teacher

The way teacher treats and assess students is
fair.
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Feedback Teacher

Feedback is an important trait of the relation
between teachers and students. Description of
that relevant element in the learning/teaching
process.

Formative Assessment of
Students

Student assessment with a formative
intention.

Guiding Teacher

Teachers guide their students based on their
experience and sageness.

Influent Teacher

How positive teacher actions influence
students behavior.

Listen Teacher

When teachers are close to their students, they
always are open to listen.

Motivator Teacher

Teachers are positive motivators. They are
enthusiast.

Problems of the
Assessment of Students

Problems that can appear when teachers
assess students.

Quality in Relationship
with Students

How quality can be seen in teacher's
relationship with their students.

Reasons of Assessment of
Students

Reasons that hold the student's assesment up.

Reflective Student

Observations about the reflective student.

Relationship with General ideas about the relationship between
Students teachers and students.

Student's achievement in their learnin,
Student Achievement §

process.

Student Improvement

Observations about the student improvement
in her/his learning process.

Student Responsability

About the involved student
responsability/autonomy and how it's
neccesary in her/his learning process.

Trusting Teacher

Based on the positive relationship, students
trust teachers.
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Types of Assessment of
Students

Different types of assessment of students.

Relationship with Others

Collaborative Teacher

When they relate with others, that relation
makes more sense when it's collaborative.

Context in Relationship
with Others

How context can be seen on the teacher's
relationship with their community.

External Assessment

Teacher assesment from peers, experts,
colleagues, etc.

Instruments of External
Assessment

All types of instruments used to assess
teachers.

Problems of External
Assessment by Students

Problems that can appear when students
assess teachers.

Problems of the
Instruments of External
Assessment

Problems that can appear when instruments
are used to assess teachers.

Quality in Relationship
with Others

How quality can be seen in the scenario of
teacher community.

Reasons for External
Assessment

Reasons that hold the teacher assessment up.

Teacher Networking

Teachers believe in the creation of positive
networks.

Teacher Relationship
with Other

Teachers are social entities. They relate with
others and they thrive in an environment
where there are more people involved.

Relationship with
Education System

Assessment Policy

How assessment is presented in policy
scenario.

Competency in Education
System

Ideas about the concept of competency
involved in the education system.

Context in Relationship
with Education System

How context can be seen on the Education
System
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How curriculum is involved in teacher
scenario, the way it affects his performance
and some traits that describe it.

Curriculum in Education
System

Education System Policies | Policy issues involved in education system.

General Characteristics of | General characteristics about the proccess of
Assesment assessment.

L ingin E i .
saapelaEdeaten Ideas about the concept of learning.

System

New Paradigms of About the new paradigms of the education
Education System system.

Problems in Education Problems of the educational system and how
System they demand attention from educators.
Quality in Relationship How quality can be seen in the scenario of
with Education System Education System.

About teacher educational programs, their
importance and effect on teacher's
performance.

Teacher Education
Programs

Teaching Standards Teaching standards in education system.

Tabla 2.22. Breves observaciones/definiciones de las subcategorias

Habiendo optado finalmente por el esquema conceptual de codificacion
que aparece en la Tabla 2.21, se consideré fundamental realizar una
triangulaciéon via expertos codificadores, a propésito del esquema
conceptual emergente y de su uso, teniendo en cuenta que el grado de
credibilidad equivale al grado de refinamiento del debate o nivel de

coherencia. (Ruiz Olabuénaga & Ispizua, 1989).

Al proponer una discusion entre expertos se intent6 reducir los efectos
de la subjetividad y preconcepciones del investigador en la toma de

decisiones, de manera que no se interpusieran en el ejercicio de
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construir la taxonomia conceptual que da cuenta del concepto de
excelencia docente. Este ejercicio de triangulacion enfrenta distintas
perspectivas para el control cruzado de datos y su interpretaciéon (Guba,

1981). En la seccion 2.5.1.7, se describe este proceso de triangulacion.

2.5.1.7. Triangulacién del esquema conceptual de
codificacion y del proceso de codificacion

Para el desarrollo la triangulacion se construyé un instrumento online
basado en dos ejercicios que se describen a continuacién. Se invitd a
siete expertos codificadores a ser parte de un comité de evaluacién y
discusion del proceso y esquema de codificacidon. Por razones externas a
esta investigacion, so6lo cinco de los siete expertos participaron
activamente en esta triangulaciéon. Se buscé que el comité fuera
altamente competente en procesos de codificacién, asi como un grupo
heterogéneo de académicos. Algunas caracteristicas globales de los

expertos aparecen en la Tabla 2.23.

Experto Caracteristicas
Codificador/a 1 v" Doctor/a en Educacidn.
v' Experto/a en Metodologias cualitativas de
investigaciéon

v" Estados Unidos

Codificador/a 2 v" Doctor/a en Educacién
v' Experto/a en Evaluacion y Ensefianza
colaborativa asistida por ordenador
v' Estados Unidos

Codificador/a 3 v" Doctor/a en Matematicas
v' Experto/a en Calidad de la Educacion y en
Educacién Matematica

v' Espafa

Codificador/a 4 v" Doctorando/a en Did4ctica de las Ciencias
v' Experto/a en disefio de innovaciones didacticas
v' Espafa
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Codificador/a 5 v" Docente de instituto
v' Experto/a en Lengua y Literatura
v'  Espafa

Tabla 2.23. Informacion sobre los codificadores

Primer ejercicio

El primer ejercicio consistia en el uso del esquema conceptual de
codificacién en una seleccion de segmentos de texto (citas). Cada
experto ingresaba a TETRI, un sitio web cuyo nombre nace de las siglas
de la frase en inglés “Teaching Excellence Triangulation”, disefiado
especificamente para este ejercicio de triangulacion en la codificacion.
En la Figura 2.37, puede verse una captura de pantalla de la pagina de
bienvenida de TETRI

€ €' | [ tetriangulation.blogspot.com.es Bl + ) = & =

840 More ¥ Next Blog» rafaelmendezio@gmail com  New Post Design Sign Out =

Triangulation in a Teaching Excellence Study

[ Cod

Welcome to this space for discussion!

‘The proposal for this exercise of trustworthiness has two purposes. The first one is focused on the study of the coding procedure used in this research,
and the second is focused specifically on the inductive coding scheme. You can see more information of this proceess in our research by clicking here.

This exercise based on the diversity of perspectives on coding allows s to begin a conversation that flluminates the generation of theory.
With that being said, we propose a simple exercise that consists of: First, to associate previously selected quotations with codes organized into a coding
scheme (from an inductive approach). And second, to motivate a conversation regarding the use of this code scheme, i.e. the opinion about the
relevance of it in the process of qualitative data analysis.

The development of the exercise could take, at most, 45 minutes.

Because the research is moving forward, we Kindly askyou to finish i before May 25th, 2015,

Thank you for accepting this invitation, your contributions are vital to this research!

Please click ]1@1°@ to contire with the first part coding excereise.

Home

Figura 2.37. Captura de pantalla de la pagina de bienvenida de TETRI

El esquema conceptual de codificacién, conformado por un conjunto de
84 subcategorias, estaba organizado tal cual aparece en la Tabla 2.21. En
un documento virtual editable, embebido en TETRI, junto con unas
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instrucciones detalladas y un listado con las definiciones breves de cada

una de las subcategorias (ver Tabla 2.22) se invitaba al experto a

participar del primer ejercicio de codificacién. Especificamente, el

ejercicio consistia en codificar un conjunto de treinta citas, haciendo uso

del esquema de codificacion entregado. Las citas fueron escogidas

teniendo en cuenta tres parametros.

Primer parametro: Tener una densidad alta, es decir, un nimero
de c6digos asociados alto para garantizar la diversidad en el uso
de los codigos y explorar, entre otras cosas, las coocurrencias en
la asignacién una vez los expertos hayan codificado la seleccién.
Para ello se organizaron todos los segmentos de texto segin su
densidad J, en orden descendente. Se escogieron las citas tales
que 3 <. < 16. Se obtuvo una selecciéon de 378 citas que
cumplen este parametro. Citas con densidad en este intervalo
garantizan dicha diversidad en la toma de decisiones.

Segundo parametro: Cada cita debe ser significativa, debe
entenderse fuera de contexto y, ademas, debe provocar cierta
polémica que motive el debate.

Tercer pardmetro: Las citas estan distribuidas a lo largo de todas
las seis categorias, y recorren mayoritariamente todos los

codigos (Ver Figura 2.38)
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assess: ext {923}~
% assess: ext_instrument {16-0}~
assess: ext_instrument_prob {12-0}~
% assess: ext_stu_prob {19-0}~
assess: ext_why {35-0}~
assess: gral charac {42-0}~
assess: policy {28-0}~
% assess: self {36-2)~
% assess: stu {127-3}~
assess: stu_formative {27-0}~
assess: stu_prob {41-0}~
assess: stu_types {66-0}~
% assess: stu_why {33-0}~
%8 context {910}~
edu system: competency {11-0}~
edu system: curriculum {4-0}~
% edu system: learning {16-0}~
% edu system: new paradigms {33-0}~
% edu system: policy {43-0}~
% edu system: prob {15-0}~
edu system: teacher_edu_prog {10-0}~
%8 edu system: teaching standards {19-0}~
% student: achievement {187-0}~
student: competence-based {9-0}~
% student: improvement {35-0}~
% student: reflective {9-0}~
% student: responsability {20-0}~
Y& teacher: performance_active 7-0}~
teacher: performance_clarity {27-0}~
%teacher: performance_class control {49-0j~
teacher: performance_curriculum integration {20-1}~
%teacher: performance_innovative {68-0}~
%tea(her: performance_learn_method {83-1}~
%teacher: performance_personal_attributes {116-0}~
teacher: performance_research {13-0}~
%tea:her: performance_technology {29-0}~

Xé teacher: prof_dev_how {33-0}~
teacher: prof_dev_measure (3-0}~
teacher: prof_dev_needs {4-1}~
teacher: prof_dev_reform {12-3}~
teacher: prof_dev_results {21-2}~

%& teacher: prof_dev_why {451}~

% teacher: QUALITY {172-0}~
teacher: rel_others {34-2}~
teacher: rel_others_collaborative {37-1}~

% teacher: rel_others_networking {15-0}~

ﬁteacher: stu_advising {21-1}~

Y& teacher: stu_closer 37-1}~

¥ teacher: stu_communication {67-5}~

% teacher: stu_diversity {33-1}~
teacher: stu_fair {16-1}~

%tea:hen stu_feedback {40-1}~
teacher: stu_guidance {19-1}~

%teachen stu_influence {60-3}~
teacher: stu_listen {12-1}~

%teacher: stu_motivator {74-3}~

%tea(her: stu_relation {105-3}~

%teacher: stu_trust {17-1}~

% teacher: traits_affective {25-0}~

% teacher: traits_autonomy {16-0j~

% teacher: traits_certification {(31-0}~
teacher: traits_compromised {17-0}~

% teacher: traits_confident {13-0j~

% teacher: traits_effective {173-0}~
teacher: traits_examplary {8-0}~
teacher: traits_experience {6-0}~

% teacher: traits_know_pedagogy {109-3}~

%teachen traits_know_subject {150-1}~
teacher: traits_leadership {4-0}~

% teacher: traits_preparation {50-0}~

% teacher: traits_realistic {14-0}~

% teacher: traits_reflective {67-0}~

%tea(her: traits_success {26-0}~
teacher: traits_vision {7-0}~

Figura 2.38. Distribucién de las citas en el esquema de codificacién

Luego de revisar las 378 citas, que se recogen en el Anexo 3, tener en

cuenta los parametros dos y tres para la seleccion, y asumiendo que el

tiempo de respuesta de la triangulacién no superara en promedio una

hora, se escogieron 31 citas que se muestran a continuacidn.

1. “Teaching effectiveness emerges in classrooms where teachers

tend to involve students in multiple learning procedures, and

implement successful communication techniques to disseminate

knowledge in a simpler, more understandable, individualised and

participatory way” (Koutrouba, 2012)
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2. “Sheis in a continual state of learning. She does not have to know
the answer to all questions raised in class, since there are
situations in which new directions of inquiry are raised. Instead,
she encourages the students to investigate, ask questions, look for
understanding, and see the beauty” (Lavy & Shriki, 2008)

3. “Teaching is a complex and multidimensional process that
requires deep knowledge and understanding in a wide range of
areas and the ability to synthesize, integrate, and apply this
knowledge in different situations, under varying conditions, and
with a wide diversity of groups and individuals. In quality
teaching, this knowledge is applied in ways that provide equitable
access and opportunities that build upon and extend what
learners already know in facilitating the ability to acquire,

construct, and create new knowledge” (Hollins, 2011)

4. “You should not get stuck in a simple ism because every ism has
something good for some purpose and some pupils. When we
prepare different tasks, we try to get teacher students to realise
what learning or teaching style is suitable for each student and
what theory is best suited for them. But also, that a teacher
student needs to make his/her own combinations of different
theories and perspectives” (Tryggvason, 2009)

5. “The professional teacher who is committed to achieving high
standards constantly seeking to increase their own knowledge and
expertise, often referring to acknowledged experts for help and
advice, or the professional teacher aspiring to high standards by
being concerned about reliability, punctuality, efficiency and

classroom competence” (Furlong, 2013)
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10.

“[She] knows subject matter (what to teach) and pedagogy (how
to teach) but also knows how to learn and how to make decisions
informed by theory and research from many bodies of knowledge
and also as informed by feedback from school and classroom

evidence in particular contexts” (Cochran-Smith, 2003)

“The caring, warm, approachable teacher who (facilitates
children’s learning, but who is firm and in control” (Furlong,
2013)

“Bridges (1999), for instance, suggests that in addition to subject
matter knowledge, pedagogic knowledge, and understanding of
the broader social and cultural context, it is important to include
in what we think of as knowledge for teaching the following:
teachers’ understanding and commitment to professional
behavior, interpersonal and communication skills, and networking
and team-working skills” (Ben-Peretz, 2001)

“Teacher subject matter preparation and knowledge are
correlated with pupil performance are not sufficient by
themselves to justify policies designed either to recruit or train

more knowledgeable teachers for schools” (Monk, 1994)

“Six fundamental instructional “functions” which appear below
()

1. Review, check previous day's work (and reteach, if necessary)
Present new content/skills

Guided student practice (and check for understanding)
Feedback and correctives (and reteach, if necessary)

Independent student practice

o v W N

Weekly and monthly reviews” (Rosenshine & Stevens, 1986)
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11.

12.

13.

14.

“This personal-type teacher did not teach by the book, but thought
for himself, made his own choices of subject knowledge, teaching
strategies and pedagogical style, as well as producing and writing
his own material. This teacher showed his ‘self, the teacher
educator said, and from that time on she considered ‘getting to
know and show yourself to be a prerequisite for good teaching.
This is not to say that teachers who teach from the ‘self’ should not
also be subject-knowledge experts. On the contrary, ‘outstanding’
teachers need a lot of expert knowledge in order to introduce their
pupils to new worlds of knowledge and understanding”
(Timmerman, 2009)

“Ohio’s Teacher Quality Project, which involves all 50 of its teacher
certification institutions, is using both value-added assessments
and qualitative studies to sort out the relationships of teacher
preparation, classroom discourse, instructional practices, and

pupils’ learning” (Cochran-Smith, 2005a)

“The panel recommends an extensive new research agenda that
expands the concept of student achievement beyond test scores
and that examines how teacher quality and demographic
variables interact to influence student learning” (Cochran-Smith,
2005b)

“Math students who have teachers with Bachelors or Masters
degrees in mathematics are found to have higher test scores
relative to those whose teachers have out-of-subject degrees”
(Goldhaber & Brewer, 2000a)
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15.

16.

17.

18.

19.

“Students are active constructors of their own mathematical
knowledge, and teachers facilitate this construction” (Cady, Meier,
& Lubinski, 2006)

“The growing consensus in the literature also pertains to general
insights into processes of human learning and development. These
insights include: that these processes are highly the same for
students and teachers, that for both while learning their
knowledge, skills, beliefs, expectations, attitudes and behaviour
are in constant interplay, that for learning environments to be
effective interactions with others are important and that teachers
not only influence their students but students’ behavior and
learning also function as feedback for teachers” (Dekker-Groen,
Van Der Schaaf, & Stokking, 2013)

“The measures of student learning (and consequently teacher
effectiveness) are not reduced to simple comparisons of scores on
standardised tests, there is ‘a growing interest among educators
and evaluators in constructing other forms of [teacher]
assessment that better reflect the complexity of teaching and can
provide valid data about competence while helping teachers
improve the calibre of their work” (Gallant & Mayer, 2012)

“Teachers can positively affect student learning by providing
students with time, a classroom climate conducive to learning,
structure, and meaningful activities that support learning”
(Sample McMeeking, Orsi, & Brian Cobb, 2012)

“The more optimistic the teacher, the less custodial and the
more encouraging of student autonomy in problem solving”
(Woolfolk, Rosoff, & Hoy, 1990)
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20.

21.

22.

23.

24.

25.

“Other elements of teacher quality are personal resources (eg.,
knowledge and credentials) and activities outside the classroom
(e.g., collegiality and organization) (Kennedy, 2008). Moral traits
such as honesty, compassion, and fairness might also be included
(Fenstermacher & Richardson, 2007)” (Harris, Ingle, & Rutledge,
2014)

"If I try really hard, I can get through to even the most difficult or
unmotivated students" (Guskey & Passaro, 1994)

“The author of this article suggests that education researchers and
policy makers may be overestimating the role of personal qualities

in their quest to understand teaching quality” (Kennedy, 2011)

“Standards are regularly described as a mechanism for improving
the status of the teaching profession and as a means to develop
high-quality teachers and enhance student learning outcomes
(Darling-Hammond, 2006)” (Kriewaldt, 2012)

“PCK 1is conceptualized as transformed knowledge for teaching
developed from the integration of three domains of knowledge:
subject matter knowledge, pedagogical knowledge, and
knowledge of context” (Friedrichsen et al., 2009)

“The findings reveal that outstanding teachers from Hong Kong
conceptualize teacher success in terms of qualities that a teacher
should possess before s/he can be considered as successful, also
highlighting and illustrating the importance of contextual factors”
(Elizabeth, May, & Chee, 2008)
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26.

27.

28.

29.

30.

“All such work involves some degree of feedback between those
taught and the teacher, and this is entailed in the quality of their
interactions which is at the heart of pedagogy” (Black & Wiliam,
1998)

“‘Good teacher’ has both educational goals and the means for
achieving educational goals. The main educational goals concern
developing students’ thinking, and directing them while looking
for mathematical regularities. The means include: providing the
opportunity to explore and pose questions, and enabling the
students to discuss their problems and questions” (Lavy & Shriki,
2008)

“To really improve education, policies need to affect the teaching
and learning that takes place in classrooms” (Means, Roschelle,
Penuel, Sabelli, & Haertel, 2003)

“Teacher Y has a very strong mathematics background. He shares
about mathematics beyond the textbook. He also infuses
technology into his lessons. Students like it when he shows
beautiful applets. He also has a great mathematical library and
enjoys telling students about the mathematical books that he read
recently. He is attentive to students writing and test results”
(Leong, 2014)

“A portfolio is a narrative that tells a coherent story of your
learning experiences in the program, and highlights thoughtful
reflection on, and analysis of, these experiences. It is not simply an
acquisition of pieces and products; it is an unfolding of your
understandings about teaching and learning, and about your

development as a professional” (Beck, Livne, & Bear, 2005b)
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31. “At the beginning of the project, Robyn used the common
technique of telling students what she wanted them to know. As
she refined her goals for the project she encouraged her students
to use their own language to describe their understanding. She
used what they said to encourage them to make connections, for
example, between aspects of powers and known multiplication
facts. She also heard students’ misconceptions, and used these to
help make correct connections. These changes in her practice, and
her ability to reflect on them, were noted in the major changes she
reported in her beliefs on the questionnaire” (Britt, Irwin, &
Ritchie, 2001)

Con el fin de hacer uso del esquema de codificacién, tal y como se
comentaba al comienzo de esta seccidn, cada experto podria asociar a
las citas seleccionada el o los cddigos que considerase mas relevantes
para describir cada una de ellas. En la Tabla 2.24 puede observarse una
comparativa de la asignacion de c6digos a cada una de las citas por parte
de todos los expertos (C1, C4, C5y C3 -el codificador C2 no aparece en la
tabla pues su codificacion no pudo ser guardada por fallos tecnoldgicos,
sin embargo si se guard6 su respuesta en el segundo ejercicio de
codificacién) y del investigador (I). Se observa que la distribucién fue
muy variada, y ello refleja la flexibilidad y libertad a la hora de codificar,
y esto fue posible por la completitud del esquema de codificacion.
Ademas, las coocurrencias de cddigos en las citas manifiestan que el
proceso de codificacion utilizado tiene sentido y no esta sesgado, esto es,
que la codificacion utilizada en nuestra investigacion se ajusta, también,

a la de los expertos codificadores.

Q I |C1]| C3 | C4 | C5 Q I |C1| C3 | C4 | C5 Q I |C1| C3 | C4 | C5
54 |18 | 6 50 6 11 [ 2 | 11 17 6 1 [37] 3 3 3
1 | 57 | 54| 13 | 52 14 11| 12 | 3 | 36 | 18 11 21| 3 1|13 | 17 13
42 |52 | 14 | 51 22 32 | 4 20 19 4 3 | 23 | 28 23
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42 [ 28| 16 | 41 23 34 |21 21 36 23 | 4 | 52 | 37 | 45
14 |42 | 21 | 42 24 21 | 9 11 50 52 |10 44 | 52
16 | 6 | 23 1 27 2 |11 12 14 52
23 24 | 21 28 3 |21 14 52 58
24 28 42 32 59
45 42 45 34 37 137129 | 66 | 37
6 45 52 37 22 77 |77 | 37 | 68 73
21 54 29 |19] 15 | 29 15 73 73 | 73 77
23 57 19 |73 | 19 | 30 29 84
22 59 12 65 29 | 66 58 33 |84 | 33 | 29 | 83
1 ]21] 11 1 3 62 58 | 62 65 23 (| 82 |82 |83 | 84 | 84
14 |22 | 52 | 14 11 73 65 73 73 84 | 73
11 |30 | 56 | 18 32 73 84 21 |18 | 16 | 18 5
50 |17 27 50 58 |79 6 20 7 25 [21] 18 | 21 16
18 |18 34 | 56 30 |84 | 40 | 30 | 40 24| 18 |38 | 21 | 84 18
19 |19 36 13 | 40 | 77| 58 | 31 58 16 25 21
28 | 28 49 77 |58 | 73 | 66 73 25
49 |49 52 79 82 | 68 44 |37 ] 13 | 35 13
2 |20] 6 9 6 58 |58 | 15 | 32 6 37 | 6 | 25 | 65 25
10 |45 10 | 19 10 19 |19 21 | 62 15 25 84 |44 | 44 | 84 | 37
28 |40 | 14 | 21 14 14 | 83 |21 | 58 19 25 64 44
49 | 28] 18 | 25 17 15 |83 | 83 58 75 64
59 28 | 34 | 27 83 84 84
17 45 | 37 | 45 60 |49 ] 6 43 6 47 |42 | 12 5 9
14 49 | 49 59 52 |14 | 10 | 49 7 54 |47 | 47 | 25 12
6 59 | 50 49 |60 | 13 | 52 10 57 |57 | 65 | 34 | 47
9 36 10 14 | 56 13 26 | 69 | 69 39 54
11 [ 11 | 18 3 2 13 22 | 61 22 72 44
18 |17 | 19 | 11 6 15 22 39 42 47
22 |22 ] 28 | 19 10 45 49 54
83 [39] 32 | 25 19 49 52 27 | 6 8 5 3
80 149 79 | 28 24 52 59 18 | 49 | 22 9 8
8 [60] 80 | 83 32 58 60 21 |52 | 49 | 18 | 14
3 83 80 59 52 [27 |52 | 21 17
19 8 60 27 60 |57 | 60 | 25 22
3 50 |57 | 12 | 35 5 49 [ 60 | 74 | 28 | 49
30 |36 | 30 3 70 56 |72 | 54 | 34 12 34 | 49
32 | 3 | 69 9 72 57 |49 35 17 52
22 |11 ] 70 | 19 30 51 | 69 39 25 60
43 |9 | 72 | 21 16 | 49 | 50 44 | 47 74
34 | 34 22 56 47 54 18 |21 | 21 3 5
19 | 63 32 51 21 |18 | 26 | 27 7
84 | 64 30 54 38 |38 | 38 | 37 19
71 34 59 28 | 6 | 42 | 40 21
43 58 |58 6 29 13 23 | 7 | 50 | 47 26
84 65 |73 | 13 | 62 24 26 |19 | 62 38
21 |21 ] 12 | 18 12 66 |14 | 29 | 65 29 28 | 60 |23 60
18 |18 | 18 | 21 18 17 29 29[ 40 | 66 | 40 40 | 26 80
36 |11 ] 21 | 29 21 40 58 | 68 58 38 | 28
34 |12 | 34 | 30 24 65 | 78 60 37 |1
25 [36] 36 | 31 34 66 | 73 67 57
25 36 36 73 69
4 1 1 1 1 18 22 |22 | 13 | 18 1 47
1 |41] 4 34 4 28 |27 | 18 | 23 5 29|12 |11 | 11 | 66 | 11
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37 9 | 37| 8 23 | 28] 23 | 27 | 6 11 12| 12 | 29 | 19
34 19 26 26 | 34 | 17 30 [14 ] 30 [ 30 | 30
47 27 27 | 1 [ 18 32 |16 32 | 66
49 50 50 | 9 | 23 60 | 20 36
51 52 26 30
71 [ 34| 37 | 18 | 37 27 11 28|11 |11 | 6
63 | 63| 42 | 16 | 42 50 12 |27 12 | 22 | 12
41 |64 63 | 21 | 63 52 60 |57 | 28 | 23 | 13
8 |37 |71| 71|31 |71 60 52 [ 11| 42 | 27 | 14
18 |21 35 14 |50 23 | 6 | 3 51 |12 | 48 | 28 | 28
18 47 | 1|60 | 28 | 8 42 | 60 37 | 42
25 50 | 14 34 | 22 52 |51 39 | 48
21 |21 15 | 35 | 21 1o |22 |49 50 | 47 50 |55 152 42 | 50
66 | 77| 21 | 65 | 29 60 | 57 52 | 52 18 51 | 52
65 29 | 67 | 65 58 80 | 60 21 52
9 | 70 70 | 66 59 47 58
65 60 51 59
70 21 [21] 15 | 31 | 15 55
83 44 |15] 37 | 34 | 37 6
28 |40 12 [ 31| 9 20| 71 |18] 71 | 37 | 63 12
48 | 28] 34 | 35 | 12 72 |44 | 72 71 11
49 |49 | 49 16 37 72
10 |16 128 60 49
60 | 48 54
61 60
61

Tabla 2.24. Codificacion realizada por los expertos y el investigador en el ejercicio
1 de la triangulacién

El segundo ejercicio de este proceso de triangulacién consistié en un
corto cuestionario sobre la pertinencia del esquema de codificacién y la
lista de definiciones breves de los cédigos. Para ello, se adecué un
cuestionario virtual en TETRI en el que se permitia responder como
texto, audio o video. Las instrucciones, asi como un conjunto de

preguntas, aparecen en la Tabla 2.25.
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Segundo ejercicio de codificacion

iGracias por completar la primera parte del ejercicio de codificaciéon! En esta
segunda y udltima parte queremos animar una conversacién centrada en su

opinidén sobre el esquema de codificacion.
Algunas preguntas que podrian motivar esta conversacion son:

v' ;Qué tan relevante considera usted este esquema de codificaciéon? (Por
relevante nos referimos a completo. En este sentido, el esquema de
codificacidn es suficiente para responder a todas y cada una de las citas
propuestas)

v' ;Cambiaria algo del esquema de codificacién?

o ¢Incluiria otros cédigos? ;Cudles y por qué?
o O, por el contrario, ;sacaria algunos cédigos del esquema?
¢;Cudles y por qué?

v' ;Qué tan ttiles / apropiadas eran las breves definiciones de los c6digos?

Por favor, no dude en hacernos saber acerca de sus impresiones sobre el uso de
este esquema de codificacion. Para hacerlo, puede grabar un audio, un video o

simplemente escribir sus ideas a continuacién. jGracias!

Tabla 2.25. Instrucciones del segundo ejercicio de codificacion

Las respuestas de este segundo ejercicio de codificacién aparecen a

continuacion:
Codificador/a 1

“I believe the coding scheme is very thorough. In fact there are a number

of codes I have used to code the 30 quotations.

I believe the six proposed layers cover greatly the teaching excellence
continuum.

However, I've found the following issues:
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1. Some of the definitions of the codes are not clear enough for me. This is
the case for instance of codes, 13, 16, 20, 26, 34 and 79.

-Code 13: what do you mean by “there is a difference between successful

and good one”?

-Code 16: I'm not sure what you mean when saying “how context can be
seen on Epistemology”. Does it have to do with the impact of contextual

factors in the nature and scope of knowledge construction?

-Code 20: It is not clear to me what you want to include here. “Quality” is a
broad term and cannot see the particular connection you have in mind

with the construction of knowledge.

-Code 26: Is it possible not to include the curriculum in teachers

performance?

-Code 34: Again, “quality” is a broad term. Which particular aspect of
quality are you connecting to teaching performance in this code?
-Code 79: The definition of this code seem to be too broad

2. There are a few extra codes I would include in some of the layers:
-Layer 1-Self-relationship: I would include here a code regarding “training

and advanced degrees”

-Layer 2-Relationship with epistemology: I would include here a code
regarding the “Relationship of the teacher with the discipline” and
another one with regard to ““Relationship of the teacher with the

discipline trough others”.

3. I would slightly change the name of codes 50 and 60. In the case of code
50 1 would say “Influent Positive teacher”. In the case of code 60 I would
call it “Student Responsibility/ Autonomy”.
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4. I see some overlapping between codes 39 and 49. According o the
definitions of both codes I cannot see a clear difference. Regarding code 49
I would say that a Guiding teacher is the one that is a mediator between

content knowledge and the students.

5. A methodological note: I would use the codification made by each expert
of quotation 24, as a control strategy of the quality of the coding

performed.”
Codificador/a 2

“I think the coding scheme is beneficial. However, the level of
understanding of complexity of the questions for the user will cause
variation in how one chooses to code. Personal value systems are always
present. When I read "good teaching” I have in mind a set of criteria that
would encompass. While I didn't always select each of the areas it would
cover, I could have easily been much more comprehensive in coding.
Overall, I think with thorough application it could lead to common,
consistent themes in understandings of quality learning, teaching, and

assessment practices.

Many of the questions were geared toward reflective practitioners who
are beyond the standard criteria most educational assessment formats,
which is fantastic. Many options allowed for thoughtful reaction to the

question (and my own values about quality).

I would include coding around the term "empowerment,” as much of what
we do, and hope to do, is empower others in their own learning journeys.
While some codes touched toward that idea, having it more clearly a part
would be of benefit.
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The definitions of the codes were very useful; It may be appropriate to
consider not using terms that are broad with too general of a meaning;

they tend not to lead to a strong pattern.

Overall, very pleased with the relevance and value of the coding scheme

system.”
Codificador/a 3

“The coding scheme is explicit and exhaustive. Every single quotations in
Exercise 1 was easily assigned one or more codes that suited the
highlighted text under consideration. However some quotations can be
read and understood in many different ways as they are "out of context”
and this can be seen as an opportunity as well as a threat so a good
manage of the coding procedure is deeply required. I also suggest to
include a code which could be named "feedback from practice" within the

third layer.”
Codificador/a 4

“El sistema de codificacién me parecié bastante adecuado para el logro de
los objetivos de investigacion, puesto que permite reconocer el sistema de
interaccion del profesorado en relacién con el desarrollo de competencias
profesionales. Sin embargo, durante el ejercicio de codificacion me
surgieron una serie de preguntas: ;Seria mds adecuado reconocer un
grupo de cédigos que recoja los asuntos concernientes a la evaluacion
tanto interna como externa del profesorado?, ;resulta necesario incluir
algunos cddigos adicionales que aproximen el andlisis a las situaciones del
contexto educativo? y con respecto al andlisis posterior ;como manejar los
codigos que sin duda son transversales al sistema o interceptan dos o mds

grupos "layers” de codigos?”

Codificador/a 5
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“Creo que es suficiente para responder a todas las citas. en ocasiones,
exhaustivo, por lo que determinadas respuestas son muy semejantes. Me

han parecido muy titiles definiciones de los codigos.”

Como puede observarse todos los expertos consideraron que el
esquema de codificacion era relevante, es decir, que era suficiente y lo
suficientemente completo como para definir y distribuirse sobre la
totalidad de las citas propuestas. También es importante resaltar que
las citas suscitaban una reaccién que permitia la reflexiéon y de esta

manera resultaban significativas en el estudio.

Se esta de acuerdo con la observacion referente al uso de calificativos
como “bueno”, “mejor”, etc. De aca en adelante se intent6 no utilizarlos,
de manera que la subjetividad del juicio sobre una caracteristica o

practica no tuviera efectos sobre la comprension conceptual.

Las sugerencias sobre la inclusiéon de algunos cddigos también se
tuvieron en cuenta. En el momento de interpretar el esquema y de
proponer un modelo para la excelencia docente (Ver la seccién 3.3) se
incluyeron algunas de estas categorias como, por ejemplo, el caso de

empoderamiento.

Desde un comienzo se tuvo en cuenta la transversalidad de los codigos y
los posibles solapamientos. Esta cuestion dio fuerza a la idea de posibles
relaciones entre categorias centrales, que se explicara mas adelante
cuando se proponga un modelo deductivo para la excelencia docente.
Este modelo deductivo de excelencia docente estard fundamentado en

este esquema conceptual de codificacién (Seccién 3.3).

Con el fin de revisar la pertinencia de la propuesta para una taxonomia
conceptual como teoria emergente y como forma complementaria de
validaciéon del constructo, se procedi6 a comparar el esquema

conceptual de codificacién con nueve modelos profesionales docentes.
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Cada modelo profesional

docente consiste en un conjunto de

componentes que lo describe, tal y como se puede observar en la Tabla

2.26.

Modelo

Componentes

Niss (2011)

Nordenbo, Sogaard, Tiftikci,

Eline, & Ostergaard (2008)

AAMT (2006)

Shulman (1986)

Poblete & Diaz (2003)

w N

o W

Curriculo

Ensefianza

Descubrimiento del aprendizaje
Evaluacién

Colaboracién

Desarrollo profesional

Relasjonskompetanse
Regelledelseskompetanse
Didaktikkompetanse

Conocimiento profesional
Atributos profesionales
Practica profesional

Conocimiento del contenido
Conocimiento pedagodgico general
Conocimiento pedagégico del contenido

Actuacién pedagégica

Ensefianza y aprendizaje
Evaluacion

Valoracion

Autoadaptacion

Ser matematicamente competente
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HoSpesova & Ticha (2005) 1. Competencia pedagdgica

2. Competencia didactica del contenido

3. Competencia pedagégica organizacional
4

Competencia pedagégica (auto) reflexiva

Krainer (1996) Actuacién
Reflexion
Autonomia desarrollativa

Networking

N w N

New México (TeachNM,
2015)

Conocimiento del contenido y del curriculo
Uso de métodos didacticos y recursos
Comunicacion con estudiantes

Comprension del crecimiento y desarrollo
estudiantil

BN e

Evaluaciéon

Gestion del entorno educativo
Apertura a la diversidad
Implementacion de cambios
Trabajo con la comunidad

0 o No:

Marban (2008) Destrezas sociales

Conocimiento psicosociopedagogico
Pensamiento critico

Conocimiento pedagégico del contenido
Comportamientos y habitos matematico

mentales

as wn R

Tabla 2.26. Modelos profesionales docentes

A continuacién se muestra la distribuciéon del esquema conceptual de
codificacién en los nueve modelos descritos arriba. Dicha distribucion
en los primeros cinco modelos aparece en la Tabla 2.27 y para los cuatro

restantes en la Tabla 2.28.

M1 M2 M3 M4 M5

Code/Model

assess: ext

assess: ext_instrument

assess: ext_instrument_prob

assess: ext_stu_prob

assess: ext_why

assess: gral charac

assess: policy
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assess: self

assess: stu

assess: stu_formative

assess: stu_prob

assess: stu_types

assess: stu_why

Context

edu system: competency

edu system: curriculum

edu system: learning

edu system: new paradigms

edu system: policy

edu system: prob

edu system: teacher_edu_prog

edu system: teaching standards

student:

achievement

student:

competence-based

student:

improvement

student:

reflective

student:

responsability

teacher:

performance_active

teacher:

performance_clarity

teacher:

performance_class control

teacher:

performance_curriculum integration

teacher:

performance_innovative

teacher:

performance_learn_method

teacher:

performance_personal_attributes

teacher:

performance_research

teacher:

performance_technology

teacher:

prof_dev_how

teacher:

prof_dev_measure

teacher:

prof_dev_needs

teacher:

prof_dev_reform

teacher:

prof_dev_results

teacher:

prof_dev_why

teacher:

QUALITY

teacher:

rel_others

teacher:

rel_others_collaborative

teacher:

rel_others_networking

teacher:

stu_advising

teacher:

stu_closer

teacher:

stu_communication

teacher:

stu_diversity

teacher:

stu_fair

teacher:

stu_feedback

teacher:

stu_guidance

teacher:

stu_influence

teacher:

stu_listen

teacher:

stu_motivator

teacher:

stu_relation

teacher:

stu_trust

teacher:

traits_affective

teacher:

traits_autonomy

teacher:

traits_certification

teacher:

traits_compromised

teacher:

traits_confident

teacher:

traits_effective

teacher:

traits_examplary

teacher:

traits_experience
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teacher: traits_know_pedagogy

teacher: traits_know_subject

teacher: traits_leadership

teacher: traits_preparation

teacher: traits_realistic

teacher: traits_reflective

teacher: traits_success

teacher: traits_vision

Tabla 2.27. Esquema conceptual de codificacion versus modelos profesionales

docentes (1-5)

Code/Model

M6

M7

M8

M9

assess: ext

assess: ext_instrument

assess: ext_instrument_prob

assess: ext_stu_prob

assess: ext_ why

assess: gral charac

assess: policy

assess: self

assess: stu

assess: stu_formative

assess: stu_prob

assess: stu_types

assess: stu_why

Context

edu system: competency

edu system: curriculum

edu system: learning

edu system: new paradigms

edu system: policy

edu system: prob

edu system: teacher_edu_prog

edu system: teaching standards

student: achievement

student: competence-based

student: improvement

student: reflective

student: responsability

teacher: performance_active

teacher: performance_clarity

teacher: performance_class control

teacher: performance_curriculum
integration

teacher: performance_innovative

teacher: performance_learn_method

teacher: performance_personal_attributes

teacher: performance_research

teacher: performance_technology

teacher: prof dev_how

teacher: prof_dev_measure

teacher: prof dev_needs

teacher: prof_dev_reform

teacher: prof_dev_results

teacher: prof_dev_why
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teacher: QUALITY

teacher: rel_others

teacher: rel_others_collaborative

teacher: rel_others_networking

teacher: stu_advising

teacher: stu_closer

teacher: stu_communication

teacher: stu_diversity

teacher: stu_fair

teacher: stu_feedback

teacher: stu_guidance

teacher: stu_influence

teacher: stu_listen

teacher: stu_motivator

teacher: stu_relation

teacher: stu_trust

teacher: traits_affective

teacher: traits_autonomy

teacher: traits_certification

teacher: traits_compromised

teacher: traits_confident

teacher: traits_effective

teacher: traits_examplary

teacher: traits_experience

teacher: traits_know_pedagogy

teacher: traits_know_subject

teacher: traits_leadership

teacher: traits_preparation

teacher: traits_realistic

teacher: traits_reflective

teacher: traits_success

teacher: traits_vision

Tabla 2.28. Esquema conceptual de codificacién versus modelos profesionales
docentes (6-9)

Tal y como se puede observar, en ambos casos (Tabla 2.27 y Tabla 2.28),
el esquema conceptual de codificacion se distribuye en todas las
componentes de cada uno de los modelos. Esto quiere decir que el
sistema de codificacion es completo y suficiente. Sin embargo, se
observa que ciertos codigos no aparecen distribuidos en los modelos
propuestos, es decir, algunos modelos no tienen en cuenta matices
representados por ciertos c6digos, lo que ocurre debido a que el alcance
del esquema de codificacién es mucho mayor que el de los modelos. No
queriendo decir que los modelos son incompletos, y teniendo en cuenta
que se centran Unicamente en la profesionalidad docente, el esquema

recorre muchas mas dimensiones docentes que en el caso de la
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excelencia deben tenerse en cuenta, tales como la afectividad, la eficacia,
el contexto, la relacion con el sistema de educacién, el desarrollo

profesional y la calidad, entre otros.

2.5.1.8. Analisis cualitativo de datos provenientes
del instrumento

Para el analisis cualitativo de contenido proveniente del instrumento se
decidié hacer uso del esquema conceptual que emergié del andlisis
cualitativo de contenido en el escenario deductivo y que se describié en
las secciones previas, pero teniendo claro que conforme se codificaban
los datos podrian emerger nuevos codigos para complementar el

sistema conceptual de codificacién.

Asi, para el ejercicio de codificaciéon en el caso de datos de tipo
“inductivo” se hizo uso de la estrategia descrita en 2.5.1.6 (Bucle para el
analisis cualitativo de datos). Los nuevos cddigos que emergieron fueron

tres y se describen en la Tabla 2.29:

Cédigo emergente Categoria Breve descripcion
Dialogue practices Relacion con | Las practicas docentes enfocadas en la
su practica dialéctica  como  estrategia de

aprendizaje. Enseflanza centrada en la
discusion y, sobre todo, en el poder de
la pregunta.

Discovery practices Relacion con | El acercamiento al conocimiento se
su practica realiza a través del descubrimiento.
Aca el docente es un mediador que
ayuda a que esa construcciéon se
materialice. Se opone a la tradicién de

transmision del conocimiento.

Autonomous student Relacién con | La docencia ha tenido efectos sobre el

171



EL CONCEPTO DE EXCELENCIA DOCENTE

estudiantes estudiante, sobre todo en términos de

autonomia y responsabilidad frente al

aprendizaje.

Tabla 2.29. Nuevos codigos emergentes en el acalisis cualitativo inductivo

2.6.

Integridad y credibilidad de la investigacion

“Research is both a creative and destructive process:
we make things up and out of our data, but often
inadvertently kill the thing we want to understand in
the process. Similarly, we can preserve or kill the spirit
of qualitative work: we can soften our notion of
[rigour] to include the playfulness, soulfulness,
imagination, and technique we associate with more
artistic endevours, or we can harden it by the
uncritical application of rules. The choice i sours:

[rigour] or rigor mortis”

(Sandelowski, 1993)

Con el fin de dotar de rigor a la investigacion cualitativa o de alcanzar la

integridad y credibilidad en la misma, tradicionalmente se ha hecho uso

de estrategias que “miden” cuestiones como la validez y confiabilidad,

propios de la tradicion pospositivista (Ortiz, 1997). Esto ha generado

muchas criticas puesto que esa terminologia no puede utilizarse de la

misma manera en un escenario naturalista (Guba, 1979). En particular,

la idea de generalizar pierde un poco de peso en escenarios

interpretativos y cualitativos.

Para evitar este tipo de discusiones, algunos investigadores naturalistas

han preferido distanciarse explicitamente de la tradicién pospositivista,
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utilizando una terminologia distinta y acercandola mas a la realidad

cualitativa.

Se decidié que para aproximarse a la integridad de la investigacion
vinculada a esta tesis doctoral se apostara por la propuesta de Guba y

Lincoln (1982), que consiste en cuatro criterios fundamentales, a saber:

e (Credibilidad
e Transferencia
e (Consistencia

e (Confirmabilidad

A continuacién, como se observa en la Tabla 2.30, se relacionan los
cuatro criterios propuesto por Guba y los andlogos propios de la

investigacion de corte positivista.

Criterios propuestos por Guba

Criterios analogos en el escenario
positivista

Credibilidad: Responde a la pregunta
“;Qué tan congruentes son los resultados
con la realidad?” (Merriam, 1998)

Validez

estudio mida o evalte lo que realmente

interna: Garantizar que el

se quiere revisar.

Transferencia: Los resultados del

ejercicio investigador son aplicables

otras situaciones.

Validez externa: Demostrar que los

resultados pueden ser aplicados a
poblaciones mas grandes
(generalizacién).

Consistencia: Proceso auditor a la
manera de un modelo prototipo del

disefio metodoldgico.

Fiabilidad: Demostrar que si el estudio
es repetido en el mismo contexto, con los
mismos métodos y los mismos
participantes, se obtendran resultados

similares.

Confirmabilidad: Garantizar que los

resultados se corresponden con las

experiencias y las ideas de los

informantes, mas que con las

caracteristicas especificas del

Objetividad: Uso de instrumentos que
no dependen de la percepciéon y

capacidad humana.
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investigador.

Tabla 2.30. Criterios para estudiar la integridad de la investigacién

Con el fin de revisar en detalle cada uno de estos criterios a la luz de las
cinco fases de esta investigacién (ver Figura 2.1) se explicitaron las
estrategias metodoldgicas utilizadas en cada fases para cada criteriode

integridad. Los resultados aparecen en la Tabla 2.31
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Fases

1 2 3 4 5
v Mapeo de la
Ciencia
v Analisis de co- g
citaciéon y v Teoria
similitud fundamentada
Uso de métodos de | v Teoria (jg’(lj‘ﬁg?ﬁ)s
investigacion fundamentada v NCT '
reconocidos v CAQDAS o s e
(G5 codificion abierta
2L axial
e v Estrategia de y
= codificion abierta
) y axial
S v Investigadores
5 v Poblacién
. v Investigadores v Investigadores | participante . .
Honestidad P PEtnere v Libertad de v Investigadores v Investigadores
opinién de los
participantes
v Ejercicio v Ejercicio v Ejercicio v Ejercicio
personal (y con personal (y con personal (y con personal (y con
Cuestionamiento expertos) expertos) expertos) expertos)
iterativo formativo formativo formativo formativo
v Observacion v Observacion v Observacion v Observacion
persistente persistente persistente persistente
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v Uso de distintas
técnicas para la
recogida y analisis
de datos

v Variedad en las

v Uso de distintas
técnicas para la

v Variedad en las

v Uso de distintas
técnicas para

Triangulacion . 1. . | fuentes de datos, P
Jangu fuentes de datos recogida y analisis | . . analisis de datos,

(diversidad) .. distintas R

v Tetri: incoder de datos, en el . en el ejercicio

, . L . poblaciones . .

discussionpara el ejercicio inductivo inductivo

esquemay el

proceso de

codificacion

v Sesiones entre v Sesiones entre v Sesiones entre

el tutor y el el tutor y el el tutor y el . .
Frecuentes y y y v Sesiones entre v Sesiones entre

. doctorando doctorando doctorando

sesiones . . . el tutor y el el tutor y el
. . v Sesiones con el v Sesiones con el v Sesiones con el
informativas doctorando doctorando

profesor anfitrion
en KSU

profesor anfitrién
en KSU

profesor anfitrion
en KSU

Escrutinio de pares

v Intercoder
discussion

v Imparticién de
seminarios de

v Comité de
expertos

v Imparticion de

. Sy v Imparticién de | coloquios (KSU)

investigacion o T (L)

(Valladolid y

Segovia)

v Evaluacién v Evaluacién v Evaluacién v Evaluacién v Evaluacién
Comentarios constante constante constante constante constante
reflexivos v Subjetividad v Subjetividad v Subjetividad v Subjetividad v Subjetividad

progresiva progresiva progresiva progresiva progresiva
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Identificacion de la
historia
(antecedentes,
background) de los
investigadores y

v Vistas del
mundo

v Perfil de los
investigadores

v Familiarizaciéon
con el background

v Vistas del
mundo

v Perfil de los
investigadores

v Familiarizacién
con el background

v Vistas del
mundo

v Perfil de los
investigadores

v Familiarizacion
con el background

v Vistas del
mundo

v Perfil de los
investigadores

v Familiarizacién
con el background

v Vistas del
mundo

v Perfil de los
investigadores

v Familiarizacion
con el background

los demas de quienes de quienes de quienes de quienes de quienes
participantes intervienen en la intervienen en la intervienen en la intervienen en la intervienen en la
investigacion. investigacion. investigacion. investigacion. investigacion.
v Descripciéon v Descripcion v Descripcion v Descripcion v Descripcion
C detallada del detallada del detallada del detallada del detallada del
Descripcion densa p , p 2 2
fenémeno y de sus | fendmeno y de sus | fendmeno y de sus | fendmeno y de sus | fenémeno y de sus
contextos contextos contextos contextos contextos

Examen de los
hallazgos previos

v Examen de los
hallazgos para

compararlos con
los alcances de la

investigacion.
v Revision
literaria
v Descripcién v Descripcién v Descripcién
Antecedentes d
ntecedentes de detallada de los detallada de los detallada de los
los datos
(Contextualizacién) factores factores factores
o contextuales contextuales contextuales
= v Entendimiento v Entendimiento -
3 v Entendimiento
= dela dela dela
@ L particularidad del particularidad del . .
= Descripcion a z particularidad del
s fenémeno fenémeno 7
- detallada del . . fenémeno (ambas
= . (perspectiva (perspectiva .
fenémeno . ) . perspectivas).
deductiva). inductiva). Y
Y- Ny Descripcion
Descripcién Descripcion
profunda.
profunda. profunda.
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anticipada de datos

de los
investigadores

Predisposiciones

debilidades

Reconocimiento de

durante el proceso

v Diversidad de

técnicas para la

recogida de datos

(Tres pasos para v Diversidad de
Traslape de la seleccidn). técnicas para el
técnicas v Diversidad de analisis cualitativo

técnicas para el de los datos.

analisis de datos

(TF, NCT, Mapeo

de la Ciencia).

v Disefio v Disefio v Disefio v Disefio v Disefio

s metodolégico metodoldgico metodolégico metodolégico metodolégico
Descripcién . . . . .
s denso y explicado | denso y explicado | denso y explicado | densoy explicado | densoy explicado
metodolégica en
. en detalle (para en detalle (para en detalle (para en detalle (para en detalle (para

profundidad

uso externo). uso externo). uso externo). uso externo). uso externo).

v Modelo Rayuela | v Modelo Rayuela | v Modelo Rayuela | v Modelo Rayuela | v Modelo Rayuela

Deduccién
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Seguimiento de
auditoria

Tabla 2.31. Fases de la investigacion vs. Integridad
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2.7. Resumen

El modelo Rayuela es una herramienta y modelo conceptual que
ilumina el disefio y uso de estrategias metodolégicas para la
investigacidn cualitativa. Este modelo es un objeto limitrofe y esto
se manifiesta en el hecho de que es flexible y esta en constante
evolucion. Aunque el disefio metodolégico de esta tesis doctoral ya
estaba organizado cuando se conocié el Modelo Rayuela, éste tuvo
efectos positivos sobre la investigacion y permiti6 una
metaevaluacion del proceso en términos de orden y rigor.

Las técnicas del Mapeo de la Ciencia utilizadas en esta investigacion
permitieron detectar similitud entre los autores (especialmente
pensando encontrar autores invisibles que no habian sido
seleccionados segin los parametros escogidos) los que ejercian
mayor influencia sobre la disiplina y estudiar la dindmica
complejidad del concepto de excelencia docente. Para ello se hizo
uso del analisis de co-citacidn y similitud.

Respecto a la recogida de datos de naturaleza deductiva (articulos,
libros, capitulos de libro, reportes, politicas de educacion, tesis,
etc.), se decidi6 realizar un proceso de tres pasos que permitio
disminuir los efectos de la subjetividad del investigador. Para ello
se utiliz6, entre otras técnicas, el andlisis de co-citacion y similitud.
Fruto de una reinterpretacion de la Teoria Fundamentada y del uso
del métoco NCT se disefié un bucle para el andlisis cualitativo de
datos asistido por ordenador: un propotipo flexible, pero orientado,
que permitiéd generar un sistema de codificacién conceptual en la
tarea de encontrar estructuras taxonomicas de categorias. Este
bucle se utiliz6 tanto para el analisis cualitativo de datos de

naturaleza deductiva como inductiva.
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Con el objetivo de dotar de rigor a la investigacion cualitativa se
revisa en detalle la propuesta a cuatro lentes propuestas por Guba
(1981): credibilidad, transferencia, consistencia y confirmabilidad,
términos propios de un paradigma naturalista frente a los términos
tradicionales racionalistas andlogos en cuanto a los criterios de ri-
gor a los que pretenden responder, esto es, la validez interna, la va-

lidez externa, la fiabilidad y la objetividad, respectivamente.
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CAPITULO 3: RESULTADOS

3.1. Introduccion

Tal y como se ha mencionado en varias ocasiones a lo largo de este
documento, la aproximacién al concepto de excelencia docente se ha
entendido siempre como un ejercicio que debe combinar informacién y

andlisis procedentes tanto de enfoques deductivos como inductivos.

En el ejercicio de estudiar deductivamente la excelencia docente se
propone una seleccién y andlisis cualitativo de datos desde una
reinterpretacion de la Teoria Fundamentada, asi como en el uso de
técnicas bibliométricas poco utilizadas en la investigacién en educacion

matematica (Mapeo de la Ciencia via andlisis de co-citacion y similitud).

Para el ejercicio de corte inductivo se propone una recogida de datos a
través de un instrumento que explora las concepciones de los docentes
en ejercicio sobre la excelencia docente contextualizada en su propia

practica y experiencia profesional.

La interpretaciéon de los resultados en ambos ejercicios genero6
propuestas para la comprension de la excelencia docente: El estudio de

la dinamica de evolucion del concepto de excelencia docente y la
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construccion de modelos limitrofes de excelencia docente (MLED). En el

presente capitulo se muestran ambos resultados.

3.2. Una comprension de la dinamica evoluciéon
del concepto de excelencia docente a través
de los mapas de la ciencia

3.2.1. Dinamica en escenarios genéricos

El uso del Mapeo de la Ciencia ha sido una piedra angular de esta tesis
doctoral. Inicialmente, como se observa en la seccion 2.4.1.2, el uso que
se le dio a este método estuvo centrado en la deteccién de documentos
cientificos -y autores- que ejercieran una influencia relevante en el
campo que nos ocupa y que no hubiesen sido detectados durante los dos
primeros pasos del proceso de seleccion, bien sea por desconocimiento
0 porque su aparicion en la teoria hubiese ocurrido fuera de la ventana
temporal propuesta incorporandolos a los previamente mencionados

como documentos importantes para el analisis de contenido.

La aparicion de estos colegas invisibles (Gmiir, 2003), presente en la red
de co-citacion y similitud, viene acompafiada de una distribucién
“geografica” de la informacion. La idea de mapa como representacion de
una region da protagonismo no sélo a puntos (lugares) importantes,
sino a la manera en como estos se relacionan y distribuyen a lo largo del

mismo (ver Figura 3.1).
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Figura 3.1. Mapa del centro de Segovia, Espaiia

Asi, para entender una ciudad leida desde un mapa, no soélo es
importante revisar los lugares mas relevantes sino también, con el
objetivo de encontrar las mejores rutas, entender la distribucion, la

ubicacion respecto a la totalidad y la agrupacién de unos con otros.

La red de co-citaciéon y similitud (Figura 2.6 y Figura 2.7) descrita
brevemente en la seccion 2.4.1.2 sugiere una organizacion clusterizada
de la informacién. El conjunto semilla que da origen a la red de co-
citacién y similitud (2.4.1.1) centra su atencién en el concepto de
excelencia docente y, por ende, entendemos que la dindmica que
observamos al hacer uso del Mapeo de la Ciencia da cuenta precisamente

de la dindmica de dicho concepto seminal.

Esta dinamica sugiere una lectura desde cinco lentes (las cinco familias)
para la compresion conceptual. Estas familias y su significado explicitan
matices centrales no sélo al interior de cada una de las agrupaciones,
sino en la totalidad de la red. Esto es, para entender la excelencia es

necesario revisar la dindmica de cada una de estas familias.
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Aunque el objeto no es describir extensivamente el conjunto de
documentos cientificos descrito en secciones previas, es digno de
menciéon y esclarecedor revisar algunos importantes matices que
inicialmente caracterizaron cada uno de los clisteres. Ademas, se
presentan algunos temas relevantes y especificos y, teniendo en cuenta
el numero de citas por afio, se mencionan algunos de los documentos

mas representativos de cada familia.

En la Familia 1 el tema principal es la evaluacién. Este tema se extiende a
lo largo de dos ramas. La primera rama se centra en el desempefio
docente y cubre temas como la autoevaluaciéon (Beck, Livne & Bear,
2005), la evaluaci6on realizada por otros (evaluacién institucional,
evaluacion por pares, etc.) (Song, 2006; Teitel, 2001). La segunda rama
se centra en los diferentes tipos de evaluacion del aprendizaje de los
estudiantes (Stefani, 1994; Topping, 1998; Stodbeg, 2012), 1a cual es una
competencia clave en la practica docente y debe ser tenida en cuenta. La
forma en que el docente evaliia a sus alumnos permite analizar un rasgo
importante de su actuacién. La evaluacion se relaciona con temas tales
como los criterios y el disefio curricular (Meisels, Bickel, Nicholson, Xue,
& Atkins-Burnett, 2001) y la medicién de la calidad y la eficacia de la
ensefianza, y también constituye una herramienta popular en la
generacion de politicas educativas (Hamilton, 2003), especialmente en

tiempos de reforma.

Cabe mencionar en esta familia el estudio de uno de los métodos de
evaluacion de los docentes: los modelos de valor agregado que
pretenden medir los efectos o contribucién del docente comparando las
calificaciones actuales de los estudiantes con las calificaciones de esos
mismos estudiantes, pero en cursos previos. Hill, Kapitula, & Umland
(2011) presentan el valor agregado como otro indicador del buen

desempefio de los docentes y la calidad de la ensefianza. Ellos
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compararon los resultados de valor agregado en profesores de
matematicas de 24 institutos (middle school) y encontraron que estos se
se correlacionan con el conocimiento y la calidad de la instruccion del
maestro. También sugieren que estos criterios podrian desempenar un
papel importante en la mejora de la calidad de la ensefianza si se utilizan

de forma inteligente.

En la Familia 2 el tema principal es el que aborda los efectos del docente
sobre el rendimiento estudiantil. Algunas cuestiones sobre la relacién
entre el conocimiento del docente, sus caracteristicas, su instruccidn, y
el rendimiento de los estudiantes, medido a través de sus resultados y la
capacidad de aprendizaje, se exponen en este conjunto (Hill, Rowan, &
Ball, 2005; Rockoff, 2004; Wayne & Youngs, 2003). La medicién de la
calidad de la ensefianza basada en los resultados/calificaciones de los
estudiantes también se tiene en cuenta. El trabajo de Rivkin, Hanushek
& Kain (2005) es el documento méas representativo en esta familia y
explora concienzudamente el impacto de los docentes y las instituciones
en el rendimiento estudiantil, el uso de éste en el escenario de una

ensefianza de calidad y la formulacién de politicas.

La Familia 3 se focaliza en los modelos tedricos de la ensefianza de
calidad, que abarca el desarrollo profesional (su disefio, implementacién
y evaluacion (Loucks-Horsley, Stiles, Mundry, Love, & Hewson, 2009),
los diferentes estdndares y la toma de decisiones con respecto a la
ensefianza y la eficacia (Fenstermacher & Richardson, 2005). La revision
de las creencias de ensefianza sobre la excelencia, las competencias
basicas y como los profesores ven sus roles también se incluye en este
grupo. Una vez mas, los efectos de la politica nacional sobre los nuevos
paradigmas docentes aparecen como un elemento a tener en cuenta.
Con respecto a toda la preocupacién sobre la reforma educative se
evaminan una variedad de estandares para el desarrollo profesional

eficaz y los resumieron en siete principios de excelentes experiencias en
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escenarios de desarrollo profesional. Estos principios podrian ser
utilizados como criterios con el fin de mejorar los programas de
educacion y practicas de ensefianza. Como era de esperar, en cuanto a
los modelos teoricos, la propuesta seminal de Shulman L. (1986, 1987),
que se centra en la comprension, el razonamiento, la transformacién y la

reflexion, es parte de esta familia.

El tema principal de la Familia 4 es la reflexién presente en la practica
(performance) como piedra angular de la excelencia docente. Esta
reflexion sobre la formacion docente (Schon, 1987) forma parte de los
conocimientos profesionales e integra las funciones docentes
(Rosenshine & Stevens, 1986). Se presta especial atencidn a la relaciéon
entre una perspectiva reflexiva y la ensefianza efectiva (Giovannellj,
2003). El documento mas representativo en esta familia es Schon
(1983), en el que se examinan cinco profesiones con el fin de hacer
explicitas distintas actuaciones profesionales y para mostrar la
importancia de la capacidad de reflexiéon en la acciéon entre sus

caracteristicas.

Por ultimo, la Familia 5 se centra en el concepto de eficacia docente,
teniendo en cuenta sus miultiples definiciones, la medicién y el analisis
de sus efectos sobre el aprendizaje de los estudiantes (Tschannen-
Moran, Hoy, & Hoy, 1998). La idea de la auto-eficacia también se tiene
en cuenta, asi como la concepcion de los profesores de la eficacia y de su
relacion con el rendimiento de los estudiantes (Stronge, Ward, & Grant,
2011). A propésito de la autoeficacia, Bandura (1977) ofrece un marco
conceptual, algunas perspectivas tedricas y muestra como interactda
con varios fendémenos psicolédgicos, concluyendo que la creencia en las
propias habilidades afecta al rendimiento, la eficiencia mental e incluso

la salud.
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3.2.2. Dinamica de la evolucion del concepto de
excelencia docente en el caso de la Educacion
Matematica

Habiendo explorado la dinamica del concepto de excelencia docente en
el campo general de la Educacidn, se decidi6é dar cuenta de lo que podria
ser la dindmica en el caso especifico de la Educacién Matematica
(Marban Prieto & Méndez Romero, 2015). Para ello, se filtré la
informacién y se escogieron como punto de partida las fuentes
bibliograficas del campo de la Matematica y la Educacién Matematica
(Ver Anexo 4), para reproducir a continuacién el mismo procedimiento
utilizado para construir la red que se muestra en la seccién 2.4.1.2 y que
se describe en la seccidn 3.2.

Figura 3.2. Red de co-citacién y similitud (Educaciéon Matematica)
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La Figura 3.2 muestra una red de similitud y co-citacion de los cincuenta
nodos con indices de co-citacién mas altos. Es importante recordar que
cada nodo representa un documento que, en ultima instancia, ha
marcado un hito dentro del estudio de la excelencia docente. Cada uno
de ellos pone de manifiesto un foco de investigacién y la manera en que
se conectan explicita afinidad entre las distintas tematicas que cada uno

representa.

En el ejercicio de comprender la dindmica manifiesta en la red, se
identifican cuatro niveles de caracterizacion para la excelencia docente
en educacion matematica. El primer nivel, punto de partida, esta
compuesto por algunos de los modelos teéricos, de corte deductivo, que
han dado pauta para la reflexion sobre la caracterizacion del
conocimiento profesional del docente (Hill et al.,, 2005; Hill et al.,, 2008;
Shulman, 1986; Shulman, 1987). El segundo nivel responde a la relacién
con el entorno que se hace explicita en las politicas de educacion, el
disefio y ejecucion de estandares, junto con los reportes publicos de las
organizaciones de educacién matematica (Wilson & Floden, 2003). El
tercer nivel centra su atenciéon en la relacién con el estudiante
especificamente en la eficacia docente entendida en dos niveles: la
eficacia docente general propia del proceso de ensefianza/aprendizaje y
la eficacia docente especifica que recae en el compromiso personal del
docente con su actuacion (Rivkin, Hanushek, & Kain, 2005). Finalmente,
el cuarto nivel se centra en la relacion vital del docente con la
epistemologia, asi como en su quehacer particular, el que responde a los
nuevos paradigmas de la educaciéon y se manifiesta a través de

estrategias metodoldgicas dentro del proceso de ensefianza-aprendizaje
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(Brewer & Goldhaber, 2000; Darling-Hammond & McLaughlin, 1995;
Goldhaber & Brewer, 2000b).

3.3. Modelos limitrofes de excelencia docente
(MLED)

En la seccion 2.5.1.5 se explicd en detalle la manera en que fueron
analizaron cualitativamente los datos provenientes de una seleccién de
documentos cientificos de corte deductivo, esto es, papers, libros,
capitulos de libros, reportes, politicas de educacién, etc.

Fruto de una reinterpretacion de la Teoria Fundamentada emergi6 un
sistema (esquema) de codificacion conceptual, como resultado
convergente del bucle metodolégico para el andlisis que se puede
observar en la Figura 2.21. La convergencia se dio desde un primitivo
esquema descriptivo de codificaciéon, hasta alcanzar un esquema
conceptual de codificacion, todo esto posible gracias al uso de

estrategias cualitativas especialmente asistidas tecnolégicamente.

La comprension del sistema de categorias via la identificaciéon de
matices para cada una de ellas permiti6 reconocer familias de categorias
basadas en la relacién del docente con otros agentes que intervienen en
su ejercicio docente. Estas familias de categorias van desde la mas
intima y nuclear, consigo mismo, hasta la mas externa, con el sistema

educacional.

El modelo de excelencia docente que se propone como un resultado mas
de esta tesis es un objeto limitrofe (Star & Griesemer, 1989; Star, 2010),
lo que le imprime una caracteristica extra a su definicion. Se ha
determinado que el modelo sea un modelo limitrofe de excelencia

docente (MLED) pues una de sus caracteristicas capitales el su
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flexibilidad interpretativa. Los MLED no son modelos estaticos ni tinicos,
estan en construccion constante y se acomodan al entorno en donde se
desarrollan. La idea de objeto limitrofe nace en el intento de producir
representaciones de la naturaleza (Star & Griesemer, 1989) en la
comprension del hecho de que las entidades naturales son
“simultdneamente concretas y abstractas, especificas y generales,
convencionalizadas y personalizadas” (Star & Griesemer, 1989, p. 408).
Los objetos limitrofes son tan pldsticos para adaptarse a necesidades
locales, como robustos para mantener una identidad comun (Star,
2010).

Las seis familias de categorias que constituyen el modelo son las

siguientes:

Relacién consigo mismo
Relacion con la epistemologia
Relacidn con su practica
Relacion con los estudiantes

Relacién con la comunidad

o Uk W

Relacion con el sistema educacional

Cada una de estas familias de categorias, a veces llamadas
supercategorias o categorias centrales (Strauss & Corbin, 1994), se
concretiza a través de las categorias interiores que se relacionan en la
Tabla 3.1:

Self Assessment Assesment of Students

Context in Self-relationship Context in Relationship with Students

Quality in Self-relationship Quality in Relationship with Students

Affective Teacher Student Achievement

Autonomous Teacher Autonomous Student

Compromised Teacher Competence-based Student Issues

Self-relationship

Confident Teacher Student Improvement

elatioship with the students

Effective Teacher I~ Reflective Student

Examplary Teacher Student Responsability
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Leader Teacher Advisor Teacher
Realistic Teacher Closer Teacher
Reflective Teacher Communicative Teacher
Succesful Teacher Diversity Teacher
Teaching vision Fair Teacher
Context in Epistemology Feedback Teacher

5 Quality in Epistemology Guiding Teacher

; EE Certified Teacher Influent Teacher
Experienced Teacher Listen Teacher
Pedagogical Knowledge Motivator Teacher
Subject Knowledge Conection with students
Prepared Teacher Trusting Teacher

Context in Relationship with his/her Practice External Assessment

Quality in Relationship with his/her Practice Context in Community

Active teacher Quality in Community

Clear Performance Teacher Relationship with Other

Class Management Collaborative Teacher

Relationship with the
Community

Curriculum Integration Teacher Networking

Dialogue practices Assessment

Discovery practices Context in Educational System

Innovative Performance Competency in Education System

Learning Methods Curriculum in Education System

Teacher Personal Attributes Learning in Education System

Relationship with the Performance

Researcher Teacher New Paradigms of Education System

Technological Performance Education System Policies

Professional Development Problems in Education System

Flexible Teacher

Teacher Education Programs

Relationship with Educational System

Teaching Standards

Quality in Relationship with Education System

Tabla 3.1. Familia de categorias y subcategorias del MLED

Como se observd en la Tabla 3.1, cada una de las categorias esta
conformada, a su vez, de un conjunto de subcategorias que la definen y

la concretizan.

Dado que el modelo propuesto es un modelo limitrofe, a propdsito de su
flexibilidad interpretativa, la manera en cémo se distribuyen las
categorias y los “pesos” que toman varian de acuerdo con el escenario

en donde éste se mueva. Esto podra observarse en las distintas
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comparativas entre modelos especificos que se traeran a colacion en las

siguientes secciones.

Figura 3.3. Capas de la Tierra

La representacion grafica de las capas de la Tierra (ver Figura 3.3)
suscité la representacion del MLED. Las seis familias de categorias
pueden pensarse como capas y el modelo como la totalidad de la Tierra.
El modelo recorre las relaciones del docente desde su relacion con el
ente mas cercano, intimo o nuclear: él mismo, hasta lo mas externo, la
capa mas superficial, la que mas se aleja del ntcleo: el sistema
educacional. Cada una de las capas representa una realidad docente
fundamental y la unién de todas en un constructo coherente da cuenta

de la complejidad del quehacer docente.

Siguiendo con la idea de las capas terrestres, en el interior de cada una
de ellas hay un movimiento y, ademadas, las capas se relacionan
dindmicamente unas con otras, esto es, existen surcos que son
transversales a algunas o a todas las capas. Este movimiento inter/intra

capas se explicita a través de las corrientes de conveccidn en las capas
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terrestres. Tal y como se puede observar en la Figura 3.4, hay distintas
corrientes que atraviesan todas la capas y que viajan hacia o desde el
nucleo. Estas corrientes también ocurren al interior de cada una de las

capas.

. p\ale
Subduction Ocean .‘-ecgu\'\‘cﬁp_,,_ff
zone trench "

Continent

Figura 3.4. Corrientes de conveccion

Teniendo en cuenta las anteriores anotaciones, en la figura Figura 3.5
puede observarse la propuesta grafica para la comprensiéon del MLED.
Las seis capas parten de un nucleo y se superponen unas a otras hasta
llegar a la superficie de la esfera. En total, la estructura visita seis capas,
que se enunciaron anteriormente, pero que se reescriben para una
mejor comprension del constructo: 1. Relaciéon consigo mismo. 2.
Relacion con la epistemologia. 3. Relacién con la practica. 4. Relacion
con los estudiantes. 5. Relacién con la comunidad y 6. Relacién con el

sistema educacional.

Aunque las capas parecen ser regiones independientes, puede
observarse un surco que recorre todas las capas. Este surco indica un
par de caracteristicas interesantes: la primera es el movimiento al
interior de la capa; las subcategorias (subcapas) en cada capa se

relacionan y dan forma a la misma; y la segunda tiene que ver con la
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relacidn entre capas. Esta relacién se explicita pues una subcapa puede
ser subcapa de varias capas al tiempo, esto es, alguna subcapa es
transversal a todo el modelo y en este orden de ideas podra existir
algiin matiz del docente que esté presente en mas de una de las seis

capas.

Figura 3.5. Representacion grafica del MLED

En la vista frontal que aparece en la Figura 3.6 se observa la manera en
como ciertas subcapas son transversales a todas las capas del MLED. Los
numeros que aparecen sobre cada capa corresponden con los nombres

de las capas que se enunciaron en la previamente, a saber:

Relacion consigo mismo
Relacion con la epistemologia
Relacién con su practica
Relacion con los estudiantes

Relacién con la comunidad

AN A

Relacion con el sistema educacional
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Figura 3.6. Vista frontal del MLED. Seis capas

A continuacion se explorara el MLED en distintos escenarios. Se revisara
a través de wuna lectura conservadora que no pretende ser
rigurosamente cuantitativa. El estudio de dinamica al interior de cada
capa se baso en el calculo de la razdn entre el indice de fundamentacion,
definido en la seccién 2.5.1.6, y el total citaciones a segmentos de texto
en esa capa. Esta razon se escribe porcentualmente y podria leerse como

un peso de la subcapa en su capa correspondiente, asi:

donde g. es el indice de fundamentaciéon de la subcapa (subcategoria,
que en el escenario del andlisis cualitativo de datos asistido por
ordenador serfa un c6digo) y K el numero de veces que se usaron

cédigos en la capa correspondiente a la subcapa g..
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3.3.1. Caso deductivo: Educacion matematica y otras
disciplinas

A continuacién se exponen la dindmica del MLED cuando se visualiza o
interpreta en distintos contextos. En particular, se revisa con especial
cuidado el caso de la educacién matematica y se le compara éste con el
caso general de la educacion. El modelo se estudia con datos deductivos,
es decir, datos que provienen se la seleccién que se describié en la

seccion 2.4.1.1.

La primera columna (w_m) corresponde a los pesos en el caso de la
educacion matematica y la segunda (w_o) a los correspondientes en
educacion en general. Las tablas se organizan para cada una de las
distintas seis capas.

Podran notarse algunas categorias distintas a las que se describen en la
Tabla 3.1, las cuales aparecen pues son herederas de alguna mas global
como, por ejemplo, en el caso del desarrollo profesional, el cual se
expande a varios niveles y se le concretiza ain mas. Ademas, la razén
por la que aparece alguna entrada vacia en la tabla es porque o bien la
subcapa definitivamente no describe concretamente a la capa o porque
corresponde con una que haya emergido del ejercicio inductivo, pero
que se pone acd pues se realizardn comparaciones entre resultados

deductivos e inductivos.

Code w_m w_o
Self Assessment 6,25% 8,97%
2 Context in Self-relationship 0,00%  0,00%
E Quality in Self-relationship 0,00% 0,00%
-S Affective Teacher 18,75% 5,64%
'cé Autonomous Teacher 12,50% 3,59%
% Compromised Teacher 6,25%  4,10%
“*  Confident Teacher 0,00%  3,33%
Effective Teacher 31,25% 43,08%
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Examplary Teacher 0,00% 2,05%
Leader Teacher 6,25% 0,77%
Realistic Teacher 6,25%  3,33%
Reflective Teacher 0,00% 17,18%
Succesful Teacher 12,50% 6,15%
Teaching visién 0,00% 1,79%

Tabla 3.2. Caso deductivo. Relacién consigo mismo en educaciéon matematica y
otras disciplinas

Aunque la diferencia entre el comportamiento en el caso de la educaciéon
matematica y el de otras disciplinas no es muy notoria, llama la
atencion, como se puede observar en la Tabla 3.2 y en la Figura 3.7, que
respecto a la relacién consigo mismo, en el caso de la educacién
matematica, la variable afectiva sea mas de tres veces mayor que en el
de las otras disciplinas. Ademas, el protagonismo al interior de la capa
se decanta por el hecho de ser un docente eficiente. Por otro lado, la
caracteristica de ser reflexivo no aparece en el escenario de la educacion
matematica, pero si en el de la educacion general. Finalmente, para esta
capa, las tres subcapas mas preponderantes son precisamente las

referentes a la afectividad, a la eficacia y al éxito.
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Relacion consigo mismo

Teaching vision

Succesful Teacher
Reflective Teacher
Realistic Teacher

Leader Teacher
Examplary Teacher
Effective Teacher
Confident Teacher
Compromised Teacher
Autonomous Teacher
Affective Teacher

Quality in Self-relationship
Context in Self-relationship
Self Assessment

0,00% 10,00% 20,00% 30,00% 40,00% 50,00%

B Otros Matematicas

Figura 3.7. Caso deductivo. Relacion consigo mismo en educacion matematica y
otras disciplinas

Respecto a la relacién con la epistemologia (Ver Tabla 3.3 y Figura 3.8),
dos subcapas son principalmente notorias. Estas se refieren al
conocimiento sobe los contenidos y al conocimiento sobre la pedagogia.
En el caso de los conocimientos de contenidos, el peso de esta subcapa
es casi el doble en el caso de las otras disciplinas que en el de la
educacion matemadtica y en el caso de los conocimientos sobre la
pedagogia llama la atencion que sea en la educacién matematica donde
el peso llegue a ser mas del doble que el que tiene en las otras
disciplinas. Respecto a esta ultima observacion y dada la naturaleza de
los documentos cientificos analizados, cabe destacar que la mayoria de
ellos fueron publicados en este siglo, cuando la apuesta por las nuevas

estrategias pedagégicas ha tomado cada vez mas fuerza.
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Code w_m w_0

Context in Epistemology 0,00%  0,00%

=

S & Quality in Epistemology 0,00%  0,00%

E‘% Certified Teacher 9,71%  5,88%

EE Experienced Teacher 1,80% 147%

Eed

'% E. Pedagogical Knowledge 3561% 14,71%

E M Subject Knowledge 37,05% 69,12%
Prepared Teacher 15,83% 8,82%

Tabla 3.3. Caso deductivo. Relacién con la epistemologia en educacion matematica
y otras disciplinas

Relacion con la epistemologia

Prepared Teacher [
Subject Knowledge
Pedagogical Knowledge s
Experienced Teacher &
Certified Teacher
Quality in Epistemology
Context in Epistemology

0,00% 10,00% 20,00% 30,00% 40,00% 50,00% 60,00% 70,00% 80,00%

m Otros Matematicas

Figura 3.8. Caso deductivo. Relacién con la epistemologia en educacién
matematica y otras disciplinas

Respecto a la relaciéon con su practica (Tabla 3.4 y Figura 3.9), el
comportamiento al interior de la capa en ambos escenarios es similar.
Sin embargo, vale la pena anotar que en cuestiones como el manejo de la
instruccidn, las decisiones orientadas a la innovacion, la tecnologia y el
desarrollo profesional el peso es mayor en el escenario de la educacion
matematica que en el de otras disciplinas, aunque contrastan las
subcapas que tienen que ver con los matices personales que se reflejan y
en la practica y las practicas e instrucciones claras, que tienen mayor

peso en otras disciplinas distintas a la educacién matematica.
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Code w_m w_o
Context in Relationship with his/her Practice 0,00%  0,00%
Quality in Relationship with his/her Practice 0,00% 0,00%
Clear Performance 3,18% 20,34%
E Class Management 9,55% 6,78%
E Curriculum Integration 361%  5,08%
:§ Innovative Performance 13,80%  5,08%
E Learning Methods 15,50% 16,95%
& Teacher Personal Attributes 20,81% 30,51%
E Researcher Teacher 2,55% 1,69%
B Technological Performance 573%  3,39%
_'_E' Professional Development Procedure 6,58%  3,39%
g Measure of Professional Development 0,64%  0,00%
E Professional Development Requirements 0,85%  0,00%
é Professional-Development-based Reform 2,55% 0,00%
Professional Development Results 382% 5,08%
Active teacher 1,49%  0,00%
Reasons for Professional Development 9,34% 1,69%

Tabla 3.4. Caso deductivo. Relacion con su practica en educacion matematica y

otras disciplinas
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Relacion con su practica

Reasons for Professional Development
Active teacher
Professional Development Results
Professional-Development-based Reform
Professional Development Requirements
Measure of Professional Development
Professional Development Procedure
Technological Performance
Researcher Teacher
Teacher Personal Attributes
Learning Methods
Innovative Performance
Curriculum Integration
Class Management
Clear Performance
Quality in Relationship with his/her...
Context in Relationship with his/her...

0,00% 5,00% 10,00% 15,00% 20,00% 25,00% 30,00% 35,00%

H Otros Matematicas

Figura 3.9. Caso deductivo. Relacién con su practica en educacion matematica y
otras disciplinas

Respecto a la capa de la relacion con los estudiantes, como se observa en
la Tabla 3.5 y la Figura 3.10, es notorio que en la mayoria de las
subcapas los pesos son mayores en el escenario de otras disciplinas y no
en el de la educacion matematica. Resalta especialmente la subcapa que
tiene que ver con los logros académicos y la mejora de los procesos de
enseflanza y aprendizaje de los estudiantes, la cual es protagonista no
s6lo en dichas disciplinas sino en la capa, para ambos casos. La tnica
subcapa cuyo peso es mayor en el caso de la educaciéon matematica es la
que tiene que ver con la evaluacién de estudiantes (matices, problemas,

tipos de evaluacidn).

203



EL CONCEPTO DE EXCELENCIA DOCENTE

Code w_m w_o
Assesment of Students 13,14%  2,70%
Formative Assessment of Students 2,86% 0,00%
Problems of the Assessment of Students 4,24% 0,90%
Types of Assessment of Students 6,89%  0,90%
Reasons of Assessment of Students 3,50% 0,00%
Context in Relationship with Students 0,00%  0,00%
Quality in Relationship with Students 0,00%  0,00%
Student Achievement 16,63% 27,03%
*2 Competence-based Student Issues 0,95% 0,00%
§ Student Improvement 3,50% 1,80%
g Reflective Student 0,85%  0,90%
s Student Responsability 1,59%  4,50%
£ Advisor Teacher 212%  0,90%
g Closer Teacher 3,18% 6,31%
E Communicative Teacher 6,14%  8,11%
& Diversity Teacher 318%  2,70%
Fair Teacher 1,48% 1,80%
Feedback Teacher 3,92% 2,70%
Guiding Teacher 1,48%  4,50%
Influent Teacher 583% 4,50%
Listen Teacher 0,95% 2,70%
Motivator Teacher 6,14% 14,41%
Relationship with Students 9,75% 11,71%
Trusting Teacher 1,69%  0,90%

Tabla 3.5. Caso deductivo. Relacidn con los estudiantes en educacién matematica y

otras disciplinas
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Relacion con los estudiantes

Trusting Teacher =

Relationship with Students
Motivator Teacher

Listen Teacher

Influent Teacher

Guiding Teacher

Feedback Teacher

Fair Teacher

Diversity Teacher

Communicative Teacher

Closer Teacher

Advisor Teacher

Student Responsability

Reflective Student

Student Improvement
Competence-based Student Issues
Student Achievement

Quality in Relationship with Students
Context in Relationship with Students
Reasons of Assessment of Students
Types of Assessment of Students
Problems of the Assessment of Students
Formative Assessment of Students
Assesment of Students

0,00% 5,00% 10,00% 15,00% 20,00% 25,00% 30,00%

H Otros Matematicas

Figura 3.10. Caso deductivo. Relacién con los estudiantes en educacion
matematica y otras disciplinas

En el caso de la relacién con la comunidad (Tabla 3.6 y Figura 3.11), se
resalta que en el escenario de la educaciéon matematica la evaluacion
externa, es decir, por pares, coordinadores u otros en general, tiene mas
peso que en el caso de otras disciplinas. Sin embargo, en el caso de los
problemas con la evaluacién externa, en donde aparece con mas peso

resulta ser en otras disciplinas y no en la educaciéon matematica.
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Code w_m w_o
External Assessment 3555% 25,00%
o Instruments of External Assessment 6,25% 0,00%
E Problems of the Instruments of External Assessment 4,69% 0,00%
'E E’ Problems of External Assessment by Students 7,03% 25,00%
2. 5 Reasons for External Assessment 13,28% 25,00%
E E Context in Relationship with Others 0,00%  0,00%
% S Quality in Relationship with Others 0,00%  0,00%
E Teacher Relationship with Other 12,89% 25,00%
Collaborative Teacher 14,45% 0,00%
Teacher Networking 5,86% 0,00%

Tabla 3.6. Caso deductivo. Relacién con la comunidad en educacién matematica y
otras disciplinas

Relaciéon con la comunidad

Teacher Networking

Collaborative Teacher

Teacher Relationship with Other

Quality in Relationship with Others

Context in Relationship with Others

Reasons for External Assessment
Problems of External Assessment by...
Problems of the Instruments of External...

Instruments of External Assessment

External Assessment

0,00% 5,00% 10,00% 15,00% 20,00% 25,00% 30,00% 35,00% 40,00%

m Otros Matematicas

Figura 3.11. Caso deductivo. Relaciéon con la comunidad en educacién matematica
y otras disciplinas

Finalmente, respecto a la capa de la relacién con el sistema educacional
(Tabla 3.7 y Figura 3.12) es notable que el escenario de la educacién
matematica se decanta por las politicas de evaluacién, la incorporacién
del curriculo a las practicas docentes y los nuevos paradigmas

educacionales, mientras que en el escenario de otras disciplinas se
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decanta por estandares de educacién y los problemas emergentes

propios del sistema educacional.

Code w_m wW_0
g General Characteristics of Assesment 19,63%  0,00%
z, Assessment Policy 13,08%  0,00%
% Competency in Education System 0,00%  0,00%
_g Curriculum in Education System 5,14% 0,00%
§ Learning in Education System 1,87% 0,00%
'E New Paradigms of Education System 7,48% 0,00%
= Education System Policies 14,95% 14,29%
= Problems in Education System 18,69% 42,86%
,'.g Teacher Education Programs 6,54% 14,29%
§ Teaching Standards 3,74% 28,57%
E Context in Relationship with Education System 8,88% 0,00%
& Quality in Relationship with Education System 0,00%  0,00%

Tabla 3.7. Caso deductivo. Relacién con el sistema educacional en educaciéon

matematica y otras disciplinas

Relacion con el sistema educacional

Quality in Relationship with Education System
Context in Relationship with Education System

Teaching Standards
Teacher Education Programs

E—
Problems in Education System
Education System Policies I—

New Paradigms of Education System

Learning in Education System
Curriculum in Education System
Competency in Education System
Assessment Policy

General Characteristics of Assesment

0,00% 10,00% 20,00% 30,00% 40,00% 50,00%

m Otros Matematicas

Figura 3.12. Caso deductivo. Relacion con el sistema educacional en educacion

matematica y otras disciplinas
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3.3.2. Caso inductivo

A continuacién se expone nuevamente la dindmica del MLED cuando se
somete a interpretacion en distintos contextos, pero ahora estudiandolo
con datos recogidos inductivamente, es decir, datos que provienen del
instrumento trifasico descrito en la 2.4.1.3. y que muestran las
concepciones de los docentes en ejercicio sobre el concepto de
excelencia docente. Especificamente provienen del analisis cualitativo
de los datos provenientes de la segunda fase del instrumento, la
correspondiente a las cuatro situaciones limite sobre evaluaciéon a
estudiantes, dos situaciones simuladas y dos sentencias, las cuatro
basadas en los Student evaluation standards (Gullickson, 2003). Los
datos provenientes de la primera fase se mostraran en la seccién 3.3.2.4.

3.3.2.1. Educacion Matematica y otras disciplinas

Las siguientes tablas y graficas comparan la dindmica del MLED en el
caso especifico de la educacién matematica y en el caso de otras
disciplinas. La primera columna (w_m) corresponde a los pesos
(definidos al final de la introduccion de la seccion 3.3) en el caso de la
educacion matematica y la segunda (w_o) en el caso de otras disciplinas.
Las tablas se organizan para cada una de las seis capas.

En general, el comportamiento del MLED fundamentado inductivamente
para los casos tanto en educaciéon matematica como en otras disciplinas
es bastante similar, y si se diferencia lo hace so6lo en ligeros matices que

se describen a continuacion.

Es necesario comentar que fruto del analisis cualitativo de datos
inductivos se incluyeron cuatro nuevas subcapas que emergieron
eventualmente como subcategorias; tres de ellas pertenecen a la capa

relacién con su practica y son: practicas dialégicas, practicas basadas en
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el descubrimiento y flexibilidad; la ultima pertenece a la capa relacion

con los estudiantes y es: autonomia del estudiante .

Respecto a la primera capa, la relacién consigo mismo (Tabla 3.8 y
Figura 3.13), se nota un comportamiento casi idéntico al interior de la
capa en ambos escenarios, salvo apenas por una ligera diferencia en la
subcapa referente a la reflexién como caracteristica intima del docente;

en este caso, el peso es mayor en educaciéon matematica que en otras

disciplinas.
Code w_m w_o
Self Assessment 0,00% 0,00%
Context in Self-relationship 0,00% 0,00%
Quality in Self-relationship 0,00%  0,00%
Affective Teacher 17,78% 15,69%
2 Autonomous Teacher 0,00% 0,00%
E Compromised Teacher 15,56% 15,69%
-S Confident Teacher 2,22% 0,00%
g Effective Teacher 0,00% 1,96%
% Examplary Teacher 2,22%  5,88%
“*  Leader Teacher 0,00%  0,00%
Realistic Teacher 11,11% 13,73%
Reflective Teacher 42,22% 37,25%
Succesful Teacher 2,22%  1,96%
Teaching vision 6,67%  7,84%

Tabla 3.8. Caso inductivo. Relacion consigo mismo en educacion matematica y
otras disciplinas
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Relacién consigo mismo

Teaching vision

Succesful Teacher
Reflective Teacher
Realistic Teacher

Leader Teacher
Examplary Teacher
Effective Teacher
Confident Teacher
Compromised Teacher
Autonomous Teacher
Affective Teacher

Quality in Self-relationship
Context in Self-relationship
Self Assessment

0,00% 5,00% 10,00% 15,00% 20,00% 25,00% 30,00% 35,00% 40,00% 45,00%

H Otros Matematicas

Figura 3.13. Caso inductivo. Relacién consigo mismo en educacion matematica y
otras disciplinas

Respecto a la relacidn con la epistemologia (Tabla 3.9 y Figura 3.14), de
nuevo el comportamiento en ambos escenarios es casi el mismo. Cabe
anotar el protagonismo que tiene la subcapa conocimiento de los
contenidos que es mas pesado que cualquier otra subcapa al interior de
esta segunda capa. Le sigue el conocimiento pedagogico, pero por

debajo con 20 puntos porcentuales menos.

Code w_m wW_0

Context in Epistemology 0,00%  0,00%

E By Quality in Epistemology 0,00%  0,00%
£ 2 Certified Teacher 2,86%  2,08%
g E Experienced Teacher 0,00%  4,17%
"% % Pedagogical Knowledge 37,14% 3542%
E M Subject Knowledge 60,00% 58,33%

Prepared Teacher 0,00%  0,00%

Tabla 3.9. Caso inductivo. Relacion con la epistemologia en educacion matematica
y otras disciplinas
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Subject Knowledge
Pedagogical Knowledge
Experienced Teacher
Certified Teacher &=

Relacion con la epistemologia

Prepared Teacher

Quality in Epistemology
Context in Epistemology

Figura 3.14. Caso inductivo. Relacién con la epistemologia en educacién
matematica y otras disciplinas

0,00% 10,00% 20,00% 30,00% 40,00% 50,00% 60,00% 70,00%

m Otros Matematicas

Respecto a la relacién con su practica, como se observa en la Tabla 3.10

y en la Figura 3.15, el comportamiento en ambos escenarios es casi el

mismo. La subcapa que sobresale respecto de las demas es la que refiere

a los métodos de ensefanza y aprendizaje. De otro lado, la referencia al

desarrollo personal es casi nula, tanto en el caso de la educaciéon

matematica como en el de otras disciplinas.

Code w_m w_0

Context in Relationship with his/her Practice 7,61%  4,65%
8 Quality in Relationship with his/her Practice 2,17%  0,00%
S Active teacher 1,09% 1,16%
§ Clear Performance 326%  2,33%
% Class Management 7,61%  1,16%
t Curriculum Integration 1,09%  0,00%
E Dialogue practices 7,61% 9,30%
-‘é Discovery practices 6,52% 5,81%
& Innovative Performance 14,13% 20,93%
§ Learning Methods 36,96% 38,37%
-g Teacher Personal Attributes 1,09% 0,00%
% Researcher Teacher 1,09% 2,33%
2 Technological Performance 3,26%  4,65%

Professional Development Procedure 0,00%  0,00%
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Measure of Professional Development 0,00% 0,00%
Professional Development Requirements 0,00% 0,00%
Professional-Development-based Reform 0,00%  0,00%
Professional Development Results 0,00%  0,00%
Reasons for Professional Development 1,09%  0,00%
Flexible Teacher 543%  9,30%

Tabla 3.10. Caso inductivo. Relacion con su practica en educacion matematica y
otras disciplinas

Relacién con su practica

Flexible Teacher

Reasons for Professional Development
Professional Development Results
Professional-Development-based Reform
Professional Development Requirements
Measure of Professional Development
Professional Development Procedure
Technological Performance

Researcher Teacher

Teacher Personal Attributes

Learning Methods
Innovative Performance
Discovery practices
Dialogue practices
Curriculum Integration
Class Management
Clear Performance
Active teacher J§

Quality in Relationship with his/her Practice

Context in Relationship with his/her Practice

0,00% 10,00% 20,00% 30,00% 40,00% 50,00%

H Otros Matematicas

Figura 3.15. Caso inductivo. Relacion con su practica en educacion matematica y
otras disciplinas

Respecto a la capa “relacion con los estudiantes” (Tabla 3.11 y Figura

3.16) aunque el comportamiento es similar entre las subcapas para el
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caso de la educacion matematica y otras disciplinas, si resaltan, en el

escenario de las disciplinas distintas a la educacion matematica, las

subcapas referentes a la apertura a la diversidad, la influencia del

contexto en la relacion con los estudiantes y la evaluacion formativa.

Code w_m wW_0
Assessment of Students 3,10% 2,84%
Formative Assessment of Students 931% 11,61%
Problems of the Assessment of Students 3,58% 3,08%
Types of Assessment of Students 8,11%  521%
Reasons of Assessment of Students 1,67% 2,13%
Context in Relationship with Students 6,68%  9,24%
Quality in Relationship with Students 0,24%  0,00%
Student Achievement 1,67%  0,71%
E Autonomous Student 024% 0,47%
< Competence-based Student Issues 095% 0,71%
é Student Improvement 215% 1,66%
é Reflective Student 4,06% 3,08%
i Student Responsability 1,43% 0,71%
< Advisor Teacher 1,91% 1,18%
E Closer Teacher 501% 4,27%
f:: Communicative Teacher 2,63% 2,61%
&  Diversity Teacher 9,79% 14,22%
Fair Teacher 4,53%  6,64%
Feedback Teacher 10,02% 10,19%
Guiding Teacher 2,86%  2,61%
Influent Teacher 1,43% 0,71%
Listen Teacher 1,91% 1,90%
Motivator Teacher 573%  4,50%
Relationship with Students 10,74%  9,72%
Trusting Teacher 0,24%  0,00%

Tabla 3.11. Caso inductivo. Relacién con los estudiantes en educacion matematica

y otras disciplinas
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Relacion con los estudiantes

Trusting Teacher

Relationship with Students
Motivator Teacher

Listen Teacher

Influent Teacher

Guiding Teacher

Feedback Teacher

Fair Teacher

Diversity Teacher

Communicative Teacher

Closer Teacher

Advisor Teacher

Student Responsability

Reflective Student

Student Improvement
Competence-based Student Issues
Autonomous Student

Student Achievement

Quality in Relationship with Students
Context in Relationship with Students
Reasons of Assessment of Students
Types of Assessment of Students
Problems of the Assessment of Students

Formative Assessment of Students

Assesment of Students

0,00% 2,00% 4,00% 6,00% 8,00% 10,00%12,00%14,00%16,00%

H Otros ™ Matematicas

Figura 3.16. Caso inductivo. Relacién con los estudiantes en educacién matematica
y otras disciplinas

Respecto a la “relacién con la comunidad” (Tabla 3.12 y Figura 3.17), en
el escenario de la educacién matematica las subcapas que se refieren a
los problemas con la evaluacion externa y la calidad en la relacion con
los demas son las Unicas subcapas con algin peso dentro de esta capa,
mientras que en el caso de otras disciplinas las Uinicas capas con pesos
no nulos fueron las referentes a los instrumentos utilizados para la
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evaluacion externa docente y los matices generales de la relacion del

docente con los demas.

Code w_m w_o
External Assessment 0,00% 0,00%
o Instruments of External Assessment 0,00% 50,00%
=
; Problems of the Instruments of External Assessment 0,00% 0,00%
'E é’ Problems of External Assessment by Students 50,00% 0,00%
g
i=3 E Reasons for External Assessment 0,00% 0,00%
=
2 g Contextin Community 0,00%  0,00%
-% S Quality in Community 50,00%  0,00%
E Teacher Relationship with Other 0,00% 50,00%
Collaborative Teacher 0,00% 0,00%
Teacher Networking 0,00%  0,00%

Tabla 3.12. Caso inductivo. Relacion con la comunidad en educacion matematica y
otras disciplinas

Relacion con la comunidad

Teacher Networking
Collaborative Teacher

Teacher Relationship with Other
Quality in Community

Context in Community

Reasons for External Assessment
Problems of External Assessment by Students
Problems of the Instruments of External...

Instruments of External Assessment
External Assessment

0,00% 10,00% 20,00% 30,00% 40,00% 50,00% 60,00%

m Otros Matematicas

Figura 3.17. Caso inductivo. Relacién con la comunidad en educacién matematica
y otras disciplinas

Respecto a la capa “relacion con el sistema educacional” (Tabla 3.13 y
Figura 3.18) para el escenario de la educacion matematica las subcapas

que tienen pesos no nulos tienen que ver con los efectos del contexto, el
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concepto de competencia en la ensenanza, los estindares de ensefianza

y la calidad, siendo la primera de éstas la que tiene un peso mayor que

las demas. Por otro lado, en el escenario de las otras disciplinas, la

subcapa que mayor peso tiene es la referente a los nuevos paradigmas

en la educacion.

Code w_m w_o
E General Characteristics of Assesment 0,00% 0,00%
2 Assessment Policy 0,00%  0,00%
% Context in Educational System 50,00% 11,11%
E Competency in Education System 16,67%  0,00%
E Curriculum in Education System 0,00% 11,11%
'E] Learning in Education System 0,00% 11,11%
< New Paradigms of Education System 0,00% 33,33%
i Education System Policies 0,00% 11,11%
%‘ Problems in Education System 0,00% 0,00%
g Teacher Education Programs 0,00% 0,00%
E Teaching Standards 16,67% 22,22%
& Quality in Relationship with Education System 16,67%  0,00%

Tabla 3.13. Caso inductivo. Relacién con el sistema educacional en educacion

matematica y otras disciplinas
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Relacion con el sistema educacional

Quality in Relationship with Education...
Teaching Standards
Teacher Education Programs
Problems in Education System
Education System Policies
New Paradigms of Education System
Learning in Education System
Curriculum in Education System
Competency in Education System
Context in Educational System
Assessment Policy
General Characteristics of Assesment

0,00% 10,00% 20,00% 30,00% 40,00% 50,00% 60,00%

m Otros Matematicas

Figura 3.18. Caso inductivo. Relacion con el sistema educacional en educaciéon
matematica y otras disciplinas

3.2.2.2. Espaiay otros paises

Dado que los docentes que participaron en el ejercicio inductivo no sélo
ejercian en Espafia sino en otros paises del mundo, se decidié poner en
contexto el MLED, pero esta vez en dos distintos contextos geograficos,

el espafiol y el mundial.

La primera columna (w_s) corresponde a los pesos (definidos al final de
la introduccién de la seccién 3.3) en el caso espafiol y la segunda (w_w)
en el caso internacional. Las tablas se organizan para cada una de las

seis capas.

Respecto a la capa “relaciéon consigo mismo”, como se observa en la
Tabla 3.14 y en la Figura 3.19, el comportamiento es bastante similar,
excepto con la subcapa referente a la afectividad que en el escenario

espafiol es notablemente mayor que en el mundial.
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Code w_s wW_W
Self Assessment 0,00%  0,00%
Context in Self-relationship 0,00% 0,00%
Quality in Self-relationship 0,00%  0,00%
Affective Teacher 25,00% 13,24%
o Autonomous Teacher 0,00%  0,00%
= Compromised Teacher 14,29% 16,18%
.§ Confident Teacher 3,57%  0,00%
% Effective Teacher 0,00% 1,47%
% Examplary Teacher 0,00%  5,88%
? Leader Teacher 0,00%  0,00%
Realistic Teacher 14,29% 11,76%
Reflective Teacher 39,29% 39,71%
Succesful Teacher 0,00%  2,94%
Teaching vision 357% 8382%

Tabla 3.14. Caso inductivo. Relacion consigo mismo en Espaiia y otros paises

Teaching vision
Succesful Teacher
Reflective Teacher
Realistic Teacher
Leader Teacher
Examplary Teacher
Effective Teacher
Confident Teacher
Compromised Teacher
Autonomous Teacher
Affective Teacher

Relacion consigo mismo

Quality in Self-relationship
Context in Self-relationship
Self Assessment

0,00% 10,00% 20,00% 30,00%

m Otros paises

Espafa

40,00%

50,00%

Figura 3.19. Caso inductivo. Relacion consigo mismo en Espaiia y otros paises
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Respecto a la capa “relacién con la epistemologia” (Tabla 3.15 y Figura

3.20), al igual que en las comparativas anteriores, el comportamiento es

bastante similar, dandole protagonismo al conocimiento de los

contenidos y en segundo lugar al conocimiento pedagégico.

Code w_s \TAY
Context in Epistemology 0,00% 0,00%
= & Quality in Epistemology 0,00% 0,00%
;. % Certified Teacher 2,86% 2,08%
E E Experienced Teacher 2,86% 2,08%
'*;‘% %_ Pedagogical Knowledge 40,00% 33,33%
E a Subject Knowledge 54,29% 62,50%
Prepared Teacher 0,00% 0,00%

Tabla 3.15. Caso inductivo. Relacion con la epistemologia en Espaiia y otros paises

Prepared Teacher

Subject Knowledge
Pedagogical Knowledge

Relacion con la epistemologia

Experienced Teacher B

Certified Teacher ®
Quality in Epistemology
Context in Epistemology

0,00% 10,00% 20,00% 30,00% 40,00% 50,00% 60,00% 70,00%

H Otros paises

Espaiia

Figura 3.20. Caso inductivo. Relacion con la epistemologia en Espaiia y otros

paises

En el caso de la capa “relacién con su practica”, como se observa en la

Tabla 3.16 y en la Figura 3.21, las subcapas en el caso espafiol que

tuvieron mas peso comparadas con el caso mundial fueron las
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referentes a la innovacién docente, la incorporacion de nuevas
estrategias para la enseflanza y el aprendizaje, manejo efectivo de la
clase, practicas claras y el efecto del contexto sobre el desarrollo de la
practica docente. La flexibilidad en las practicas de ensefianza y el
didlogo como estrategia para el aprendizaje tuvieron mas peso en el

contexto mundial que en el espafol.

Code w_s W_W
Context in Relationship with his/her Practice 9,88%  3,09%
Quality in Relationship with his/her Practice 0,00%  2,06%

Active teacher 247%  0,00%
Clear Performance 3,70%  2,06%
Class Management 741%  2,06%
g  Curriculum Integration 1,23%  0,00%
g Dialogue practices 2,47% 13,40%
g
§ Discovery practices 3,70% 8,25%
& Innovative Performance 19,75% 15,46%
% Learning Methods 39,51% 36,08%
E Teacher Personal Attributes 0,00% 1,03%
'.E‘ Researcher Teacher 0,00%  3,09%
é Technological Performance 3,70%  4,12%
&  Professional Development Procedure 0,00%  0,00%
& Measure of Professional Development 0,00% 0,00%
Professional Development Requirements 0,00%  0,00%
Professional-Development-based Reform 0,00%  0,00%
Professional Development Results 0,00%  0,00%
Reasons for Professional Development 1,23%  0,00%
Flexible Teacher 494%  9,28%

Tabla 3.16. Caso inductivo. Relacion con su practica en Espaiia y otros paises
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Relacion con su practica

Flexible Teacher

Reasons for Professional Development
Professional Development Results
Professional-Development-based Reform
Professional Development Requirements
Measure of Professional Development
Professional Development Procedure
Technological Performance

Researcher Teacher

Teacher Personal Attributes

Learning Methods

Innovative Performance

Discovery practices

Dialogue practices

Curriculum Integration

Class Management

Clear Performance

Active teacher

Quality in Relationship with his/her Practice
Context in Relationship with his/her Practice

0,00% 5,00% 10,00% 15,00% 20,00% 25,00% 30,00% 35,00% 40,00% 45,00%

m Otros paises Espafia

Figura 3.21. Caso inductivo. Relacién con su practica en Espaiia y otros paises

Respecto a la capa “relacion con los estudiantes” (Tabla 3.17 y Figura
3.22), las subcapas se comportaron de manera bastante similar en
ambos contextos geograficos, aunque vale la pena anotar que lo
referente a la evaluaciéon tuvo un peso significativamente mayor en el
contexto local que en el internacional, aunque la subcapa referente a la

retroalimentacién tuvo un peso mayor en el caso mundial que en el

espaiiol.
Code w_s W_W
Assesment of Students 4,61% 1,82%
Formative Assessment of Students 10,37% 10,53%

Problems of the Assessment of Students 3,17% 3,44%
Types of Assessment of Students 10,37%  4,05%

Relationship with
Students

Reasons of Assessment of Students 2,88% 1,21%
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Context in Relationship with Students 720%  8,50%
Quality in Relationship with Students 0,00% 0,20%
Student Achievement 1,73%  0,81%
Autonomous Student 029%  0,40%
Competence-based Student Issues 1,15% 0,61%
Student Improvement 2,02%  1,82%
Reflective Student 317%  3,85%
Student Responsability 1,44%  0,81%
Advisor Teacher 1,44%  1,62%
Closer Teacher 490%  4,45%
Communicative Teacher 259%  2,63%
Diversity Teacher 12,39% 11,74%
Fair Teacher 432%  6,48%
Feedback Teacher 7,78% 11,74%
Guiding Teacher 1,44%  3,64%
Influent Teacher 086% 1,21%
Listen Teacher 1,44%  2,23%
Motivator Teacher 4,03%  587%
Relationship with Students 10,09% 10,32%
Trusting Teacher 0,29%  0,00%

Tabla 3.17. Caso inductivo. Relacién con los estudiantes en Espaiia y otros paises
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Relacion con los estudiantes

Trusting Teacher

Relationship with Students
Motivator Teacher

Listen Teacher

Influent Teacher

Guiding Teacher

Feedback Teacher

Fair Teacher

Diversity Teacher

Communicative Teacher

Closer Teacher

Advisor Teacher

Student Responsability

Reflective Student

Student Improvement
Competence-based Student Issues
Autonomous Student

Student Achievement

Quality in Relationship with Students
Context in Relationship with Students
Reasons of Assessment of Students
Types of Assessment of Students
Problems of the Assessment of Students
Formative Assessment of Students
Assesment of Students

I

0,00% 2,00% 4,00% 6,00% 8,00% 10,00% 12,00% 14,00%

B Otros paises ™ Espafia

Figura 3.22. Caso inductivo. Relacién con los estudiantes en Espaiia y otros paises

Respecto a la capa “relacién con la comunidad” (Tabla 3.18 y Figura
3.23), las subcapas con pesos no nulos en el contexto internacional
fueron las referentes a calidad, matices generales para la relacién con
los demas y los instrumentos para llevar a cabo evaluacién externa
docente. Respecto al caso espafiol, la inica subcapa con peso no nulo fue
la referente a los problemas en el uso de instrumentos para la

evaluacion docente externa.
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Code w_s \TAY
p External Assessment 0,00%  0,00%
£  Instruments of External Assessment 0,00% 33,33%
E Problems of the Instruments of External Assessment 0,00%  0,00%
“E Problems of External Assessment by Students 100,00% 0,00%
g Reasons for External Assessment 0,00%  0,00%
' Contextin Community 0,00%  0,00%
_'E' Quality in Community 0,00% 33,33%
E Teacher Relationship with Other 0,00% 33,33%
% Collaborative Teacher 0,00%  0,00%
% Teacher Networking 0,00%  0,00%

Tabla 3.18. Caso inductivo. Relacion con la comunidad en Espaiia y otros paises

Relacion con la comunidad

Teacher Networking

Collaborative Teacher
Teacher Relationship with Other - — —————
Quality in Community e———

Context in Community

Reasons for External Assessment

Problems of External Assessment by Students

Problems of the Instruments of External...

Instruments of External Assessment e—————"=

External Assessment

0,00% 20,00% 40,00% 60,00% 80,00% 100,00% 120,00%

B Otros paises ™ Espafia

Figura 3.23. Caso inductivo. Relacion con la comunidad en Espaiia y otros paises

Finalmente, en la capa “relacion con el sistema educacional” (Tabla 3.19
y Figura 3.24), el caso espafiol se decanta por los efectos del contexto y
en la incorporacidn de politicas basadas en el concepto de competencia.

En el caso internacional, las subcapas con pesos no nulos se centran en
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Resultados

las politicas educativas, los estandares y la integracidn del curriculo en

el la toma de decisiones.

Code w_s W_W

General Characteristics of Assesment 0,00%  0,00%
Ea Assessment Policy 0,00% 0,00%
é‘ Context in Educational System 66,67% 16,67%
E:“ Competency in Education System 33,33%  0,00%
‘é Curriculum in Education System 0,00% 8,33%
-E Learning in Education System 0,00% 8,33%
§ New Paradigms of Education System 0,00% 25,00%
i Education System Policies 0,00% 8,33%
§ Problems in Education System 0,00%  0,00%
'% Teacher Education Programs 0,00% 0,00%
& Teaching Standards 0,00% 25,00%

Quality in Relationship with Education System 0,00%  8,33%

Tabla 3.19. Caso inductivo. Relacion con el sistema educacional en Espaiia y otros

Quality in Relationship with Education...

New Paradigms of Education System

Curriculum in Education System
Competency in Education System
Context in Educational System

paises

Relacion con el sistema educacional

Teaching Standards
Teacher Education Programs

Problems in Education System

Education System Policies

Learning in Education System

Assessment Policy

General Characteristics of Assesment

0,00% 10,00% 20,00%

30,00% 40,00% 50,00%

B Otros paises ™ Espafia

60,00% 70,00%

Figura 3.24. Caso inductivo. Relacion con el sistema educacional en Espaiia y otros

paises
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3.3.2.3. Niveles de experiencia

Otro contexto que quiso explorarse es el que tiene que ver con la
experiencia docente, medida en afios de carrera docente. Para ello, se
clasificéd la poblacién en cinco grupos, a saber: Q1 si la experiencia
docente era inferior o igual a los 5 afios, Q2 si la experiencia docente era
mayor que 5 afios y menor o igual que 10 afios, Q3 si la experiencia
docente era mayor que 10 afios y menor o igual que 15 anos, Q4 si la
experiencia docente era mayor que 15 afios y menor o igual que 20 afios

y Q5 si la experiencia docente superaba los 20 afios.

La primera columna (w_gi) corresponde a los pesos (definidos al final de
la introduccion de la secciéon 3.3) para Qi (definido en el parrafo

anterior),con1 <i < 5.

Las tablas se organizan para las primeras cuatro capas. En las dos
ultimas se presentaron Qi con todos los pesos nulos, por lo que no era
posible extraer informacion de ningtn tipo para su analisis. Estas capas,
correspondientes a la relacion con la comunidad y con el sistema

educacional, aparecen en el Anexo 5.

Respecto a la capa “relaciéon consigo mismo” y como se puede observar
en la Tabla 3.20 y en la Figura 3.25, la subcapa principal fue la que hace
referencia a la reflexiéon como caracteristica capital del docente. Siendo
ésta la subcapa protagonista, el subconjunto de docentes con
experiencia entre los 10 y 15 afios fueron quienes le dieron mas peso a
esta subcapa en cuestion. Las subcapas visién docente, compromiso y

afectividad también aparecieron como subcapas reconocidas.
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Code w_ql w_q2 w_q3 w_q4 w_q5
Self Assessment 0,00% 0,00% 0,00% 0,00% 0,00%
Context in Self-relationship 0,00% 0,00% 0,000 0,00% 0,00%
Quality in Self-relationship 0,00% 0,00% 0,00% 0,00% 0,00%
Affective Teacher 19,05% 0,00% 17,65% 18,18% 16,00%
o Autonomous Teacher 0,00% 0,00% 0,00% 000% 0,00%
~ Compromised Teacher 4,76%  0,00% 23,53% 27,27% 12,00%
.§ Confident Teacher 0,00% 0,00% 0,000 0,00% 4,00%
TS Effective Teacher 0,00% 0,00% 000% 9,09%  0,00%
% Examplary Teacher 4,76% 0,00% 588% 0,00% 4,00%
7 Leader Teacher 0,00% 0,00% 0,000 0,00% 0,00%
Realistic Teacher 19,05% 0,00% 11,76%  0,00% 16,00%
Reflective Teacher 38,10% 80,00% 32,35% 36,36% 44,00%
Succesful Teacher 0,00% 0,00% 0,000 9,09% 4,00%
Teaching vision 1429% 20,00 882% 0,000 0,00%

Tabla 3.20. Caso inductivo. Relacion consigo mismo para niveles de experiencia

227



EL CONCEPTO DE EXCELENCIA DOCENTE

Relacién consigo mismo

Teaching vision
Succesful Teacher

Reflective Teacher

Realistic Teacher
Leader Teacher
Examplary Teacher
Effective Teacher
Confident Teacher
Compromised Teacher

Autonomous Teacher

Affective Teacher
Quality in Self-relationship
Context in Self-relationship

Self Assessment

0,00% 20,00% 40,00% 60,00% 80,00% 100,00%

mQ5 mQ4 mQ3 mQ2 mQl

Figura 3.25. Caso inductivo. Relacién con la epistemologia para niveles de
experiencia

Respecto a la capa “relacion con la epistemologia” de nuevo anotar que

las dos subcapas protagonistas son el conocimiento de los contenidos y

el conocimiento pedagogico (ver Tabla 3.21 y Figura 3.26). Los pesos

para cada nivel de experiencia son muy similares, aunque para el

conocimiento de los contenidos quienes otorgan un peso mayor a esta

subcapa son los docentes con experiencia menor que 5 afios.
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Code w_ql w_q2 w_q3 w_q4 w_q5
o Context in
3 Epistemology 0,00% 0,00% 0,00 0,00% 0,00%
E Quality in
g Epistemology 0,00% 0,00 0,00% 0,00% 0,00%
;‘4‘ Certified Teacher 0,00% 0,00% 4,76% 0,00% 2,86%
£ Experienced
i Teacher 0,00%  0,00% 0,00 0,00% 571%
'_é‘ Pedagogical
s Knowledge 30,00% 40,00% 38,10% 41,67% 34,29%
% Subject Knowledge  70,00% 60,00% 57,14% 58,33% 57,14%
&

Prepared Teacher 0,00% 0,00% 0,00% 0,00% 0,00%

Tabla 3.21. Caso inductivo. Relacién con la epistemologia para niveles de
experiencia

Relacion con la epistemologia

Prepared Teacher
Subject Knowledge
Pedagogical Knowledge

Experienced Teacher

Certified Teacher
Quality in Epistemology
Context in Epistemology

0,00% 20,00% 40,00% 60,00% 80,00%

mQ5 mQ4 mQ3 mQ2 mQl

Figura 3.26. Caso inductivo. Relacion con la epistemologia para niveles de
experiencia

Respecto a la relacién con su practica, como se puede observar en la

Tabla 3.22 y en la Figura 3.27, Las dos subcapas principales estuvieron
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centradas en la innovacién docente y en los distintos métodos de

ensefianza.
Code w_ql w_q2 w_q3 w_q4 w_g5
Context in Relationship
with his/her Practice 0,00% 21,05% 0,00% 0,00% 12,07%
Quality in Relationship
with his/her Practice 0,00% 0,00 2,63% 0,00% 1,72%
Active teacher 2,94% 0,00% 0,00% 3,45% 0,00%
Clear Performance 8,82% 0,00% 0,00% 0,00% 3,45%
Class Management 2,94% 10,53% 2,63% 0,00% 6,90%
Curriculum Integration 0,000 0,00% 0,00% 3,45% 0,00%
° Dialogue practices 11,76% 5,26% 13,16% 0,00% 8,62%
[¥]
= Discovery practices 8,82% 5,26% 526% 3,45% 6,90%
E Innovative Performance 20,59% 15,79% 10,53% 31,03% 13,79%
E Learning Methods 23,53% 31,58% 47,37% 48,28% 36,21%
2 Teacher Personal
h= Attributes 0,00% 0,00% 2,63% 0,00% 0,00%
s Researcher Teacher 2,94% 0,00% 2,63% 3,45% 0,00%
-E‘ Technological
a Performance 588% 526% 526% 3,45% 1,72%
2 Professional Development
% Procedure 0,00% 0,00% 0,00% 0,00% 0,00%
[~ Measure of Professional
Development 0,00% 0,00 0,00% 0,00% 0,00%
Professional Development
Requirements 0,00% 0,000 0,000 0,00% 0,00%
Professional-
Development-based
Reform 0,00% 0,00% 0,00% 0,00% 0,00%
Professional Development
Results 0,00% 0,00% 0,00% 0,00% 0,00%
Reasons for Professional
Development 0,00% 0,000 0,000 0,00% 1,72%
Flexible Teacher 11,76% 5,26% 7,89% 3,45% 6,90%

Tabla 3.22. Caso inductivo. Relacion con su practica para niveles de experiencia
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Relacién con la practica

Flexible Teacher

Reasons for Professional Development
Professional Development Results
Professional-Development-based Reform
Professional Development Requirements
Measure of Professional Development
Professional Development Procedure
Technological Performance

Researcher Teacher

Teacher Personal Attributes

Learning Methods

Innovative Performance

Discovery practices

Dialogue practices

Curriculum Integration

Class Management

Clear Performance

Active teacher

Quality in Relationship with his/her Practice

r1""" 'ﬂ

Context in Relationship with his/her Practice

0,00% 10,00% 20,00% 30,00% 40,00% 50,00% 60,00%

mQ5 mQ4 mQ3 mQ2 mQl

Figura 3.27. Caso inductivo. Relacién con su practica para niveles de experiencia

Finalmente, en la capa de “relacion con los estudiantes”, como se puede
observar en la Tabla 3.23 y en la Figura 3.28, se destacan las subcapas
referentes a la evaluacién formativa de los estudiantes, los efectos del
contexto, la apertura a la diversidad, la retroalimentacién y los matices
generales que permiten que la relacion con los estudiantes aparezca.
Resalta sobre los demas la importancia por la retroalimentacién en los

docentes cuya experiencia va entre los 10 afios y los 15 afos.
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Code wql w2 w_q3 w_q4 w_q5
Assesment of Students 1,81% 541% 1,29% 5,16% 2,75%
Formative Assessment of
Students 10,84% 9,46% 7,74% 1097% 11,68%
Problems of the Assessment
of Students 482% 4,05% 387% 0,65% 3,44%
Types of Assessment of
Students 843% 9,46% 194% 9,68% 5,84%
Reasons of Assessment of
Students 1,20% 1,35% 2,58% 1,94% 2,06%
Context in Relationship
with Students 6,63% 10,81% 5,16% 581% 10,65%
Quality in Relationship with
Students 0,00% 0,00% 0,00% 0,00% 0,34%
Student Achievement 1,81% 2,70% 1,29% 1,29% 0,34%

1%}

% Autonomous Student 0,00% 0,00 0,00% 0,00% 1,03%

= Competence-based Student

& Issues 1,20% 0,00% 0,00% 1,94% 0,69%

E Student Improvement 422% 1,35% 0,00 1,29% 2,06%

& Reflective Student 241% 541% 2,58% 4,52% 3,78%

=

£ Student Responsability 1,20% 2,70% 0,00% 1,94% 0,69%

o

® Advisor Teacher 1,81% 2,70% 1,29% 1,29% 1,37%

)

& Closer Teacher 542% 2,70% 4,52% 7,10% 3,44%
Communicative Teacher 422% 4,05% 194% 3,87% 1,03%
Diversity Teacher 13,25% 8,11% 12,90% 12,90% 11,34%
Fair Teacher 783% 2,70% 4,52% 7,10% 4,81%
Feedback Teacher 7,83% 6,76% 16,77%  9,03% 9,28%
Guiding Teacher 2,41% 1,35% 5,16% 0,65% 3,09%
Influent Teacher 0,60% 2,70% 1,29% 0,00% 1,37%
Listen Teacher 1,20% 0,00% 3,23% 2,58% 1,72%
Motivator Teacher 3,01% 6,76% 7,74% 3,87% 5,15%
Relationship with Students 7,83% 9,46% 14,19% 6,45% 11,68%
Trusting Teacher 0,00% 0,00 0,00% 0,00% 0,34%

Tabla 3.23. Caso inductivo. Relacion con los estudiantes para niveles de
experiencia
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Relacion con los estudiantes

Trusting Teacher

Relationship with Students
Motivator Teacher

Listen Teacher

Influent Teacher

Guiding Teacher

Feedback Teacher

Fair Teacher

Diversity Teacher

Communicative Teacher

Closer Teacher

Advisor Teacher

Student Responsability

Reflective Student

Student Improvement
Competence-based Student Issues
Autonomous Student

Student Achievement

Quality in Relationship with Students
Context in Relationship with Students
Reasons of Assessment of Students
Types of Assessment of Students
Problems of the Assessment of Students
Formative Assessment of Students

Assesment of Students

IIINM -, WWWMW .

0,00% 500% 10,00% 15,00% 20,00%

mQ5 mQ4 mQ3 mQ2 mQl

Figura 3.28. Caso inductivo. Relacion con los estudiantes para niveles de

experiencia
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3.3.2.4. Relevancia tedrica, relevancia personal vy
evidencia en el ejercicio docente

A continuaciéon se muestran algunas tablas y graficos sobre los
resultados encontrados a propésito de la primera fase del instrumento
descrito en 2.4.1.3. Para ello, se decidié explorar algunas de las
categorias (subcapas) de las seis capas (treinta en total) haciendo uso de
una escala de Likert de seis niveles de graduacion y en tres escenarios.
Aunque s6lo algunos de los resultados aparecen a continuacion, toda la

informacién sobre los mismos aparece en el Anexo 6.

Este ejercicio permite estudiar las concepciones que tienen los docentes
en ejercicio respecto al concepto de excelencia docente. Estas
concepciones se revisan desde tres lentes: la relevancia teodrica, la

relevancia personal y la evidencia en el ejercicio docente real.
Las concepciones fueron guiadas por las siguientes preguntas:

e La relevancia (tedrica) en la excelencia docente: ;Hasta qué
punto este item es relevante a la hora de definir o describir
tedricamente lo que debe entenderse por un docente excelente?

e La relevancia personal: ;Qué relevancia tiene este item para
usted mismo cuando se analiza la excelencia docente en el
ambito concreto donde desarrolla su actividad docente (o la mas
reciente)?

e La evidencia en la practica personal: ;Hasta qué punto este item

esta integrado en su practica profesional docente?

Los datos fueron graduados asi: para la relevancia tedrica y personal de
1 a 6, siendo 1 altamente irrelevante y 6 altamente relevante, y para el
caso de la evidencia de 1 a 6, siendo 1 no integrado y 6 completamente

integrado.
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Resultados

Para cada subcapa explorada, se podra observar una grafica de flujo en
la que es posible observar la dindmica de la concepcién pasando por los
tres distintos escenarios (estaciones): la relevancia tedrica, la relevancia
personal y la evidencia (la presencia real de la subcapa en el ejercicio
docente). Esta grafica se completa con un esquema de barras y
finalmente se compara con los resultados para el caso especifico de la

educacion matematica.

Respecto a la capa “relaciéon consigo mismo” y a propdsito de la subcapa
“autonomia”, en la Figura 3.29 y Figura 3.30 se puede observar que
aunque ésta fue considerada como muy relevante, cuando se paso a la
evidencia en la practica docente disminuyé en relevancia. De hecho se
observan casos en los que la autonomia se gradu6 con 6 en los
escenarios tedricos y personales y bajé a un nivel 3 en términos de

evidencia.

"
| ]

i |

Figura 3.29. Flujo en la concepcion de la autonomia
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Autonomia
100%
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50% 4
40% m3
30% -
20%
10% "1
0%
R1 R2 E

Figura 3.30. Autonomia. Educacién en general

Respecto a la autonomia, en el escenario especifico de la educacion
matematica (ver Figura 3.31), aunque con porcentajes bajos, aparecen
tanto en relevancia teorica, relevancia personal y evidencia
graduaciones con el nivel minimo, es decir, altamente irrelevante y no
integrado. Aunque los niveles 5 y 6 son los mayores en las dos primeras
estaciones, se observa una notoria disminuciéon en presencia en la

practica docente real.
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Autonomia
100%
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Figura 3.31. Autonomia. Educacién matematica

La siguiente subcapa explorada es el “conocimiento pedagdégico de los
contenidos” que pertenece a la capa “relacién con la epistemologia”. En
la Figura 3.32 y la Figura 3.33, se puede observar cdmo aun siendo muy
relevante en la teoria y en lo personal, disminuye cuando se explora la
evidencia en la practica docente. Por ejemplo, el nivel 6 tuvo pesos de
60%, 57% y 38% para las estaciones relevancia teorica, relevancia
persona y evidencia, respectivamente. Aunque con porcentajes muy
bajo, en todas las estaciones se presenta el caso de considerar esta
subcapa como irrelevante y ademas no verla explicita en la propia

practica.
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-2 - a
-3 -2

Figura 3.32. Flujo para el conocimiento pedagégico de los contenidos

Conocimiento pedagagico del
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Figura 3.33. Conocimiento pedagégico del contenido. Educacion general
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Resultados

En el caso de la educacién matemaética, tal y como se puede observar en
la Figura 3.34, el comportamiento es muy similar al que ocurre en la
educaciéon en general, siendo el nivel maximo para la relevancia o
presencia 62%, 55% y 34% para cada uno de las estaciones,

respectivamente.

Conocimiento pedagogico del

contenido

100%
80% "6
m5

60%
m4
40% m3
20% m2
0% m1

R1 R2 E

Figura 3.34. Conocimiento pedagégico del contenido. Educacién matematica

Respecto al conocimiento del curriculo, también presente en la capa
“relacion con la epistemologia”, es interesante observar (Figura 3.35 y
Figura 3.36) que respecto a la relevancia tedrica y la relevancia personal
existen casos en que puntuaron como de relevancia minima. De hecho,
la relevancia bajo notablemente a un 22% en evidencia en la practica

docente.
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Figura 3.35. Flujo para el conocimiento del curriculo
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Figura 3.36. Conocimiento del curriculo. Educacién general

240



Resultados

En el escenario de la educaciéon matematica (Figura 3.37) los niveles 5 y
6, en las tres estaciones, se encuentran con los porcentajes mas altos,
incluso sabiendo que también existen casos que la puntean como

irrelevante o poco integrada.

Conocimiento del curriculo
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Figura 3.37. Conocimiento del curriculo. Educacién matematica

Respecto a la creatividad (ver Figura 3.38 y Figura 3.39), subcapa
perteneciente a la capa “relacion con su practica” los niveles de
irrelevancia o no evidencia subieron de un 5% a un 8% y
posteriormente a un 20%, respectivamente, y que el mas alto nivel de
relevancia o evidencia (6), bajé de un 53% en relevancia personal a un
30% en presencia en la practica docente. Esto suscita las preguntas:
;son necesarias las practicas creativas para fundamentar la excelencia
docente? y ;por qué aunque la creatividad es lo suficientemente
relevante, no tiene una presencia considerable en las practicas reales de

docencia?
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Figura 3.38. Flujo para la creatividad
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Figura 3.39. Creatividad. Educacién general
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Resultados

En el escenario de la educacién matematica, el comportamiento es
similar, aunque mas acentuado. Los niveles de irrelevancia o no
evidencia bajaron de un 9%, a un 7% y luego volvieron a subir a un
28%, respectivamente, y el mas alto nivel de relevancia o evidencia (6)
bajé de un 41% en relevancia personal a un 17% en presencia en la

practica docente.
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Figura 3.40. Creatividad. Educacién matematica

Respecto a la subcapa “habilidad comunicativa”, tal y como se puede ver
en la Figura 3.41 y la Figura 3.42, los niveles de relevancia 5 y 6 se llevan
la mayoria con un 90% (tedrica), 90% (personal) y un 80% (presencia

en la practica docente.
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Figura 3.41. Flujo para habilidad comunicativa
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Figura 3.42. Habilidad comunicativa. Educacion general

244



Resultados

Este mismo comportamiento que justifica la importancia de la habilidad
comunicativa esta presente en el escenario de la educacién matematica,
yendo desde un 90% en relevancia teérica, pasando por un 86% en

relevancia personal y terminando en un 65% en evidencia.

Habilidad comunicativa
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Figura 3.43. Habilidad comunicativa. Educacién matematica

Respecto a la eficacia docente, presente en la capa “relacion con los
estudiantes” (Figura 3.44 y Figura 3.45), los niveles 4, 5 y 6 abarcan la
mayor area de puntuaciéon tanto en relevancia teérica, como en
relevancia personal y evidencia. Sin embargo existe un salgo
considerable en el nivel mas alto (6) al pasar de 55%, al 63% y luego

caer finalmente a evidencia de un 37%.
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Figura 3.44. Flujo para la eficacia docente
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Figura 3.45. Eficacia docente. Educacion general
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Resultados

El comportamiento en el escenario de la educacion matematica (Figura
3.46) es muy similar al de la educacién en general. Sin embargo, vale la
pena anotar que de la relevancia personal a la evidencia en la practica

docente baj6 de un 59% a apenas un 24%.
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Figura 3.46. Eficacia docente. Educacién matematica

Respecto a la apertura a la diversidad, propia de la capa “relaciéon con
los estudiantes”, tal y como se puede observar en la Figura 3.47 y en la
Figura 3.48, se destaca que aunque los niveles 5 y 6 son mayoritarios en
los dos primeros niveles, cuando se trata de la evidencia en la practica
docente tiende a dividirse incluso en grados inferiores como lo son el 1,

2y 3, con un porcentaje total para estos tres del 9%.
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Figura 3.48. Apertura a la diversidad. Educacion general
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En el caso de la educacién matematica (Figura 3.49), el comportamiento
es muy similar al del caso general en educacion. Sin embargo, los niveles
1 a 4 suman un 37%, mientras que en relevancia teérica y personal, en

ambos casos, s6lo un 17%.
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Figura 3.49. Apertura a la diversidad. Educacién matematica

Respecto a la subcapa “trabajo en equipo”, de la capa “relacién con la
comunidad”, como se puede observar en la Figura 3.50 y la Figura 3.51
los niveles 5 y 6 son mayoritarios en las tres estaciones: 75%, 75% y
53%, respectivamente. Sin embargo, es importante reconocer que los
niveles minimos (de 1 a 3) llegaron a un 27% en la evidencia en la
practica docente, viniendo de un 16% en la relevancia teérica y un 14%

en la relevancia personal.

249



EL CONCEPTO DE EXCELENCIA DOCENTE

|2

2
3
3
4
4

|

!
|
—=—

Figura 3.50. Flujo para Trabajo en quipo
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Figura 3.51. Trabajo en equipo. Educacién general
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En el caso de la educacion matematica, el fenomeno en la subcapa
“trabajo en equipo” es similar a la del escenario de educacién en general.
Los niveles 5 y 6 tuvieron porcentajes de 76%, 69% y 41% para la
relevancia teorica, la relevancia personal y la evidencia,
respectivamente. Ademas, los niveles 1 a 3 tuvieron un porcentaje del
35% en evidencia, mientras que los mismos tuvieron apenas un 17%

tanto en relevancia tedrica como en personal.
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Figura 3.52. Trabajo en equipo. Educacién matematica
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Figura 3.53. Flujo para Evaluacién por otros

En el caso de la subcapa “evaluacion por otros”, como se puede observar
en la Figura 3.53 y en la Figura 3.54, los niveles 5 y 6 tuvieron
porcentajes considerablemente altos en la relevancia tedrica y la
relevancia personal, 68% y 65%, respectivamente, pero disminuy6 a
37% en la estacion de evidencia en la practica docente. De hecho, los
niveles 1-3 pasaron de 11% en relevancia personal a 31% en cuanto a

evidencia en la practica.
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Evaluacion por otros
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Figura 3.54. Evaluacion por otros. Educacién general

Si se revisa el caso de la educaciéon matematica, como se puede observar
en la Figura 3.55, los porcentajes de los niveles 5 y 6 en la relevancia
tedrica y la relevancia personal bajaron casi a la mitad, de un 62%, a un
58% y terminando en un 27% en cuanto a evidencia en la practica
docente. Ademas, los niveles 1 a 3 tuvieron un porcentaje del 13% en
relevancia personal y mas de tres veces su porcentaje en evidencia

personal, con un 42%.
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Figura 3.55. Evaluacién por otros. Educacién matematica

Respecto a la subcapa “aplicacién de filosofias de educacion” (Figura
3.56 y Figura 3.57), propia de la capa “relacion con el sistema
educacional”, es importante resaltar que los niveles 5 y 6 tuvieron una
mayoria en la relevancia teoérica y la relevancia personal, con
porcentajes de 63% y 68%, respectivamente, pero bajando a un 47% en
evidencia en la practica docente. Ademas, los niveles 1 a 3 tuvieron
porcentajes en ascenso de 12%, 15% y 35% para la relevancia tedrica, la

relevancia personal y la evidencia, respectivamente.
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Figura 3.56. Flujo para Aplicacion de filosofias de educacion
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Figura 3.57. Aplicacién de filosofias de educacion. Educacion general
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En el caso de la educacién matematica, la subcapa “aplicacion de
filosoffas de educacion”, como se puede observar en la Figura 3.58,
muestra como los niveles 1 a 3 tuvieron porcentajes que aumentaron
sustancialmente: 13%, 23% y 41% para la relevancia teodrica, la

relevancia personal y la evidencia, respectivamente.
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Figura 3.58. Aplicacién de filosofias de educacion. Educacion matematica

Respecto a la subcapa “integracion de politicas de educacidén” (Figura
3.59 y Figura 3.60), propia de la capa “relacion con el sistema
educacional”, es notable que los niveles 5 y 6 tuvieron una mayoria en la
relevancia tedrica y la relevancia personal, con porcentajes de 51% y
55%, respectivamente, pero bajando a un 35% en evidencia en la
practica docente. Ademas, los niveles 1 a 3 tuvieron porcentajes en
ascenso de 20%, 23% y 33% para la relevancia teodrica, la relevancia

personal y la evidencia, respectivamente.
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Figura 3.60. Integracion de politicas de educacion. Educacion general
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En el caso de la educacién matemadtica, la subcapa “integraciéon de
politicas de educacién”, como se puede observar en la Figura 3.61,
presenta una situacion en la que los niveles 1 tuvieron porcentajes que
aumentaron sustancialmente: 14%, 24% y 45% para la relevancia

tedrica, la relevancia personal y la evidencia, respectivamente.
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Figura 3.61. Integracion de politicas de educacién. Educacién matematica

3.3.3. Deductivo e inductivo

A continuacidn, tal y como se registra en la Tabla 3.24, se comparan los
resultados obtenidos tanto en el ejercicio de corte deductivo como los
que se obtuvieron en el de corte inductivo. Las dos primeras columnas
corresponden a los resultados en el escenario de la educacién en
general, pero comparando lo deductivo con lo inductivo. En las dos
ultimas columnas también se comparan los resultados provenientes del
ejercicio deductivo e inductivo, pero esta vez en el escenario de la

educacion matematica.
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Subcapas/categorias w_a (d) wa() wm( wmi)
Self Assessment 1 8,9% 0,0% | 6,3% 0,0%
Context in Self-relationship 2 0,0% 0,0%| 0,0% 0,0%
Quality in Self-relationship 3 0,0% 0,0%| 0,0% 0,0%
Affective Teacher 4 6,2% 16,7% | 18,8% 17,8%
a Autonomous Teacher 5 3,9% 0,0% | 12,5% 0,0%
ﬁ Compromised Teacher 6 4,2% 15,6% | 6,3% 15,6%
2 Confident Teacher 7 3,2% 1,0% | 0,0% 2,2%
TS Effective Teacher 8 42,6% 1,0% | 31,3% 0,0%
% Examplary Teacher 9 2,0% 4,2% | 0,0% 2,2%
. Leader Teacher 10 1,0% 0,0%| 6,3% 0,0%
Realistic Teacher 11 3,4% 12,5% | 6,3% 11,1%
Reflective Teacher 12 16,5% 39,6% | 0,0% 42,2%
Succesful Teacher 13 6,4% 2,1% | 12,5% 2,2%
Teaching vision 14 1,7% 7,3% 0,0% 6,7%
o Context in Epistemology 15 0,0% 0,0% | 0,0% 0,0%
t & | Quality in Epistemology 16 0,0%| 00%| 0,0% 0,0%
2 2 | Certified Teacher 17 9,0% 2,4% | 59% 2,9%
g g Experienced Teacher 18 1,7% 2,4% 1,5% 0,0%
5 %_ Pedagogical Knowledge 19 31,5% | 36,1% | 14,7% 37,1%
';E ¢ Subject Knowledge 20 43,4% | 59,0% | 69,1% 60,0%
= Prepared Teacher 21 14,5% 0,0% | 8,8% 0,0%
Context in Relationship with his/her
Practice 22 0,0% 6,2% | 0,0% 7,6%
Quality in Relationship with his/her
Practice 23 0,0% 1,1% 0,0% 2,2%
Active teacher 24 5,1% 1,1% | 20,3% 1,1%
Clear Performance 25 9,2% 2,8% | 6,8% 3,3%
g Class Management 26 3,8% 45% | 5,1% 7,6%
g Curriculum Integration 27 12,8% 0,6% | 5,1% 1,1%
o | Dialogue practices 28 0,0%| 84%| 0,0% 7,6%
ﬁ Discovery practices 29 0,0% 6,2% | 0,0% 6,5%
'§ Innovative Performance 30 15,7% 17,4% | 16,9% 14,1%
% Learning Methods 31 21,9% 37,6% | 30,5% 37,0%
5 Teacher Personal Attributes 32 2,5% 0,6% | 1,7% 1,1%
% Researcher Teacher 33 5,5% 1,7% | 3,4% 1,1%
% | Technological Performance 34 62% | 39%| 34% 3,3%
Professional Development Procedure 35 0,6% 0,0% | 0,0% 0,0%
Measure of Professional Development 36 0,8% 0,0% | 0,0% 0,0%
Professional Development Requirements 37 2,3% 0,0% | 0,0% 0,0%
Professional-Development-based Reform 38 4,0% 0,0%6| 5,1% 0,0%
Professional Development Results 39 1,3% 0,0%| 0,0% 0,0%
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Reasons for Professional Development 40 8,5% 0,6%| 1,7% 1,1%
Flexible Teacher 41 0,0% 7,3%| 0,0% 5,4%
Assesment of Students 42 12,0% 3,0%| 2,7% 3,1%
Formative Assessment of Students 43 2,6% 10,5% | 0,0% 9,3%
Problems of the Assessment of Students 44 3,9% 3,3%| 0,9% 3,6%
Types of Assessment of Students 45 6,3% 6,7% | 0,9% 8,1%
Reasons of Assessment of Students 46 3,1% 1,9% | 0,0% 1,7%
Context in Relationship with Students 47 0,0% 8,0% | 0,0% 6,7%
Quality in Relationship with Students 48 0,0% 0,1% | 0,0% 0,2%
Student Achievement 49 17,7% 1,2% | 27,0% 1,7%
2 Autonomous Student 50 0,0% 0,4% | 0,0% 0,2%
§ Competence-based Student Issues 51 0,9% 0,8%| 0,0% 1,0%
@ Student Improvement 52 3,3% 1,9% | 1,8% 2,1%
s Reflective Student 53 09%| 36%| 09% 4,1%
% Student Responsability 54 1,9% 1,1% | 4,5% 1,4%
._g- Advisor Teacher 55 2,0% 1,5% | 0,9% 1,9%
é Closer Teacher 56 3,5% 4,6%| 6,3% 5,0%
E Communicative Teacher 57 6,4% 2,6% | 8,1% 2,6%
& | Diversity Teacher 58| 31%| 120%| 2,7%| 9.8%
Fair Teacher 59 1,5% 56%| 1,8% 4,5%
Feedback Teacher 60 3,8% 10,1% | 2,7% 10,0%
Guiding Teacher 61 1,8% 2,7% | 4,5% 2,9%
Influent Teacher 62 5,7% 1,1% | 4,5% 1,4%
Listen Teacher 63 1,1% 1,9% | 2,7% 1,9%
Motivator Teacher 64 7,0% 51% | 14,4% 5,7%
Conection with Students 65 10,0% 10,2% | 11,7% 10,7%
Trusting Teacher 66 1,6% 0,1% | 0,9% 0,2%
External Assessment 67 35,4% 0,0% | 25,0% 0,0%
-‘g Instruments of External Assessment 68 6,2% | 25,0%| 0,0% 0,0%
g Problems of the Instruments of External
g Assessment 69 4,6% 0,0% | 0,0% 0,0%
o Problems of External Assessment by
< Students 70 7,3% 25,0% | 25,0% 50,0%
= Reasons for External Assessment 71 13,5% 0,0% | 25,0% 0,0%
_2. Context in Community 72 0,0% 0,0%| 0,0% 0,0%
E Quality in Community 73 0,0%| 250%| 0,0% 50,0%
% Teacher Relationship with Other 74 13,1% | 25,0% | 25,0% 0,0%
z Collaborative Teacher 75 14,2% 0,0% | 0,0% 0,0%
Teacher Networking 76 5,8% 0,0%| 0,0% 0,0%
£ General Characteristics of Assesment 77 19,0% 0,0%| 0,0% 0,0%
2 5 ¢ | Assessment Policy 78| 12,7%| 00%| 00%| 00%
g % g | Context in Educational System 79| 00%| 267%| 00%| 50,0%
% 2 “ | Competency in Education System 80 5,0% 6,7% | 0,0% 16,7%
=" Curriculum in Education System 81 1,8% 6,7% | 0,0% 0,0%
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Learning in Education System 82 7,2% 6,7% | 0,0% 0,0%
New Paradigms of Education System 83 14,9% | 20,0% | 14,3% 0,0%
Education System Policies 84 19,5% 6,7% | 42,9% 0,0%
Problems in Education System 85 6,8% 0,0% | 14,3% 0,0%
Teacher Education Programs 86 4,5% 0,0% | 28,6% 0,0%
Teaching Standards 87 8,6%| 20,0%| 0,0% 16,7%
Quality in Relationship with Education

System 88 0,0% 6,7%| 0,0% 16,7%

Tabla 3.24. Comparacion entre resultados deductivos e inductivos, tanto en el
caso de la educaciéon general como en el de la educaciéon matematica

Tal y como se observa en la Figura 3.62, los MLED tanto en el caso
deductivo como en el inductivo son similares. Las subcapas en donde la
distancia entre pesos es mayor son las referentes a la eficacia, la
reflexidn, la evaluacion externa, el efecto de la calidad en las relaciones
comunitarias y el efecto del contexto en cuestiones que tienen que ver

con el sistema educacional.

En el caso de la educaciéon matematica, los MLED difieren en algunos
pesos para las subcapas, pero la distribucién, en general, es bastante
similar. Las subcapas que tuvieron pesos con una distancia notable en el
caso deductivo y el caso inductivo fueron la eficacia docente, la reflexion
como caracteristica nuclear del docente, el conocimiento pedagégico, los
efectos sobre los logros de los estudiantes, los procesos de evaluacion de
estudiantes, la calidad en el ambiente comunitario, los matices generales
de las relaciones con los demas, los efectos del contexto en el escenario
del sistema educacional, las politicas de educacién y la formacion

profesional docente.
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Figura 3.62. MLED, otras disciplinas. Comparativa entre deductivo e inductivo
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Figura 3.63. MLED, educacién matematica. Comparativa entre deductivo e

inductivo
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3.4 Resumen

e Para comprender la dindmica evolucién del concepto de excelencia
docente, de la interpretacién de la red de co-citacion y similitud se
sugiere una lectura desde cinco lentes que recorren las siguientes
cinco asuntos capitales: evaluacién, efectos del docente sobre el
resultado estudiantil, modelos tedricos de la ensefianza de calidad,
reflexion y eficacia docente.

e En el caso especifico de la educacion matematica, el estudio de la
dinamica del concepto de excelencia docente es similar al
anteriormente mencionado, pero sugiere entenderlo revisando
cuatro niveles de caracterizacion, centrados en la comprension de:
los modelos tradicionales y tedricos de corte deductivo que han
dado pauta para la reflexibn sobre la caracterizacion del
conocimiento profesional del docente, la relacién con el entorno, la
relacién con el estudiante, especificamente en la eficacia docente, y
la relacién vital del docente con la epistemologia.

e El comportamiento de los MLED de naturaleza deductiva y el de los
MLED de naturaleza inductiva son similares. La capa de “relacion
con la comunidad” y “relacién con el sistema educacional” son las
capas que estin mas separadas. Esto puede deberse a que en la
practica real de docentes en ejercicio las variables que tienen que
ver con las politicas de educacidn, integracion del curriculo, relacion
comunitaria y, en general, las que van mas alld del docente y del
estudiante, aunque tienen efectos significativos sobre el disefio de
las practicas, la dinamica de la instruccion y la toma de decisiones,
no siempre se llevan a cabo debido a las distintas contingencias del
contexto en donde se desarrola la practica docente. Para el caso de

la educacién matematica, dicha distancia entre los MLED de
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naturaleza deductiva y de naturaleza inductiva es mas mucha mas
marcada, sobre todo en el caso de la capa correspondiente a la
relacién con el sistema educacional. La cercania entre los dos
modelos puede pensarse como una relacion de proyeccién del

tedrico (deductivo) al practico (inductivo).

Los MLED de naturaleza inductiva en el caso de la educacion
matematica y de otras disciplinas recorren las seis capas, pero
distribuyen los pesos de las distintas subcapas de manera diferente,
aunque el comportamiento es muy similar. En el caso de la
educaciéon matematica subcapas como la reflexion o la afectividad
tienen mas peso que en el caso de la educacién en general, mientras
que subcapas como la apertura a la diversidad y la evaluacion
formativa tienden a pesar mdas en el escenario general que en el
especifico de la educacién matematica.

Los MLED de naturaleza deductiva en el caso de la educacion
matematica y de otras disciplinas recorren las seis capas, pero
distribuyen los pesos de las distintas subcapas de manera diferente,
aunque el comportamiento es muy similar. En el caso de la
educacion matematica subcapas como el conocimiento pedagogico o
la evaluacion resaltan notoriamente respecto al caso de otras
disciplinas, mientras que subcapas como la eficacia docente, el
conocimiento de los contenidos, las practicas claras y los efectos
sobre los logros de los estudiantes tienden a pesar mas en el
escenario general que en el especifico de la educacidn matematica.
Los MLED de naturaleza inductiva en el caso especifico de la
comunidad espafiola y el de otros paises tienden a distribuirse la la
misma forma sobre las seis capas del modelo. Sin embargo, el
modelo para el escenario local se decanta, por ejemplo, por las
subcapas que tienen que ver con la afectividad del estudiante y de su

evaluacion, mientras que en el caso de otros paises lo hace, por
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ejemplo, por el didlogo y los procesos de retroalimentaciéon entre
otros.

e Los MLED de naturaleza inductiva, analizados desde la éptica de la
experiencia docente, tienen una distribuciéon de subcapas bastante
cercana. Sin embargo la subcapa referente a las estrategias
metodoldgicas, por ejemplo, fue considerablemente pesada en el
caso de tener una experiencia entre 10 y 20 afios. El conocimiento
de los contenidos tuvo mayor peso en el grupo de docentes con
experiencia entre los 15 afios y los 20 afios.

o Existen diferencias notorias entre la valoracién que se les da a las
subcapas desde el punto de vista de la relevancia tedrica o personal
y la que se les da a esas mismas subcapas desde su presencia en la
propia realidad docente.

e Los MLED son flexibles y sensibles a los contextos en los que se
desenvuelven. Asi, los modelos cambian su distribucion de pesos
dependiendo de qué escenario se esté explorando: ambito de
conocimiento, ambito geografico...
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CAPITULO 4: CONCLUSIONES

4.1. Introduccion

En este capitulo se expondran las conclusiones globales de la
investigacion que configura esta tesis doctoral. Para ello se tendran en
cuenta las conclusiones que vinieron emergieron a lo largo de los
distintos capitulos, junto con una tentativa de respuesta, basada en los
andlisis realizados, a las preguntas investigacion planteadas en la

seccion Tabla 1. Preguntas, objetivos y asertos de investigacion.

4.2. Conclusiones generales

Existe una plétora de investigaciones en torno al concepto de excelencia
docente. El trabajo seminal de Shulman, asi como las aportaciones
posteriores nos han acercado a la caracterizacién del conocimiento
profesional docente. Dicho acercamiento estd centrado en el
conocimiento para ensenar, es decir, que la profesionalizacion del
docente tiene en cuenta, en gran medida, variables que en funcidén de la
practica docente. Hemos decidido revisar algunos de los trabajos que
han tenido mayor influencia sobre el campo de conocimiento que nos
ocupa, pero teniendo en cuenta, que en las ultimas décadas la

investigacidon en educaciéon matemadtica centrada en la realidad docente
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ha venido incrementadndose considerablemente. Asi, Shulman nos acerca
a la dinamica del conocimiento profesional docente, reconociendo en él
tres categorias capitales: el conocimiento del contenido, el conocimiento
pedagégico y una tercera que es amalgama de los dos primeros, el
conocimiento pedagogico del contenido. Por otro lado, en el campo
especifico de la educaciéon matematica destacamos tres grandes aportes:
el de Bromme (1986, 1994), Ball y colaboradores (2008), y el de
Rowland y colaboradores (2003). En el primero, se explicitan cinco
dominios en relaciéon con el aporte seminal de Shulman, a saber, el
conocimiento del contenido sobre las matematicas, el conocimiento de
las matematicas escolares, la filosofia de la matematica escolar, el
conocimiento pedagégico general y el conocimiento pedagogico
especifico de la materia. En el segundo, es notorio un progreso en la
conceptualizacion del conocimiento profesional del docente de
matematicas. La propuesta de Ball y colaboradores concretiza el
conocimiento del contenido y el conocimiento pedagoégico del contenido
en tres nuevos subdominios cada uno de ellos. Para el conocimiento del
contenido los subdominios resultan ser el conocimiento comun de
contenido, el conocimiento especifico del contenido y el conocimiento
del horizonte matematico. Para el conocimiento pedagoégico del
contenido, los subdominios son el conocimiento del contenido y los
estudiantes, el conocimiento de la ensefianza del contenido y el
conocimiento curricular. Finalmente, el aporte de Rowland y
colaboradores, el cuarteto del conocimiento, puede entenderse como una
herramienta para la evaluacion docente que se centra en una
caracterizacion del docente, ésta a cuatro niveles: los fundamentos, la

transformacidn, la conexién y la contingencia.

Teniendo en cuenta que de manera generalizada los estudios sobre los
modelos profesionales docentes centran su atencién en el conocimiento

para la ensefanza, la contribucion de esta tesis doctoral se centra en el

268



Conclusiones

estudio exhaustivo de un concepto mucho mas amplio y que contiene al
conocimiento profesional del docente: la excelencia docente. Para
acercarse a una mejor comprension conceptual, se propone el estudio
desde perspectivas tanto deductivas como inductivas haciendo uso de
técnicas innovadoras en el campo de investigacién que ocupa a los

investigadores.

Respecto a la metodologia utilizada en esta tesis doctoral, el uso variado
de distintos e innovadores métodos de investigacidn cualitativa orienta
la investigacién de manera rigurosa, coherente y bien justificada. Las
distintas formas para planear la investigacion, recoger datos y
analizarlos hacen que los resultados y su interpretacion estén libres de
ambigliedades y contradicciones. Sélo por nombrar algunas de los
métodosy técnicas utilizadas en esta investigacién destacamos el Mapeo
de la Ciencia, especificamente el analisis de cocitacién y similitud (Gmdir,
2003), para la recogida de datos deductivos (en la bisqueda de colegas
invisibles), asi como para el estudio de la dindmica evolucién del
concepto de excelencia docente, yel andlisis cualitativo de datos asistido
por ordenador guiado por una reinterpretacion de la Teoria
Fundamentada (Corbin & Strauss, 2008) y del método NCT (Friese,
2014).

Por otro lado, se le ha dado vital importancia a la integridad y la
credibilidad de la investigacion. Se realizé un estudio exhaustivo que
recorrio todas las cinco fases de la investigacion incorporando técnicas
que imprimen rigor a esta investigacion de corte cualitativo, éste guiado
por la propuesta a cuatro lentes de Guba (1981): credibilidad,
transferencia, consistencia y confirmabilidad, términos propios de un
paradigma naturalista frente a los términos tradicionales racionalistas
analogos en cuanto a los criterios de rigor a los que pretenden
responder, esto es, la validez interna, la validez externa, la fiabilidad y la

objetividad, respectivamente.
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Respecto a la dinamica evoluciéon del concepto de excelencia docente, de
la interpretacién de la red de co-citacién y similitud se sugiere una
lectura desde cinco lentes para la comprensién conceptual basados en la
manera coOmo se distribuyen y agrupan los nodos en la red. Estas lentes
y su significado explicitan matices centrales no sélo al interior de cada
una de las agrupaciones (familias), sino en la totalidad de la red. Esto es,
para entender la excelencia es necesario revisar la dindmica de cada una
de las familias, a saber: evaluacion, efectos del docente sobre el
resultado estudiantil, modelos tedricos de la ensefianza de calidad,

reflexion y eficacia docente.

El estudio de la dinamica del concepto de excelencia docente en el
escenario especifico de la educacion matematica muestra un
comportamiento similar al anteriormente mencionado, pero sugiere
entenderlo revisando cuatro niveles de caracterizacion. El primer nivel
son los modelos tradicionales y tedricos de corte deductivo que han
dado pauta para la reflexion sobre la caracterizacion del conocimiento
profesional del docente. El segundo nivel responde a la relacién con el
entorno, es decir, lo relacionado con politicas de educacidén, disefio
curricular, estandares, etc. El tercer nivel centra su atencién en la
relacién con el estudiante, especificamente en la eficacia docente.
Finalmente, el cuarto nivel se centra en la relacién vital del docente con
la epistemologia, asi como en su quehacer particular, es decir, la manera

como disefia, estructura y desarrolla su docencia.

Los modelos limitrofes de excelencia docente (MLED) que se proponen
en esta tesis doctoral se caracterizan inicialmente por ser flexibles en su
interpretacion y estar en continua evolucidn, caracteristicas esenciales
de los objetos limitrofes. En particular, los MLED estan basados en la
relacion que existe entre el docente y los demas agentes que intervienen

en los procesos de ensefianza y aprendizaje, asi como en el escenario en
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donde se desarrolla el oficio docente, estas relaciones son: relacién
consigo mismo, relacién con la epistemologia, relacién con su practica,
relacién los estudiantes, relaciéon con la comunidad y relaciéon con el
sistema educativo. Cada una de estas relaciones es llamada capa. De esta
manera, e inspirados en los modelos de capas terraqueas, los MLED
estdn conformados por seis capas que van desde un ntcleo (la relacién
consigo mismo) hasta una capa més externa (la relacién con el sistema
educativo). Al interior de la capa existe un movimiento entre subcapas y,
ademas, las capas se relacionan entre si, permitiendo que haya subcapas

transversales.

El comportamiento de los MLED es similar en los casos en que su
naturaleza es deductiva o inductiva, esto es, ambos recorren las seis
capas de manera analoga. Sin embargo en capas como la “relaciéon con el
sistema educacional” y “relaciéon con la comunidad” se observa un
mayor distanciamiento entre lo deductivo y lo inductivo, y esto puede
tener que ver con el hecho de que, en el caso de las practicas docentes
reales, las subcapas que son pensadas como relacién con la comunidad y
el sistema educacional no se tienen en cuenta como prioridad debido a
las distintas contingencias de los contextos en donde se desarrolla la
practica docente. Para el caso de la educacion matematica, dicha
distancia entre los MLED de naturaleza deductiva y de naturaleza
inductiva es mucho mas marcada, sobre todo en el caso de la capa
correspondiente a la relacién con el sistema educacional. La relacién de
similitud entre los MLED de corte deductivo y los MLED de corte
inductivo puede pensarse, entonces, como una proyeccion del tedrico

sobre el prdctico, respectivamente.

Por otro lado, en el caso de los MLED de naturaleza inductiva, cuando se
revisa el comportamiento de los mismos, en el caso de la educacion
matematica y de otras disciplinas (educaciéon en general), se observa

que aunque similares en forma, subcapas como las centradas en la
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reflexion y la afectividad tienen mayor peso en el caso de la educacion
en general, pero subcapas como la apertura a la diversidad y la
evaluacion formativa tienden a pesar mas en el caso de la educacién

matematica.

Los MLED de naturaleza deductiva en el caso de la educacién
matemadtica y de otras disciplinas recorren las seis capas, pero
distribuyen los pesos de las distintas subcapas de manera diferente,
aunque el comportamiento es muy similar. En el caso de la educacién
matematica subcapas como el conocimiento pedagégico o la evaluacién
resaltan notoriamente respecto al caso de otras disciplinas, mientras
que subcapas como la eficacia docente, el conocimiento de los
conocimientos, las practicas claras y los efectos sobre los logros de los
estudiantes tienden a pesar mas en el escenario general que en el

especifico de la educacién matematica.

Si se miran los MLED teniendo en cuenta las variables geograficas,
cuando se compara la comunidad espafiola con las otras comunidades
mundiales se nota que el comportamiento a lo largo de las seis capas es
similar, pero que para el caso espafiol, las subcapas como las
correspondientes a la afectividad y a los procesos de evaluacion tienen
mas peso que en el caso de las demads comunidades mundiales. Sin
embargo, aunque los procesos de evaluaciéon tienen especial
protagonismo en el caso espafol, es en el caso de otras comunidades

mundiales donde los procesos de retroalimentacion tienen mas peso.

Teniendo en cuenta las anteriores comparativas, los MLED se
manifiestan flexibles y sensibles a los contextos en los que se
desenvuelven. Asi, los modelos cambian su distribucion de pesos
dependiendo de qué escenario se esté explorando: ambito de

conocimiento, ambito geografico.
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Finalmente, existen diferencias notorias entre la valoracion que se les da
a las subcapas desde el punto de vista de la relevancia teoérica, es decir,
lo que los docentes consideran como relevante para definir la excelencia
docentela relevancia personal, es decir, lo que consideran que es
relevante como apreciaciéon personal sobre la excelencia docente, y la
que se les da a esas mismas subcapas desde su presencia en la propia
realidad docente, es decir, la real materializacion de lo que se considera

relevante, pero visto estd vez en las propias practicas docentes.

4.3. Respuesta a las preguntas de investigacion

A continuacién se muestra la tabla que relaciona objetivos, asertos de
investigacién y preguntas, incorporando ahora con las respuestas a las

preguntas especificas de investigacion.

Preguntas Objetivos Asertos/hipotesis Respuestas
¢;Existe algin Mapear patrones | La investigacion La dindmica del
comportamiento | de evolucién de sobre excelencia concepto de
general o la investigacion docente esta excelencia
estructura de en educacion (en | evolucionando hacia | docente sugiere
pensamiento particular en un sistema ser leida desde
presente en la educacion “clusterizado” en el cinco lentes que
evolucion matematica) en que subyacen agrupan los
conceptual de la torno al concepto | variables latentes. resultados de
excelencia de excelencia investigacion en el
docente? docente. campo de la

educacion, a
saber: Evaluacion,
eficacia docente,
reflexion, modelos
tedricos para la
ensefanza de
calidad y el
estudio de efectos
de la practica
docente sobre los
resultados de los
estudiantes,
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;Qué pasa con los
modelos de
excelencia
docente cuando
se leen
contextualmente?

Identificar
modelos
deductivos e
inductivos sobre
excelencia
docente, asi
como variables
latentes y
contextos
inherentes a los
mismos.

Los modelos de
excelencia docente
son sensibles a
contextos.

Los modelos de
excelencia
docente son
flexibles y se
automodifican
dependiendo del
escenario en
donde se estén
estudiando:
disciplina, ambito
geografico,
experiencia
docente, etc.

(Cudlesla
relacion entre el
modelo “general”
de excelencia
docente y el caso
especifico para la
educacioén
matematica?

Comparar los
modelos de
excelencia
docente
identificados, sin
distincién por
disciplina o
ambito de
conocimiento,
con los que se
obtendrian
analizando
Unicamente los
que emergen
desde la
educacion
matematica.

Los modelos de
excelencia docente
en matematicas son
una proyeccion de
modelos “generales”
de excelencia
docente.

Los modelos de
excelencia en
casos especificos
como el de la
educacion
matematica
guardan la
estructura de los
modelos de
excelencia
docente en el
escenario general
de la educacion,
pero se
materializan de
forma especifica
particularmente
dadala
sensibilidad de los
mismos a los
contextos,
especificamente el
disciplinar.

¢(Existe alguna
diferencia entre
los modelos
deductivos de
excelencia
docente y los que
se organizan
inductivamente?

Comparar los
modelos de
excelencia
docente
obtenidos a
través de
procedimientos
deductivos y los
que se generan
de manera
inductiva como
modelos de

Los modelos de
excelencia docente
inductivos se
acomodan a
realidades
diferentes de
aquellos
identificados por
procesos deductivos

Existe una
diferencia entre
los modelos de
excelencia
tedricos y los que
emergen de
estudios de corte
deductivo y los
que provienen de
un estudio
netamente
inductivo. La
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percepcion de la diferencia se

excelencia manifiesta cuando

docente. se relaciona, por
ejemplo, la

concepcion del
docente respecto
a la relevancia
tedrica, personal y
la presencia de
matices que
caracterizan su
propia excelencia
docente.

Tabla 4.1. Respuestas a las preguntas de investigacion

4.4. Repercusiones del estudio

Los resultados de esta tesis doctoral ademas de ofrecernos un algoritmo
para la revision "conectada” de la literatura relevante, de facilitarnos
una visidon sobre la dindmica de evolucién de la investigaciéon sobre
excelencia docente y de generar modelos limitrofes tanto deductivos
como inductivos sobre este mismo concepto, ofrecen pistas a nuestro
juicio valiosas sobre cémo podria reorientarse la formaciéon docente
pensando en la mejora de los practicas de ensefianza y aprendizaje. Por
otra parte, el estudio de los modelos limitrofes de excelencia docente
constituye una herramienta importante para evaluar el ejercicio docente
pues su solidez y su flexibilidad son amplias y no se centra
exclusivamente en el conocimiento profesional docente, tan tradicional

en el area que nos ocupa.

Finalmente, los dos ejes metodoldgicos fundamentales de esta tesis
doctoral, la recogida de datos y su andlisis cualitativo, pueden ser
movilizados sin ningin problema a otras investigaciones de corte
cualitativo y garantizar una seleccién con efectos minimos de la
subjetividad del investigador y el efectivo uso de un prototipo para el

anadlisis cualitativo, con una estructura que permite hacer converger un
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sistema de codificaciéon descriptiva a un sistema de codificaciéon

conceptual.
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CAPITULO 5: TRABAJO FUTURO
Y LIMITACIONES DE ESTA
INVESTIGACION

Consideramos que dos posibles trabajos futuros podrian ser los
siguientes:

e Uso del MLED como herramienta para la evaluacién de practicas
docentes ya que al comprender mejor la realidad del docente,
teniendo en cuenta las sugerencias de los MLED, los procesos de
evaluacion y el disefio de instrumentos de evaluacién tenderan a
ser mas eficaces.

e Ampliaciéon del ejercicio inductivo con un nimero mayor de
docentes participantes de manera que los resultados puedan
extrapolarse y de esta manera compararse no necesariamente

desde conclusiones naturalistas.
Limitaciones de esta investigacion

Todo proceso de investigacion tiene limitaciones que, en gran medida,

ocurren en escenarios externos, es decir, en los que el investigador no
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tiene poder de decision. Algunas de las limitaciones, esencialmente

metodoldgicas, fueron:

e Recogida de datos deductivos. Durante el ejercicio investigador
vinculado a esta tesis doctoral, hubo dos momentos para la
recogida de datos, cada uno dependiendo de la naturaleza de la
informacién. En el caso de los datos deductivos, una limitacion
fue que en el segundo paso de la busqueda de las semillas
(descrito en la seccidn 2.4.1.1) se hizo uso del listado de revistas
indexadas JCR, lista que en su mayoria incluye revistas de corte
cuantitativo y no porque tenga una preferencia, sino porque el
impacto de la investigacion de corte cualitativo es relativamente
reciente. La manera en cdmo se enfrenté esta limitacion fue
haciendo uso del Mapeo de Ila Ciencia para anular los sesgos y
ampliar la busqueda de colegas invisibles. Fruto de ello fue el
hecho de que se incluyeron también libros, capitulos de libros,
reportes, politicas de educacidn, etc. A pesar de ello, la escasa
presencia de documentos cualitativos en comparacién con los de
corte mas cuantitativo, ha tenido un efecto aparente pero dificil
de cuantificar en la presencia de ciertas capas o subcapas
dominantes frente a otras

® Recogida de datos inductivos. La recogida de datos inductivos
tuvo también las siguientes limitaciones metodoldgicas. En
primer lugar, la tercera fase del instrumento estaba prevista y
disefiada para ejecutarse via Twitter, pero dada la poca cercania
de los participantes con este espacio de microblogging,
desafortunadamente no pudieron recogerse suficientes datos de
esta naturaleza. Respecto al instrumento, en general, se pueden
identificar dos limitaciones principales: la primera tiene que ver
con el hecho de que éste sé6lo fue posible remitirlo en verano,

justo en el momento en que los exdmenes y la temporada estival
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comenzaban, y la segunda con cierto blindaje que se not6 por
parte de algunas asociaciones de profesorado. Aunque la
invitacion se hizo a un buen nimero de asociaciones, menos de
la mitad respondieron positivamente a compartir la invitacién
con los miembros de sus asociaciones.

Datos locales: Los documentos cientificos locales tuvieron
indices de co-citacidn bajos pues esencialmente tenian indices de
citacion global bajos. En el momento en que se opt6, de manera
conservadora, por eliminar aristas débiles y nodos aislados (Ver
seccién 2.4.1.2), los documentos locales no lograron permanecer
como parte de la red de co-citacion y similitud.

Las generalizaciones que emergieron del estudio son de corte
naturalista y en ningin momento pretendieron ser
deterministicas. Si bien este hecho es un matiz caracteristico de
la investigacién cualitativa, podria provocar confusiéon en la
interpretacion de resultados.

Tamario de la muestra del caso inductivo: El nimero de casos que
se analizaron fue el suficiente para realizar un buen estudio
interpretativo sobre las concepciones de los docentes en
ejercicio sobre la excelencia docente. Sin embargo, se precisan
muchos mdas para realizar extrapolaciones e ir mas alla de la
generalizacion naturalista.

Sesgos de los datos y de los investigadores: Como es natural en
toda investigacion, a la hora de tomar decisiones la subjetividad
de los investigadores se hizo presente. Sin embargo, con el
objetivo de hacer minimo los efectos de dicha subjetividad, se
decidié utilizar distintas técnicas innovadoras poco exploradas
en la investigacion en educaciéon matematica como, por ejemplo,
el uso del Mapeo de la Ciencia, especificamente el analisis de co-
citacién y similitud, asi como una reinterpretacion de la Teoria

Fundamentada.
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Anexo 1: Lista completa de referencias que conforman las familias.
Anexo 2: Matriz de co-ocurrencia.

Anexo 3: Lista de citas seleccionadas para el ejercicio de triangulaciéon
Anexo 4: Lista de referencias para el caso de la Educacién Matematica.

Anexo 5: Ultimas dos capas para la comparacién segiin la experiencia

docente.
Anexo 6: Flujos y diagramas de barras completos.

Anexo 7: Table of contents, introductions, summaries and conclusion.
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Keys: = @, # showing relationship {—» Interaction of personal & professional factors

with different contextual factor

P201: ZHU. What core competencies are related to teachers innovative
teaching.pdf - 201:5 [generic competencies or compet..] (3:934-3:1297)




(Super)

Codes: [assess: stu_why - Families (4): assess: stu, assessment, Rel. students, student
assessment] [edu system: competency - Families (3): edu system, education system,
Rel. edu. system] [teacher: performance_curriculum integration - Families (5):
effective teaching, Rel. practice, teacher, teacher performance, teacher: performance]
[teacher: rel_others_collaborative - Families (5): effective teaching, Rel. community,
relation with others, teacher, teacher: rel_others] [teacher: rel_others_networking -
Families (4): Rel. community, relation with others, teacher, teacher: rel_others]
[teacher: stu_closer - Families (4): Rel. students, relation with students, teacher,
teacher_stu] [teacher: stu_communication - Families (4): Rel. students, relation with
students, teacher, teacher_stu] [teacher: stu_relation - Families (4): Rel. students,
relation with students, teacher, teacher_stu] [teacher: traits_know_pedagogy -
Families (5): effective teaching, Rel. epistemology, teacher, teacher traits,
teacher_traits] [teacher: traits_realistic - Families (4): Self-relationship, teacher,
teacher traits, teacher_traits]

No memos

generic competencies or competencies for teacher professional development are

put forth, such as ‘Pedagogical skills’, ‘/Knowing the Student’, ‘Monitoring and
Evaluation

of Learning and Development’, ‘School-Family and Society Relationships’, ‘/Knowledge
of Curriculum and Content’, “Teamwork’, ‘Communication’, ‘Problem solving’, and
‘Understanding the culture’

P121: ELIZABETH. Building a model to define the concept of teacher success in
Hong Kong.pdf - 121:13[] (@665-@362) (Super)

Codes: [edu system: teaching standards - Families (3): edu system, education system,
Rel. edu. system] [teacher: performance_class control - Families (4): Rel. practice,
teacher, teacher performance, teacher: performance] [teacher:
performance_personal_attributes - Families (4): Rel. practice, teacher, teacher
performance, teacher: performance] [teacher: rel_others - Families (5): effective
teaching, Rel. community, relation with others, teacher, teacher: rel_others] [teacher:
stu_communication - Families (4): Rel. students, relation with students, teacher,
teacher_stu] [teacher: traits_effective - Families (4): Self-relationship, teacher, teacher
traits, teacher_traits] [teacher: traits_examplary - Families (4): Self-relationship,
teacher, teacher traits, teacher_traits] [teacher: traits_know_pedagogy - Families (5):
effective teaching, Rel. epistemology, teacher, teacher traits, teacher_traits] [teacher:
traits_know_subject - Families (5): effective teaching, Rel. epistemology, teacher,
teacher traits, teacher_traits]

No memos



Profismsional gualities Interaciion with
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P121: ELIZABETH. Building a model to define the concept of teacher success in
Hong Kong.pdf - 121:1 [subject competence and creativ..] (2:1088-2:1465)
(Super)

Codes: [teacher: performance_curriculum integration - Families (5): effective teaching,
Rel. practice, teacher, teacher performance, teacher: performance] [teacher:
performance_learn_method - Families (5): effective teaching, Rel. practice, teacher,
teacher performance, teacher: performance] [teacher: stu_feedback - Families (4): Rel.
students, relation with students, teacher, teacher_stu] [teacher: stu_guidance -
Families (4): Rel. students, relation with students, teacher, teacher_stu] [teacher:
stu_influence - Families (4): Rel. students, relation with students, teacher, teacher_stu]
[teacher: stu_motivator - Families (4): Rel. students, relation with students, teacher,
teacher_stu] [teacher: traits_affective - Families (3): Self-relationship, teacher traits,
teacher_traits] [teacher: traits_know_subject - Families (5): effective teaching, Rel.
epistemology, teacher, teacher traits, teacher_traits]

No memos

subject competence and creativity

_skill in the science and art of motivation through
positive reinforcement

_flexibility in using expertise in modifying the
curriculum to fit the students

_willingness to take risks and make mistakes



_respect for learners

_caring, warmth, love and a sense of humour
_pride in the profession, and a willingness to go
the extra mile.

P121: ELIZABETH. Building a model to define the concept of teacher success in
Hong Kong.pdf - 121:2 [planning _ assessment and eval..] (2:2048-2:2239)
(Super)

Codes: [assess: stu - Families (4): assess: stu, assessment, Rel. students, student
assessment] [teacher: performance_class control - Families (4): Rel. practice, teacher,
teacher performance, teacher: performance] [teacher: performance_learn_method -
Families (5): effective teaching, Rel. practice, teacher, teacher performance, teacher:
performance] [teacher: stu_communication - Families (4): Rel. students, relation with
students, teacher, teacher_stu] [teacher: stu_feedback - Families (4): Rel. students,
relation with students, teacher, teacher_stu] [teacher: stu_guidance - Families (4): Rel.
students, relation with students, teacher, teacher_stu] [teacher: stu_influence -
Families (4): Rel. students, relation with students, teacher, teacher_stu] [teacher:
stu_relation - Families (4): Rel. students, relation with students, teacher, teacher_stu]
No memos

_planning

_assessment and evaluation
_designing assignments
_developing good work-study habits
_using motivating techniques
_questioning techniques

_oral and written communication

P260: MINOR. Preservice teachers educational beliefes.pdf - 260:8 [eachers’
perceptions of effect..] (3:6053-3:6402) (Super)

Codes: [teacher: performance_class control - Families (4): Rel. practice, teacher,
teacher performance, teacher: performance] [teacher: performance_learn_method -
Families (5): effective teaching, Rel. practice, teacher, teacher performance, teacher:
performance] [teacher: stu_fair - Families (2): Rel. students, teacher_stu] [teacher:
stu_relation - Families (4): Rel. students, relation with students, teacher, teacher_stu]
[teacher: stu_trust - Families (4): Rel. students, relation with students, teacher,
teacher_stu] [teacher: traits_effective - Families (4): Self-relationship, teacher, teacher
traits, teacher_traits] [teacher: traits_know_pedagogy - Families (5): effective teaching,
Rel. epistemology, teacher, teacher traits, teacher_traits] [teacher: traits_know_subject
- Families (5): effective teaching, Rel. epistemology, teacher, teacher traits,
teacher_traits]

No memos

eachers’ perceptions of effective teachers fell into the



following six categories, in order of endorsement level: (a)
student centeredness (79.5%), (b) enthusiasm for teaching
(40.2%), (c) ethicalness (38.8%), (d) classroom and behav-
ior management (33.3%), (e)teaching methodology
(32.4%), and (f) knowledge of subject (31.5%)

P260: MINOR. Preservice teachers educational beliefes.pdf - 260:7 [(a) handle
discipline through ..] (3:2891-3:3362) (Super)

Codes: [teacher: stu_closer - Families (4): Rel. students, relation with students,
teacher, teacher_stu] [teacher: stu_communication - Families (4): Rel. students,
relation with students, teacher, teacher_stu] [teacher: stu_relation - Families (4): Rel.
students, relation with students, teacher, teacher_stu] [teacher: stu_trust - Families
(4): Rel. students, relation with students, teacher, teacher_stu] [teacher:
traits_confident - Families (4): Self-relationship, teacher, teacher traits, teacher_traits]
[teacher: traits_effective - Families (4): Self-relationship, teacher, teacher traits,
teacher_traits] [teacher: traits_know_pedagogy - Families (5): effective teaching, Rel.
epistemology, teacher, teacher traits, teacher_traits] [teacher: traits_know_subject -
Families (5): effective teaching, Rel. epistemology, teacher, teacher traits,
teacher_traits]

No memos

(a) handle discipline through prevention; (b) use sys-

tematic, yet varied, instructional techniques; (c) are knowl-
edgeable of subject matter and task oriented while tailoring
teaching to student needs; (d) are highly flexible, enthusias-

ticc, and imaginativeimd emphasize perceptual meanings
more than facts and events; (e) believe in their own abilities
and have high expectations; (f) are democraticin their
approach and display warmth, care

P255: KOUTROUBA. A profile of the effective teacher.pdf - 255:17 [teaching
effectiveness emerges..] (12:2111-12:2382) (Super)

Codes: [teacher: performance_innovative - Families (4): Rel. practice, teacher, teacher
performance, teacher: performance] [teacher: performance_learn_method - Families
(5): effective teaching, Rel. practice, teacher, teacher performance, teacher:
performance] [teacher: stu_communication - Families (4): Rel. students, relation with
students, teacher, teacher_stu] [teacher: stu_influence - Families (4): Rel. students,
relation with students, teacher, teacher_stu] [teacher: stu_motivator - Families (4):
Rel. students, relation with students, teacher, teacher_stu] [teacher: stu_relation -
Families (4): Rel. students, relation with students, teacher, teacher_stu] [teacher:
stu_trust - Families (4): Rel. students, relation with students, teacher, teacher_stu]
[teacher: traits_effective - Families (4): Self-relationship, teacher, teacher traits,
teacher_traits]

No memos



teaching effectiveness emerges in classrooms where teachers tend to involve students
in multiple learning procedures, and implement successful communication techniques
to disseminate knowledge in a simpler, more

understandable, individualised and participatory way.

P160: MACDONALD. Exploring the characteristics of teachers for excellence.pdf -
160:13 [Acts as arole model who can h..] (9:609-9:1341) (Super)

Codes: [teacher: performance_class control - Families (4): Rel. practice, teacher,
teacher performance, teacher: performance] [teacher: performance_learn_method -
Families (5): effective teaching, Rel. practice, teacher, teacher performance, teacher:
performance] [teacher: rel_others - Families (5): effective teaching, Rel. community,
relation with others, teacher, teacher: rel_others] [teacher: stu_diversity - Families (5):
effective teaching, Rel. students, relation with students, teacher, teacher_stu] [teacher:
stu_fair - Families (2): Rel. students, teacher_stu] [teacher: traits_examplary - Families
(4): Self-relationship, teacher, teacher traits, teacher_traits] [teacher:
traits_know_pedagogy - Families (5): effective teaching, Rel. epistemology, teacher,
teacher traits, teacher_traits] [teacher: traits_know_subject - Families (5): effective
teaching, Rel. epistemology, teacher, teacher traits, teacher_traits]

No memos

Acts as a role model who can help students understand the values and
expectations of the school

5 Deals calmly with stress

6 Demonstrates a commitment to equality

7 Demonstrates a commitment to social justice

8 Draws on pupil strengths

14 Good knowledge of subjects taught

16 Has integrity

17 Has knowledge and understanding of teaching and learning

18 Helps students to learn independently

21 Is concerned about the quality of his/her teaching

27 Makes a positive response to barriers to learning

29 Plans, organises and prepares materials for classroom presentation
35 Sense of humour

37 Shows great commitment to work

39 Stimulates pupil interest in learning by teaching enthusiastically
44 Works well with others

P256: LAVY. Investigating changes in prospectives teachers views of a good
teacher.pdf - 256:9 [They found that all their inte..] (5:2101-5:2312)

(Super)

Codes: [teacher: performance_class control - Families (4): Rel. practice, teacher,
teacher performance, teacher: performance] [teacher: stu_influence - Families (4): Rel.



students, relation with students, teacher, teacher_stu] [teacher: stu_motivator -
Families (4): Rel. students, relation with students, teacher, teacher_stu] [teacher:
traits_effective - Families (4): Self-relationship, teacher, teacher traits, teacher_traits]
[teacher: traits_know_pedagogy - Families (5): effective teaching, Rel. epistemology,
teacher, teacher traits, teacher_traits] [teacher: traits_know_subject - Families (5):
effective teaching, Rel. epistemology, teacher, teacher traits, teacher_traits] [teacher:
traits_preparation - Families (4): Rel. epistemology, teacher, teacher traits,
teacher_traits]

No memos

They found that all their interviewees

“emphasized the importance of prerequisite teacher knowledge, promoting
mathematical

understanding, engaging students, and effectively managing the classroom
environment’

P256: LAVY. Investigating changes in prospectives teachers views of a good
teacher.pdf - 256:20 [She is in a continual state of..] (20:2631-20:2929)
(Super)

Codes: [student: reflective - Families (3): Rel. students, stu, student] [student:
responsability - Families (3): Rel. students, stu, student] [teacher: stu_advising -
Families (4): Rel. students, relation with students, teacher, teacher_stu] [teacher:
stu_communication - Families (4): Rel. students, relation with students, teacher,
teacher_stu] [teacher: stu_influence - Families (4): Rel. students, relation with
students, teacher, teacher_stu] [teacher: stu_motivator - Families (4): Rel. students,
relation with students, teacher, teacher_stu] [teacher: stu_relation - Families (4): Rel.
students, relation with students, teacher, teacher_stu]

No memos

She is in a continual state of

learning. She does not have to know the answer to all questions raised in class, since
there

are situations in which new directions of inquiry are raised. Instead, she encourages
the

students to investigate, ask questions, look for understanding, and see the beauty

P126: FRIEDRISCHSEN. Does taching experience matter.pdf - 126:17 [Didactic
Science Teaching Orie..] (@393-@92) (Super)

Codes: [teacher: performance_class control - Families (4): Rel. practice, teacher,
teacher performance, teacher: performance] [teacher: performance_curriculum
integration - Families (5): effective teaching, Rel. practice, teacher, teacher
performance, teacher: performance] [teacher: performance_innovative - Families (4):
Rel. practice, teacher, teacher performance, teacher: performance] [teacher:
performance_learn_method - Families (5): effective teaching, Rel. practice, teacher,



teacher performance, teacher: performance] [teacher: stu_relation - Families (4): Rel.
students, relation with students, teacher, teacher_stu] [teacher: traits_know_pedagogy
- Families (5): effective teaching, Rel. epistemology, teacher, teacher traits,
teacher_traits] [teacher: traits_know_subject - Families (5): effective teaching, Rel.
epistemology, teacher, teacher traits, teacher_traits]

No memos
| Didactic Science Teaching Orientation
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P227: ROSENSHINE. Teaching functions.pdf - 227:2 [In general, researchers
havef..] (2:2667-2:3430) (Super)

Codes: [assess: stu - Families (4): assess: stu, assessment, Rel. students, student
assessment]| [teacher: performance_clarity - Families (4): Rel. practice, teacher,
teacher performance, teacher: performance] [teacher: performance_class control -
Families (4): Rel. practice, teacher, teacher performance, teacher: performance]
[teacher: performance_personal_attributes - Families (4): Rel. practice, teacher,
teacher performance, teacher: performance] [teacher: stu_feedback - Families (4): Rel.
students, relation with students, teacher, teacher_stu] [teacher: stu_relation - Families
(4): Rel. students, relation with students, teacher, teacher_stu] [teacher:
traits_effective - Families (4): Self-relationship, teacher, teacher traits, teacher_traits]
No memos

In general, researchers have found that when effective teachers teach well structured
subjects, they:



- Begin a lesson with a short review of previous, prerequisite learning.

- Begin a lesson with a short statement of goals.

- Present new material in small steps, with student practice after each step.
- Give clear and detailed instructions and explanations.

- Provide a high level of active practice for all students.

- Ask a large number of questions, check for student understanding, and obtain
responses from all students.

- Guide students during initial practice.

- Provide systematic feedback and corrections.

- Provide explicit instruction and practice for seatwork exercises and, where
necessary,

monitor students during seatwork.

P153: LEONG. What are the important attributes of good mathematics
teaching.pdf - 153:4 [encourage student- faculty com..] (3:2976-3:3114)
(Super)

Codes: [teacher: performance_clarity - Families (4): Rel. practice, teacher, teacher
performance, teacher: performance] [teacher: stu_communication - Families (4): Rel.
students, relation with students, teacher, teacher_stu] [teacher: stu_fair - Families (2):
Rel. students, teacher_stu] [teacher: stu_feedback - Families (4): Rel. students, relation
with students, teacher, teacher_stu] [teacher: stu_guidance - Families (4): Rel.
students, relation with students, teacher, teacher_stu] [teacher: stu_influence -
Families (4): Rel. students, relation with students, teacher, teacher_stu] [teacher:
stu_motivator - Families (4): Rel. students, relation with students, teacher,
teacher_stu]

No memos

encourage studentfaculty communication; explain lessons well, even using
“little steps”; be fair in grading; and give prompt feedback

P260: MINOR. Preservice teachers educational beliefes.pdf - 260:5 [Effective
teachers also are de..] (3:1948-3:2524) (Super)

Codes: [student: reflective - Families (3): Rel. students, stu, student] [teacher:
performance_class control - Families (4): Rel. practice, teacher, teacher performance,
teacher: performance] [teacher: rel_others_collaborative - Families (5): effective
teaching, Rel. community, relation with others, teacher, teacher: rel_others] [teacher:
stu_influence - Families (4): Rel. students, relation with students, teacher, teacher_stu]
[teacher: stu_motivator - Families (4): Rel. students, relation with students, teacher,
teacher_stu] [teacher: stu_relation - Families (4): Rel. students, relation with students,
teacher, teacher_stu] [teacher: traits_reflective - Families (4): Self-relationship,
teacher, teacher traits, teacher_traits]

No memos

Effective teachers also are described as caring (Cotton,



1995; Demon-Berger, 1986; ETS, 1997; Norton, 1997;
Roueche, Baker, Mullin, & Boy, 1986; Wubbels etal,
1997). Furthermore, they are motivators who provide incen-
tives through recognibon and rewards, flexible in their abil-
ities to be dominant and cooperative, and empathetic yet in
control. They have strong interpersonal skills, handle disci-
pline through prevention, and promote a classroom climate
of respect and rapport that reflects their commitment to stu-
dents and their learning.

P260: MINOR. Preservice teachers educational beliefes.pdf - 260:3 [Effective
teachers are creativ..] (3:1275-3:1745) (Super)

Codes: [teacher: performance_innovative - Families (4): Rel. practice, teacher, teacher
performance, teacher: performance] [teacher: performance_learn_method - Families
(5): effective teaching, Rel. practice, teacher, teacher performance, teacher:
performance] [teacher: stu_communication - Families (4): Rel. students, relation with
students, teacher, teacher_stu] [teacher: stu_feedback - Families (4): Rel. students,
relation with students, teacher, teacher_stu] [teacher: stu_motivator - Families (4):
Rel. students, relation with students, teacher, teacher_stu] [teacher: stu_relation -
Families (4): Rel. students, relation with students, teacher, teacher_stu] [teacher:
traits_effective - Families (4): Self-relationship, teacher, teacher traits, teacher_traits]
No memos

Effective teachers are creative,

encourage active student participation, make relevant
assignments, arrange for plenty of successful engaged
time, are skillful in  using questions, promote critical and
creative thinking, and use wait time when seeking student
response. In  addition, they provide feedback, monitor pro-
grams and student progress, use both traditional and alter-
native assessment, and are fairin  assessment and grading
procedures

P76: FETLER. High school staff characteristics and mathematics test results.pdf -
76:4 [Some school resources, i.e., t..] (7:503-7:637) (Super)

Codes: [student: achievement - Families (3): Rel. students, stu, student] [teacher:
performance_personal_attributes - Families (4): Rel. practice, teacher, teacher
performance, teacher: performance] [teacher: traits_certification - Families (4): Rel.
epistemology, teacher, teacher traits, teacher_traits] [teacher: traits_know_pedagogy -
Families (5): effective teaching, Rel. epistemology, teacher, teacher traits,
teacher_traits] [teacher: traits_know_subject - Families (5): effective teaching, Rel.
epistemology, teacher, teacher traits, teacher_traits] [teacher: traits_leadership -
Families (5): effective teaching, Self-relationship, teacher, teacher traits,
teacher_traits] [teacher: traits_preparation - Families (4): Rel. epistemology, teacher,



teacher traits, teacher_traits]
No memos

Some school resources, i.e.,
teacher ability, teacher education, and teacher experience were strongly related to
student achievement.

P126: FRIEDRISCHSEN. Does taching experience matter.pdf - 126:2 [Shulman
proposed seven categor..] (2:1872-2:2095) (Super)

Codes: [context - Family: context] [edu system: learning - Families (3): edu system,
education system, Rel. edu. system] [edu system: policy - Families (3): edu system,
education system, Rel. edu. system] [edu system: teacher_edu_prog - Families (3): edu
system, education system, Rel. edu. system] [teacher: performance_curriculum
integration - Families (5): effective teaching, Rel. practice, teacher, teacher
performance, teacher: performance] [teacher: traits_know_pedagogy - Families (5):
effective teaching, Rel. epistemology, teacher, teacher traits, teacher_traits] [teacher:
traits_know_subject - Families (5): effective teaching, Rel. epistemology, teacher,
teacher traits, teacher_traits]

No memos

Shulmanproposed seven categories of

teacherknowledge: content; pedagogy; curriculum; learners andlearning; contexts
ofschooling; educational

philosophies, goals, and objectives; and pedagogical content knowledge (PCK).

P250: HOLLINS. Teacher preparation for quality teaching.pdf - 250:1 [Teaching
is a complex and mult..] (1:246-1:789) (Super)

Codes: [context - Family: context] [teacher: QUALITY - Families (2): teacher, teacher.]
[teacher: stu_diversity - Families (5): effective teaching, Rel. students, relation with
students, teacher, teacher_stu] [teacher: traits_know_pedagogy - Families (5): effective
teaching, Rel. epistemology, teacher, teacher traits, teacher_traits] [teacher:
traits_know_subject - Families (5): effective teaching, Rel. epistemology, teacher,
teacher traits, teacher_traits] [teacher: traits_realistic - Families (4): Self-relationship,
teacher, teacher traits, teacher_traits] [teacher: traits_reflective - Families (4): Self-
relationship, teacher, teacher traits, teacher_traits]

No memos

Teaching is a complex and multidimensional process that

requires deep knowledge and understanding in a wide range

of areas and the ability to synthesize, integrate, and apply

this knowledge in different situations, under varying conditions, and with a wide
diversity of groups and individuals. In

quality teaching, this knowledge is applied in ways that provide equitable access and
opportunities that build upon and



extend what learners already know in facilitating the ability
to acquire, construct, and create new knowledge

P256: LAVY. Investigating changes in prospectives teachers views of a good
teacher.pdf - 256:8 [The researchers found that the..] (5:709-5:1323)
(Super)

Codes: [teacher: performance_class control - Families (4): Rel. practice, teacher,
teacher performance, teacher: performance] [teacher: performance_learn_method -
Families (5): effective teaching, Rel. practice, teacher, teacher performance, teacher:
performance] [teacher: stu_advising - Families (4): Rel. students, relation with
students, teacher, teacher_stu] [teacher: stu_closer - Families (4): Rel. students,
relation with students, teacher, teacher_stu] [teacher: stu_relation - Families (4): Rel.
students, relation with students, teacher, teacher_stu] [teacher: traits_know_pedagogy
- Families (5): effective teaching, Rel. epistemology, teacher, teacher traits,
teacher_traits] [teacher: traits_know_subject - Families (5): effective teaching, Rel.
epistemology, teacher, teacher traits, teacher_traits]

No memos

The researchers

found that the PTs’ responses could be classified into two main categories: the
teacher’s

personality and the professional knowledge of the teacher. 98% of the PTs referred to
the

personality of the teacher and 76% related to the teacher’s professional knowledge.
The

most prominent characteristic was “empathetic and attentive teacher” (91% of the
PTs

referred to that characteristic); far behind were characteristics like “attitude to the
discipline” (57%), “general personal characteristics” (52%), “a leader” (44%), and
“didactical

knowledge in the field of teaching methods” (42%)

P126: FRIEDRISCHSEN. Does taching experience matter.pdf - 126:9 [Pedagogical
Content Knowledge..] (@650-@189) (Super)

Codes: [assess: stu_why - Families (4): assess: stu, assessment, Rel. students, student
assessment] [context - Family: context] [teacher: performance_curriculum integration
- Families (5): effective teaching, Rel. practice, teacher, teacher performance, teacher:
performance] [teacher: performance_learn_method - Families (5): effective teaching,
Rel. practice, teacher, teacher performance, teacher: performance] [teacher:
stu_relation - Families (4): Rel. students, relation with students, teacher, teacher_stu]
[teacher: traits_know_pedagogy - Families (5): effective teaching, Rel. epistemology,
teacher, teacher traits, teacher_traits] [teacher: traits_know_subject - Families (5):
effective teaching, Rel. epistemology, teacher, teacher traits, teacher_traits]

No memos
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P103: BRITT. Professional conversations and professional growth.pdf - 103:5
[They found three distinct patt..] (3:1367-3:2067) (Super)

Codes: [teacher: performance_learn_method - Families (5): effective teaching, Rel.
practice, teacher, teacher performance, teacher: performance] [teacher:
performance_personal_attributes - Families (4): Rel. practice, teacher, teacher
performance, teacher: performance] [teacher: rel_others - Families (5): effective
teaching, Rel. community, relation with others, teacher, teacher: rel_others] [teacher:
traits_know_subject - Families (5): effective teaching, Rel. epistemology, teacher,
teacher traits, teacher_traits] [teacher: traits_success - Families (4): Self-relationship,
teacher, teacher traits, teacher_traits] [teacher: traits_vision - Families (4): Self-



relationship, teacher, teacher traits, teacher_traits]
No memos

They found three distinct patterns ofteaching and beliefs that

they termed connectionist, discovery, and transmission. Teachers classified

as connectionist were likely to have classes that made greater gains than

were teachers with the other two belief systems. As a consequence, Askew

et al. (1997) suggested that teachers need to develop a fuller, deeper, and

more connected understanding ofmathematical concepts in order to teach

more effectively. They believed that this could be done, in part, through

discussion ofthe beliefs and the respective success ofteachers who demonstrate the
three patterns ofbelief. However, the authors did not suggest that

the transition would be easy

P255: KOUTROUBA. A profile of the effective teacher.pdf - 255:19 [Giving
teachers a free hand to..] (14:3427-14:3937) (Super)

Codes: [teacher: performance_curriculum integration - Families (5): effective teaching,
Rel. practice, teacher, teacher performance, teacher: performance] [teacher:
stu_communication - Families (4): Rel. students, relation with students, teacher,
teacher_stu] [teacher: traits_affective - Families (3): Self-relationship, teacher traits,
teacher_traits] [teacher: traits_confident - Families (4): Self-relationship, teacher,
teacher traits, teacher_traits] [teacher: traits_effective - Families (4): Self-relationship,
teacher, teacher traits, teacher_traits] [teacher: traits_success - Families (4): Self-
relationship, teacher, teacher traits, teacher_traits]

No memos

Giving teachers a free hand to

invest in their communication with students, providing them with flexible curricula
that counterbalance academic, social and affective objectives, familiarising them
with teacher-decentred practices, providing them professional assistance that makes
them feel more secure, confident and capable of communicating with others are
steps towards the establishment of a more attractive learning environment where
teachers will be and, at the same time, feel effective and successfu

P255: KOUTROUBA. A profile of the effective teacher.pdf - 255:1 [effective
teachers, describe t..] (2:2364-2:2641) (Super)

Codes: [teacher: rel_others - Families (5): effective teaching, Rel. community, relation
with others, teacher, teacher: rel_others] [teacher: stu_listen - Families (5): effective
teaching, Rel. students, relation with students, teacher, teacher_stu] [teacher:
stu_relation - Families (4): Rel. students, relation with students, teacher, teacher_stu]
[teacher: traits_affective - Families (3): Self-relationship, teacher traits, teacher_traits]
[teacher: traits_autonomy - Families (4): Self-relationship, teacher, teacher traits,
teacher_traits] [teacher: traits_effective - Families (4): Self-relationship, teacher,
teacher traits, teacher_traits]



No memos

effective teachers, describe

them, among others, as: expert, kind, calm, understanding, empathic, sensitive,
balanced, self-controlled, prestigious, objective, sociable, accessible, active, organised,
informed, able to listen, speak, and explain, able to promote participation

P191: TRYGGVASON. Why is finnish teacher education successful.pdf - 191:8
[You should not get stuckina.] (7:1665-7:2069) (Super)

Codes: [teacher: performance_innovative - Families (4): Rel. practice, teacher, teacher
performance, teacher: performance] [teacher: performance_learn_method - Families
(5): effective teaching, Rel. practice, teacher, teacher performance, teacher:
performance] [teacher: traits_autonomy - Families (4): Self-relationship, teacher,
teacher traits, teacher_traits] [teacher: traits_know_pedagogy - Families (5): effective
teaching, Rel. epistemology, teacher, teacher traits, teacher_traits] [teacher:
traits_know_subject - Families (5): effective teaching, Rel. epistemology, teacher,
teacher traits, teacher_traits] [teacher: traits_preparation - Families (4): Rel.
epistemology, teacher, teacher traits, teacher_traits]

No memos

You should not get stuck in a simple ism because every ism has something good for
some

purpose and some pupils. When we prepare different tasks, we try to get teacher
students

to realise what learning or teaching style is suitable for each student and what theory
is

best suited for them. But also, that a teacher student needs to make his/her own
combinations of different theories and perspectives

P253: KLEIN. Teaching mathematics in for new times.pdf - 253:5 [In recog-
nising the constitut..] (12:706-12:1208) (Super)

Codes: [teacher: performance_personal_attributes - Families (4): Rel. practice, teacher,
teacher performance, teacher: performance] [teacher: stu_communication - Families
(4): Rel. students, relation with students, teacher, teacher_stu] [teacher: stu_guidance
- Families (4): Rel. students, relation with students, teacher, teacher_stu] [teacher:
stu_influence - Families (4): Rel. students, relation with students, teacher, teacher_stu]
[teacher: stu_motivator - Families (4): Rel. students, relation with students, teacher,
teacher_stu] [teacher: stu_relation - Families (4): Rel. students, relation with students,
teacher, teacher_stu]

No memos

In recognising the constitutive power of discourse, it does not allow educators to
resort to notions of student pathology but rather places the emphasis on
pedagogic processes and whether or not these produce powerful knowledge growth,



engaged participation and inquiring habits of mind. A poststructuralist analysis of
practice is inherently suspicious of ‘supportive’

learning environments, in that what it means to support learning is always
contentious and itself a social construction.

P160: MACDONALD. Exploring the characteristics of teachers for excellence.pdf -
160:14 [3 Clear about lesson structure..] (9:1353-9:1753) (Super)

Codes: [teacher: performance_innovative - Families (4): Rel. practice, teacher, teacher
performance, teacher: performance] [teacher: performance_learn_method - Families
(5): effective teaching, Rel. practice, teacher, teacher performance, teacher:
performance] [teacher: rel_others - Families (5): effective teaching, Rel. community,
relation with others, teacher, teacher: rel_others] [teacher: stu_diversity - Families (5):
effective teaching, Rel. students, relation with students, teacher, teacher_stu] [teacher:
stu_relation - Families (4): Rel. students, relation with students, teacher, teacher_stu]
[teacher: traits_know_subject - Families (5): effective teaching, Rel. epistemology,
teacher, teacher traits, teacher_traits]

No memos

3 Clear about lesson structure

12 Expectations of high performance

13 Good at reading people’s moods and understanding non-verbal cues
19 Holds informal conversations with pupils

23 Is innovative

31 Promotes learning for all pupils, through differentiated appropriate
programmes of work, IEPs, etc

32 Relates course content to students’ experiences

33 Responds positively to pupil differences

P 9: CARRUTH. Evaluation of college faculty.pdf - 9:16 [These indicators of
instructio..] (4:4158-4:4414) (Super)

Codes: [assess: ext - Families (4): assess: ext, assessment, external teacher assessment,
Rel. community] [assess: stu_types - Families (4): assess: stu, assessment, Rel.
students, student assessment] [student: achievement - Families (3): Rel. students, stu,
student] [teacher: performance_personal_attributes - Families (4): Rel. practice,
teacher, teacher performance, teacher: performance] [teacher: QUALITY - Families
(2): teacher, teacher.] [teacher: stu_communication - Families (4): Rel. students,
relation with students, teacher, teacher_stu]

No memos

These indicators of instructional quality included items such as teachers writing test
questions that

are clear and unambiguous, being fair in grading practices, motivating students to do
their best work, and

communicating the expectations of the course



P35: MOSS. Analyzing the teaching of professional practice.pdf - 35:4 [a)
professional vision or disc..] (3:1643-3:1919) (Super)

Codes: [teacher: QUALITY - Families (2): teacher, teacher.] [teacher: traits_effective -
Families (4): Self-relationship, teacher, teacher traits, teacher_traits] [teacher:
traits_know_pedagogy - Families (5): effective teaching, Rel. epistemology, teacher,
teacher traits, teacher_traits] [teacher: traits_know_subject - Families (5): effective
teaching, Rel. epistemology, teacher, teacher traits, teacher_traits] [teacher:
traits_preparation - Families (4): Rel. epistemology, teacher, teacher traits,
teacher_traits] [teacher: traits_success - Families (4): Self-relationship, teacher,
teacher traits, teacher_traits]

No memos

a) professional vision or disciplined perception; (b) professional knowledge or
professional reasoning; (c)

skills, actions, or techniques; (d) feelings or emotions; (e) coherence or integration; (f)
success or effectiveness; (g)

identity; and (h) overall quality of practice

P79: HILL. Effects of teachers' mathematical knowledge for teaching on student
achievement.pdf - 79:4 [information about teacher prep..] (4:2234-4:2557)
(Super)

Codes: [student: achievement - Families (3): Rel. students, stu, student] [teacher:
performance_learn_method - Families (5): effective teaching, Rel. practice, teacher,
teacher performance, teacher: performance] [teacher: traits_certification - Families
(4): Rel. epistemology, teacher, teacher traits, teacher_traits] [teacher:
traits_experience - Families (3): Rel. epistemology, teacher traits, teacher_traits]
[teacher: traits_know_subject - Families (5): effective teaching, Rel. epistemology,
teacher, teacher traits, teacher_traits] [teacher: traits_preparation - Families (4): Rel.
epistemology, teacher, teacher traits, teacher_traits]

No memos

information about teacher preparation and experience was collected and used as a
predictor of student achievement. Key

measures here included teacher education level, certification status, number

of postsecondary subject-matter courses taken, number of teaching methods
courses taken, and years of classroom experience.

P260: MINOR. Preservice teachers educational beliefes.pdf - 260:1 [These
textbook definitions gen..] (3:206-3:450) (Super)

Codes: [teacher: performance_clarity - Families (4): Rel. practice, teacher, teacher
performance, teacher: performance] [teacher: performance_class control - Families
(4): Rel. practice, teacher, teacher performance, teacher: performance] [teacher:



traits_confident - Families (4): Self-relationship, teacher, teacher traits, teacher_traits]
[teacher: traits_effective - Families (4): Self-relationship, teacher, teacher traits,
teacher_traits] [teacher: traits_know_pedagogy - Families (5): effective teaching, Rel.
epistemology, teacher, teacher traits, teacher_traits] [teacher: traits_know_subject -
Families (5): effective teaching, Rel. epistemology, teacher, teacher traits,
teacher_traits]

No memos

These textbook definitions

generally describe effective teachers as knowledgeable,
self-confident, and enthusiastic, with strong communication
and management skills, clear instructional focus, and high
expectations of self and students

P121: ELIZABETH. Building a model to define the concept of teacher success in
Hong Kong.pdf - 121:10 [Domains of assessment Examples..] (3:2813-3:3446)
(Super)

Codes: [teacher: performance_curriculum integration - Families (5): effective teaching,
Rel. practice, teacher, teacher performance, teacher: performance] [teacher:
prof_dev_results - Families (4): professional development, Rel. practice, teacher,
teacher: prof_dev] [teacher: prof_dev_why - Families (4): professional development,
Rel. practice, teacher, teacher: prof_dev] [teacher: rel_others_collaborative - Families
(5): effective teaching, Rel. community, relation with others, teacher, teacher:
rel_others] [teacher: stu_motivator - Families (4): Rel. students, relation with students,
teacher, teacher_stu] [teacher: traits_effective - Families (4): Self-relationship, teacher,
teacher traits, teacher_traits]

No memos

Domains of assessment Examples of practices/
contributions/qualities

(a) Professional competence Exemplary and effective teaching
practices

(b) Student development Students’ learning motivation,
whole-person development

(c) Professionalism Continuous self-improvement and
professional development

(d) School development Development of school-based
curriculum and schoolwide

activities that contribute to the

effective learning of languages by

students

(e) Commitment to the

profession and

community

To foster collaboration among the



teaching profession; provided
support to the teaching profession
and the community

P274: ALLINDER. Teacher Education and Special Education- The Journal of the
Teacher Education Division of the Council for Exceptional Children.pdf - 274:8
[Per- sonal Efficacy was relate..] (8:1041-8:1522) (Super)

Codes: [teacher: performance_learn_method - Families (5): effective teaching, Rel.
practice, teacher, teacher performance, teacher: performance] [teacher: stu_fair -
Families (2): Rel. students, teacher_stu] [teacher: stu_motivator - Families (4): Rel.
students, relation with students, teacher, teacher_stu] [teacher: traits_confident -
Families (4): Self-relationship, teacher, teacher traits, teacher_traits] [teacher:
traits_effective - Families (4): Self-relationship, teacher, teacher traits, teacher_traits]
[teacher: traits_preparation - Families (4): Rel. epistemology, teacher, teacher traits,
teacher_traits]

No memos

Personal Efficacy was related significantly to each

of the instructionally relevant components,

indicating that teachers who had greater belief

in their ability to teach also were more

likely

(a) to

try different ways of teaching; (b) to be

business-like in working with students by

being organized and planful in their instruction, and fair andfirm when
dealing with

students; and (c) to be confident and enthusiastic about teaching.

P127: FURLONG. The teacher I wish to be.pdf - 127:13 [the professional teacher
whoi.] (12:1109-12:1454) (Super)

Codes: [teacher: performance_class control - Families (4): Rel. practice, teacher,
teacher performance, teacher: performance] [teacher: prof_dev_why - Families (4):
professional development, Rel. practice, teacher, teacher: prof_dev] [teacher: stu_trust
- Families (4): Rel. students, relation with students, teacher, teacher_stu] [teacher:
traits_effective - Families (4): Self-relationship, teacher, teacher traits, teacher_traits]
[teacher: traits_know_pedagogy - Families (5): effective teaching, Rel. epistemology,
teacher, teacher traits, teacher_traits] [teacher: traits_know_subject - Families (5):
effective teaching, Rel. epistemology, teacher, teacher traits, teacher_traits]

No memos

the professional teacher who is committed to achieving high standards constantly
seeking to increase their own knowledge and expertise, often referring to
acknowledged experts for help and advice, or the professional teacher aspiring to



high standards by being concerned about reliability, punctuality, efficiency and
classroom competence.

P153: LEONG. What are the important attributes of good mathematics
teaching.pdf - 153:22 [Model IV Teacher Z hasa very.] (7:3068-7:3420)
(Super)

Codes: [assess: stu_types - Families (4): assess: stu, assessment, Rel. students, student
assessment] [teacher: stu_closer - Families (4): Rel. students, relation with students,
teacher, teacher_stu] [teacher: stu_communication - Families (4): Rel. students,
relation with students, teacher, teacher_stu] [teacher: stu_feedback - Families (4): Rel.
students, relation with students, teacher, teacher_stu] [teacher: stu_relation - Families
(4): Rel. students, relation with students, teacher, teacher_stu] [teacher: stu_trust -
Families (4): Rel. students, relation with students, teacher, teacher_stu]

No memos

Model IV

Teacher Z has a very energetic personality. He positions himself as a strong supporter
of

student-centered education. Each of his classes utilizes collaborative work which
typically

occupies up to 90% of class time. Students communicate, discuss and work together in
groups. His favorite form of assessment is self-report and portfolio.

P273: YEH. The cost effectiveness of raising teacher quality.pdf - 273:5 [the
quality of teaching may be..] (5:803-5:1144) (Super)

Codes: [assess: stu_formative - Families (4): assess: stu, assessment, Rel. students,
student assessment] [assess: stu_types - Families (4): assess: stu, assessment, Rel.
students, student assessment] [assess: stu_why - Families (4): assess: stu, assessment,
Rel. students, student assessment] [teacher: QUALITY - Families (2): teacher, teacher.]
[teacher: traits_effective - Families (4): Self-relationship, teacher, teacher traits,
teacher_traits]

No memos

the quality of teaching may be improved through

the use offormative assessments that not only provide teachers with the information
needed to improve performance, but

lead pupils to take more responsibility for their learning, contributing to improved
motivation, confidence and classroom

achievement, especially for low-achieving students

P116: DARLING HAMMOND. How teacher education matters.pdf - 116:3
[Reviews of research over the p..] (2:793-2:1076) (Super)
Codes: [student: achievement - Families (3): Rel. students, stu, student] [teacher:



traits_certification - Families (4): Rel. epistemology, teacher, teacher traits,
teacher_traits] [teacher: traits_know_pedagogy - Families (5): effective teaching, Rel.
epistemology, teacher, teacher traits, teacher_traits] [teacher: traits_know_subject -
Families (5): effective teaching, Rel. epistemology, teacher, teacher traits,
teacher_traits] [teacher: traits_preparation - Families (4): Rel. epistemology, teacher,
teacher traits, teacher_traits]

No memos

Reviews of

research over the past 30 years have concluded

that even with the shortcomings of current

teacher education and licensing, fully prepared

and certified teachers are generally better rated

and more successful with students than teachers without this preparation

P121: ELIZABETH. Building a model to define the concept of teacher success in
Hong Kong.pdf - 121:8 [are knowledgeable of subject m..] (3:5-3:441)
(Super)

Codes: [teacher: stu_motivator - Families (4): Rel. students, relation with students,
teacher, teacher_stu] [teacher: stu_relation - Families (4): Rel. students, relation with
students, teacher, teacher_stu] [teacher: traits_affective - Families (3): Self-
relationship, teacher traits, teacher_traits] [teacher: traits_confident - Families (4):
Self-relationship, teacher, teacher traits, teacher_traits] [teacher: traits_know_subject -
Families (5): effective teaching, Rel. epistemology, teacher, teacher traits,
teacher_traits]

No memos

are knowledgeable of subject matter, and task
oriented while tailoring teaching to student
needs

(d) are highly flexible, enthusiastic, and imaginative, and emphasize perceptual
meanings more

than facts and events

(e) believe in their own abilities, and have high
expectations

(f) are democratic in their approach, and display
warmth, care and concern when interacting with
students and

(g) are readily accessible outside class.

P110: COCH. Theacher quality matters.pdf - 110:7 [knows subjectmat- ter (what
to..] (3:3591-3:3868) (Super)

Codes: [teacher: QUALITY - Families (2): teacher, teacher.] [teacher: stu_feedback -
Families (4): Rel. students, relation with students, teacher, teacher_stu] [teacher:



traits_autonomy - Families (4): Self-relationship, teacher, teacher traits,
teacher_traits] [teacher: traits_know_pedagogy - Families (5): effective teaching, Rel.
epistemology, teacher, teacher traits, teacher_traits] [teacher: traits_know_subject -
Families (5): effective teaching, Rel. epistemology, teacher, teacher traits,
teacher_traits]

No memos

knows subject matter (what to teach) and pedagogy (how to teach)

but also knows how to learn and how to make

decisions informed by theory and research from

many bodies of knowledge and also as

informed by feedback from school and classroom evidence in particular contexts

P103: BRITT. Professional conversations and professional growth.pdf - 103:7
[Like the teachers studied by C..] (4:1960-4:2227) (Super)

Codes: [teacher: prof_dev_how - Families (4): professional development, Rel. practice,
teacher, teacher: prof_dev] [teacher: prof_dev_results - Families (4): professional
development, Rel. practice, teacher, teacher: prof_dev] [teacher: prof_dev_why -
Families (4): professional development, Rel. practice, teacher, teacher: prof_dev]
[teacher: stu_communication - Families (4): Rel. students, relation with students,
teacher, teacher_stu] [teacher: traits_reflective - Families (4): Self-relationship,
teacher, teacher traits, teacher_traits]

No memos

Like the teachers studied by Clarke, we expected that the teachers in

our project would find professional conversations useful for reflection on
classroom practices and on student learning. We believed that with the
help of such reflection their teaching would improve

P108: COCH. Studying teacher education.pdf - 108:4 [Notwithstand- ing
considerable..] (7:869-7:1416) (Super)

Codes: [edu system: policy - Families (3): edu system, education system, Rel. edu.
system] [edu system: prob - Families (3): edu system, education system, Rel. edu.
system] [student: achievement - Families (3): Rel. students, stu, student] [teacher:
performance_personal_attributes - Families (4): Rel. practice, teacher, teacher
performance, teacher: performance] [teacher: QUALITY - Families (2): teacher,
teacher.]

No memos

Notwithstanding considerable debate about the meanings of
teacher quality and highly qualified teachers, it is no
exaggeration to say that the national focus on

these issues rivals that of any previous period.

During the past 10 years, there have also been



many competing claims about the relationships

that do and do not exist among teacher qualifications; about the policies and practices
governing teacher preparation, teaching performance,

and educational outcomes; and about the

research or evidentiary bases for these claims.

P126: FRIEDRISCHSEN. Does taching experience matter.pdf - 126:11 [we
initially coded the lesson..] (9:3792-9:4109) (Super)

Codes: [assess: stu - Families (4): assess: stu, assessment, Rel. students, student
assessment] [teacher: performance_curriculum integration - Families (5): effective
teaching, Rel. practice, teacher, teacher performance, teacher: performance] [teacher:
stu_guidance - Families (4): Rel. students, relation with students, teacher, teacher_stu]
[teacher: traits_know_pedagogy - Families (5): effective teaching, Rel. epistemology,
teacher, teacher traits, teacher_traits] [teacher: traits_know_subject - Families (5):
effective teaching, Rel. epistemology, teacher, teacher traits, teacher_traits]

No memos

we initially codedthe lessonplans andinterview datausing

codes developed from Magnusson et al.’s (1999) PCK components: (a) science
teaching orientations,

(b)knowledgeofstudents’ understandingofscience; (c)knowledgeofinstructional
strategies; (d)knowledge

ofcurriculum; and(e)knowledgeofassessment

P160: MACDONALD. Exploring the characteristics of teachers for excellence.pdf -
160:12 [1 Actively engages students 22..] (9:454-9:595) (Super)

Codes: [teacher: stu_guidance - Families (4): Rel. students, relation with students,
teacher, teacher_stu] [teacher: stu_influence - Families (4): Rel. students, relation with
students, teacher, teacher_stu] [teacher: stu_motivator - Families (4): Rel. students,
relation with students, teacher, teacher_stu] [teacher: stu_relation - Families (4): Rel.
students, relation with students, teacher, teacher_stu] [teacher: stu_trust - Families
(4): Rel. students, relation with students, teacher, teacher_stu]

No memos

1 Actively engages students

22 Is enthusiastic and can motivate pupils

25 Knows pupils well

38 Stays calm and composed in trying situations

P178: SANTORO. Producing quality teachers.pdf - 178:4 [All of these six articles
make..] (3:343-3:683) (Super)

Codes: [edu system: new paradigms - Families (3): edu system, education system, Rel.
edu. system] [edu system: policy - Families (3): edu system, education system, Rel.



edu. system] [edu system: teaching standards - Families (3): edu system, education
system, Rel. edu. system] [teacher: traits_know_pedagogy - Families (5): effective
teaching, Rel. epistemology, teacher, teacher traits, teacher_traits] [teacher:
traits_know_subject - Families (5): effective teaching, Rel. epistemology, teacher,
teacher traits, teacher_traits]

No memos

All of these six articles make

recommendations that ‘push the boundaries’ in terms of teacher knowledge and
practice

and provoke us to consider how these knowledges and practices can be developed in
preservice and inservice teacher education programs and professional development
within the

current framework ofprofessional standards.

P128: GIEBELHAUS. Teaching mentors is it wortg the effort.pdf - 128:9 [D
Teacher professionalism D1...] (@487-@432) (Super)

Codes: [teacher: rel_others_collaborative - Families (5): effective teaching, Rel.
community, relation with others, teacher, teacher: rel_others] [teacher:
rel_others_networking - Families (4): Rel. community, relation with others, teacher,
teacher: rel_others] [teacher: stu_communication - Families (4): Rel. students, relation
with students, teacher, teacher_stu] [teacher: traits_effective - Families (4): Self-
relationship, teacher, teacher traits, teacher_traits] [teacher: traits_reflective -
Families (4): Self-relationship, teacher, teacher traits, teacher_traits]

No memos

D
Teacher DI. Reflecting on the extent to which learning poals were met
professionalism D2, Demansrating & sense of efficacy
3. Building professional relationships with colleagues to share teaching insights and
1o coordinate leaming activities
Dd. Communicating with parents or guardians about student learning

P127: FURLONG. The teacher I wish to be.pdf - 127:17 [the caring, warm,
approachable..] (13:1717-13:1822) (Super)

Codes: [teacher: performance_class control - Families (4): Rel. practice, teacher,
teacher performance, teacher: performance] [teacher: stu_closer - Families (4): Rel.
students, relation with students, teacher, teacher_stu] [teacher: stu_relation - Families
(4): Rel. students, relation with students, teacher, teacher_stu] [teacher: stu_trust -
Families (4): Rel. students, relation with students, teacher, teacher_stu] [teacher:
traits_affective - Families (3): Self-relationship, teacher traits, teacher_traits]

No memos

the caring, warm, approachable teacher who facilitates children’s learning, but who
is firm and in control



P128: GIEBELHAUS. Teaching mentors is it wortg the effort.pdf - 128:8 [C
Teaching for student learnin..] (@561-@490) (Super)

Codes: [teacher: stu_advising - Families (4): Rel. students, relation with students,
teacher, teacher_stu] [teacher: stu_feedback - Families (4): Rel. students, relation with
students, teacher, teacher_stu] [teacher: stu_motivator - Families (4): Rel. students,
relation with students, teacher, teacher_stu] [teacher: stu_relation - Families (4): Rel.
students, relation with students, teacher, teacher_stu] [teacher: traits_effective -
Families (4): Self-relationship, teacher, teacher traits, teacher_traits]

No memos

C CI. Making learning goals and instructional procedures clear w stodents
Teaching for C2. Making content comprehensible o studeats
student C3. Encouraging students to extend their thinking
learning C4. Monitoring students” understanding of content through a variety of means,

providing feedback to students to assist leaming, and adjusting leaming activities
a5 the siuation demands
C35. Using instructional time effectively

P103: BRITT. Professional conversations and professional growth.pdf - 103:6
[The support they received from..] (4:1630-4:1957) (Super)

Codes: [teacher: prof_dev_how - Families (4): professional development, Rel. practice,
teacher, teacher: prof_dev] [teacher: QUALITY - Families (2): teacher, teacher.]
[teacher: rel_others - Families (5): effective teaching, Rel. community, relation with
others, teacher, teacher: rel_others] [teacher: rel_others_collaborative - Families (5):
effective teaching, Rel. community, relation with others, teacher, teacher: rel_others]
[teacher: rel_others_networking - Families (4): Rel. community, relation with others,
teacher, teacher: rel_others]

No memos

The support they received from each other, the opportunity to work together in
planning and debriefing each day and the opportunity to have a sounding board
present

(whether another teacher, a project staffmember, or a researcher) all appeared to
facilitate

professional growth more than the four in-service sessions (p. 302).

P66: BEN. The impossible role of teacher educators in a changing world.pdf -
66:4 [Bridges (1999), for instance, ..] (5:1376-5:1790) (Super)

Codes: [context - Family: context] [teacher: rel_others_networking - Families (4): Rel.
community, relation with others, teacher, teacher: rel_others] [teacher:
stu_communication - Families (4): Rel. students, relation with students, teacher,
teacher_stu] [teacher: traits_know_pedagogy - Families (5): effective teaching, Rel.
epistemology, teacher, teacher traits, teacher_traits] [teacher: traits_know_subject -
Families (5): effective teaching, Rel. epistemology, teacher, teacher traits,
teacher_traits]



No memos

Bridges (1999), for

instance, suggests that in addition to subject

matter knowledge, pedagogic knowledge, and

understanding of the broader social and cultural context, it is important to include in
what

we think of as knowledge for teaching the following: teachers’ understanding and
commitment to professional behavior, interpersonal

and communication skills, and networking and

team-working skills.

P71: WAYNE. Teacher charactericstics in student achievement.pdf - 71:16 [The
stud- ies confirm that stu..] (20:2627-20:3301) (Super)

Codes: [student: improvement - Families (3): Rel. students, stu, student] [teacher:
performance_personal_attributes - Families (4): Rel. practice, teacher, teacher
performance, teacher: performance] [teacher: traits_certification - Families (4): Rel.
epistemology, teacher, teacher traits, teacher_traits] [teacher: traits_know_pedagogy -
Families (5): effective teaching, Rel. epistemology, teacher, teacher traits,
teacher_traits] [teacher: traits_know_subject - Families (5): effective teaching, Rel.
epistemology, teacher, teacher traits, teacher_traits]

No memos

The stud-

ies confirm that students learn more from teachers with certain characteristics. In
the case of teachers' college ratings and test scores, positive relationships exist
and should be

investigated

further tolear about the relative

importance of

spe-

cific college characteristics and tested skills and knowledge.

In the case of degrees,

coursework, and certification, findings have been inconclusive except

in mathe-

matics, where high school students clearly

learn more from teachers with certifi-

cation in mathematics, degrees related to mathematics, and coursework related to
mathematics

P31: MAYORGA. Evaluacion de la docencia.pdf - 31:10 [evaluaciéon como un
procesode..] (16:789-16:928) (Super)

Codes: [assess: ext - Families (4): assess: ext, assessment, external teacher assessment,
Rel. community] [assess: gral charac - Families (3): asess: gral, assessment, Rel. edu.



system] [assess: self - Families (3): assess: self, assessment, Self-relationship] [assess:
stu_types - Families (4): assess: stu, assessment, Rel. students, student assessment]
[teacher: QUALITY - Families (2): teacher, teacher.]

No memos

evaluacion como un proceso de mejora y perfeccionamiento continuo que facilita al
profesorado ir desarrollando una docencia
de calidad.

P 8: BURNETT. Measuring the quality of teaching in elementary.pdf - 8:25 [The
instrument contained four.] (7:1880-7:2143) (Super)

Codes: [assess: ext - Families (4): assess: ext, assessment, external teacher assessment,
Rel. community] [assess: ext_instrument - Families (4): assess: ext, assessment,
external teacher assessment, Rel. community] [teacher: performance_class control -
Families (4): Rel. practice, teacher, teacher performance, teacher: performance]
[teacher: QUALITY - Families (2): teacher, teacher.] [teacher: stu_communication -
Families (4): Rel. students, relation with students, teacher, teacher_stu]

No memos

The instrument contained four

domains, of teacher behaviour: (1) management of student conduct (2 items); (2)
instructional organisation and development (11 items); (3) presentation of subject
matter (4 items), (4) verbal and non-verbal communication (3 items).

P 9: CARRUTH. Evaluation of college faculty.pdf - 9:21 [The issue is whether or
not to..] (5:4339-5:4505) (Super)

Codes: [assess: ext_stu_prob - Families (4): assess: ext, assessment, external teacher
assessment, Rel. community] [assess: ext_why - Families (4): assess: ext, assessment,
external teacher assessment, Rel. community] [assess: stu_types - Families (4): assess:
stu, assessment, Rel. students, student assessment] [teacher:
performance_personal_attributes - Families (4): Rel. practice, teacher, teacher
performance, teacher: performance] [teacher: QUALITY - Families (2): teacher,
teacher.]

No memos

The issue is whether or not too much emphasis has been placed upon the student
ratings by
administrators for purposes of tenure, promotion, and merit raise decisions

P76: FETLER. High school staff characteristics and mathematics test results.pdf -
76:5 [Schools with more experienced..] (13:636-13:730) (Super)

Codes: [student: achievement - Families (3): Rel. students, stu, student] [student:
improvement - Families (3): Rel. students, stu, student] [teacher: traits_effective -



Families (4): Self-relationship, teacher, teacher traits, teacher_traits] [teacher:
traits_know_subject - Families (5): effective teaching, Rel. epistemology, teacher,
teacher traits, teacher_traits] [teacher: traits_success - Families (4): Self-relationship,
teacher, teacher traits, teacher_traits]

No memos

Schools with more
experienced mathematics teachers tend to have higher mathematics achievement

P84: NYE. How large are the teacher effects.pdf - 84:1 [Education production
function..] (2:450-2:1205) (Super)

Codes: [context - Family: context] [teacher: traits_experience - Families (3): Rel.
epistemology, teacher traits, teacher_traits] [teacher: traits_know_pedagogy - Families
(5): effective teaching, Rel. epistemology, teacher, teacher traits, teacher_traits]
[teacher: traits_know_subject - Families (5): effective teaching, Rel. epistemology,
teacher, teacher traits, teacher_traits] [teacher: traits_preparation - Families (4): Rel.
epistemology, teacher, teacher traits, teacher_traits]

No memos

Education production function studies attempt

to determine therelation ofspecific measured

teacher or school characteristics  (such as teacher

experience, teacher education, class size, per pupil

expenditures, etc.) with student achievement.

However, because parents choose neighborhoods

in which  to live (and their associated schools) according totastes and
resources (Tiebout, 1956),

student and family backgrounds are confounded

with naturally occurring school resource characteristics. Education
production function studies

(e.g., Coleman, et al, 1966), attempt to statistically control for this
confounding by using student

and family background characteristics as covariates

P84: NYE. How large are the teacher effects.pdf - 84:10 [Teacher- education
effects ten..] (19:921-19:1036) (Super)

Codes: [student: achievement - Families (3): Rel. students, stu, student] [teacher:
traits_effective - Families (4): Self-relationship, teacher, teacher traits, teacher_traits]
[teacher: traits_know_pedagogy - Families (5): effective teaching, Rel. epistemology,
teacher, teacher traits, teacher_traits] [teacher: traits_know_subject - Families (5):
effective teaching, Rel. epistemology, teacher, teacher traits, teacher_traits] [teacher:
traits_preparation - Families (4): Rel. epistemology, teacher, teacher traits,
teacher_traits]

No memos



Teachereducation effects tended to be smaller and were
statistically significant only in  third-grade mathematics.

P82: MONK. Subject area prparation of secondary mathematics and science
teachers and student achievement.pdf - 82:6 [teacher subject matter prepara..]
(19:1634-19:1886) (Super)

Codes: [edu system: policy - Families (3): edu system, education system, Rel. edu.
system] [edu system: prob - Families (3): edu system, education system, Rel. edu.
system] [student: achievement - Families (3): Rel. students, stu, student] [teacher:
traits_know_subject - Families (5): effective teaching, Rel. epistemology, teacher,
teacher traits, teacher_traits] [teacher: traits_preparation - Families (4): Rel.
epistemology, teacher, teacher traits, teacher_traits]

No memos

teacher

subject matter preparation and knowledge are
correlated with pupil performance are not sufficient
by themselves to justify policies designed either to
recruit or train more knowledgeable teachers for
schools. T

P78: GOLDHABER. The mistery of good teacher.pdf - 78:4 [The Coleman Report’s
findingw..] (2:1375-2:1566) (Super)

Codes: [teacher: performance_personal_attributes - Families (4): Rel. practice, teacher,
teacher performance, teacher: performance] [teacher: traits_certification - Families
(4): Rel. epistemology, teacher, teacher traits, teacher_traits] [teacher:
traits_know_pedagogy - Families (5): effective teaching, Rel. epistemology, teacher,
teacher traits, teacher_traits] [teacher: traits_know_subject - Families (5): effective
teaching, Rel. epistemology, teacher, teacher traits, teacher_traits] [teacher:
traits_preparation - Families (4): Rel. epistemology, teacher, teacher traits,
teacher_traits]

No memos

The

Coleman Report’s finding was based on the influence of a set of quantifiable teacher
characteristics, such as years of experience, education levels, and performance on a
vocabulary test

P78: GOLDHABER. The mistery of good teacher.pdf - 78:9 [“resource variables
that attem..] (4:1902-4:2087) (Super)

Codes: [student: achievement - Families (3): Rel. students, stu, student] [teacher:
traits_certification - Families (4): Rel. epistemology, teacher, teacher traits,



teacher_traits] [teacher: traits_know_pedagogy - Families (5): effective teaching, Rel.
epistemology, teacher, teacher traits, teacher_traits] [teacher: traits_know_subject -
Families (5): effective teaching, Rel. epistemology, teacher, teacher traits,
teacher_traits] [teacher: traits_preparation - Families (4): Rel. epistemology, teacher,
teacher traits, teacher_traits]

No memos

“resource

variables that attempt to describe the quality of teachers (teacher ability, teacher
education, and teacher experience) show very strong relations with student
achievement.”

P189: TIMMERMAN. Teacher educators modellind their teachers.pdf - 189:3 [he
‘personal teacher’ type - a..] (9:1093-9:1347) (Super)

Codes: [teacher: stu_closer - Families (4): Rel. students, relation with students,
teacher, teacher_stu] [teacher: stu_influence - Families (4): Rel. students, relation with
students, teacher, teacher_stu] [teacher: stu_motivator - Families (4): Rel. students,
relation with students, teacher, teacher_stu] [teacher: stu_relation - Families (4): Rel.
students, relation with students, teacher, teacher_stu] [teacher: stu_trust - Families
(4): Rel. students, relation with students, teacher, teacher_stu]

No memos

he ‘personal teacher’ type - a teacher who

displayed a serious human interest in their students, who enquired after their
personal

situations, who talked in class about youth culture, who took them out to the theatre
or invited them to his/her house. H

P227: ROSENSHINE. Teaching functions.pdf - 227:3 [six fundamental
instructional ..] (5:2737-5:3117) (Super)

Codes: [assess: stu - Families (4): assess: stu, assessment, Rel. students, student
assessment] [assess: stu_why - Families (4): assess: stu, assessment, Rel. students,
student assessment] [student: responsability - Families (3): Rel. students, stu,
student] [teacher: performance_personal_attributes - Families (4): Rel. practice,
teacher, teacher performance, teacher: performance] [teacher: stu_feedback - Families
(4): Rel. students, relation with students, teacher, teacher_stu]

No memos

six fundamental instructional “functions” which appear below and,
in more detail, in Table 13.1.

1. Review, check previous day's work (and reteach, if necessary)
2. Present new content/skills

3. Guided student practice (and check for understanding)

4. Feedback and correctives (and reteach, if necessary)



5. Independent student practice
6. Weekly and monthly reviews.

P204: COMEAUX. Review of The making of a teacher of GROSSMAN.pdf - 204:3
[brings the focus back to the 0..] (4:2113-4:2271) (Super)

Codes: [teacher: traits_certification - Families (4): Rel. epistemology, teacher, teacher
traits, teacher_traits] [teacher: traits_effective - Families (4): Self-relationship, teacher,
teacher traits, teacher_traits] [teacher: traits_know_pedagogy - Families (5): effective
teaching, Rel. epistemology, teacher, teacher traits, teacher_traits] [teacher:
traits_know_subject - Families (5): effective teaching, Rel. epistemology, teacher,
teacher traits, teacher_traits] [teacher: traits_preparation - Families (4): Rel.
epistemology, teacher, teacher traits, teacher_traits]

No memos

brings the

focus back to the original question, &dquo;Does teacher
education make a difference?&dquo; On the basis of the
six case studies, Grossman s

P247: HARRIS. How teacher evaluation methods matther for accountability.pdf -
247:9 [the most effective teachers ar..] (21:1858-21:2040) (Super)

Codes: [teacher: rel_others - Families (5): effective teaching, Rel. community, relation
with others, teacher, teacher: rel_others] [teacher: rel_others_collaborative - Families
(5): effective teaching, Rel. community, relation with others, teacher, teacher:
rel_others] [teacher: stu_motivator - Families (4): Rel. students, relation with students,
teacher, teacher_stu] [teacher: traits_confident - Families (4): Self-relationship,
teacher, teacher traits, teacher_traits] [teacher: traits_know_pedagogy - Families (5):
effective teaching, Rel. epistemology, teacher, teacher traits, teacher_traits]

No memos

the most effective teachers are distinguished
by (in order): teaching skills, motivation, enthusiasm, contributions to the
community and school, and ability to work well with teams.

P272: WHEATLEY. The potential benefits of teacher efficacy doubt for
educational reform.pdf - 272:1 [teacher e?’cacyFteachers’ belie..] (1:1437-
1:1602) (Super)

Codes: [edu system: new paradigms - Families (3): edu system, education system, Rel.
edu. system] [edu system: policy - Families (3): edu system, education system, Rel.
edu. system] [student: achievement - Families (3): Rel. students, stu, student]
[student: improvement - Families (3): Rel. students, stu, student] [teacher:
traits_effective - Families (4): Self-relationship, teacher, teacher traits, teacher_traits]
No memos



teacher efficacyFteachers’ beliefs in their ability
to affect student outcomesFto be a crucial factor
for improving teacher education and promoting
educational reform

P260: MINOR. Preservice teachers educational beliefes.pdf - 260:9 [Verbatim
examples of student-c..] (5:3902-5:4788) (Super)

Codes: [teacher: stu_closer - Families (4): Rel. students, relation with students,
teacher, teacher_stu] [teacher: stu_communication - Families (4): Rel. students,
relation with students, teacher, teacher_stu] [teacher: stu_fair - Families (2): Rel.
students, teacher_stu] [teacher: stu_relation - Families (4): Rel. students, relation with
students, teacher, teacher_stu] [teacher: traits_know_subject - Families (5): effective
teaching, Rel. epistemology, teacher, teacher traits, teacher_traits]

No memos

Verbatim examples of student-centered themes include
“love of students,” “optimism,” “supportive,” “kind,” “car-

ing,” and “patient”; descriptors of effective classroom and
behavior manager are “authoritative,” “leadership skills,”
and “alert”; examples of competent instructor are “creativi-
ty,” “open to new teaching styles,” “clarity in teaching sub-
ject,” and “ability to spark child’s interest”; words that
describe ethical are “fairness,” “honest,” “trustworthy,”
“impartial,” “dependable,” and “reliable”; examples that
characterize enthusiastic about teaching are  “love of sub-
ject,” “passion for teaching,” “eager to teach,” and “dedicat-
ed”; descriptors of knowledge about subject include “effi-
ciently teach and know material” and “knowledge of
subject”; and examples of professional are “disciplined”
and “good communicator.”

»n «

» «

» o«

P189: TIMMERMAN. Teacher educators modellind their teachers.pdf - 189:4
[‘outstanding’ teacher. This pe..] (9:2918-9:3590) (Super)

Codes: [teacher: stu_communication - Families (4): Rel. students, relation with
students, teacher, teacher_stu] [teacher: traits_autonomy - Families (4): Self-
relationship, teacher, teacher traits, teacher_traits] [teacher: traits_confident -
Families (4): Self-relationship, teacher, teacher traits, teacher_traits] [teacher:
traits_know_pedagogy - Families (5): effective teaching, Rel. epistemology, teacher,
teacher traits, teacher_traits] [teacher: traits_know_subject - Families (5): effective
teaching, Rel. epistemology, teacher, teacher traits, teacher_traits]

No memos

‘outstanding’ teacher. This personal-type teacher did not teach by the book, but



thought for himself, made his own choices of subject knowledge, teaching strategies
and pedagogical style, as well as producing and writing his own material. This teacher
showed his ‘self’, the teacher educator said, and from that time on she considered
‘getting to know and show yourself’ to be a prerequisite for good teaching. This is not
to say that teachers who teach from the ‘self’ should not also be subject-knowledge
experts. On the contrary, ‘outstanding’ teachers need a lot of expert knowledge in
order to introduce their pupils to new worlds of knowledge and understanding

P33: MORGADO. Teacher evaluation, curricular autonomy and professional
development.pdf - 33:4 [By identifying strengths and w..] (10:407-10:640)
(Super)

Codes: [assess: ext - Families (4): assess: ext, assessment, external teacher assessment,
Rel. community] [assess: gral charac - Families (3): asess: gral, assessment, Rel. edu.
system] [teacher: performance_personal_attributes - Families (4): Rel. practice,
teacher, teacher performance, teacher: performance] [teacher: prof_dev_why -
Families (4): professional development, Rel. practice, teacher, teacher: prof_dev]

No memos

By identifying

strengths and weaknesses, by measuring the distance between observed performance
and given standards and by suggesting changes, teacher evaluation has the potential
to contribute to teachers’ professional development

P31: MAYORGA. Evaluacion de la docencia.pdf - 31:8 [Personas criticas Toma de
conc.] (@466-@298) (Super)

Codes: [teacher: performance_learn_method - Families (5): effective teaching, Rel.
practice, teacher, teacher performance, teacher: performance] [teacher:
stu_communication - Families (4): Rel. students, relation with students, teacher,
teacher_stu] [teacher: stu_motivator - Families (4): Rel. students, relation with
students, teacher, teacher_stu] [teacher: traits_reflective - Families (4): Self-
relationship, teacher, teacher traits, teacher_traits]

No memos
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P134: HARRISON. An examination of the lenguage and interpretations of
standard one.pdf - 134:2 [Thus new teachers need an awar..] (6:2152-6:2446)
(Super)

Codes: [context - Family: context] [teacher: traits_autonomy - Families (4): Self-
relationship, teacher, teacher traits, teacher_traits] [teacher: traits_realistic - Families
(4): Self-relationship, teacher, teacher traits, teacher_traits] [teacher: traits_vision -
Families (4): Self-relationship, teacher, teacher traits, teacher_traits]

No memos

Thus new teachers need an awareness of the social setting of the school in

which they teach, to have the flexibility to adapt to change, to be able to adapt
teaching

methods to new situations and, importantly, develop a capacity to challenge, where
necessary any new initiatives given to them

P31: MAYORGA. Evaluacion de la docencia.pdf - 31:6 [motivar a los alumnos,
paraqu..] (11:2334-11:2496) (Super)

Codes: [student: reflective - Families (3): Rel. students, stu, student] [student:
responsability - Families (3): Rel. students, stu, student] [teacher: stu_closer - Families
(4): Rel. students, relation with students, teacher, teacher_stu] [teacher: stu_motivator
- Families (4): Rel. students, relation with students, teacher, teacher_stu]

No memos

motivar a los alumnos, para
que se desarrollen como personas criticas, aprender a aprender, ensefiar a ser
autorreflexivos y a tomar conciencia de su situacion.

P183: SONG. A conceptual model of assessing teaching performance.pdf - 183:3
[Domain 3, ‘Instruction’, inclu..] (4:216-4:497) (Super)
Codes: [teacher: performance_class control - Families (4): Rel. practice, teacher,



teacher performance, teacher: performance] [teacher: performance_learn_method -
Families (5): effective teaching, Rel. practice, teacher, teacher performance, teacher:
performance] [teacher: stu_influence - Families (4): Rel. students, relation with
students, teacher, teacher_stu] [teacher: stu_motivator - Families (4): Rel. students,
relation with students, teacher, teacher_stu]

No memos

Domain 3, ‘Instruction’,

includes five components that evaluate teachers’ ability to engage students in active
learning that promotes critical thinking, decision-making and problem solving
while using a variety of instructional strategies to keep students interested in
learning

P110: COCH. Theacher quality matters.pdf - 110:1 [Does quality of teaching
make..] (2:877-2:1061) (Super)

Codes: [edu system: new paradigms - Families (3): edu system, education system, Rel.
edu. system] [edu system: policy - Families (3): edu system, education system, Rel.
edu. system] [student: improvement - Families (3): Rel. students, stu, student]
[teacher: QUALITY - Families (2): teacher, teacher.]

No memos

Does quality of teaching make a difference

in students’ learning and their lives? How do

we define teaching quality? and How do we

best recruit and prepare highly qualified teachers?

P109: COCH. The new teacher education.pdf - 109:9 [Ohio’s Teacher Quality
Project.] (9:1816-9:2100) (Super)

Codes: [assess: stu - Families (4): assess: stu, assessment, Rel. students, student
assessment] [student: achievement - Families (3): Rel. students, stu, student] [teacher:
QUALITY - Families (2): teacher, teacher.] [teacher: traits_effective - Families (4): Self-
relationship, teacher, teacher traits, teacher_traits]

No memos

Ohio’s Teacher Quality Project, which involves all 50 of its

teacher certification institutions, is using both value-added assessments and
qualitative studies to sort out the relationships of

teacher preparation, classroom discourse, instructional practices,

and pupils’ learning.

P108: COCH. Studying teacher education.pdf - 108:1 [The panel recommends an
extens..] (3:1656-3:1882) (Super)
Codes: [assess: ext_stu_prob - Families (4): assess: ext, assessment, external teacher



assessment, Rel. community] [assess: stu_why - Families (4): assess: stu, assessment,
Rel. students, student assessment]| [context - Family: context] [teacher: QUALITY -
Families (2): teacher, teacher.]

No memos

The panel recommends an extensive new

research agenda that expands the concept of

student achievement beyond test scores and

that examines how teacher quality and demographic variables interact to influence
student

learning

P263: POTTER. Using standirized student evaluation instruments.pdf - 263:1
[student evaluations show a com..] (7:2070-7:2482) (Super)

Codes: [assess: stu_why - Families (4): assess: stu, assessment, Rel. students, student
assessment] [teacher: stu_communication - Families (4): Rel. students, relation with
students, teacher, teacher_stu] [teacher: stu_feedback - Families (4): Rel. students,
relation with students, teacher, teacher_stu] [teacher: stu_relation - Families (4): Rel.
students, relation with students, teacher, teacher_stu]

No memos

student evaluations show a complex relationship between students and teachers.
The components of this

relationship are yet to be properly identified. Yet it appears to be very clear that such
a relationship has little to do

with recognized components of teaching performance such as knowledge,
accomplishment of class objectives,

expertise in the topic, communications skills, and overall teaching know-how

P180: SHYMANSKY. How much professional development is needed to effect.pdf
- 180:3 [For at least 20 years now, it..] (15:13-15:254) (Super)

Codes: [student: achievement - Families (3): Rel. students, stu, student] [teacher:
prof_dev_results - Families (4): professional development, Rel. practice, teacher,
teacher: prof_dev] [teacher: prof_dev_why - Families (4): professional development,
Rel. practice, teacher, teacher: prof_dev] [teacher: traits_effective - Families (4): Self-
relationship, teacher, teacher traits, teacher_traits]

No memos

For at least 20 years now, it has been assumed that longer, sustained
programs of PD are more effective in producing long-term changes in
teachers’ practices and a positive impact on student learning than
compressed, intense programs of PD



P44: SACHS. Evaluation on teacher attributes as predictors of success.pdf - 44:3
[(a) sociocultural awareness, (..] (3:2693-3:2829) (Super)

Codes: [teacher: performance_innovative - Families (4): Rel. practice, teacher, teacher
performance, teacher: performance] [teacher: stu_diversity - Families (5): effective
teaching, Rel. students, relation with students, teacher, teacher_stu] [teacher:
stu_relation - Families (4): Rel. students, relation with students, teacher, teacher_stu]
[teacher: traits_compromised - Families (4): Self-relationship, teacher, teacher traits,
teacher_traits]

No memos

(a) sociocultural
awareness, (b) contextual interpersonal skills,
(c) self-understanding, (d) risk taking, and (e)
perceived efficacy.

P77: GOLDHABER. Does teacher certification matter (1).pdf - 77:7 [math
students who have teacher..] (11:3072-11:3256) (Super)

Codes: [student: achievement - Families (3): Rel. students, stu, student] [student:
improvement - Families (3): Rel. students, stu, student] [teacher: traits_certification -
Families (4): Rel. epistemology, teacher, teacher traits, teacher_traits] [teacher:
traits_know_subject - Families (5): effective teaching, Rel. epistemology, teacher,
teacher traits, teacher_traits]

No memos

math students who have teachers with Bachelors

or Masters degrees in mathematics are found to have
higher test scores relative to those whose teachers
have out-of-subject degrees;

P177: SAMPLE. Effects of a teacher proffesional development program on
mathematics achievement.pdf - 177:2 [Research suggests that several..]
(2:3676-2:3939) (Super)

Codes: [context - Family: context] [student: achievement - Families (3): Rel. students,
stu, student] [teacher: performance_personal_attributes - Families (4): Rel. practice,
teacher, teacher performance, teacher: performance] [teacher: QUALITY - Families
(2): teacher, teacher.]

No memos

Research suggests that several characteristics attributed to teacher quality (e.g.,
experience, training, and credentials) impact student performance (Rice, 2003), but
evidence of these findings vary based on school level, content area, and student
population.



P109: COCH. The new teacher education.pdf - 109:8 [“Louisiana is the ?rst state
i.] (9:3530-9:3783) (Super)

Codes: [assess: stu - Families (4): assess: stu, assessment, Rel. students, student
assessment] [student: achievement - Families (3): Rel. students, stu, student] [teacher:
QUALITY - Families (2): teacher, teacher.] [teacher: traits_effective - Families (4): Self-
relationship, teacher, teacher traits, teacher_traits]

No memos

“Louisiana is the first state in the nation to examine the effectiveness of teacher
preparation programs by assessing the achievement growth of students and linking
that growth in student

learning to college and university teacher preparation programs.”

P71: WAYNE. Teacher charactericstics in student achievement.pdf - 71:11
[Mathematics students whose tea..] (15:1270-15:1483) (Super)
Codes: [student: achievement - Families (3): Rel. students, stu, student] [teacher:
traits_certification - Families (4): Rel. epistemology, teacher, teacher traits,
teacher_traits] [teacher: traits_effective - Families (4): Self-relationship, teacher,
teacher traits, teacher_traits] [teacher: traits_preparation - Families (4): Rel.
epistemology, teacher, teacher traits, teacher_traits]

No memos

Mathematics students whose teachers had master's degrees
in

mathematics had higher achievement gains

than those whose teachers had either no

advanced degrees or advanced degrees

in nonmathematics subjects

P109: COCH. The new teacher education.pdf - 109:6 [FIGURE 3. The black box of
tea.] (@765-@509) (Super)

Codes: [edu system: policy - Families (3): edu system, education system, Rel. edu.
system] [student: achievement - Families (3): Rel. students, stu, student] [teacher:
QUALITY - Families (2): teacher, teacher.] [teacher: traits_effective - Families (4): Self-
relationship, teacher, teacher traits, teacher_traits]

No memos
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FIGURE 3. The black box of teacher guality as teit scores.

P189: TIMMERMAN. Teacher educators modellind their teachers.pdf - 189:9
[Teacher educators who aim to u..] (14:1212-14:1336) (Super)

Codes: [teacher: stu_closer - Families (4): Rel. students, relation with students,
teacher, teacher_stu] [teacher: stu_motivator - Families (4): Rel. students, relation
with students, teacher, teacher_stu] [teacher: stu_relation - Families (4): Rel. students,
relation with students, teacher, teacher_stu] [teacher: stu_trust - Families (4): Rel.
students, relation with students, teacher, teacher_stu]

No memos

Teacher

educators who aim to use this student-centred teacher model use their own
secondary

school role models as examples.

P104: CADY. Developing Mathematics Teachers, The transition from preservice
to experienced teache.pdf - 104:1 [students are active constructo..] (2:648-
2:762) (Super)

Codes: [student: reflective - Families (3): Rel. students, stu, student] [student:
responsability - Families (3): Rel. students, stu, student] [teacher: stu_influence -
Families (4): Rel. students, relation with students, teacher, teacher_stu] [teacher:
stu_motivator - Families (4): Rel. students, relation with students, teacher,
teacher_stu]

No memos



students are active constructors
of their own mathematical knowledge, and teachers facilitate this construction

P 7: BRADLEY. Evaluating a math instructors clarity.pdf - 7:2 [stability of student
evaluatio..] (1:458-1:545) (Super)

Codes: [assess: stu - Families (4): assess: stu, assessment, Rel. students, student
assessment] [student: achievement - Families (3): Rel. students, stu, student] [teacher:
performance_clarity - Families (4): Rel. practice, teacher, teacher performance,
teacher: performance] [teacher: stu_advising - Families (4): Rel. students, relation
with students, teacher, teacher_stu]

No memos

stability of student evaluations with
respect to items related to instructor’s clarity

P112: COCHRAN. Reporting on teacher quality the politics of politics.pdf - 112:3
[Itincludes representing compl..] (2:966-2:1364) (Super)

Codes: [context - Family: context] [teacher: rel_others - Families (5): effective
teaching, Rel. community, relation with others, teacher, teacher: rel_others] [teacher:
rel_others_collaborative - Families (5): effective teaching, Rel. community, relation
with others, teacher, teacher: rel_others] [teacher: stu_relation - Families (4): Rel.
students, relation with students, teacher, teacher_stu]

No memos

It includes representing complex knowledge in accessible ways, asking good
questions, forming relationships with students and parents, collaborating with other
professionals, interpreting multiple data sources, meeting the needs of students with
widely

varying abilities and backgrounds, and both posing and solving problems of practice.
Likewise,

learning is not just receiving information.

P112: COCHRAN. Reporting on teacher quality the politics of politics.pdf - 112:2
[These qualifications include:..] (1:3902-1:4083) (Super)

Codes: [teacher: QUALITY - Families (2): teacher, teacher.] [teacher:
traits_certification - Families (4): Rel. epistemology, teacher, teacher traits,
teacher_traits] [teacher: traits_know_pedagogy - Families (5): effective teaching, Rel.
epistemology, teacher, teacher traits, teacher_traits] [teacher: traits_preparation -
Families (4): Rel. epistemology, teacher, teacher traits, teacher_traits]

No memos

These qualifications include: knowledge of teaching and learning gained
through teacher preparation courses and experiences, teaching experience, and



teacher
certification status

P256: LAVY. Investigating changes in prospectives teachers views of a good
teacher.pdf - 256:14 [there was a shift in the PTs’..] (14:2262-14:2826)
(Super)

Codes: [teacher: stu_guidance - Families (4): Rel. students, relation with students,
teacher, teacher_stu] [teacher: stu_influence - Families (4): Rel. students, relation with
students, teacher, teacher_stu] [teacher: stu_relation - Families (4): Rel. students,
relation with students, teacher, teacher_stu] [teacher: traits_affective - Families (3):
Self-relationship, teacher traits, teacher_traits]

No memos

there was a shift in the

PTs’ perception of the ‘good mathematics teacher’ from a ‘motherly’ character whose
main concern is to help students to overcome negative feelings such as mathematical
anxiety, toward a figure that encourages the students to see the beauty of
mathematics.

Namely, a shift can be observed from a protective image, which induces confidence,
toward an educational image that encourages the students to see the positive sides of
mathematics. Nevertheless the ‘good teacher’ still has to convey the impression that
mathematics is not boring

P189: TIMMERMAN. Teacher educators modellind their teachers.pdf - 189:2
[For instance, Lorna (aged 54) ..] (8:693-8:837) (Super)

Codes: [teacher: stu_closer - Families (4): Rel. students, relation with students,
teacher, teacher_stu] [teacher: stu_relation - Families (4): Rel. students, relation with
students, teacher, teacher_stu] [teacher: stu_trust - Families (4): Rel. students, relation
with students, teacher, teacher_stu] [teacher: traits_affective - Families (3): Self-
relationship, teacher traits, teacher_traits]

No memos

For instance, Lorna (aged 54) first referred to a secondary
school teacher she liked because ‘you were allowed to tell something about yourself’

P273: YEH. The cost effectiveness of raising teacher quality.pdf - 273:2 [eacher
quality involves multip..] (1:2619-1:2940) (Super)

Codes: [teacher: stu_closer - Families (4): Rel. students, relation with students,
teacher, teacher_stu] [teacher: stu_communication - Families (4): Rel. students,
relation with students, teacher, teacher_stu] [teacher: stu_relation - Families (4): Rel.
students, relation with students, teacher, teacher_stu] [teacher: traits_effective -
Families (4): Self-relationship, teacher, teacher traits, teacher_traits]

No memos



eacher quality involves multiple characteristics: a commitment to

keep searching for more effective instructional methods, communication ofwarmth,
use ofhumour, patience, perseverance,

and efforts to develop pupils’ self-esteem, even when confronted by negative student
attitudes and behaviour (Hopkins &

Stern, 1996)

P260: MINOR. Preservice teachers educational beliefes.pdf - 260:10 [Figure 1.
Thematic Structure P..] (@766-@313) (Super)

Codes: [teacher: performance_class control - Families (4): Rel. practice, teacher,
teacher performance, teacher: performance] [teacher:
performance_personal_attributes - Families (4): Rel. practice, teacher, teacher
performance, teacher: performance] [teacher: stu_relation - Families (4): Rel.
students, relation with students, teacher, teacher_stu] [teacher: traits_effective -
Families (4): Self-relationship, teacher, teacher traits, teacher_traits]

No memos



Figure 1. Thematic Structure Pertaining to Preservice Teachers® Perceptions of Characteristics of Effective Teachers
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Note. The two themes representing the knowledge enthusiasm offfor subject and student metatheme were inversely related.

P110: COCH. Theacher quality matters.pdf - 110:5 [42% of respondents
mentioned d..] (3:391-3:624) (Super)

Codes: [teacher: performance_learn_method - Families (5): effective teaching, Rel.
practice, teacher, teacher performance, teacher: performance] [teacher: QUALITY -
Families (2): teacher, teacher.] [teacher: stu_communication - Families (4): Rel.
students, relation with students, teacher, teacher_stu] [teacher: stu_motivator -
Families (4): Rel. students, relation with students, teacher, teacher_stu]

No memos

42% of respondents

mentioned designing learning activities that

inspired pupil interest, 31% said having enthusiasm, and 26% said having a caring
attitude,

although only 19% mentioned having a thorough understanding of the subject.



P260: MINOR. Preservice teachers educational beliefes.pdf - 260:4 [these
teachers reflect on thei..] (3:1757-3:1944) (Super)

Codes: [teacher: prof_dev_why - Families (4): professional development, Rel. practice,
teacher, teacher: prof_dev] [teacher: rel_others - Families (5): effective teaching, Rel.
community, relation with others, teacher, teacher: rel_others] [teacher: stu_feedback -
Families (4): Rel. students, relation with students, teacher, teacher_stu] [teacher:
traits_effective - Families (4): Self-relationship, teacher, teacher traits, teacher_traits]
No memos

these teachers reflect on their practice

and learn from their experiences, and they are members of
learning communities, interested in  continuing their own
professional development.

P110: COCH. Theacher quality matters.pdf - 110:4 [For the public at large
(again..] (3:124-3:314) (Super)

Codes: [teacher: performance_learn_method - Families (5): effective teaching, Rel.
practice, teacher, teacher performance, teacher: performance] [teacher: QUALITY -
Families (2): teacher, teacher.] [teacher: stu_communication - Families (4): Rel.
students, relation with students, teacher, teacher_stu] [teacher: stu_motivator -
Families (4): Rel. students, relation with students, teacher, teacher_stu]

No memos

For the public at large (again based

on the Hart-Teeter poll), communication,
teaching skills, and a teacher’s ability to interest
students—rather than content information—are

P256: LAVY. Investigating changes in prospectives teachers views of a good
teacher.pdf - 256:1 [Becoming a mathematics teacher..] (1:1539-1:1733)
(Super)

Codes: [teacher: stu_influence - Families (4): Rel. students, relation with students,
teacher, teacher_stu] [teacher: stu_motivator - Families (4): Rel. students, relation
with students, teacher, teacher_stu] [teacher: traits_know_pedagogy - Families (5):
effective teaching, Rel. epistemology, teacher, teacher traits, teacher_traits] [teacher:
traits_know_subject - Families (5): effective teaching, Rel. epistemology, teacher,
teacher traits, teacher_traits]

No memos

Becoming a mathematics teacher is a complex process that involves the development
of

knowledge, skills, beliefs, and self-awareness with regard to the ability to engage in
teaching mathematics.



P121: ELIZABETH. Building a model to define the concept of teacher success in
Hong Kong.pdf - 121:11 [1. Caring for students 2. Inte..] (5:67-5:487)

(Super)

Codes: [teacher: stu_fair - Families (2): Rel. students, teacher_stu] [teacher:
stu_influence - Families (4): Rel. students, relation with students, teacher, teacher_stu]
[teacher: stu_relation - Families (4): Rel. students, relation with students, teacher,
teacher_stu] [teacher: traits_affective - Families (3): Self-relationship, teacher traits,
teacher_traits]

No memos

1. Caring for students

2. Interest in the subject taught

3. Patience

4. A sense of humour

5. Enthusiasm

6. Respectfulness

7. Being responsible

8. Facing adversities with courage, and not giving
up easily

9. Self-reflection

10. Being fair

11. Being mission-minded

12. Attaching importance to moral education/having a positive influence on students’
values and

attitudes

13. Holding individual teaching beliefs.

P231: AGBETSIAFA. Evaluating effective teaching in college level economics
using students ratings.pdf - 231:1 [A large body of research shows..] (1:2012-
1:2163) (Super)

Codes: [assess: stu - Families (4): assess: stu, assessment, Rel. students, student
assessment] [assess: stu_why - Families (4): assess: stu, assessment, Rel. students,
student assessment] [student: achievement - Families (3): Rel. students, stu, student]
[teacher: traits_effective - Families (4): Self-relationship, teacher, teacher traits,
teacher_traits]

No memos

Alarge body of research shows that student ratings, if obtained

properly, are a reliable and moderately valid way of measuring teaching effectiveness

P231: AGBETSIAFA. Evaluating effective teaching in college level economics
using students ratings.pdf - 231:3 [All of them discovered positiv..] (7:2466-



7:2682) (Super)

Codes: [assess: stu - Families (4): assess: stu, assessment, Rel. students, student
assessment] [teacher: performance_clarity - Families (4): Rel. practice, teacher,
teacher performance, teacher: performance] [teacher: stu_communication - Families
(4): Rel. students, relation with students, teacher, teacher_stu] [teacher:
traits_effective - Families (4): Self-relationship, teacher, teacher traits, teacher_traits]
No memos

All of them discovered positive

associations between student perception of teaching effectiveness, learning
facilitation, effective communication,

and clarity of course elements, and course evaluation and feedback

P128: GIEBELHAUS. Teaching mentors is it wortg the effort.pdf - 128:4
[Essential components of effect..] (3:5542-3:6249) (Super)

Codes: [assess: stu_why - Families (4): assess: stu, assessment, Rel. students, student
assessment] [teacher: performance_learn_method - Families (5): effective teaching,
Rel. practice, teacher, teacher performance, teacher: performance] [teacher:
stu_relation - Families (4): Rel. students, relation with students, teacher, teacher_stu]
[teacher: traits_effective - Families (4): Self-relationship, teacher, teacher traits,
teacher_traits]

No memos

Essential components of

effective instructional planning include (a) knowing the
students’ background knowledge and  experiences (Sykes
& Bird, 1992; Wong-Fillmore, 1990); (b) establishing clear
learning goals (Good & Brophy, 1994; Jones, 1992); (c)
understanding connections between what was learned pre-
viously, current content,and what remains to be learned
(Good & Brophy, 1994; Shulman, 1987); (d) creating or
selecting varied learning activities, materials, and
resources (Gronlund, 1995; Porter & Brophy, 1988; Shul-
man, 1989); and (e) creating or selecting evaluation strate-
gies for student learning (Good & Brophy, 1994; Porter &
Brophy, 1988, Rosenshine, 1987)

P67: DEKKER. A teacher competence development programme for supporting
students.pdf - 67:6 [The growing consensus in thel..] (5:2521-5:3082)
(Super)

Codes: [edu system: learning - Families (3): edu system, education system, Rel. edu.
system] [teacher: performance_active - Families (4): Rel. practice, teacher, teacher
performance, teacher: performance] [teacher: stu_relation - Families (4): Rel.
students, relation with students, teacher, teacher_stu] [teacher: traits_success -



Families (4): Self-relationship, teacher, teacher traits, teacher_traits]
No memos

The growing consensus in the literature also pertains to general insights into
processes of human learning and development. These insights include: that these
processes are highly the same for students and teachers, that for both while learning
their knowledge, skills, beliefs, expectations, attitudes and behaviour are in constant
interplay, that for learning environments to be effective interactions with others are
important and that teachers not only influence their students but students’ behaviour
and learning also function as feedback for teachers

P160: MACDONALD. Exploring the characteristics of teachers for excellence.pdf -
160:11 [4 Creates and sustains a posit..] (9:124-9:442) (Super)

Codes: [teacher: performance_learn_method - Families (5): effective teaching, Rel.
practice, teacher, teacher performance, teacher: performance] [teacher: stu_closer -
Families (4): Rel. students, relation with students, teacher, teacher_stu] [teacher:
stu_relation - Families (4): Rel. students, relation with students, teacher, teacher_stu]
[teacher: traits_preparation - Families (4): Rel. epistemology, teacher, teacher traits,
teacher_traits]

No memos

4 Creates and sustains a positive climate for learning for all
10 Establishes good relationships with pupils

11 Exhibits positive regard, concern and respect for students
20 Is caring and approachable

24 Is well prepared

26 Maintains good discipline

40 Takes time to listen to pupils

41 Uses praise appropriately

P13: DARLING HAMMOND. Evaluating teacher education ourcomes.pdf - 13:18
[develop many ways of looking a..] (19:1233-19:1379) (Super)

Codes: [assess: ext - Families (4): assess: ext, assessment, external teacher assessment,
Rel. community] [assess: stu_types - Families (4): assess: stu, assessment, Rel.
students, student assessment] [student: achievement - Families (3): Rel. students, stu,
student] [teacher: performance_personal_attributes - Families (4): Rel. practice,
teacher, teacher performance, teacher: performance]

No memos

develop many ways of looking at the impacts of
teacher education on candidates’ knowledge, skills, practices, and contributions to
pupil learning



P247: HARRIS. How teacher evaluation methods matther for accountability.pdf -
247:1 [invested $45 million in the Me..] (3:1093-3:1565) (Super)

Codes: [assess: ext_why - Families (4): assess: ext, assessment, external teacher
assessment, Rel. community] [edu system: new paradigms - Families (3): edu system,
education system, Rel. edu. system] [edu system: policy - Families (3): edu system,
education system, Rel. edu. system] [teacher: traits_effective - Families (4): Self-
relationship, teacher, teacher traits, teacher_traits]

No memos

invested $45 million in the Measures of

Effective Teaching (MET) project that measures teacher effectiveness in

many different ways, including student evaluations of teachers, student

classroom work, and evaluations of classroom practice using multiple

rubrics (e.g., Kane, McCaffrey, Miller, & Staiger, 2013). Behind these initiatives is a goal
of not only improving teacher evaluation, but using this information to make high-
stakes decisions about teachers’ careers.

P69: KYRIAKIDES. Using student rating ro measure quality of teaching.pdf -
69:17 [Assessment is seen as an integ..] (8:1967-8:2207) (Super)

Codes: [assess: stu - Families (4): assess: stu, assessment, Rel. students, student
assessment] [assess: stu_formative - Families (4): assess: stu, assessment, Rel.
students, student assessment] [assess: stu_types - Families (4): assess: stu,
assessment, Rel. students, student assessment] [assess: stu_why - Families (4): assess:
stu, assessment, Rel. students, student assessment]

No memos

Assessment is seen as an integral part of teaching (Stenmark 1992) and, in particular
formative assessment has been shown to be one ofthe most important factors
associated with effectiveness at all levels, especially the classroom level

P128: GIEBELHAUS. Teaching mentors is it wortg the effort.pdf - 128:14 [the
results of this study clea..] (9:555-9:782) (Super)

Codes: [teacher: prof_dev_why - Families (4): professional development, Rel. practice,
teacher, teacher: prof_dev] [teacher: rel_others_collaborative - Families (5): effective
teaching, Rel. community, relation with others, teacher, teacher: rel_others] [teacher:
rel_others_networking - Families (4): Rel. community, relation with others, teacher,
teacher: rel_others] [teacher: stu_advising - Families (4): Rel. students, relation with
students, teacher, teacher_stu]

No memos

the results of this study clearly

indicate that mentor training does assist cooperating/mentor
teachers by equipping them with a framework for providing
effective and comprehensive feedbackto  developing pro-



fessionals

P234: BOZ. The nature fo the relationship between teaching concerns and sense
of efficacy.pdf - 234:2 [The prospective teachersin th.] (11:274-11:431)
(Super)

Codes: [teacher: performance_class control - Families (4): Rel. practice, teacher,
teacher performance, teacher: performance] [teacher: performance_learn_method -
Families (5): effective teaching, Rel. practice, teacher, teacher performance, teacher:
performance] [teacher: stu_influence - Families (4): Rel. students, relation with
students, teacher, teacher_stu] [teacher: traits_effective - Families (4): Self-
relationship, teacher, teacher traits, teacher_traits]

No memos

The prospective teachers in the study had moderate senses of efficacy with
respect to student engagement, instructional strategies and classroom management.

P205: DESIMONE. Effects of professional development of teachers
instruction.pdf - 205:1 [Iternative assessments such as..] (8:3602-8:3806)
(Super)

Codes: [assess: stu_formative - Families (4): assess: stu, assessment, Rel. students,
student assessment] [assess: stu_types - Families (4): assess: stu, assessment, Rel.
students, student assessment] [assess: stu_why - Families (4): assess: stu, assessment,
Rel. students, student assessment]| [teacher: QUALITY - Families (2): teacher, teacher.]
No memos

Iternative assessments such

as essay tests, portfolio assessments, and project-
based assessments are more appropriate

for mea-

suring

students' ability

to apply
their knowledge

P23: INGVARSON. Conceptualising and evaluating teacher quality.pdf - 23:28
[improvement of teaching is a k..] (10:2534-10:2603) (Super)

Codes: [student: achievement - Families (3): Rel. students, stu, student] [teacher:
QUALITY - Families (2): teacher, teacher.] [teacher: traits_preparation - Families (4):
Rel. epistemology, teacher, teacher traits, teacher_traits] [teacher: traits_success -
Families (4): Self-relationship, teacher, teacher traits, teacher_traits]

No memos

improvement of teaching is a key element in improving student learning



P16: GALLANT. Teacher performance assessment in teacher education.pdf -
16:4 [the measures of student learni..] (4:583-4:994) (Super)

Codes: [assess: ext_instrument - Families (4): assess: ext, assessment, external teacher
assessment, Rel. community] [student: achievement - Families (3): Rel. students, stu,
student] [teacher: QUALITY - Families (2): teacher, teacher.] [teacher: traits_effective -
Families (4): Self-relationship, teacher, teacher traits, teacher_traits]

No memos

the measures of student learning (and consequently

teacher effectiveness) are not reduced to simple comparisons of scores on
standardised tests, there is ‘a growing interest among educators and evaluators in
constructing other forms of [teacher] assessment that better reflect the complexity of
teaching and can provide valid data about competence while helping teachers
improve the calibre of their work

P84: NYE. How large are the teacher effects.pdf - 84:5 [he estimated effects of
teache..] (13:1038-13:1166) (Super)

Codes: [student: achievement - Families (3): Rel. students, stu, student] [teacher:
traits_know_pedagogy - Families (5): effective teaching, Rel. epistemology, teacher,
teacher traits, teacher_traits] [teacher: traits_know_subject - Families (5): effective
teaching, Rel. epistemology, teacher, teacher traits, teacher_traits] [teacher:
traits_preparation - Families (4): Rel. epistemology, teacher, teacher traits,
teacher_traits]

No memos

he estimated effects of teacher education on
achievement gains were generally smaller than
those ofteacher experience,

P127: FURLONG. The teacher I wish to be.pdf - 127:9 [Molly describes the really
goo..] (11:582-11:722) (Super)

Codes: [teacher: stu_closer - Families (4): Rel. students, relation with students,
teacher, teacher_stu] [teacher: stu_diversity - Families (5): effective teaching, Rel.
students, relation with students, teacher, teacher_stu] [teacher: stu_relation - Families
(4): Rel. students, relation with students, teacher, teacher_stu] [teacher:
traits_affective - Families (3): Self-relationship, teacher traits, teacher_traits]

No memos

Molly describes the really good teachers that she had as those who were ‘creative,
understanding, kind and showed sensitivity to their pupils



P72: BLACK. Assessment and classroom learning.pdf - 72:18 [She also
recommends that feed-..] (19:155-19:326) (Super)

Codes: [teacher: stu_advising - Families (4): Rel. students, relation with students,
teacher, teacher_stu] [teacher: stu_closer - Families (4): Rel. students, relation with
students, teacher, teacher_stu] [teacher: stu_communication - Families (4): Rel.
students, relation with students, teacher, teacher_stu] [teacher: stu_feedback -
Families (4): Rel. students, relation with students, teacher, teacher_stu]

No memos

She also recommends that feedback should be private, must be linked to opportunities
for improvement, and
should encourage the view that mistakes are a part of learning

P83: MULLIGAN. Review of Holding Schools Accountable Performance-based
Reform in Education.pdf - 83:1 [A second issue concerns the in..] (1:3854-
1:4054) (Super)

Codes: [assess: stu_why - Families (4): assess: stu, assessment, Rel. students, student
assessment] [student: achievement - Families (3): Rel. students, stu, student] [student:
improvement - Families (3): Rel. students, stu, student] [teacher:
performance_personal_attributes - Families (4): Rel. practice, teacher, teacher
performance, teacher: performance]

No memos

A

second issue concerns the incentives given teachers to

teach narrowly in order to maximize their students’ performance on the tests used to
evaluate the teacher’s contribution to achievement.

P297: WOOLFOLK. Teachers sense of efficacy and their beliefs about managing
students.pdf - 297:2 [there is a relationship betwee..] (1:2414-1:2570)

(Super)

Codes: [teacher: performance_class control - Families (4): Rel. practice, teacher,
teacher performance, teacher: performance] [teacher: stu_influence - Families (4): Rel.
students, relation with students, teacher, teacher_stu] [teacher: stu_motivator -
Families (4): Rel. students, relation with students, teacher, teacher_stu] [teacher:
traits_effective - Families (4): Self-relationship, teacher, teacher traits, teacher_traits]
No memos

there is

a relationship between teachers' sense of effi-
cacy and their general beliefs about how to man-

age, control, and motivate students.



P21: HAVELKA. An analysis of the relative importance of criteria.pdf - 21:1
[Research has shown that instit..] (1:1182-1:1425) (Super)

Codes: [assess: ext - Families (4): assess: ext, assessment, external teacher assessment,
Rel. community] [assess: stu_types - Families (4): assess: stu, assessment, Rel.
students, student assessment] [teacher: QUALITY - Families (2): teacher, teacher.]
[teacher: traits_effective - Families (4): Self-relationship, teacher, teacher traits,
teacher_traits]

No memos

Research has shown that institutions are using SETE for promotion and

tenure decisions (summative purposes) as well as using it as a tool for improving
teaching effectiveness and

the quality of the learning experience (formative purposes).

P85: PETERSON. Teacher evaluation It is more complicated than reformers
think.pdf - 85:9 [Great teachers have personalit..] (7:1243-7:1556) (Super)
Codes: [student: achievement - Families (3): Rel. students, stu, student] [teacher:
QUALITY - Families (2): teacher, teacher.] [teacher: stu_motivator - Families (4): Rel.
students, relation with students, teacher, teacher_stu] [teacher: traits_know_subject -
Families (5): effective teaching, Rel. epistemology, teacher, teacher traits,
teacher_traits]

No memos

Great teachers have personality characteristics or traits that
motivate students to learn! A good/great teacher certainly knows
her subject matter. Good/great teachers get good/great results in
academic achievement. We’ve got expert catalogs of observable
performance indicators”e.g., twenty-two components

P158: MA. Learning to Teach in the Figured World of reform.pdf - 158:2 [They
stressed the impor- tance..] (12:5697-12:5914) (Super)

Codes: [teacher: performance_innovative - Families (4): Rel. practice, teacher, teacher
performance, teacher: performance] [teacher: performance_learn_method - Families
(5): effective teaching, Rel. practice, teacher, teacher performance, teacher:
performance] [teacher: stu_closer - Families (4): Rel. students, relation with students,
teacher, teacher_stu] [teacher: stu_motivator - Families (4): Rel. students, relation
with students, teacher, teacher_stu]

No memos

They stressed the importance of posing problems that are mathematically meaningful
and accessible to various levels of understanding so that

students could reason with real quantities and share their

solution



P72: BLACK. Assessment and classroom learning.pdf - 72:23 [show how any
assessment change..] (24:3132-24:3290) (Super)

Codes: [assess: stu - Families (4): assess: stu, assessment, Rel. students, student
assessment] [assess: stu_formative - Families (4): assess: stu, assessment, Rel.
students, student assessment] [edu system: learning - Families (3): edu system,
education system, Rel. edu. system] [teacher: performance_learn_method - Families
(5): effective teaching, Rel. practice, teacher, teacher performance, teacher:
performance]

No memos

show how any assessment
changes of the types described above might be expected to enhance learning if they
help students to develop reflective habits of mind

P177: SAMPLE. Effects of a teacher proffesional development program on
mathematics achievement.pdf - 177:5 [Teachers can positively affect..] (3:648-
3:834) (Super)

Codes: [student: achievement - Families (3): Rel. students, stu, student] [teacher:
performance_learn_method - Families (5): effective teaching, Rel. practice, teacher,
teacher performance, teacher: performance] [teacher: stu_influence - Families (4): Rel.
students, relation with students, teacher, teacher_stu] [teacher: stu_relation - Families
(4): Rel. students, relation with students, teacher, teacher_stu]

No memos

Teachers can positively affect student learning by providing students with time,
a classroom climate conducive to learning, structure, and meaningful activities that
support learning (L

P280: GIBSON. Teacher efficacy.pdf - 280:8 [Fifth, any subsequent investig..]
(11:3318-11:3520) (Super)

Codes: [student: achievement - Families (3): Rel. students, stu, student] [teacher:
performance_class control - Families (4): Rel. practice, teacher, teacher performance,
teacher: performance] [teacher: performance_personal_attributes - Families (4): Rel.
practice, teacher, teacher performance, teacher: performance] [teacher:
traits_effective - Families (4): Self-relationship, teacher, teacher traits, teacher_traits]
No memos

Fifth, any subsequent investigations of the

relationship between teacher efficacy and

observable classroom process variables

should include measures of student engagement rates or on-task behaviors



P22: HILL. A validity argument approach to evaluating.pdf - 22:14 [Value-added
scores derive from..] (7:2232-7:2770) (Super)

Codes: [context - Family: context] [student: achievement - Families (3): Rel. students,
stu, student] [teacher: performance_personal_attributes - Families (4): Rel. practice,
teacher, teacher performance, teacher: performance] [teacher: QUALITY - Families
(2): teacher, teacher.]

No memos

Value-added scores derive from the influence of teacher characteristics and
teaching quality on student performance. Thus, value-added scores should
correlate more strongly with other indicators of teacher and teaching quality

than with hypothetically unrelated constructs. Specifically, value-added scores
should,

a. Converge with expert ratings of instructional quality

b. Converge with estimates of teachers’ knowledge

c. Fail to correlate with unrelated constructs, such as the population of students in a
teachers’ classroom

P81: MILANOWSKI. The relationship between teacher performance evaluation
scores and student achievement.pdf - 81:10 [The results also suggest that ..]
(19:2030-19:2168) (Super)

Codes: [assess: ext - Families (4): assess: ext, assessment, external teacher assessment,
Rel. community] [assess: ext_why - Families (4): assess: ext, assessment, external
teacher assessment, Rel. community] [student: achievement - Families (3): Rel.
students, stu, student] [teacher: performance_personal_attributes - Families (4): Rel.
practice, teacher, teacher performance, teacher: performance]

No memos

The results also suggest that teacher evaluation scores may be useful as
representations of teaching practices that affect student learnin

P12: DAMON. Dispositions and teacher assessment.pdf - 12:4 [Dispositions. The
values, comm..] (3:565-3:1152) (Super)

Codes: [edu system: teaching standards - Families (3): edu system, education system,
Rel. edu. system] [student: improvement - Families (3): Rel. students, stu, student]
[teacher: stu_fair - Families (2): Rel. students, teacher_stu] [teacher: stu_influence -
Families (4): Rel. students, relation with students, teacher, teacher_stu]

No memos

Dispositions. The values, commitments, and professional ethics that influence
behaviors towards

students, families, colleagues, and communities

and affect student learning, motivation, and development as well as the educator’s
own professional



growth. Dispositions are guided by beliefs and attitudes related to values such as
caring, fairness, honesty, responsibility, and social justice. For example,

they might include a belief that all students can

learn, a vision of high and challenging standards,

or a commitment to a safe and supportive learning

environment.

1

P201: ZHU. What core competencies are related to teachers innovative
teaching.pdf - 201:17 [Applying these innovative teac..] (8:367-8:523)
(Super)

Codes: [student: achievement - Families (3): Rel. students, stu, student] [student:
improvement - Families (3): Rel. students, stu, student] [teacher:
performance_innovative - Families (4): Rel. practice, teacher, teacher performance,
teacher: performance] [teacher: performance_learn_method - Families (5): effective
teaching, Rel. practice, teacher, teacher performance, teacher: performance]

No memos

Applying these innovative teaching strategies can enhance students’ innovative
competency and improve their academic
achievement (Feldhusen & Kolloff, 1980)

P28: Learning mathematics for teaching project. Measuring the mathematical
quality instruction.pdf - 28:9 [Our instrument contains seven.] (10:2472-
10:2851) (Super)

Codes: [teacher: performance_personal_attributes - Families (4): Rel. practice, teacher,
teacher performance, teacher: performance] [teacher: QUALITY - Families (2):
teacher, teacher.] [teacher: traits_know_pedagogy - Families (5): effective teaching,
Rel. epistemology, teacher, teacher traits, teacher_traits] [teacher: traits_know_subject
- Families (5): effective teaching, Rel. epistemology, teacher, teacher traits,
teacher_traits]

No memos

Our instrument contains seven codes to capture the “richness” of the mathematics in
a

lesson. These include the presence of multiple mathematical models in classrooms
(e.g.,

symbols and visual representations); links made between multiple models;
mathematical

explanations; mathematical justifications; and explicit talk about mathematical
language,

reasoning, and practices.



P160: MACDONALD. Exploring the characteristics of teachers for excellence.pdf -
160:19 [This small group comprises fou..] (10:1776-10:2044) (Super)
Codes: [teacher: stu_guidance - Families (4): Rel. students, relation with students,
teacher, teacher_stu] [teacher: stu_influence - Families (4): Rel. students, relation with
students, teacher, teacher_stu] [teacher: stu_motivator - Families (4): Rel. students,
relation with students, teacher, teacher_stu] [teacher: stu_relation - Families (4): Rel.
students, relation with students, teacher, teacher_stu]

No memos

This small group comprises four characteristics, three of which relate to relationships
in action and a fourth - ‘actively engages students’ - could also relate to relationships
as the word ‘actively’ suggests a positive interaction between the teacher and the

pupil.

P79: HILL. Effects of teachers' mathematical knowledge for teaching on student
achievement.pdf - 79:9 [but how this knowledge is used..] (6:1-6:44)
(Super)

Codes: [teacher: performance_learn_method - Families (5): effective teaching, Rel.
practice, teacher, teacher performance, teacher: performance] [teacher:
performance_personal_attributes - Families (4): Rel. practice, teacher, teacher
performance, teacher: performance] [teacher: traits_effective - Families (4): Self-
relationship, teacher, teacher traits, teacher_traits] [teacher: traits_know_subject -
Families (5): effective teaching, Rel. epistemology, teacher, teacher traits,
teacher_traits]

No memos

but how this knowledge is used in classrooms

P297: WOOLFOLK. Teachers sense of efficacy and their beliefs about managing
students.pdf - 297:8 [the more optimistic the teache..] (7:5035-7:5257)
(Super)

Codes: [student: responsability - Families (3): Rel. students, stu, student] [teacher:
stu_influence - Families (4): Rel. students, relation with students, teacher, teacher_stu]
[teacher: stu_motivator - Families (4): Rel. students, relation with students, teacher,
teacher_stu] [teacher: traits_affective - Families (3): Self-relationship, teacher traits,
teacher_traits]

No memos

the

more optimistic the teacher, the less custodial
and the more encouraging of student autonomy

in problem solving.



P201: ZHU. What core competencies are related to teachers innovative
teaching.pdf- 201:23 [Social competency (16) Attitud..] (11:429-11:668)
(Super)

Codes: [teacher: performance_innovative - Families (4): Rel. practice, teacher, teacher
performance, teacher: performance] [teacher: rel_others - Families (5): effective
teaching, Rel. community, relation with others, teacher, teacher: rel_others] [teacher:
rel_others_collaborative - Families (5): effective teaching, Rel. community, relation
with others, teacher, teacher: rel_others] [teacher: stu_relation - Families (4): Rel.
students, relation with students, teacher, teacher_stu]

No memos

Social

competency (16)

Attitude (4) I am willing to share teaching problems with
others.

Knowledge (4) I have the knowledge on how to cooperate with
others.

Skill (8) I am capable ofmaintaining a dynamic interaction
with my students

P201: ZHU. What core competencies are related to teachers innovative
teaching.pdf - 201:19 [Innovative evaluation means th..] (8:1291-8:1452)
(Super)

Codes: [assess: stu_types - Families (4): assess: stu, assessment, Rel. students, student
assessment] [teacher: performance_innovative - Families (4): Rel. practice, teacher,
teacher performance, teacher: performance] [teacher: stu_closer - Families (4): Rel.
students, relation with students, teacher, teacher_stu] [teacher: stu_listen - Families
(5): effective teaching, Rel. students, relation with students, teacher, teacher_stu]

No memos

Innovative evaluation means that the teacher uses a variety of evaluation methods
and
assessment, not to judge the students but to help them to understand better

P154: LIN. Making sense of mathematics teacher education.pdf - 154:1 [The
teacher should abandon her..] (3:2331-3:2465) (Super)

Codes: [teacher: performance_innovative - Families (4): Rel. practice, teacher, teacher
performance, teacher: performance] [teacher: performance_learn_method - Families
(5): effective teaching, Rel. practice, teacher, teacher performance, teacher:
performance] [teacher: stu_motivator - Families (4): Rel. students, relation with
students, teacher, teacher_stu] [teacher: stu_relation - Families (4): Rel. students,
relation with students, teacher, teacher_stu]

No memos



The teacher
should abandon her traditional role as the center of the class and assume
the role of an unobtrusive helper and navigator

P255: KOUTROUBA. A profile of the effective teacher.pdf - 255:13 [Teacher’ s
friendliness] (12:171-12:192) (Super)

Codes: [teacher: stu_closer - Families (4): Rel. students, relation with students,
teacher, teacher_stu] [teacher: stu_motivator - Families (4): Rel. students, relation
with students, teacher, teacher_stu] [teacher: stu_relation - Families (4): Rel. students,
relation with students, teacher, teacher_stu] [teacher: traits_effective - Families (4):
Self-relationship, teacher, teacher traits, teacher_traits]

No memos

Teacher’sfriendliness

P255: KOUTROUBA. A profile of the effective teacher.pdf - 255:14 [Teacher’ s
open-heartedness an..] (12:529-12:574) (Super)

Codes: [teacher: stu_closer - Families (4): Rel. students, relation with students,
teacher, teacher_stu] [teacher: stu_diversity - Families (5): effective teaching, Rel.
students, relation with students, teacher, teacher_stu] [teacher: stu_relation - Families
(4): Rel. students, relation with students, teacher, teacher_stu] [teacher:
traits_effective - Families (4): Self-relationship, teacher, teacher traits, teacher_traits]
No memos

Teacher’s open-heartedness and open-mindedness

P79: HILL. Effects of teachers' mathematical knowledge for teaching on student
achievement.pdf - 79:5 [By using such mea- sures, thes..] (5:432-5:658)
(Super)

Codes: [assess: ext - Families (4): assess: ext, assessment, external teacher assessment,
Rel. community] [student: achievement - Families (3): Rel. students, stu, student]
[teacher: performance_personal_attributes - Families (4): Rel. practice, teacher,
teacher performance, teacher: performance] [teacher: traits_know_subject - Families
(5): effective teaching, Rel. epistemology, teacher, teacher traits, teacher_traits]

No memos

By using such measures, these researchers implicitly assume a relationship between
teacher

content knowledge, as measured by these assessments, and the kinds of

teaching performances that lead to improved student achievement.

P274: ALLINDER. Teacher Education and Special Education- The Journal of the



Teacher Education Division of the Council for Exceptional Children.pdf - 274:3
[Among these teacher effective-..] (3:675-3:872) (Super)

Codes: [teacher: performance_clarity - Families (4): Rel. practice, teacher, teacher
performance, teacher: performance] [teacher: stu_motivator - Families (4): Rel.
students, relation with students, teacher, teacher_stu] [teacher: stu_relation - Families
(4): Rel. students, relation with students, teacher, teacher_stu] [teacher:
traits_effective - Families (4): Self-relationship, teacher, teacher traits, teacher_traits]
No memos

Among these teacher effectiveness variables are enthusiasm, organization,
variation in materials and activities, businesslike orientation in dealing with
students, and

high levels of clarity

P255: KOUTROUBA. A profile of the effective teacher.pdf - 255:2 [effective
teachers are reporte..] (3:33-3:237) (Super)

Codes: [teacher: performance_innovative - Families (4): Rel. practice, teacher, teacher
performance, teacher: performance] [teacher: traits_effective - Families (4): Self-
relationship, teacher, teacher traits, teacher_traits] [teacher: traits_know_pedagogy -
Families (5): effective teaching, Rel. epistemology, teacher, teacher traits,
teacher_traits] [teacher: traits_know_subject - Families (5): effective teaching, Rel.
epistemology, teacher, teacher traits, teacher_traits]

No memos

effective teachers are reported to be adaptable, flexible, willing to implement changes
or innovations, apt at acquiring the intended
knowledge, skills and attitudes and incorporating them into practice (C

P255: KOUTROUBA. A profile of the effective teacher.pdf - 255:4 [development
of sound social re..] (3:2390-3:2845) (Super)

Codes: [teacher: rel_others_collaborative - Families (5): effective teaching, Rel.
community, relation with others, teacher, teacher: rel_others] [teacher: stu_influence -
Families (4): Rel. students, relation with students, teacher, teacher_stu] [teacher:
stu_motivator - Families (4): Rel. students, relation with students, teacher,
teacher_stu] [teacher: traits_effective - Families (4): Self-relationship, teacher, teacher
traits, teacher_traits]

No memos

development of sound social relationships, the provision of a variety of learning
experiences, the experiential involvement of students in all learning procedures, the
development of students’ positive attitude towards work, and the development of
students’ social, moral and cognitive values such as persistence, self-confidence,
cooperativeness, intuitiveness, discipline, eagerness for questioning, understanding,
learning and implementing knowledge



P250: HOLLINS. Teacher preparation for quality teaching.pdf - 250:5 [an ability
to maintain a stron..] (3:3503-3:3817) (Super)

Codes: [context - Family: context] [teacher: rel_others - Families (5): effective
teaching, Rel. community, relation with others, teacher, teacher: rel_others] [teacher:
rel_others_collaborative - Families (5): effective teaching, Rel. community, relation
with others, teacher, teacher: rel_others] [teacher: traits_autonomy - Families (4):
Self-relationship, teacher, teacher traits, teacher_traits]

No memos

an ability to maintain a strong professional identity, engage in self-directed
professional growth

and development, recognize characteristics and qualities of

professional communities in different contexts, and work

collaboratively with colleagues within a professional community to improve learning
outcomes.

P121: ELIZABETH. Building a model to define the concept of teacher success in
Hong Kong.pdf - 121:4 [Effective teachers are creativ..] (2:3022-2:3667)
(Super)

Codes: [student: reflective - Families (3): Rel. students, stu, student] [student:
responsability - Families (3): Rel. students, stu, student] [teacher: stu_feedback -
Families (4): Rel. students, relation with students, teacher, teacher_stu] [teacher:
stu_influence - Families (4): Rel. students, relation with students, teacher, teacher_stu]
No memos

Effective teachers are creative, encourage active
student participation, make relevant assignments,
arrange for plenty of successful engagement time,
are skilful in using questions, promote critical and
creative thinking, and use wait time when seeking
student response. In addition, they provide feedback, monitor programs and student
progress, use

both traditional and alternative assessment, and are
fair in assessment and grading procedures. Finally,
these teachers reflect on their practice, and learn
from their experiences, and they are members of
learning communities, interested in continuing their
own professional development

P202: BANILOWER. Can professional development make the vision of the
standards a reality.pdf - 202:10 [The current study has provided..] (16:2031-
16:2435) (Super)



Codes: [teacher: prof_dev_how - Families (4): professional development, Rel. practice,
teacher, teacher: prof_dev] [teacher: prof_dev_results - Families (4): professional
development, Rel. practice, teacher, teacher: prof_dev] [teacher: prof_dev_why -
Families (4): professional development, Rel. practice, teacher, teacher: prof_dev]
[teacher: QUALITY - Families (2): teacher, teacher.]

No memos

The current study has provided important evidence ofthe impact of a particular
approach to

professional development that incorporated many ofthe features considered high
quality: there is

a substantive amount of professional development; it is situated in classroom
practice; it

emphasizes the contentteachers needto implementthe
designatedinstructionalmaterials; anditis

sustained over time (

P12: DAMON. Dispositions and teacher assessment.pdf - 12:3 [There is not much
doubtasto.] (3:105-3:349) (Super)

Codes: [teacher: traits_certification - Families (4): Rel. epistemology, teacher, teacher
traits, teacher_traits] [teacher: traits_know_pedagogy - Families (5): effective teaching,
Rel. epistemology, teacher, teacher traits, teacher_traits] [teacher: traits_know_subject
- Families (5): effective teaching, Rel. epistemology, teacher, teacher traits,
teacher_traits] [teacher: traits_preparation - Families (4): Rel. epistemology, teacher,
teacher traits, teacher_traits]

No memos

There is not much doubt as to the meanings

of the words knowledge and skills. These terms
have had long and broad use in education and
the learning sciences; moreover, they have
been thoroughly examined in cognitive and
behavioral research.

P274: ALLINDER. Teacher Education and Special Education- The Journal of the
Teacher Education Division of the Council for Exceptional Children.pdf - 274:5
[Business-Like Approach, which..] (5:3931-5:4039) (Super)

Codes: [teacher: performance_clarity - Families (4): Rel. practice, teacher, teacher
performance, teacher: performance] [teacher: performance_class control - Families
(4): Rel. practice, teacher, teacher performance, teacher: performance] [teacher:
stu_fair - Families (2): Rel. students, teacher_stu] [teacher: traits_preparation -
Families (4): Rel. epistemology, teacher, teacher traits, teacher_traits]

No memos



Business-Like Approach, which
addressed the teacher’s degree of organization, planfulness, and fairness;

P121: ELIZABETH. Building a model to define the concept of teacher success in
Hong Kong.pdf - 121:5 [They are motivators who provid..] (2:3832-2:4200)
(Super)

Codes: [teacher: performance_class control - Families (4): Rel. practice, teacher,
teacher performance, teacher: performance] [teacher: rel_others - Families (5):
effective teaching, Rel. community, relation with others, teacher, teacher: rel_others]
[teacher: stu_motivator - Families (4): Rel. students, relation with students, teacher,
teacher_stu] [teacher: stu_relation - Families (4): Rel. students, relation with students,
teacher, teacher_stu]

No memos

They are motivators who

provide incentives through recognition and rewards,

are flexible in their abilities to be dominant and cooperative, and yet empathetic in
control. They have

strong interpersonal skills, handle discipline

through prevention, and promote a classroom

climate of respect and rapport that reflects their

commitment to students and their learning.

P93: STRAUSS. Some new evidence on teacher and student competencies.pdf -
93:3 [achievement depends simply on..] (2:3254-2:3427) (Super)

Codes: [edu system: policy - Families (3): edu system, education system, Rel. edu.
system] [student: achievement - Families (3): Rel. students, stu, student] [teacher:
stu_motivator - Families (4): Rel. students, relation with students, teacher,
teacher_stu] [teacher: stu_relation - Families (4): Rel. students, relation with students,
teacher, teacher_stu]

No memos

achievement depends simply on

the factors available to administrators to produce
education: students. teachers, capital and some
measure of motivation.

P130: GUASCH. University teacher competencies in a virtual teahcing.pdf - 130:7
[Design of collaborative activi..] (5:489-5:621) (Super)

Codes: [teacher: performance_innovative - Families (4): Rel. practice, teacher, teacher
performance, teacher: performance] [teacher: performance_learn_method - Families
(5): effective teaching, Rel. practice, teacher, teacher performance, teacher:
performance] [teacher: performance_technology - Families (4): Rel. practice, teacher,



teacher performance, teacher: performance] [teacher: rel_others_collaborative -
Families (5): effective teaching, Rel. community, relation with others, teacher, teacher:
rel_others]

No memos

Design ofcollaborative activitiesforvirtual teaching and learning
environments in correspondence with the methodological criteria:

P79: HILL. Effects of teachers' mathematical knowledge for teaching on student
achievement.pdf - 79:16 [If successful, efforts to impr..] (30:589-30:704)
(Super)

Codes: [edu system: new paradigms - Families (3): edu system, education system, Rel.
edu. system] [edu system: policy - Families (3): edu system, education system, Rel.
edu. system] [student: achievement - Families (3): Rel. students, stu, student]
[teacher: traits_know_subject - Families (5): effective teaching, Rel. epistemology,
teacher, teacher traits, teacher_traits]

No memos

If
successful, efforts to improve teachers’ mathematical knowledge through
content-focused professional developmen

P28: Learning mathematics for teaching project. Measuring the mathematical
quality instruction.pdf - 28:2 [Notably, this literature linke..] (3:2503-3:2682)
(Super)

Codes: [student: achievement - Families (3): Rel. students, stu, student] [teacher:
performance_clarity - Families (4): Rel. practice, teacher, teacher performance,
teacher: performance] [teacher: QUALITY - Families (2): teacher, teacher.] [teacher:
stu_motivator - Families (4): Rel. students, relation with students, teacher,
teacher_stu]

No memos

Notably, this literature
linked characteristics of teaching such as clarity, flexibility, enthusiasm, and the use of
student ideas (or indirect/direct ratio) with student outcomes

P11: COCH. Assessing Assessment in teacher education.pdf - 11:4 [there is
evidence that teacher..] (3:443-3:806) (Super)

Codes: [teacher: QUALITY - Families (2): teacher, teacher.] [teacher:
stu_communication - Families (4): Rel. students, relation with students, teacher,
teacher_stu] [teacher: traits_know_pedagogy - Families (5): effective teaching, Rel.
epistemology, teacher, teacher traits, teacher_traits] [teacher: traits_know_subject -
Families (5): effective teaching, Rel. epistemology, teacher, teacher traits,



teacher_traits]
No memos

there is evidence that teacher

preparation contributes at least as much to
effectiveness and retention as do verbal ability
and content knowledge; and, although some of
them are well designed, alternate entry paths
that do not include the core aspects of teacher
preparation lead to ineffective teachers who feel
underprepared and leave teaching athighrates.

P178: SANTORO. Producing quality teachers.pdf - 178:6 [Reid and Sriprakash
focusont.] (3:1373-3:1880) (Super)

Codes: [context - Family: context] [edu system: new paradigms - Families (3): edu
system, education system, Rel. edu. system] [teacher: stu_diversity - Families (5):
effective teaching, Rel. students, relation with students, teacher, teacher_stu] [teacher:
stu_relation - Families (4): Rel. students, relation with students, teacher, teacher_stu]
No memos

Reid and Sriprakash focus on the potential of ‘cosmopolitan learning’ as a way of
rethinking teacher education. In their article, “The Possibility of Cosmopolitan
Learning:

Reflecting on Future Directions for Diversity Teacher Education in Australia’, they
discuss

and reflect on a new undergraduate unit of work that aimed to extend students’
reflective

and reflexive skills, to facilitate their thinking ‘about relationships ofdifference, rather
than

just a familiarity or enthrallment with the “other™.

P201: ZHU. What core competencies are related to teachers innovative
teaching.pdf - 201:32 [Social competency showed a pos..] (16:2167-16:2486)
(Super)

Codes: [teacher: performance_innovative - Families (4): Rel. practice, teacher, teacher
performance, teacher: performance] [teacher: rel_others - Families (5): effective
teaching, Rel. community, relation with others, teacher, teacher: rel_others] [teacher:
rel_others_collaborative - Families (5): effective teaching, Rel. community, relation
with others, teacher, teacher: rel_others] [teacher: stu_relation - Families (4): Rel.
students, relation with students, teacher, teacher_stu]

No memos

Social competency showed a positive and significant relationship with ‘Application of
innovative thought’. The innovative inspiration and passion is activated during



communication. Multicultural thinking, teaching ideas and some innovative elements
in teaching
processes are learned during communication and exchange. T

P247: HARRIS. How teacher evaluation methods matther for accountability.pdf -
247:4 [Other elements of teacher qual..] (6:606-6:905) (Super)

Codes: [teacher: QUALITY - Families (2): teacher, teacher.] [teacher: traits_affective -
Families (3): Self-relationship, teacher traits, teacher_traits] [teacher: traits_effective -
Families (4): Self-relationship, teacher, teacher traits, teacher_traits]

No memos

Other elements

of teacher quality are personal resources (e.g., knowledge and credentials)
and activities outside the classroom (e.g., collegiality and organization)
(Kennedy, 2008). Moral traits such as honesty, compassion, and fairness
might also be included (Fenstermacher & Richardson, 2007).

P93: STRAUSS. Some new evidence on teacher and student competencies.pdf -
93:2 [achievement = f(expenditures/p..] (2:766-2:877) (Super)

Codes: [context - Family: context] [student: achievement - Families (3): Rel. students,
stu, student] [teacher: stu_relation - Families (4): Rel. students, relation with students,
teacher, teacher_stu]

No memos

achievement = f(expenditures/pupil,. pupil/teacher,
building area, average family in-

COmei. etc.).

P13: DARLING HAMMOND. Evaluating teacher education ourcomes.pdf - 13:8
[through evidence about teacher..] (6:124-6:232) (Super)

Codes: [assess: ext - Families (4): assess: ext, assessment, external teacher assessment,
Rel. community] [teacher: traits_know_pedagogy - Families (5): effective teaching, Rel.
epistemology, teacher, teacher traits, teacher_traits] [teacher: traits_know_subject -
Families (5): effective teaching, Rel. epistemology, teacher, teacher traits,
teacher_traits]

No memos

through evidence about teacher test scores (presumably, measures of their

knowledge for and about teaching);

P121: ELIZABETH. Building a model to define the concept of teacher success in
Hong Kong.pdf - 121:9 [Fig. 1. The onion: a model of..] (@338-@39)



(Super)

Codes: [teacher: QUALITY - Families (2): teacher, teacher.] [teacher: traits_effective -
Families (4): Self-relationship, teacher, teacher traits, teacher_traits] [teacher:
traits_success - Families (4): Self-relationship, teacher, teacher traits, teacher_traits]
No memos

BRvironment

I

behawiour

competencies

wentity

mission

O

Fig. 1. The onion: a moda] of levels of change.

P121: ELIZABETH. Building a model to define the concept of teacher success in
Hong Kong.pdf - 121:6 [(a) management and instruction..] (2:4380-2:4455)
(Super)

Codes: [teacher: performance_clarity - Families (4): Rel. practice, teacher, teacher
performance, teacher: performance] [teacher: performance_learn_method - Families
(5): effective teaching, Rel. practice, teacher, teacher performance, teacher:
performance] [teacher: performance_personal_attributes - Families (4): Rel. practice,
teacher, teacher performance, teacher: performance]

No memos

(a) management and instructional techniques and (b) personal characteristics
P12: DAMON. Dispositions and teacher assessment.pdf - 12:2 [define standards

for assessing..] (2:2149-2:2284) (Super)
Codes: [assess: ext - Families (4): assess: ext, assessment, external teacher assessment,



Rel. community] [assess: gral charac - Families (3): asess: gral, assessment, Rel. edu.
system] [teacher: traits_certification - Families (4): Rel. epistemology, teacher, teacher
traits, teacher_traits]

No memos

define standards for

assessing whether aspiring candidates are capable of performing the work well
enough to be

certified for practice

P247: HARRIS. How teacher evaluation methods matther for accountability.pdf -
247:7 [preferences for teachers with..] (9:857-9:997) (Super)

Codes: [teacher: rel_others - Families (5): effective teaching, Rel. community, relation
with others, teacher, teacher: rel_others] [teacher: traits_know_pedagogy - Families
(5): effective teaching, Rel. epistemology, teacher, teacher traits, teacher_traits]
[teacher: traits_know_subject - Families (5): effective teaching, Rel. epistemology,
teacher, teacher traits, teacher_traits]

No memos

preferences for teachers with certain teaching skills, teaching philosophies, types of
knowledge, and an ability to work well with
others. W

P247: HARRIS. How teacher evaluation methods matther for accountability.pdf -
247:8 [“works well with others,” wa..] (11:2653-11:2758) (Super)

Codes: [teacher: rel_others - Families (5): effective teaching, Rel. community, relation
with others, teacher, teacher: rel_others] [teacher: rel_others_collaborative - Families
(5): effective teaching, Rel. community, relation with others, teacher, teacher:
rel_others] [teacher: rel_others_networking - Families (4): Rel. community, relation
with others, teacher, teacher: rel_others]

No memos

“works well with others,” was divided into two categories: works well
with me and works well with team.

P231: AGBETSIAFA. Evaluating effective teaching in college level economics
using students ratings.pdf - 231:2 [Using evaluations to inform in..] (2:4030-
2:4218) (Super)

Codes: [assess: ext - Families (4): assess: ext, assessment, external teacher assessment,
Rel. community] [assess: ext_why - Families (4): assess: ext, assessment, external
teacher assessment, Rel. community] [teacher: traits_effective - Families (4): Self-
relationship, teacher, teacher traits, teacher_traits]

No memos



Using evaluations to inform instructors of their teaching effectiveness and to aid them
in improving or
enhancing their teaching constitute the formative purposes of teaching evaluations.

P13: DARLING HAMMOND. Evaluating teacher education ourcomes.pdf - 13:17
[there is strong press for the..] (19:536-19:648) (Super)

Codes: [assess: ext - Families (4): assess: ext, assessment, external teacher assessment,
Rel. community] [assess: stu_types - Families (4): assess: stu, assessment, Rel.
students, student assessment] [student: achievement - Families (3): Rel. students, stu,
student]

No memos

there is strong press for the use of measures of teacher effectiveness as
measured by student achievement gains,

P14: EDMUNDS. Using alternative lenses to examine effective teachers.pdf - 14:5
[“effective” teachers as those ..] (5:1284-5:1412) (Super)

Codes: [assess: ext - Families (4): assess: ext, assessment, external teacher assessment,
Rel. community] [student: achievement - Families (3): Rel. students, stu, student]
[teacher: traits_effective - Families (4): Self-relationship, teacher, teacher traits,
teacher_traits]

No memos

“effective” teachers as those
teachers with an ability to show increased student achievement as measured on state
assessments. U

P121: ELIZABETH. Building a model to define the concept of teacher success in
Hong Kong.pdf - 121:12 [Besides personal qualities,a.] (5:490-5:636)
(Super)

Codes: [teacher: performance_class control - Families (4): Rel. practice, teacher,
teacher performance, teacher: performance] [teacher: traits_know_pedagogy -
Families (5): effective teaching, Rel. epistemology, teacher, teacher traits,
teacher_traits] [teacher: traits_know_subject - Families (5): effective teaching, Rel.
epistemology, teacher, teacher traits, teacher_traits]

No memos

Besides personal qualities, a number of professional qualities (e.g. classroom
management, knowledge of the subject matter) could also be identified

P238: DARLING. Succesful teacher education programs in the era of reform.pdf -



238:2 [‘to begin to access and unders..] (4:3321-4:3428) (Super)

Codes: [edu system: new paradigms - Families (3): edu system, education system, Rel.
edu. system] [teacher: stu_diversity - Families (5): effective teaching, Rel. students,
relation with students, teacher, teacher_stu] [teacher: stu_relation - Families (4): Rel.
students, relation with students, teacher, teacher_stu]

No memos

‘to begin
to access and understand their own stereotypes
and prejudices in a non-threatening environment”

P238: DARLING. Succesful teacher education programs in the era of reform.pdf -
238:3 [The view of diversity your fac..] (5:1208-5:1805) (Super)

Codes: [teacher: performance_curriculum integration - Families (5): effective teaching,
Rel. practice, teacher, teacher performance, teacher: performance] [teacher:
performance_learn_method - Families (5): effective teaching, Rel. practice, teacher,
teacher performance, teacher: performance] [teacher: stu_diversity - Families (5):
effective teaching, Rel. students, relation with students, teacher, teacher_stu]

No memos

The view of diversity your faculty wants you to
develop goes beyond having a background
knowledge of cultures to developing a proactive
stance, which includes looking at the role that
culture plays in society and its institutions, such
as schools. It means working actively to negate
stereotypes and taking actions that move toward
full inclusion of all learners. You will do this by
reviewing literature for bias, by examining your
own teaching performance for actions that
neglect one group or individual, and by planning
for the infusion of diversity throughout the
curriculum. (emph

P13: DARLING HAMMOND. Evaluating teacher education ourcomes.pdf - 13:14
[more unusual strategy for gaug..] (11:1292-11:1524) (Super)

Codes: [assess: ext - Families (4): assess: ext, assessment, external teacher assessment,
Rel. community] [teacher: traits_know_pedagogy - Families (5): effective teaching, Rel.
epistemology, teacher, teacher traits, teacher_traits] [teacher: traits_know_subject -
Families (5): effective teaching, Rel. epistemology, teacher, teacher traits,
teacher_traits]

No memos

more unusual strategy for gauging learning was the use of the INTASC pilot Test



of Teaching Knowledge (TTK) to look at pre- and post-programme evidence about
candidate knowledge of learning, development, teaching, and assessment. T

P284: GUSKEY. Teacher Efficacy A study of construct dimensions.pdf - 284:3 ["If
Itry really hard,Icang.] (4:2391-4:2484) (Super)

Codes: [teacher: stu_motivator - Families (4): Rel. students, relation with students,
teacher, teacher_stu] [teacher: stu_relation - Families (4): Rel. students, relation with
students, teacher, teacher_stu] [teacher: traits_effective - Families (4): Self-
relationship, teacher, teacher traits, teacher_traits]

No memos

"If I try really hard, I can get through
to even the most difficult or unmotivated students”

P11: COCH. Assessing Assessment in teacher education.pdf - 11:15 [This
longitudinal study,which.] (5:966-5:1305) (Super)

Codes: [student: achievement - Families (3): Rel. students, stu, student] [teacher:
performance_personal_attributes - Families (4): Rel. practice, teacher, teacher
performance, teacher: performance] [teacher: traits_preparation - Families (4): Rel.
epistemology, teacher, teacher traits, teacher_traits]

No memos

This longitudinal

study, which is currently at the analysis stage, is

intended to examine the impact of variations in

teacher preparation on pupils’ learning outcomes. The study is addressing the
following

two major questions: Do early career teachers

vary in terms of thinking, dispositions, practices, and impact on student learning?

P52: VAN GENNIP. Peer assessment for learning from a socila perspective.pdf -
52:5 [Given the power of peer assess..] (2:2130-2:2505) (Super)

Codes: [assess: stu_types - Families (4): assess: stu, assessment, Rel. students, student
assessment] [edu system: learning - Families (3): edu system, education system, Rel.
edu. system] [student: achievement - Families (3): Rel. students, stu, student]

No memos

Given the power of peer assessment as a tool for learning, and defining it as an
inherently

interpersonal process, we aim at gauging the influence ofthe social nature ofpeer
assessment on different learning benefits:

achievement (as expressed in marks, grades, etc.), learning benefits as perceived by
the students involved, and the beliefs



students hold about peer assessment.

P119: DINHAM. The quality teaching movement in Australia.pdf - 119:2 [One of
the more dubious practi..] (5:479-5:968) (Super)

Codes: [assess: ext - Families (4): assess: ext, assessment, external teacher assessment,
Rel. community] [assess: ext_instrument - Families (4): assess: ext, assessment,
external teacher assessment, Rel. community] [assess: ext_stu_prob - Families (4):
assess: ext, assessment, external teacher assessment, Rel. community]

No memos

One of the more dubious practices in US schools is administrators dropping into
classrooms

with clipboards, laptops or iPades, filling out checklists or rubrics, and sending them to
teachers

without any human contact. This kind of one-way feedback is superficial,
bureaucratic,

annoying and highly unlikely to make a difference. Another ineffective practice is
giving

teachers a score on each short observation . .. This increases the teacher’s anxiety and
is the

opposite of good coaching

P10: CHENG. Assessment purposes and procedures.pdf - 10:11 [assessment
decisions made by t..] (18:4029-18:4255) (Super)

Codes: [assess: stu - Families (4): assess: stu, assessment, Rel. students, student
assessment] [context - Family: context] [teacher: traits_know_subject - Families (5):
effective teaching, Rel. epistemology, teacher, teacher traits, teacher_traits]

No memos

assessment decisions made by the university ESL/EFL instructors

involved a combination of their knowledge, beliefs, experience, values and the
interaction of

these attributes with the instructional context in which they teach

P285: GUSKEY. The influence of change in instructional effectiveness.pdf - 285:1
[teachers who became more effec..] (10:233-10:446) (Super)

Codes: [student: achievement - Families (3): Rel. students, stu, student] [teacher:
traits_compromised - Families (4): Self-relationship, teacher, teacher traits,
teacher_traits] [teacher: traits_effective - Families (4): Self-relationship, teacher,
teacher traits, teacher_traits]

No memos

teachers who became more



effective in their teaching tended to accept increased responsibility for the
learning outcomes of their students and tended to become more positive
in their attitudes toward teaching

P252: KENNEDY. Attribution error and the quest for teacher qaulity.pdf - 252:1
[The author of this article sug..] (2:335-2:519) (Super)

Codes: [edu system: policy - Families (3): edu system, education system, Rel. edu.
system] [teacher: performance_personal_attributes - Families (4): Rel. practice,
teacher, teacher performance, teacher: performance] [teacher: QUALITY - Families
(2): teacher, teacher.]

No memos

The author

of this article suggests that education researchers and policy makers
may be overestimating the role of personal qualities in their quest to
understand teaching quality

P95: WRIGHT. Teacher and classroom conext effects on student
achievement.pdf - 95:3 [Effective teachers appear tob..] (7:2659-7:2802)
(Super)

Codes: [student: achievement - Families (3): Rel. students, stu, student] [teacher:
stu_diversity - Families (5): effective teaching, Rel. students, relation with students,
teacher, teacher_stu] [teacher: traits_effective - Families (4): Self-relationship, teacher,
teacher traits, teacher_traits]

No memos

Effective teachers appear to be effective with students of all achievement levels,
regardless of the level of heterogeneity in their classrooms

P151: KRIEWALDT. Reorienting teaching standards.pdf - 151:2 [Standards are
regularly descri..] (2:1714-2:1927) (Super)

Codes: [edu system: teaching standards - Families (3): edu system, education system,
Rel. edu. system] [student: achievement - Families (3): Rel. students, stu, student]
[teacher: QUALITY - Families (2): teacher, teacher.]

No memos

Standards are

regularly described as a mechanism for improving the status of the teaching
profession

and as a means to develop high-quality teachers and enhance student learning
outcomes

(Darling-Hammond, 2006).



P95: WRIGHT. Teacher and classroom conext effects on student
achievement.pdf - 95:2 [the results of this study well..] (7:2279-7:2392)
(Super)

Codes: [student: achievement - Families (3): Rel. students, stu, student] [teacher:
stu_influence - Families (4): Rel. students, relation with students, teacher, teacher_stu]
[teacher: stu_relation - Families (4): Rel. students, relation with students, teacher,
teacher_stu]

No memos

the results of

this study well document that the most important factor affecting student learning is
the

teacher

P250: HOLLINS. Teacher preparation for quality teaching.pdf - 250:9 [In
providing access to domain-..] (6:372-6:514) (Super)

Codes: [context - Family: context] [teacher: stu_diversity - Families (5): effective
teaching, Rel. students, relation with students, teacher, teacher_stu] [teacher:
traits_know_subject - Families (5): effective teaching, Rel. epistemology, teacher,
teacher traits, teacher_traits]

No memos

In providing access to domain-specific knowledge and
practices for students from diverse cultural, linguistic,
and experiential backgrounds

P69: KYRIAKIDES. Using student rating ro measure quality of teaching.pdf -
69:20 [others are in line with the co..] (16:2833-16:2926) (Super)

Codes: [teacher: stu_guidance - Families (4): Rel. students, relation with students,
teacher, teacher_stu] [teacher: stu_influence - Families (4): Rel. students, relation with
students, teacher, teacher_stu] [teacher: stu_motivator - Families (4): Rel. students,
relation with students, teacher, teacher_stu]

No memos

others are in line with the constructivist approach to learning (e.g. orientation,
modelling).

P250: HOLLINS. Teacher preparation for quality teaching.pdf - 250:7 [This
finding illuminates thei..] (3:4565-3:4694) (Super)

Codes: [context - Family: context] [teacher: stu_closer - Families (4): Rel. students,
relation with students, teacher, teacher_stu] [teacher: stu_diversity - Families (5):
effective teaching, Rel. students, relation with students, teacher, teacher_stu]



No memos

This finding
illuminates the importance of the teacher’s knowledge of the
learner’s background experiences and prior knowledge

P11: COCH. Assessing Assessment in teacher education.pdf - 11:13 [The goal of
the projectisto..] (4:3323-4:3556) (Super)

Codes: [edu system: new paradigms - Families (3): edu system, education system, Rel.
edu. system] [student: achievement - Families (3): Rel. students, stu, student]
[teacher: performance_personal_attributes - Families (4): Rel. practice, teacher,
teacher performance, teacher: performance]

No memos

The

goal of the project is to develop evidence about

the features of Ohio teacher-preparation programs that have an impact on teachers’
and students’ learning to inform local program decisions as well as state and regional
policies.

P11: COCH. Assessing Assessment in teacher education.pdf - 11:3 [there have
been highly visible..] (2:2311-2:2600) (Super)

Codes: [assess: ext - Families (4): assess: ext, assessment, external teacher assessment,
Rel. community] [student: achievement - Families (3): Rel. students, stu, student]
[teacher: QUALITY - Families (2): teacher, teacher.]

No memos

there have been highly

visible and highly contentious debates about

whether or not there is an empirical warrant for

collegiate teacher education and/or for stateregulated teacher certification as broad
educational policies that add value to teaching quality

and pupil learning outcomes

P11: COCH. Assessing Assessment in teacher education.pdf - 11:1 [“the outcomes
ques- tion” has..] (2:155-2:222) (Super)

Codes: [assess: ext - Families (4): assess: ext, assessment, external teacher assessment,
Rel. community] [teacher: performance_personal_attributes - Families (4): Rel.
practice, teacher, teacher performance, teacher: performance] [teacher:
prof_dev_reform - Families (4): professional development, Rel. practice, teacher,
teacher: prof_dev]

No memos



“the outcomes question” has been driving reform in teacher education

P250: HOLLINS. Teacher preparation for quality teaching.pdf - 250:12
[trustworthiness exists when le..] (7:2811-7:3127) (Super)

Codes: [student: achievement - Families (3): Rel. students, stu, student] [teacher:
QUALITY - Families (2): teacher, teacher.] [teacher: traits_know_pedagogy - Families
(5): effective teaching, Rel. epistemology, teacher, teacher traits, teacher_traits]

No memos

trustworthiness exists when learners consistently

achieve the expected learning outcomes. Quality teaching is

maintained through accountability for the integrity and trustworthiness of
pedagogical practices based on evidence from

assessments of students’ progress in relationship to expected

learning outcomes

P11: COCH. Assessing Assessment in teacher education.pdf - 11:5 [Laczko-Kerr
and Berliner compa..] (3:1088-3:1735) (Super)

Codes: [student: achievement - Families (3): Rel. students, stu, student] [teacher:
QUALITY - Families (2): teacher, teacher.] [teacher: traits_certification - Families (4):
Rel. epistemology, teacher, teacher traits, teacher_traits]

No memos

Laczko-Kerr and Berliner

compared the achievement test scores of pupils

taught by recently hired regularly certified

teachers and by “under-qualified” teachers

(emergency, temporary, and provisionally certified teachers, including a subset of
“Teach for

America” teachers) in low-income school districts in Arizona. Based on an analysis of
matched pairs ofteachers, Laczko-Kerr and Berliner found both that the pupils of
certified

teachers scored substantially higher than the

pupils of under-certified teachers and that the

pupils of TFAteachers performed no better than

the pupils of other under-certified teachers.

P222: HATTON. Reflection in teacher education.pdf - 222:2 [His reflection-in-
actionandr..] (3:2919-3:3092) (Super)

Codes: [teacher: traits_know_pedagogy - Families (5): effective teaching, Rel.
epistemology, teacher, teacher traits, teacher_traits] [teacher: traits_know_subject -
Families (5): effective teaching, Rel. epistemology, teacher, teacher traits,
teacher_traits] [teacher: traits_reflective - Families (4): Self-relationship, teacher,



teacher traits, teacher_traits]
No memos

His

reflection-in-action and reflection-on-action in-

volve an epistemology of professional practice
based upon knowing-in-action and knowledge-
in-action

P126: FRIEDRISCHSEN. Does taching experience matter.pdf - 126:10 [PCK is
conceptualized as trans..] (6:2700-6:2894) (Super)

Codes: [context - Family: context] [teacher: traits_know_pedagogy - Families (5):
effective teaching, Rel. epistemology, teacher, teacher traits, teacher_traits] [teacher:
traits_know_subject - Families (5): effective teaching, Rel. epistemology, teacher,
teacher traits, teacher_traits]

No memos

PCK is conceptualized as transformed knowledge for teaching developed from the
integration ofthree

domains of knowledge: subject matter knowledge, pedagogical knowledge, and
knowledge of contex

P85: PETERSON. Teacher evaluation It is more complicated than reformers
think.pdf - 85:5 [we have much experience with a..] (3:430-3:728) (Super)
Codes: [student: achievement - Families (3): Rel. students, stu, student] [teacher:
QUALITY - Families (2): teacher, teacher.] [teacher: traits_effective - Families (4): Self-
relationship, teacher, teacher traits, teacher_traits]

No memos

we have much

experience with a National Board of Professional Teaching
Standards system of teacher assessment. Leave No Child Behind
gave us techniques for determining "Qualified Teachers." In the past
few years we have added student test scores as a way of measuring
teacher effectiveness

P160: MACDONALD. Exploring the characteristics of teachers for excellence.pdf -
160:2 [A positive attitude to pupil l..] (3:2552-3:2589) (Super)

Codes: [teacher: stu_advising - Families (4): Rel. students, relation with students,
teacher, teacher_stu] [teacher: stu_closer - Families (4): Rel. students, relation with
students, teacher, teacher_stu] [teacher: stu_relation - Families (4): Rel. students,
relation with students, teacher, teacher_stu]

No memos



A positive attitude to pupil learning.

P19: HAMILTON. Assessment as a policy tool.pdf - 19:2[] (@438-@424)
(Super)

Codes: [assess: stu - Families (4): assess: stu, assessment, Rel. students, student
assessment] [assess: stu_prob - Families (4): assess: stu, assessment, Rel. students,
student assessment] [assess: stu_why - Families (4): assess: stu, assessment, Rel.
students, student assessment]

No memos

[ESLS Cannot 1.E!] us E‘r’ti’}f"lj]i.l'lg WeE W[JLI]I'_{ ]i.kl: 4] l(l'l.vl'l'“-' J..l.‘.IIZ}IJI‘ a S['LI(II:T!I :‘5 Erl'_'li'[]IJl‘_"tEllL'i.l'_ﬁ.

P85: PETERSON. Teacher evaluation It is more complicated than reformers
think.pdf - 85:13 [Staff Development is integral ..] (16:1236-16:1551)

(Super)

Codes: [assess: ext - Families (4): assess: ext, assessment, external teacher assessment,
Rel. community] [assess: ext_why - Families (4): assess: ext, assessment, external
teacher assessment, Rel. community] [edu system: policy - Families (3): edu system,
education system, Rel. edu. system]

No memos

Staff Development is integral with Teacher performance and
assessment: why evaluate teachers if you are not going to improve
them at the same time? The need for evaluation is driven by calls for
changing the way teachers are paid and assigned; this seems to be a
good opportunity for rethinking teacher roles.

P178: SANTORO. Producing quality teachers.pdf - 178:2 [Of all school variables .
o] (2:1117-2:1219) (Super)

Codes: [student: achievement - Families (3): Rel. students, stu, student] [teacher:

QUALITY - Families (2): teacher, teacher.] [teacher: traits_effective - Families (4): Self-

relationship, teacher, teacher traits, teacher_traits]

No memos

Of all school variables.. . it is teachers
who have the greatest effect on student learning outcomes

P72: BLACK. Assessment and classroom learning.pdf - 72:9 [The effectiveness of
formative..] (12:662-12:909) (Super)

Codes: [assess: stu_formative - Families (4): assess: stu, assessment, Rel. students,
student assessment] [context - Family: context] [teacher: stu_feedback - Families (4):



Rel. students, relation with students, teacher, teacher_stu]
No memos

The effectiveness of formative work depends not only on the content of the
feedback and associated learning opportunities, but also on the broader context of
assumptions about the motivations and self-perceptions of students within which
it occ

P297: WOOLFOLK. Teachers sense of efficacy and their beliefs about managing
students.pdf - 297:1 [Teachers' sense of efficacy is..] (1:3214-1:3586)
(Super)

Codes: [student: achievement - Families (3): Rel. students, stu, student] [teacher:
performance_innovative - Families (4): Rel. practice, teacher, teacher performance,
teacher: performance] [teacher: traits_effective - Families (4): Self-relationship,
teacher, teacher traits, teacher_traits]

No memos

Teachers' sense of efficacy is related to such sig-

nificant variables as student achievement

(Armor et al, 1976) and teachers' adoption of
innovation (Berman, McLaughlin, Bass, Pauly,

& Zellman, 1977).

P151: KRIEWALDT. Reorienting teaching standards.pdf - 151:5 [Professional
practice 3.Plan..] (3:3197-3:3491) (Super)

Codes: [teacher: performance_learn_method - Families (5): effective teaching, Rel.
practice, teacher, teacher performance, teacher: performance] [teacher: stu_feedback -
Families (4): Rel. students, relation with students, teacher, teacher_stu] [teacher:
traits_effective - Families (4): Self-relationship, teacher, teacher traits, teacher_traits]
No memos

Professional practice 3. Plan for and implement effective teaching and
learning

Focus areas

and

descriptors

are provided

for each

standard at

each career

stage

4. Create and maintain supportive and safe learning
environments

5. Assess, provide feedback and report on student



learnin

P20: HARGREAVES. Perspectives on alternative assessment reform.pdf - 20:18
[The existence and expansion of..] (20:2979-21:455) (Super)

Codes: [assess: stu - Families (4): assess: stu, assessment, Rel. students, student
assessment] [teacher: performance_innovative - Families (4): Rel. practice, teacher,
teacher performance, teacher: performance] [teacher: performance_technology -
Families (4): Rel. practice, teacher, teacher performance, teacher: performance]

No memos

The existence and expansion of new technologies drive peoPerspectives on
Alternative Assessment Reform

87

Downloaded from http://aerj.aera.net by Rafael Méndez on October 21, 2014ple’s
ideas of what skills children should learn (e.g., computer literacy); how

teaching and learning should be reorganized (computers integrated into classrooms,
schools without walls); how learning can best be represented (multiple formats,
different fonts, slick designs); and how systems of assessment,

accountability, and administration can be integrated and accessed technologically
within common or interconnected systems of information.

P83: MULLIGAN. Review of Holding Schools Accountable Performance-based
Reform in Education.pdf - 83:2 [smaller class sizes and teache..] (2:769-2:972)
(Super)

Codes: [context - Family: context] [student: improvement - Families (3): Rel. students,
stu, student] [teacher: QUALITY - Families (2): teacher, teacher.]

No memos

smaller class sizes and teacher

quality improved test scores suggesting that increasing

the money used to educate students in the lowest spending districts would improve
educational attainment there.

w

P20: HARGREAVES. Perspectives on alternative assessment reform.pdf - 20:5
[the technological perspective.] (6:821-6:986) (Super)

Codes: [assess: gral charac - Families (3): asess: gral, assessment, Rel. edu. system]
[assess: stu - Families (4): assess: stu, assessment, Rel. students, student assessment]
[teacher: performance_innovative - Families (4): Rel. practice, teacher, teacher
performance, teacher: performance]

No memos

the technological perspective assumes that


http://aerj.aera.net/

teaching and innovation are technologies with predictable solutions that can
be transferred from one situation to another

P84: NYE. How large are the teacher effects.pdf - 84:9 [teacher expe- rience is (at
le.] (19:1589-19:1674) (Super)

Codes: [student: achievement - Families (3): Rel. students, stu, student] [teacher:
traits_effective - Families (4): Self-relationship, teacher, teacher traits, teacher_traits]
[teacher: traits_experience - Families (3): Rel. epistemology, teacher traits,
teacher_traits]

No memos

teacher experience is (atleastsometimes) related to student
achievement gains.

P84: NYE. How large are the teacher effects.pdf - 84:3 [teacher characteristics
sucha.] (2:3283-2:3401) (Super)

Codes: [student: achievement - Families (3): Rel. students, stu, student] [teacher:
traits_experience - Families (3): Rel. epistemology, teacher traits, teacher_traits]
[teacher: traits_preparation - Families (4): Rel. epistemology, teacher, teacher traits,
teacher_traits]

No memos

teacher characteristics such as educational preparation, experience, or
salary are related
to student achievement

P84: NYE. How large are the teacher effects.pdf - 84:4 [The estimated effect of
teache..] (13:351-13:489) (Super)

Codes: [student: achievement - Families (3): Rel. students, stu, student] [teacher:
traits_experience - Families (3): Rel. epistemology, teacher traits, teacher_traits]
[teacher: traits_preparation - Families (4): Rel. epistemology, teacher, teacher traits,
teacher_traits]

No memos

The estimated effect ofteacher experience on
achievement gains was positive in every case except grade [ mathematics
achievement,

P72: BLACK. Assessment and classroom learning.pdf - 72:8 [The role of students
in assess..] (12:349-12:655) (Super)

Codes: [assess: stu - Families (4): assess: stu, assessment, Rel. students, student
assessment] [assess: stu_types - Families (4): assess: stu, assessment, Rel. students,



student assessment] [assess: stu_why - Families (4): assess: stu, assessment, Rel.
students, student assessment]
No memos

The role of students in assessment is an important aspect, hidden because it is
taken for granted in some reports, but explicit in others, particularly where self
and peer assessments by and between students are an important feature (with
some arguing that it is an inescapable feature—see Sadler, 1989)

P177: SAMPLE. Effects of a teacher proffesional development program on
mathematics achievement.pdf - 177:12 [Teaching mathematics teachers ..]
(9:5163-9:5343) (Super)

Codes: [student: achievement - Families (3): Rel. students, stu, student] [teacher:
prof_dev_how - Families (4): professional development, Rel. practice, teacher, teacher:
prof_dev] [teacher: traits_know_subject - Families (5): effective teaching, Rel.
epistemology, teacher, teacher traits, teacher_traits]

No memos

Teaching mathematics teachers deeper
content and how to use an inquiry-based approach to deliver that content does
indeed translate into greater student proficiency in mathematics

P91: SANDERS. Cumulative and residual effects of teahcer on future student
academic achievement.pdf - 91:5 [the single most dominant facto..] (8:2579-
8:2671) (Super)

Codes: [student: achievement - Families (3): Rel. students, stu, student] [teacher:
stu_influence - Families (4): Rel. students, relation with students, teacher, teacher_stu]
[teacher: traits_effective - Families (4): Self-relationship, teacher, teacher traits,
teacher_traits]

No memos

the single most dominant factor affecting student academic gain
is teacher effect.

P121: ELIZABETH. Building a model to define the concept of teacher success in
Hong Kong.pdf - 121:18 [The ?ndings reveal that outsta..] (9:3485-9:3747)
(Super)

Codes: [context - Family: context] [teacher: traits_effective - Families (4): Self-
relationship, teacher, teacher traits, teacher_traits] [teacher: traits_success - Families
(4): Self-relationship, teacher, teacher traits, teacher_traits]

No memos

The findings reveal that outstanding teachers



from Hong Kong conceptualize teacher success in
terms of qualities that a teacher should possess
before s/he can be considered as successful, also
highlighting and illustrating the importance of
contextual factors

P153: LEONG. What are the important attributes of good mathematics
teaching.pdf - 153:8 [developing learning environmen..] (4:1009-4:1113)
(Super)

Codes: [student: responsability - Families (3): Rel. students, stu, student] [teacher:
performance_learn_method - Families (5): effective teaching, Rel. practice, teacher,
teacher performance, teacher: performance] [teacher: stu_guidance - Families (4): Rel.
students, relation with students, teacher, teacher_stu]

No memos

developing
learning environments where students feel safe and supported to take risks in their
learning;

P14: EDMUNDS. Using alternative lenses to examine effective teachers.pdf -
14:14 [effective teachers provided ac..] (17:627-17:704) (Super)

Codes: [teacher: performance_technology - Families (4): Rel. practice, teacher, teacher
performance, teacher: performance] [teacher: traits_effective - Families (4): Self-
relationship, teacher, teacher traits, teacher_traits] [teacher: traits_preparation -
Families (4): Rel. epistemology, teacher, teacher traits, teacher_traits]

No memos

effective teachers provided access to
additional resources for their students

P69: KYRIAKIDES. Using student rating ro measure quality of teaching.pdf -
69:15 [Five elements of ‘the classroo..] (8:255-8:484) (Super)

Codes: [teacher: performance_class control - Families (4): Rel. practice, teacher,
teacher performance, teacher: performance] [teacher: performance_learn_method -
Families (5): effective teaching, Rel. practice, teacher, teacher performance, teacher:
performance] [teacher: stu_relation - Families (4): Rel. students, relation with
students, teacher, teacher_stu]

No memos

Five elements of ‘the classroom as a learning environment’ are taken into account:
teacher-student interaction, student-student interaction, students’ treatment by the
teacher, competition between students and classroom disorder



P14: EDMUNDS. Using alternative lenses to examine effective teachers.pdf -
14:18 [This suggests that effective t..] (19:2531-19:2614) (Super)

Codes: [teacher: performance_innovative - Families (4): Rel. practice, teacher, teacher
performance, teacher: performance] [teacher: performance_technology - Families (4):
Rel. practice, teacher, teacher performance, teacher: performance] [teacher:
traits_effective - Families (4): Self-relationship, teacher, teacher traits, teacher_traits]
No memos

This suggests
that effective teachers place technology in an instructional context.

P76: FETLER. High school staff characteristics and mathematics test results.pdf -
76:3 [students of teachers who rated..] (4:603-4:828) (Super)

Codes: [student: achievement - Families (3): Rel. students, stu, student] [teacher:
traits_certification - Families (4): Rel. epistemology, teacher, teacher traits,
teacher_traits] [teacher: traits_know_subject - Families (5): effective teaching, Rel.
epistemology, teacher, teacher traits, teacher_traits]

No memos

students of teachers

who rated themselves as knowledgeable or very knowledgeable about the NCTM
curriculum and evaluation standards scored higher than students whose teachers
reported

little or no knowledge of the standards

P227: ROSENSHINE. Teaching functions.pdf - 227:4 [Daily Review and Checking
Home..] (6:86-6:322) (Super)

Codes: [teacher: performance_learn_method - Families (5): effective teaching, Rel.
practice, teacher, teacher performance, teacher: performance] [teacher:
performance_personal_attributes - Families (4): Rel. practice, teacher, teacher
performance, teacher: performance] [teacher: stu_relation - Families (4): Rel.
students, relation with students, teacher, teacher_stu]

No memos

Daily Review and Checking Homework

Checking homework (routines for students to check each other's papers)

Reteaching when necessary

Reviewing relevant past learning (may include questioning) Review prerequisite skills
(if applicable)

P227: ROSENSHINE. Teaching functions.pdf - 227:5 [Presentation Provide short
sta..] (6:328-6:717) (Super)



Codes: [teacher: performance_clarity - Families (4): Rel. practice, teacher, teacher
performance, teacher: performance] [teacher: performance_class control - Families
(4): Rel. practice, teacher, teacher performance, teacher: performance] [teacher:
performance_personal_attributes - Families (4): Rel. practice, teacher, teacher
performance, teacher: performance]

No memos

Presentation

Provide short statement of objectives

Provide overview and structuring

Proceed in small steps but at a rapid pace

Intersperse questions within the demonstration to check for understanding
Highlight main points

Provide sufficient illustrations and concrete examples Provide demonstrations and
models

When necessary, give detailed and redundant instructions and examples

P158: MA. Learning to Teach in the Figured World of reform.pdf - 158:3 [They
described the teacher’sr.] (12:5843-12:5973) (Super)

Codes: [teacher: stu_listen - Families (5): effective teaching, Rel. students, relation
with students, teacher, teacher_stu] [teacher: stu_relation - Families (4): Rel. students,
relation with students, teacher, teacher_stu] [teacher: traits_effective - Families (4):
Self-relationship, teacher, teacher traits, teacher_traits]

No memos

They described the teacher’s role in orchestrating
student explanations so as to promote efficiency, accuracy,
and flexibility.

P274: ALLINDER. Teacher Education and Special Education- The Journal of the
Teacher Education Division of the Council for Exceptional Children.pdf - 274:7
[This significant main effecti..] (7:1010-7:1182) (Super)

Codes: [teacher: stu_fair - Families (2): Rel. students, teacher_stu] [teacher:
traits_effective - Families (4): Self-relationship, teacher, teacher traits, teacher_traits]
[teacher: traits_preparation - Families (4): Rel. epistemology, teacher, teacher traits,
teacher_traits]

No memos

This

significant main effect indicates that those
teachers with greater belief in their ability to

teach are more

organized, planful, and fair

with  students.



P72: BLACK. Assessment and classroom learning.pdf - 72:7 [All such work
involves some de..] (11:1575-11:1753) (Super)

Codes: [teacher: stu_communication - Families (4): Rel. students, relation with
students, teacher, teacher_stu] [teacher: stu_feedback - Families (4): Rel. students,
relation with students, teacher, teacher_stu] [teacher: traits_know_pedagogy -
Families (5): effective teaching, Rel. epistemology, teacher, teacher traits,
teacher_traits]

No memos

All such work involves some degree of
feedback between those taught and the teacher, and this is entailed in the quality
of their interactions which is at the heart of pedagogy.

P157: LOUDEN. Standards for standards.pdf - 157:4 [1 Brief 2 Transparent 3
Specia..] (13:979-13:1107) (Super)

Codes: [edu system: new paradigms - Families (3): edu system, education system, Rel.
edu. system] [edu system: policy - Families (3): edu system, education system, Rel.
edu. system] [edu system: teaching standards - Families (3): edu system, education
system, Rel. edu. system]

No memos

1 Brief

2 Transparent

3 Specialised

4 Contextualised

5 Focused on teaching and learning, and
6 Matched by strong assessments

P126: FRIEDRISCHSEN. Does taching experience matter.pdf - 126:3 [Shulman
conceptualized PCK as..] (2:2097-2:2406) (Super)

Codes: [teacher: performance_clarity - Families (4): Rel. practice, teacher, teacher
performance, teacher: performance] [teacher: traits_know_pedagogy - Families (5):
effective teaching, Rel. epistemology, teacher, teacher traits, teacher_traits] [teacher:
traits_vision - Families (4): Self-relationship, teacher, teacher traits, teacher_traits]
No memos

Shulman conceptualized

PCK as specialized knowledge distinguishing the teacher from the content specialist,
and included “an

understanding of how particular topics, problems, or issues are organized, presented,
and adapted to the

diverse interests and abilities of learners, and presented for instruction”



P283: GUSKEY. Measurement of the responsability teachers assume for
academic succed]Journal of Teacher Education-1981-Guskey-44-51.pdf - 283:3
[he associations investigated h..] (9:4003-9:4432) (Super)

Codes: [student: achievement - Families (3): Rel. students, stu, student] [teacher:
performance_learn_method - Families (5): effective teaching, Rel. practice, teacher,
teacher performance, teacher: performance] [teacher: stu_relation - Families (4): Rel.
students, relation with students, teacher, teacher_stu]

No memos

he associations investigated here between

demographic variables and teachers’ beliefs in their own control of factors
influencing the academic achievement of students provide evidence for the utility of
measuring this construct with the present instrument. Self-responsibility
for

student achievement may be a significant variable in research onteachers and
the teaching-learning process

P155: LINEK. The impact of shifting from how teachers teach to how children
learn.pdf - 155:2 [Recent literature suggests tha..] (2:3588-2:3737)

(Super)

Codes: [edu system: teacher_edu_prog - Families (3): edu system, education system,
Rel. edu. system] [student: achievement - Families (3): Rel. students, stu, student]
[teacher: prof_dev_why - Families (4): professional development, Rel. practice,
teacher, teacher: prof_dev]

No memos

Recent literature suggests that teacher education and pro-
fessional development are methods that one might use to
improve student achievement

P111: COCH. What a difference a definition makes.pdf - 111:1 [experienced
teachers and colle..] (3:542-3:787) (Super)

Codes: [edu system: policy - Families (3): edu system, education system, Rel. edu.
system] [teacher: rel_others - Families (5): effective teaching, Rel. community, relation
with others, teacher, teacher: rel_others] [teacher: rel_others_networking - Families
(4): Rel. community, relation with others, teacher, teacher: rel_others]

No memos

experienced teachers and college faculty but
must, by definition, improve teachers’ subject
matter knowledge, align with state standards,
and improve teachers’ understanding of



instructional strategies “based on scientifically
based research

P153: LEONG. What are the important attributes of good mathematics
teaching.pdf - 153:23 [The three most important attri..] (11:75-11:200)
(Super)

Codes: [teacher: performance_class control - Families (4): Rel. practice, teacher,
teacher performance, teacher: performance] [teacher: stu_motivator - Families (4):
Rel. students, relation with students, teacher, teacher_stu] [teacher:
traits_know_subject - Families (5): effective teaching, Rel. epistemology, teacher,
teacher traits, teacher_traits]

No memos

The three most important attributes in
good teaching were classroom management, motivation,
and strong in content knowledge.

P256: LAVY. Investigating changes in prospectives teachers views of a good
teacher.pdf - 256:18 [‘good teacher’ has both educat..] (20:187-20:550)
(Super)

Codes: [teacher: performance_personal_attributes - Families (4): Rel. practice, teacher,
teacher performance, teacher: performance] [teacher: stu_influence - Families (4): Rel.
students, relation with students, teacher, teacher_stu] [teacher: stu_relation - Families
(4): Rel. students, relation with students, teacher, teacher_stu]

No memos

‘good teacher’ has both educational goals and

the means for achieving educational goals. The main educational goals concern
developing

students’ thinking, and directing them while looking for mathematical regularities.
The

means include: providing the opportunity to explore and pose questions, and enabling
the

students to discuss their problems and questions

P153: LEONG. What are the important attributes of good mathematics
teaching.pdf - 153:24 [Survey participants selected t..] (12:524-12:799)
(Super)

Codes: [teacher: stu_closer - Families (4): Rel. students, relation with students,
teacher, teacher_stu] [teacher: stu_motivator - Families (4): Rel. students, relation
with students, teacher, teacher_stu] [teacher: stu_relation - Families (4): Rel. students,
relation with students, teacher, teacher_stu]

No memos



Survey participants selected the most suitable teaching
model for middle and high school, respectively. In the
middle school level, Model IV was the top choice. This
might be due to the importance of the teacher’s personality
such as caring and passionate in the classroom

P259: MEANS. Technologys contribution to teaching and policy.pdf - 259:2 [To
really improve education, p..] (8:2263-8:2391) (Super)

Codes: [edu system: new paradigms - Families (3): edu system, education system, Rel.
edu. system] [edu system: policy - Families (3): edu system, education system, Rel.
edu. system] [student: improvement - Families (3): Rel. students, stu, student]

No memos

To really improve education, policies need to affect the teaching and
learning that

takes place

in classrooms. O

P106: CHATTER]JI. Models and methods for examing standards bases
reforms.pdf - 106:3 [Educational researchers, wheth..] (34:2666-34:2817)
(Super)

Codes: [edu system: policy - Families (3): edu system, education system, Rel. edu.
system] [teacher: performance_research - Families (4): Rel. practice, teacher, teacher
performance, teacher: performance] [teacher: traits_effective - Families (4): Self-
relationship, teacher, teacher traits, teacher_traits]

No memos

Educational researchers, whether academic or evaluative in orientation, have
been highly productive in examining various aspects of the reform movement

P71: WAYNE. Teacher charactericstics in student achievement.pdf - 71:10 [To
provide further guidance to..] (14:592-14:887) (Super)

Codes: [edu system: policy - Families (3): edu system, education system, Rel. edu.
system] [student: achievement - Families (3): Rel. students, stu, student] [teacher:
performance_personal_attributes - Families (4): Rel. practice, teacher, teacher
performance, teacher: performance]

No memos

To provide

further guidance

to policymakers,

there is also a need for research on



the relationship between student achievement and teachers' performance on tests
currently

in use (as opposed

to the teacher tests featured in the studies in this review,

none of which remain in use)

P153: LEONG. What are the important attributes of good mathematics
teaching.pdf- 153:21 [Model Il Teacher Y has a very..] (7:2675-7:3064)
(Super)

Codes: [teacher: performance_technology - Families (4): Rel. practice, teacher, teacher
performance, teacher: performance] [teacher: stu_feedback - Families (4): Rel.
students, relation with students, teacher, teacher_stu] [teacher: traits_know_subject -
Families (5): effective teaching, Rel. epistemology, teacher, teacher traits,
teacher_traits]

No memos

Model III

Teacher Y has a very strong mathematics background. He shares about mathematics
beyond

the textbook. He also infuses technology into his lessons. Students like it when he
shows

beautiful applets. He also has a great mathematical library and enjoys telling students
about

the mathematical books that he read recently. He is attentive to students writing and
test

results.

P103: BRITT. Professional conversations and professional growth.pdf - 103:11
[In her ?nal evaluation of the ..] (16:2628-16:2921) (Super)

Codes: [teacher: rel_others_collaborative - Families (5): effective teaching, Rel.
community, relation with others, teacher, teacher: rel_others] [teacher:
rel_others_networking - Families (4): Rel. community, relation with others, teacher,
teacher: rel_others] [teacher: stu_communication - Families (4): Rel. students, relation
with students, teacher, teacher_stu]

No memos

In her final evaluation of the project, Tracey said that the major factor

for her was deciding what she wanted to change. This “came from listening
to other teachers in [the project].” The best aspect of the project “for

me [was] meeting with other teachers, discussing ideas, gleaning ideas,

P112: COCHRAN. Reporting on teacher quality the politics of politics.pdf - 112:4
[The news on waivers is not nec..] (3:1-3:362) (Super)



Codes: [edu system: prob - Families (3): edu system, education system, Rel. edu.
system] [teacher: QUALITY - Families (2): teacher, teacher.] [teacher:
traits_certification - Families (4): Rel. epistemology, teacher, teacher traits,
teacher_traits]

No memos

The news on waivers is not necessarily entirely bad. Almost 50 percent of
teachers on waivers ... posses a major in their subject areas or have
passed the state's content exams.... Under a streamlined certification
system ... these teachers would be considered highly qualified.

P256: LAVY. Investigating changes in prospectives teachers views of a good
teacher.pdf - 256:7 [personal qualities to be the m..] (5:58-5:323) (Super)
Codes: [teacher: stu_listen - Families (5): effective teaching, Rel. students, relation
with students, teacher, teacher_stu] [teacher: stu_relation - Families (4): Rel. students,
relation with students, teacher, teacher_stu] [teacher: traits_affective - Families (3):
Self-relationship, teacher traits, teacher_traits]

No memos

personal qualities to be the most

prominent characteristic of the good teacher, denoted attributes such as: respects his
students, understands the students’ problems, is a good listener, is warm, caring,
believes in

his students’ ability, and has a sense of humor

P273: YEH. The cost effectiveness of raising teacher quality.pdf - 273:9 [The ZPD
is de?ned as “the dist..] (9:5457-9:5714) (Super)

Codes: [student: achievement - Families (3): Rel. students, stu, student] [student:
reflective - Families (3): Rel. students, stu, student] [student: responsability - Families
(3): Rel. students, stu, student]

No memos

The ZPD is defined as “the distance between the actual developmental level as
determined

by independent problem solving and the level of potential development as determined
through problem solving under

guidance, or in collaboration with more capable peers”

P112: COCHRAN. Reporting on teacher quality the politics of politics.pdf - 112:1
["In summary, we have found tha..] (1:2248-1:2527) (Super)

Codes: [teacher: QUALITY - Families (2): teacher, teacher.] [teacher:
stu_communication - Families (4): Rel. students, relation with students, teacher,
teacher_stu] [teacher: traits_know_subject - Families (5): effective teaching, Rel.



epistemology, teacher, teacher traits, teacher_traits]
No memos

"In summary, we have found that rigorous research indicates that verbal

ability and content knowledge are the most important attributes of highly qualified
teachers.

In addition there is little evidence that education school coursework leads to
improved student

achievement”

P 8: BURNETT. Measuring the quality of teaching in elementary.pdf - 8:4
[However, Medley & Shannon (199..] (3:2786-3:3012) (Super)

Codes: [student: achievement - Families (3): Rel. students, stu, student] [teacher:
performance_personal_attributes - Families (4): Rel. practice, teacher, teacher
performance, teacher: performance] [teacher: QUALITY - Families (2): teacher,
teacher.]

No memos

However, Medley & Shannon (1994) also saw teacher quality as having several
dimensions, and distinguished between effectiveness, performance and competence,
which were operationalised as: results; actions; and qualillcations.

P 8: BURNETT. Measuring the quality of teaching in elementary.pdf - 8:13 [The
only issue for the student..] (5:328-5:679) (Super)

Codes: [assess: ext - Families (4): assess: ext, assessment, external teacher assessment,
Rel. community] [student: achievement - Families (3): Rel. students, stu, student]
[teacher: QUALITY - Families (2): teacher, teacher.]

No memos

The only issue for the student is continuity of quality

teaching. Consequently, there is a need to give further consideration to teacher quality
as perceived by the student, rather than what the students achieve, or what the
teacher

has achieved by way of conformance to pre-determined views on desired learning
outcomes, or teacher qualillcations.

P 8: BURNETT. Measuring the quality of teaching in elementary.pdf - 8:6
[simplistic approaches to asses..] (4:1047-4:1226) (Super)

Codes: [teacher: QUALITY - Families (2): teacher, teacher.] [teacher:
traits_know_pedagogy - Families (5): effective teaching, Rel. epistemology, teacher,
teacher traits, teacher_traits] [teacher: traits_know_subject - Families (5): effective
teaching, Rel. epistemology, teacher, teacher traits, teacher_traits]

No memos



simplistic approaches
to assessing teaching quality have led to a focus on knowledge and skills that may not
be necessary for effective teaching, and a neglect of those that are.

P110: COCH. Theacher quality matters.pdf - 110:6 [highly qualified teacher
forwa..] (3:3384-3:3536) (Super)

Codes: [teacher: QUALITY - Families (2): teacher, teacher.] [teacher:
traits_certification - Families (4): Rel. epistemology, teacher, teacher traits,
teacher_traits] [teacher: traits_preparation - Families (4): Rel. epistemology, teacher,
teacher traits, teacher_traits]

No memos

highly qualified teacher forwarded by the
professional organizations related to teaching,
teacher education, accreditation, and advanced
certification

P 2: AFSHAR. Assessment of the excellence of academic advising.pdf - 2:9 [An
effective advising benefits..] (6:2122-6:2394) (Super)

Codes: [student: achievement - Families (3): Rel. students, stu, student] [teacher:
stu_advising - Families (4): Rel. students, relation with students, teacher, teacher_stu]
[teacher: stu_diversity - Families (5): effective teaching, Rel. students, relation with
students, teacher, teacher_stu]

No memos

An effective advising benefits both students and institutions.  To achieve excellence
in student advising, an

advisor needs to be aware of the diverse needs and expectations of diverse student
population that characterize

today"s dynamic institutions of higher learning

P109: COCH. The new teacher education.pdf - 109:4 [As Eric Hanushek (2002)
sugges..] (5:6366-5:6576) (Super)

Codes: [student: achievement - Families (3): Rel. students, stu, student] [teacher:
QUALITY - Families (2): teacher, teacher.] [teacher: traits_effective - Families (4): Self-
relationship, teacher, teacher traits, teacher_traits]

No memos

As Eric Hanushek (2002) suggests, “I use a simple definition
ofteacher quality: good teachers are ones who get large gains in
student achievement for their classes; bad teachers are just the

opposite” (p. 3).



P 3: BAARTMAN. Evaluating assesment quality in competence based
education.pdf - 3:12 [a new system of evaluating the..] (8:1499-8:1633)
(Super)

Codes: [assess: stu - Families (4): assess: stu, assessment, Rel. students, student
assessment] [edu system: new paradigms - Families (3): edu system, education
system, Rel. edu. system] [student: competence-based - Families (3): Rel. students, stu,
student]

No memos

a new system of evaluating the quality of new assessments is needed, establishing a
new
school of edumetrics instead of psychometrics

P109: COCH. The new teacher education.pdf - 109:5 [Teacher quality is test
score.] (5:6720-5:6838) (Super)

Codes: [student: achievement - Families (3): Rel. students, stu, student] [teacher:
QUALITY - Families (2): teacher, teacher.] [teacher: traits_effective - Families (4): Self-
relationship, teacher, teacher traits, teacher_traits]

No memos

Teacher quality is test score
gains, and, conversely, test score gains are evidence of teacher
quality (see Figure 3)

P153: LEONG. What are the important attributes of good mathematics
teaching.pdf - 153:17 [Teachers were able to break do..] (6:680-6:794)
(Super)

Codes: [teacher: performance_learn_method - Families (5): effective teaching, Rel.
practice, teacher, teacher performance, teacher: performance] [teacher:
traits_know_pedagogy - Families (5): effective teaching, Rel. epistemology, teacher,
teacher traits, teacher_traits] [teacher: traits_know_subject - Families (5): effective
teaching, Rel. epistemology, teacher, teacher traits, teacher_traits]

No memos

Teachers were
able to break down the mathematical concepts to the students’ level so they can be
easily learned. N

P109: COCH. The new teacher education.pdf - 109:1 [When teacher education is
de?n.] (3:5883-3:6152) (Super)
Codes: [edu system: policy - Families (3): edu system, education system, Rel. edu.



system] [edu system: prob - Families (3): edu system, education system, Rel. edu.
system] [teacher: QUALITY - Families (2): teacher, teacher.]
No memos

When teacher education is defined as a policy problem (see
Figure 2), the goal is to determine which of its broad parameters
that can be controlled by policymakers is most likely to enhance
teacher quality and thus have a positive impact on desired school
outcomes. T

P108: COCH. Studying teacher education.pdf - 108:3 [esearch on how specific
teachi..] (6:2446-6:2599) (Super)

Codes: [student: achievement - Families (3): Rel. students, stu, student] [student:
improvement - Families (3): Rel. students, stu, student]| [teacher: traits_preparation -
Families (4): Rel. epistemology, teacher, teacher traits, teacher_traits]

No memos

esearch on how

specific teaching practices influence pupils’
learning; research on the relationships among
preparation, practices, and pupils’ learning

P272: WHEATLEY. The potential benefits of teacher efficacy doubt for
educational reform.pdf - 272:14 [teacher e?cacy doubts may redu..] (12:3981-
12:4272) (Super)

Codes: [edu system: new paradigms - Families (3): edu system, education system, Rel.
edu. system] [edu system: policy - Families (3): edu system, education system, Rel.
edu. system] [teacher: traits_effective - Families (4): Self-relationship, teacher, teacher
traits, teacher_traits]

No memos

teacher efficacy

doubts may reduce the tendency to revert to
traditional teaching, guard against dogmatism
within reform movements, steer teachers away
from less-promising aspects of reforms, provide
useful information to teacher educators and
reformers, and help prevent teacher burnout.

P 4: BECK. Teachers self assessment of the effects of formative ans
summative.pdf - 4:12 [A portfolio is a narrative tha..] (6:660-6:1011)

(Super)

Codes: [assess: self - Families (3): assess: self, assessment, Self-relationship] [teacher:



prof_dev_how - Families (4): professional development, Rel. practice, teacher, teacher:
prof_dev] [teacher: traits_reflective - Families (4): Self-relationship, teacher, teacher
traits, teacher_traits]

No memos

A portfolio is a narrative that tells a coherent story of your learning experiences in the
program, and highlights thoughtful reflection on, and analysis of, these experiences. It
is

not simply an acquisition of pieces and products; it is an unfolding of your
understandings about teaching and learning, and about your development as a
professional

P260: MINOR. Preservice teachers educational beliefes.pdf - 260:12 [The extent
to which this chara..] (12:1631-12:1820) (Super)

Codes: [teacher: stu_influence - Families (4): Rel. students, relation with students,
teacher, teacher_stu] [teacher: stu_motivator - Families (4): Rel. students, relation
with students, teacher, teacher_stu] [teacher: stu_relation - Families (4): Rel. students,
relation with students, teacher, teacher_stu]

No memos

The extent to which this character-

istic is endorsed represents a function of both gender and
racdculture; however, it is not clear what students actually
mean by the term enthusiasm.

P273: YEH. The cost effectiveness of raising teacher quality.pdf - 273:4 [teacher
performance on general..] (3:770-3:878) (Super)

Codes: [assess: ext - Families (4): assess: ext, assessment, external teacher assessment,
Rel. community] [student: achievement - Families (3): Rel. students, stu, student]
[teacher: traits_effective - Families (4): Self-relationship, teacher, teacher traits,
teacher_traits]

No memos

teacher performance on general tests ofmath
or reading might be useful indicators ofteacher effectiveness.

P153: LEONG. What are the important attributes of good mathematics
teaching.pdf - 153:20 [Model Il Teacher X is a strict..] (7:2265-7:2671)
(Super)

Codes: [teacher: performance_class control - Families (4): Rel. practice, teacher,
teacher performance, teacher: performance] [teacher: stu_relation - Families (4): Rel.
students, relation with students, teacher, teacher_stu] [teacher: traits_know_subject -
Families (5): effective teaching, Rel. epistemology, teacher, teacher traits,



teacher_traits]
No memos

Model II

Teacher X is a strict and no-nonsense teacher. She expects her students to hand in
their work

on time and does not tolerate excuses. During class, she does not smile and
admonishes

students who talk in class while she is teaching. She knows her course content well
and is

able to explain the concepts clearly. She identifies students’ mistakes and makes
critical

comments to correct them.

P 3: BAARTMAN. Evaluating assesment quality in competence based
education.pdf - 3:18 [assessing competence always in..] (12:1133-12:1325)
(Super)

Codes: [assess: stu - Families (4): assess: stu, assessment, Rel. students, student
assessment] [edu system: new paradigms - Families (3): edu system, education
system, Rel. edu. system] [student: competence-based - Families (3): Rel. students, stu,
student]

No memos

assessing competence always involves a domain

expert’s judgment and the main doubts regarding the reliability of competence
assessment

pertain just this reliance on human subjective judgments

P272: WHEATLEY. The potential benefits of teacher efficacy doubt for
educational reform.pdf - 272:5 [Teachers with a positive sense..] (2:2428-
2:2520) (Super)

Codes: [teacher: stu_influence - Families (4): Rel. students, relation with students,
teacher, teacher_stu] [teacher: traits_confident - Families (4): Self-relationship,
teacher, teacher traits, teacher_traits] [teacher: traits_effective - Families (4): Self-
relationship, teacher, teacher traits, teacher_traits]

No memos

Teachers with a positive sense of teacher efficacy
believe they can influence student outcomes;

P263: POTTER. Using standirized student evaluation instruments.pdf - 263:2
[Evaluation as part of our ever..] (8:549-8:745) (Super)
Codes: [assess: stu_why - Families (4): assess: stu, assessment, Rel. students, student



assessment] [teacher: stu_communication - Families (4): Rel. students, relation with
students, teacher, teacher_stu] [teacher: stu_feedback - Families (4): Rel. students,
relation with students, teacher, teacher_stu]

No memos

Evaluation as part of our everyday teaching practice requires us to make choices ...
[and] those choices, including some associated with students’ feedback on our
teaching, have ethical dimensions”

P 3: BAARTMAN. Evaluating assesment quality in competence based
education.pdf - 3:30 [10-criterion framework seems t..] (27:1755-27:2074)
(Super)

Codes: [assess: stu - Families (4): assess: stu, assessment, Rel. students, student
assessment] [edu system: new paradigms - Families (3): edu system, education
system, Rel. edu. system] [student: competence-based - Families (3): Rel. students, stu,
student]

No memos

10-criterion framework seems to add important quality aspects to

Messick’s (1994, 1995) framework, while not playing down the importance of his
work and the

influence of this psychometric framework. Competence assessment should build on
psychometric work. The ten criteria for CAPs are a first step in this direction.

P71: WAYNE. Teacher charactericstics in student achievement.pdf - 71:6 [r
students learn more from tea..] (9:2373-9:2456) (Super)

Codes: [student: achievement - Families (3): Rel. students, stu, student] [student:
improvement - Families (3): Rel. students, stu, student]| [teacher: traits_preparation -
Families (4): Rel. epistemology, teacher, teacher traits, teacher_traits]

No memos

r students learn more from teachers from better-
rated undergraduate
institution

P253: KLEIN. Teaching mathematics in for new times.pdf - 253:4 [In Gina’s
classroom her joy wi..] (10:1365-10:1635) (Super)

Codes: [teacher: performance_personal_attributes - Families (4): Rel. practice, teacher,
teacher performance, teacher: performance] [teacher: stu_motivator - Families (4):
Rel. students, relation with students, teacher, teacher_stu] [teacher: stu_relation -
Families (4): Rel. students, relation with students, teacher, teacher_stu]

No memos



In Gina's classroom

herjoy with/in mathematics (with mathematics as a discipline or discourse
worthy of study and engaged investigation, and in the discursive practices
as teacher) catches up the students and carries them along: “Right you
guys, this is really cool”

P115: DANGOSTINO. Predicting teacher performance with test scores.pdf -
115:2 [content and professional knowl..] (19:600-19:701) (Super)
Codes: [student: achievement - Families (3): Rel. students, stu, student] [teacher:
traits_know_pedagogy - Families (5): effective teaching, Rel. epistemology, teacher,
teacher traits, teacher_traits] [teacher: traits_know_subject - Families (5): effective
teaching, Rel. epistemology, teacher, teacher traits, teacher_traits]

No memos

content and professional knowledge tests yielded slightly larger
point estimate effects than the WCET

P151: KRIEWALDT. Reorienting teaching standards.pdf - 151:4 [Professional
knowledge 1. Know..] (3:3092-3:3194) (Super)

Codes: [teacher: stu_relation - Families (4): Rel. students, relation with students,
teacher, teacher_stu] [teacher: traits_know_pedagogy - Families (5): effective teaching,
Rel. epistemology, teacher, teacher traits, teacher_traits] [teacher: traits_know_subject
- Families (5): effective teaching, Rel. epistemology, teacher, teacher traits,
teacher_traits]

No memos

Professional knowledge 1. Know the students and how they learn
2. Know the content and how to teach it

P103: BRITT. Professional conversations and professional growth.pdf - 103:2
[Several of the studies found t..] (2:2195-2:2448) (Super)

Codes: [student: achievement - Families (3): Rel. students, stu, student] [student:
improvement - Families (3): Rel. students, stu, student] [teacher: prof dev_why -
Families (4): professional development, Rel. practice, teacher, teacher: prof_dev]
No memos

Several of the studies found that once teachers

started to observe their students carefully and to reflect on the effect of
their teaching, they moved from a focus on transmission of knowledge
to a focus on guiding students toward better understanding.

P71: WAYNE. Teacher charactericstics in student achievement.pdf - 71:13 [The



research reviewed here ind..] (17:35-17:244) (Super)

Codes: [edu system: policy - Families (3): edu system, education system, Rel. edu.
system] [student: achievement - Families (3): Rel. students, stu, student] [teacher:
traits_effective - Families (4): Self-relationship, teacher, teacher traits, teacher_traits]
No memos

The research reviewed here indicates that increased requirements
accompanied by

increased

compensation would

likely have payoffs

in terms of stu-

dent achievement, at least in the case of mathematic

P103: BRITT. Professional conversations and professional growth.pdf - 103:1
[Schifter and Simon’s (1992) pr..] (2:1265-2:2018) (Super)

Codes: [teacher: prof_dev_how - Families (4): professional development, Rel. practice,
teacher, teacher: prof_dev] [teacher: prof_dev_results - Families (4): professional
development, Rel. practice, teacher, teacher: prof_dev] [teacher: prof_dev_why -
Families (4): professional development, Rel. practice, teacher, teacher: prof_dev]

No memos

Schifter and Simon’s (1992) program, at the elementary level, emphasized that
teachers learn or expand specific mathematical concepts and

then reflect on the processes of that learning. Like Schifter and Simon,

Cobb et al. (1991) emphasized the importance that teachers negotiate their
own changes in classroom practice, with ongoing support from researchers
and colleagues. Snead (1998) as well as Sowder, Philipp, Armstrong &
Schapelle (1998) demonstrated the benefit ofone- or two-year courses and
discussions on content and pedagogical content knowledge on classroom
practice. In Jaworski’s study (1994), teachers and researcher focused on the
balance needed between mathematical challenge, sensitivity to students,
and management oflearning.

P253: KLEIN. Teaching mathematics in for new times.pdf - 253:6 [methods are
based on essential..] (13:1363-13:1523) (Super)

Codes: [context - Family: context] [student: responsability - Families (3): Rel. students,
stu, student] [teacher: performance_learn_method - Families (5): effective teaching,
Rel. practice, teacher, teacher performance, teacher: performance]

No memos

methods are based on
essentialist notions of identity and take for granted teachers and students
able and willing to (re)construct knowledge and act rationally



P252: KENNEDY. Attribution error and the quest for teacher qaulity.pdf - 252:6
[Teacher characteristics ? Teac..] (3:243-3:338) (Super)

Codes: [context - Family: context] [student: improvement - Families (3): Rel. students,
stu, student] [teacher: performance_personal_attributes - Families (4): Rel. practice,
teacher, teacher performance, teacher: performance]

No memos

Teacher characteristics
Teaching practices @ Student learning
Situation characteristics

P297: WOOLFOLK. Teachers sense of efficacy and their beliefs about managing
students.pdf - 297:13 [asks of managing and motivatin..] (10:6875-10:7037)
(Super)

Codes: [teacher: performance_class control - Families (4): Rel. practice, teacher,
teacher performance, teacher: performance] [teacher: stu_motivator - Families (4):
Rel. students, relation with students, teacher, teacher_stu] [teacher: traits_effective -
Families (4): Self-relationship, teacher, teacher traits, teacher_traits]

No memos

asks of managing and motivating students play
a role in teachers' sense of efficacy.

P116: DARLING HAMMOND. How teacher education matters.pdf - 116:2 [This
research suggests that th..] (1:3126-1:3269) (Super)

Codes: [edu system: teacher_edu_prog - Families (3): edu system, education system,
Rel. edu. system] [teacher: QUALITY - Families (2): teacher, teacher.] [teacher:
traits_effective - Families (4): Self-relationship, teacher, teacher traits, teacher_traits]
No memos

This research suggests that the

extent and quality of teacher education matter
for teachers’ effectiveness, perhaps now even
more than before

P 9: CARRUTH. Evaluation of college faculty.pdf - 9:17 [undergraduate students
rated a..] (4:4527-4:4619) (Super)

Codes: [assess: stu_types - Families (4): assess: stu, assessment, Rel. students, student
assessment] [context - Family: context] [teacher: QUALITY - Families (2): teacher,



teacher.]
No memos

undergraduate students rated assignments and tests that require original or creative
thinking

P252: KENNEDY. Attribution error and the quest for teacher qaulity.pdf - 252:11
[Even if schools encroach on te..] (7:6133-7:6391) (Super)

Codes: [context - Family: context] [teacher: QUALITY - Families (2): teacher, teacher.]
[teacher: traits_effective - Families (4): Self-relationship, teacher, teacher traits,
teacher_traits]

No memos

Even if schools encroach on teachers’ planning time, interfere with classroom events,
assign teachers to subjects outside their fields, or assign students who are

disruptive to their classrooms, we nonetheless expect teachers to

find a way to be effective

P 9: CARRUTH. Evaluation of college faculty.pdf - 9:8 [Many instruments that
evaluate..] (2:2516-2:2612) (Super)

Codes: [assess: ext_instrument - Families (4): assess: ext, assessment, external teacher
assessment, Rel. community] [teacher: performance_personal_attributes - Families
(4): Rel. practice, teacher, teacher performance, teacher: performance] [teacher:
QUALITY - Families (2): teacher, teacher.]

No memos

Many instruments that evaluate teaching effectiveness focus principally on classroom
instruction.

P 9: CARRUTH. Evaluation of college faculty.pdf - 9:14 [Marsh (1984) suggested
the mos..] (4:3735-4:3836) (Super)

Codes: [assess: ext - Families (4): assess: ext, assessment, external teacher assessment,
Rel. community] [student: achievement - Families (3): Rel. students, stu, student]
[teacher: QUALITY - Families (2): teacher, teacher.]

No memos

Marsh (1984) suggested the most
widely accepted criterion of effective teaching is student learning.

P 9: CARRUTH. Evaluation of college faculty.pdf - 9:13 [they are essentially
popularit..] (4:2173-4:2275) (Super)
Codes: [teacher: QUALITY - Families (2): teacher, teacher.] [teacher:



stu_communication - Families (4): Rel. students, relation with students, teacher,
teacher_stu] [teacher: stu_motivator - Families (4): Rel. students, relation with
students, teacher, teacher_stu]

No memos

they are essentially popularity contest that favor
teachers with a good personality or sense of humor

P 8: BURNETT. Measuring the quality of teaching in elementary.pdf - 8:30 [The
most effective ratings of ..] (9:120-9:331) (Super)

Codes: [assess: stu_types - Families (4): assess: stu, assessment, Rel. students, student
assessment] [student: achievement - Families (3): Rel. students, stu, student] [teacher:
QUALITY - Families (2): teacher, teacher.]

No memos

The

most effective ratings oftertiary teachers appeared to be based on students ree ecting
on

their educational experiences to identify what teacher behaviours were benefcial to
them in a particular context.

P103: BRITT. Professional conversations and professional growth.pdf - 103:10
[At the beginning of the projec..] (15:121-15:741) (Super)

Codes: [student: improvement - Families (3): Rel. students, stu, student] [teacher:
stu_communication - Families (4): Rel. students, relation with students, teacher,
teacher_stu] [teacher: stu_motivator - Families (4): Rel. students, relation with
students, teacher, teacher_stu]

No memos

At the beginning of the project, Robyn used the common technique of
telling students what she wanted them to know. As she refined her goals
for the project she encouraged her students to use their own language to
describe their understanding. She used what they said to encourage them
to make connections, for example, between aspects ofpowers and known
multiplication facts. She also heard students’ misconceptions, and used
these to help make correct connections. These changes in her practice, and
her ability to reflect on them, were noted in the major changes she reported
in her beliefs on the questionnaire.

P113: CORNISH. Encouring teacher development through embedding reflective
practice.pdf - 113:2 [teachers who engage in ‘re?ect..] (3:3558-3:3789)
(Super)

Codes: [assess: self - Families (3): assess: self, assessment, Self-relationship] [teacher:



traits_compromised - Families (4): Self-relationship, teacher, teacher traits,
teacher_traits] [teacher: traits_reflective - Families (4): Self-relationship, teacher,
teacher traits, teacher_traits]

No memos

teachers who engage in ‘reflective participation’ shape their own professional growth
and Ross and Bruce (2007) argued that ‘self-assessment’ (i.e. reflection
on experience) is a powerful tool for such growth and self-improvement

P103: BRITT. Professional conversations and professional growth.pdf - 103:8
[She wanted help “in the race t..] (13:122-13:244) (Super)

Codes: [teacher: stu_closer - Families (4): Rel. students, relation with students,
teacher, teacher_stu] [teacher: stu_motivator - Families (4): Rel. students, relation
with students, teacher, teacher_stu] [teacher: stu_relation - Families (4): Rel. students,
relation with students, teacher, teacher_stu]

No memos

She wanted help “in the race to meet the bottom line,”
which meant that she wanted to help students pass the examinations.

P153: LEONG. What are the important attributes of good mathematics
teaching.pdf - 153:16 [This indicated that most parti..] (6:384-6:602)
(Super)

Codes: [teacher: performance_class control - Families (4): Rel. practice, teacher,
teacher performance, teacher: performance] [teacher: traits_know_pedagogy -
Families (5): effective teaching, Rel. epistemology, teacher, teacher traits,
teacher_traits] [teacher: traits_know_subject - Families (5): effective teaching, Rel.
epistemology, teacher, teacher traits, teacher_traits]|

No memos

This indicated

that most participants ranked these two attributes highly
because teachers should have sufficient content knowledge
as well as pedagogical knowledge to manage the classroom
for good teaching to develop

P256: LAVY. Investigating changes in prospectives teachers views of a good
teacher.pdf - 256:5 [They distinguished between tho..] (4:3359-4:3547)
(Super)

Codes: [teacher: traits_affective - Families (3): Self-relationship, teacher traits,
teacher_traits] [teacher: traits_know_pedagogy - Families (5): effective teaching, Rel.
epistemology, teacher, teacher traits, teacher_traits] [teacher: traits_know_subject -
Families (5): effective teaching, Rel. epistemology, teacher, teacher traits,



teacher_traits]
No memos

They distinguished between those who found that professional knowledge is the
prominent attribute of the ‘good teacher’ and those that found the teacher’s
personality is

the prominent one

P256: LAVY. Investigating changes in prospectives teachers views of a good
teacher.pdf - 256:6 [professional knowledge to be t..] (4:3571-4:3780)
(Super)

Codes: [teacher: performance_clarity - Families (4): Rel. practice, teacher, teacher
performance, teacher: performance] [teacher: traits_know_pedagogy - Families (5):
effective teaching, Rel. epistemology, teacher, teacher traits, teacher_traits] [teacher:
traits_know_subject - Families (5): effective teaching, Rel. epistemology, teacher,
teacher traits, teacher_traits]

No memos

professional knowledge to be the most prominent characteristic of the good teacher,
mentioned attributes such as: knows the subject
matter well, explains patiently and clearly, teaches in an interesting manner

P256: LAVY. Investigating changes in prospectives teachers views of a good
teacher.pdf - 256:3 [Plato believed that the ideal ..] (2:827-2:937) (Super)
Codes: [teacher: stu_guidance - Families (4): Rel. students, relation with students,
teacher, teacher_stu] [teacher: stu_influence - Families (4): Rel. students, relation with
students, teacher, teacher_stu] [teacher: stu_motivator - Families (4): Rel. students,
relation with students, teacher, teacher_stu]

No memos

Plato believed that the ideal teacher should be a philosopher
who helps his students to develop their thinking

P256: LAVY. Investigating changes in prospectives teachers views of a good
teacher.pdf - 256:4 [Shulman (1987, 1993, 2000), fo..] (2:1767-2:1943)
(Super)

Codes: [context - Family: context] [teacher: traits_know_pedagogy - Families (5):
effective teaching, Rel. epistemology, teacher, teacher traits, teacher_traits] [teacher:
traits_know_subject - Families (5): effective teaching, Rel. epistemology, teacher,
teacher traits, teacher_traits]

No memos

Shulman (1987, 1993, 2000), for example, referred to knowledge



of learners and their characteristics, knowledge of educational contexts, and
knowledge of
educational products.

P255: KOUTROUBA. A profile of the effective teacher.pdf - 255:8 [the use of
dialogue and the ut..] (7:135-7:321) (Super)

Codes: [teacher: performance_learn_method - Families (5): effective teaching, Rel.
practice, teacher, teacher performance, teacher: performance] [teacher:
stu_communication - Families (4): Rel. students, relation with students, teacher,
teacher_stu] [teacher: traits_effective - Families (4): Self-relationship, teacher, teacher
traits, teacher_traits]

No memos

the use of dialogue and the utilisation of visual aids provided seem to be considered
by the majority of the
participants as a powerful means that highly facilitates effective teaching (

P 8: BURNETT. Measuring the quality of teaching in elementary.pdf - 8:28 [An
issue not well addressed in..] (8:1972-8:2211) (Super)

Codes: [assess: ext - Families (4): assess: ext, assessment, external teacher assessment,
Rel. community] [assess: stu_types - Families (4): assess: stu, assessment, Rel.
students, student assessment] [teacher: QUALITY - Families (2): teacher, teacher.]

No memos

An issue not well addressed in the literature is the perspective on quality that is held
by

students, who are more familiar with the consequences of poor quality teaching than
those who developed the underlying theories of teacher quality

P255: KOUTROUBA. A profile of the effective teacher.pdf - 255:6 [More- over, an
effective tacti..] (5:2523-5:2665) (Super)

Codes: [edu system: new paradigms - Families (3): edu system, education system, Rel.
edu. system] [teacher: performance_innovative - Families (4): Rel. practice, teacher,
teacher performance, teacher: performance] [teacher: traits_effective - Families (4):
Self-relationship, teacher, teacher traits, teacher_traits]

No memos

Moreover, an effective tactic is considered by the majority of the participants to be

based
on teacher’s balanced initiative and modernisation

P103: BRITT. Professional conversations and professional growth.pdf - 103:4



[Leinhardt and Smith (1985) not..] (3:834-3:1074) (Super)

Codes: [student: improvement - Families (3): Rel. students, stu, student] [teacher:
traits_effective - Families (4): Self-relationship, teacher, teacher traits, teacher_traits]
[teacher: traits_know_subject - Families (5): effective teaching, Rel. epistemology,
teacher, teacher traits, teacher_traits]

No memos

Leinhardt and Smith (1985) noted

that as teachers increase their conceptual knowledge of mathematics they
become more fluid in using this knowledge as a basis for lessons that can
lead to improvements in the students’ conceptual knowledge.

P255: KOUTROUBA. A profile of the effective teacher.pdf - 255:15 [Teacher’s
establishmentofa.] (12:938-12:1013) (Super)

Codes: [teacher: performance_innovative - Families (4): Rel. practice, teacher, teacher
performance, teacher: performance] [teacher: performance_learn_method - Families
(5): effective teaching, Rel. practice, teacher, teacher performance, teacher:
performance] [teacher: traits_effective - Families (4): Self-relationship, teacher,
teacher traits, teacher_traits]

No memos

Teacher’s establishment ofa supportive and innovative learning
environment

P153: LEONG. What are the important attributes of good mathematics
teaching.pdf - 153:26 [Participants of the study desc..] (14:1755-14:1943)
(Super)

Codes: [teacher: stu_closer - Families (4): Rel. students, relation with students,
teacher, teacher_stu] [teacher: stu_motivator - Families (4): Rel. students, relation
with students, teacher, teacher_stu] [teacher: stu_relation - Families (4): Rel. students,
relation with students, teacher, teacher_stu]

No memos

Participants of the study described good teaching for the
middle school are best when the teachers have a wonderful
personality in the classroom and focus on student-centered
instruction

P 8: BURNETT. Measuring the quality of teaching in elementary.pdf - 8:26 [The
instrument used standards.] (7:3006-7:3160) (Super)

Codes: [assess: ext - Families (4): assess: ext, assessment, external teacher assessment,
Rel. community] [assess: ext_instrument - Families (4): assess: ext, assessment,
external teacher assessment, Rel. community] [teacher: QUALITY - Families (2):



teacher, teacher.]
No memos

The instrument used standards associated
with: cognitive clarity, enthusiasm, ability to instruct diverse learners, and facilitating
student interaction.

P71: WAYNE. Teacher charactericstics in student achievement.pdf - 71:8 [t some
relationship exists bet..] (10:215-10:439) (Super)

Codes: [student: achievement - Families (3): Rel. students, stu, student] [teacher:
traits_effective - Families (4): Self-relationship, teacher, teacher traits, teacher_traits]
[teacher: traits_preparation - Families (4): Rel. epistemology, teacher, teacher traits,
teacher_traits]

No memos

t some relationship

exists between col-

lege ratings and student achievement gains, as noted earlier. Researchers were not
always able to discern a relationship, but those relationships

that were found were

positive

P128: GIEBELHAUS. Teaching mentors is it wortg the effort.pdf - 128:15 [The
mentoring of novice teache..] (9:3529-9:3849) (Super)

Codes: [edu system: policy - Families (3): edu system, education system, Rel. edu.
system] [edu system: prob - Families (3): edu system, education system, Rel. edu.
system] [teacher: stu_advising - Families (4): Rel. students, relation with students,
teacher, teacher_stu]

No memos

The mentoring of novice teachersis a critical issue in
teacher education, especially when one considers the high-

ly charged political atmosphere thatis pervasive in this
country-assessment and accountability of university pro-
grams that prepare teachers and the teachers that those pro-
grams produce

P189: TIMMERMAN. Teacher educators modellind their teachers.pdf - 189:6
[The transmission of subject kn..] (12:3261-12:3340) (Super)

Codes: [teacher: performance_personal_attributes - Families (4): Rel. practice, teacher,
teacher performance, teacher: performance] [teacher: traits_autonomy - Families (4):
Self-relationship, teacher, teacher traits, teacher_traits] [teacher: traits_know_subject -
Families (5): effective teaching, Rel. epistemology, teacher, teacher traits,



teacher_traits]
No memos

The transmission of subject knowledge should be combined with
a personal touch.

P280: GIBSON. Teacher efficacy.pdf - 280:2 [Self-efficacy beliefs would in..]
(2:772-2:887) (Super)

Codes: [student: improvement - Families (3): Rel. students, stu, student] [teacher:
stu_influence - Families (4): Rel. students, relation with students, teacher, teacher_stu]
[teacher: traits_effective - Families (4): Self-relationship, teacher, teacher traits,
teacher_traits]

No memos

Self-efficacy beliefs would indicate teachers' evaluation of their abilities
to bring about positive student change

P33: MORGADO. Teacher evaluation, curricular autonomy and professional
development.pdf - 33:2 [Teacher evaluation has been th..] (5:138-5:289)
(Super)

Codes: [assess: ext_why - Families (4): assess: ext, assessment, external teacher
assessment, Rel. community] [assess: gral charac - Families (3): asess: gral,
assessment, Rel. edu. system] [assess: policy - Families (3): asess: gral, assessment,
Rel. edu. system]

No memos

Teacher evaluation has been the most visible and controversial aspect of the
Portuguese educational policy since the publication of a new model in 2008.

P134: HARRISON. An examination of the lenguage and interpretations of
standard one.pdf- 134:11[] (@239-@177) (Super)

Codes: [teacher: rel_others_collaborative - Families (5): effective teaching, Rel.
community, relation with others, teacher, teacher: rel_others] [teacher:
stu_communication - Families (4): Rel. students, relation with students, teacher,
teacher_stu] [teacher: stu_relation - Families (4): Rel. students, relation with students,
teacher, teacher_stu]

No memos

Professional skills and attributes

e.g. forms positive relationships with pupils;
encouraging of others; values diversity; team-
player; able to collaborate; communicates
with a range of audiences



P189: TIMMERMAN. Teacher educators modellind their teachers.pdf - 189:5 [as
‘playful’. The inter- viewe..] (10:188-10:607) (Super)

Codes: [teacher: stu_motivator - Families (4): Rel. students, relation with students,
teacher, teacher_stu] [teacher: stu_relation - Families (4): Rel. students, relation with
students, teacher, teacher_stu] [teacher: traits_know_pedagogy - Families (5): effective
teaching, Rel. epistemology, teacher, teacher traits, teacher_traits]

No memos

as ‘playful’. The interviewees provided many examples of secondary school teachers
who were literally

playful in introducing games and toys as well as food and drinks, to motivate students
to engage in the learning process, and who were also playful in the figurative sense of
managing the class lightly, in what seemed a natural way. Such teachers were
described in short as ‘didactical and pedagogical specialists’

P45: SAEED. Evaluation study of competencies of secondary school teacher.pdf -
45:2 [the academic qualifications, k..] (1:3392-1:3580) (Super)

Codes: [teacher: stu_influence - Families (4): Rel. students, relation with students,
teacher, teacher_stu] [teacher: traits_know_pedagogy - Families (5): effective teaching,
Rel. epistemology, teacher, teacher traits, teacher_traits] [teacher: traits_know_subject
- Families (5): effective teaching, Rel. epistemology, teacher, teacher traits,
teacher_traits]

No memos

the academic qualifications, knowledge of the subject matter, competence and skills of
teaching, and the commitment of the teacher have effective impact on the teaching-
learning process

P134: HARRISON. An examination of the lenguage and interpretations of
standard one.pdf - 134:1 [Standards are outcome statemen..] (6:864-6:1442)
(Super)

Codes: [assess: ext_why - Families (4): assess: ext, assessment, external teacher
assessment, Rel. community] [edu system: new paradigms - Families (3): edu system,
education system, Rel. edu. system] [edu system: policy - Families (3): edu system,
education system, Rel. edu. system]

No memos

Standards are outcome statements that indicate what trainee teachers need to know,
understand and be able to do in order to achieve Qualified Teacher Status (QTS). The
many different people involved in assessment—school-based tutors, class teachers,
higher education tutors and the trainees themselves—need to develop a common
understanding of what is involved in meeting the standards. Assessment against the



standards is a matter of skilled professional judgement made a different times in
contexts, and often draws on evidence from a range ofsources collected over time

P202: BANILOWER. Can professional development make the vision of the
standards a reality.pdf - 202:9 [Given the importance professio..] (16:1777-
16:2030) (Super)

Codes: [teacher: prof_dev_needs - Families (4): professional development, Rel.
practice, teacher, teacher: prof_dev] [teacher: prof_dev_reform - Families (4):
professional development, Rel. practice, teacher, teacher: prof_dev] [teacher:
prof_dev_why - Families (4): professional development, Rel. practice, teacher, teacher:
prof_dev]

No memos

Given the importance professional

developmentplays inthe education system, andthe limitedresources available, itis
crucial forthe

education community to investigate what approaches are most effective, both in
terms of their

impact and their cost

P134: HARRISON. An examination of the lenguage and interpretations of
standard one.pdf-134:10[]] (@311-@257) (Super)

Codes: [teacher: stu_closer - Families (4): Rel. students, relation with students,
teacher, teacher_stu] [teacher: stu_fair - Families (2): Rel. students, teacher_stu]
[teacher: stu_listen - Families (5): effective teaching, Rel. students, relation with
students, teacher, teacher_stu]

No memos

Personal atiributes (virtues)

e.g. conscientions; truthful; calm; fair;
thoughtful: listens actively; gives own time
willingly

P25: KATSUNO. Teacher evaluation in Japanese schools.pdf - 25:1 [While the old
schemes merelyi.] (2:2044-2:2361) (Super)

Codes: [assess: ext - Families (4): assess: ext, assessment, external teacher assessment,
Rel. community] [teacher: performance_personal_attributes - Families (4): Rel.
practice, teacher, teacher performance, teacher: performance] [teacher:
rel_others_collaborative - Families (5): effective teaching, Rel. community, relation
with others, teacher, teacher: rel_others]

No memos

While the old schemes



merely involved unilateral efficiency rating of teachers by head teachers, the new
schemes feature apparently development-orientated and collaborative elements such
as goal-setting and assessment meetings with head teachers, lesson observations, and
self-reviews of performance and competence

P202: BANILOWER. Can professional development make the vision of the
standards a reality.pdf - 202:11 [although content knowledge is..] (17:960-
17:1115) (Super)

Codes: [edu system: policy - Families (3): edu system, education system, Rel. edu.
system] [teacher: prof_dev_why - Families (4): professional development, Rel.
practice, teacher, teacher: prof_dev] [teacher: traits_know_subject - Families (5):
effective teaching, Rel. epistemology, teacher, teacher traits, teacher_traits]

No memos

although content knowledge is an important

predictor of teaching practices, it is not sufficient for aligning instruction with the
vision in the

Standards.

P33: MORGADO. Teacher evaluation, curricular autonomy and professional
development.pdf - 33:1 [the improvement of students’ a..] (3:2655-3:2821)
(Super)

Codes: [assess: policy - Families (3): asess: gral, assessment, Rel. edu. system]
[student: achievement - Families (3): Rel. students, stu, student] [teacher:
prof_dev_why - Families (4): professional development, Rel. practice, teacher, teacher:
prof_dev]

No memos

the improvement of students’
achievement has become a key issue in contemporary educational systems,
considering its potential contribution to societies’ development.

P128: GIEBELHAUS. Teaching mentors is it wortg the effort.pdf - 128:12 [These
results appear to indica..] (8:888-8:1175) (Super)

Codes: [teacher: rel_others_collaborative - Families (5): effective teaching, Rel.
community, relation with others, teacher, teacher: rel_others] [teacher:
rel_others_networking - Families (4): Rel. community, relation with others, teacher,
teacher: rel_others] [teacher: traits_effective - Families (4): Self-relationship, teacher,
teacher traits, teacher_traits]

No memos

These results appear to indicate that cooperating teachers
trained in the general principles and practices of mentoring



and supervision with a specific framework to guide interac-
tions have a more positive impact on prospective teacher
development than do those with no training

P128: GIEBELHAUS. Teaching mentors is it wortg the effort.pdf - 128:13 [depth
of knowledge within a co..] (8:1995-8:2093) (Super)

Codes: [teacher: stu_advising - Families (4): Rel. students, relation with students,
teacher, teacher_stu] [teacher: traits_know_pedagogy - Families (5): effective teaching,
Rel. epistemology, teacher, teacher traits, teacher_traits] [teacher: traits_know_subject
- Families (5): effective teaching, Rel. epistemology, teacher, teacher traits,
teacher_traits]

No memos

depth of
knowledge within a contentareais notsomething easily
addressed through mentoring.

P201: ZHU. What core competencies are related to teachers innovative
teaching.pdf- 201:11 [And they have a wealth of know..] (6:853-6:1047)
(Super)

Codes: [teacher: traits_effective - Families (4): Self-relationship, teacher, teacher traits,
teacher_traits] [teacher: traits_know_pedagogy - Families (5): effective teaching, Rel.
epistemology, teacher, teacher traits, teacher_traits] [teacher: traits_know_subject -
Families (5): effective teaching, Rel. epistemology, teacher, teacher traits,
teacher_traits]

No memos

And they have a wealth ofknowledge oftheir

subject, pedagogy and learning psychology, and the ability to integrate these into
teaching

practices effectively and to promote student development

P128: GIEBELHAUS. Teaching mentors is it wortg the effort.pdf - 128:11
[Analysis of the data collected..] (6:4976-6:5378) (Super)

Codes: [teacher: rel_others_collaborative - Families (5): effective teaching, Rel.
community, relation with others, teacher, teacher: rel_others] [teacher:
rel_others_networking - Families (4): Rel. community, relation with others, teacher,
teacher: rel_others] [teacher: traits_effective - Families (4): Self-relationship, teacher,
teacher traits, teacher_traits]

No memos

Analysis of the data collected from this study indicates
that prospective teachers who collaborate with cooperat-



ing teachers who have been trained, using a common
framework for discussion, demonstrate more complete
and effective planning, more effective classroom instruc-
tion, and greater reflectivity on practice than those whose
cooperating teachers received only the orientation. T

P204: COMEAUX. Review of The making of a teacher of GROSSMAN.pdf - 204:2
[collaborative relationship amo..] (4:763-4:946) (Super)

Codes: [teacher: rel_others - Families (5): effective teaching, Rel. community, relation
with others, teacher, teacher: rel_others] [teacher: rel_others_collaborative - Families
(5): effective teaching, Rel. community, relation with others, teacher, teacher:
rel_others] [teacher: stu_relation - Families (4): Rel. students, relation with students,
teacher, teacher_stu]

No memos

collaborative relationship among professor,
supervisors, and students, in which the prospective
teachers helped construct their evolving knowledge
concerning the teaching of English

P177: SAMPLE. Effects of a teacher proffesional development program on
mathematics achievement.pdf - 177:3 [teachers who have a high level..]
(2:4005-2:4150) (Super)

Codes: [student: achievement - Families (3): Rel. students, stu, student] [teacher:
traits_know_pedagogy - Families (5): effective teaching, Rel. epistemology, teacher,
teacher traits, teacher_traits] [teacher: traits_know_subject - Families (5): effective
teaching, Rel. epistemology, teacher, teacher traits, teacher_traits]

No memos

teachers who have a high level of pedagogical training as well as a high level
of content knowledge positively affect their students' achievement

P203: BORKO. Professional development and teacher learning.pdf - 203:3 [The
professional development p..] (3:3728-3:3973) (Super)

Codes: [context - Family: context] [teacher: prof_dev_how - Families (4): professional
development, Rel. practice, teacher, teacher: prof_dev] [teacher: prof dev_why -
Families (4): professional development, Rel. practice, teacher, teacher: prof_dev]

No memos

The professional development program;

e The teachers, who are the learners in the system;

e The facilitator, who guides teachers as they construct new
knowledge and practices; and



e The context in which the professional development
occurs.

P203: BORKO. Professional development and teacher learning.pdf - 203:2
[Teachers Facilitators Context.] (@762-@570) (Super)

Codes: [context - Family: context] [teacher: prof_dev_how - Families (4): professional
development, Rel. practice, teacher, teacher: prof_dev] [teacher: prof_dev_why -
Families (4): professional development, Rel. practice, teacher, teacher: prof_dev]

No memos

Facilitators

N

F’rcF;]?am <= Teachers

P23: INGVARSON. Conceptualising and evaluating teacher quality.pdf - 23:41
[Entry 1: Designing Science Ins..] (14:2080-14:2118) (Super)

Codes: [assess: ext - Families (4): assess: ext, assessment, external teacher assessment,
Rel. community] [teacher: performance_personal_attributes - Families (4): Rel.
practice, teacher, teacher performance, teacher: performance] [teacher: QUALITY -
Families (2): teacher, teacher.]

No memos

Entry 1:  Designing Science Instruction

P279: COLARDACI. Teachers sense of efficacy and commitment to teaching.pdf -
279:3 [Midgley et al., 1988) and effi..] (5:823-5:1129) (Super)

Codes: [teacher: performance_innovative - Families (4): Rel. practice, teacher, teacher
performance, teacher: performance] [teacher: prof_dev_why - Families (4):
professional development, Rel. practice, teacher, teacher: prof_dev] [teacher:
traits_effective - Families (4): Self-relationship, teacher, teacher traits, teacher_traits]
No memos



Midgley

et al,

1988) and

efficacy

for achievement

(Greene

et al, 1988). More-efficacious

teachers, relative to their less-efficacious peers, also are more
likely

to

adopt

change proposals

associated with formal innovations and staff
development pro

grams (

P23: INGVARSON. Conceptualising and evaluating teacher quality.pdf - 23:42
[Entry 2: Probing Student Under..] (14:2446-14:2484) (Super)

Codes: [assess: ext - Families (4): assess: ext, assessment, external teacher assessment,
Rel. community] [student: achievement - Families (3): Rel. students, stu, student]
[teacher: QUALITY - Families (2): teacher, teacher.]

No memos

Entry 2: Probing Student Understanding

P201: ZHU. What core competencies are related to teachers innovative
teaching.pdf - 201:25 [Educational competency (15) At..] (11:949-11:1216)
(Super)

Codes: [teacher: performance_innovative - Families (4): Rel. practice, teacher, teacher
performance, teacher: performance] [teacher: traits_know_pedagogy - Families (5):
effective teaching, Rel. epistemology, teacher, teacher traits, teacher_traits] [teacher:
traits_know_subject - Families (5): effective teaching, Rel. epistemology, teacher,
teacher traits, teacher_traits]

No memos

Educational

competency (15)

Attitude (4) I am willing to spend more time on teaching
issues.

Knowledge (4) I have sufficient knowledge about the subjects
that I teach.

Skill (7) I am capable ofmobilising students’ learning
enthusiasm and interests in the class.



P160: MACDONALD. Exploring the characteristics of teachers for excellence.pdf -
160:17 [There are eight characteristic..] (10:1023-10:1274) (Super)

Codes: [teacher: performance_class control - Families (4): Rel. practice, teacher,
teacher performance, teacher: performance] [teacher: performance_learn_method -
Families (5): effective teaching, Rel. practice, teacher, teacher performance, teacher:
performance] [teacher: stu_relation - Families (4): Rel. students, relation with
students, teacher, teacher_stu]

No memos

There are eight

characteristics in this cluster. From the eight, six concern interpersonal relationships
and classroom interaction. This cluster of six characteristics could be called
relationships in action, as that is the concern of the statements.

P79: HILL. Effects of teachers' mathematical knowledge for teaching on student
achievement.pdf - 79:2 [Since the 1960s, scholars and ..] (3:1304-3:1453)
(Super)

Codes: [edu system: policy - Families (3): edu system, education system, Rel. edu.
system] [student: achievement - Families (3): Rel. students, stu, student] [teacher:
performance_personal_attributes - Families (4): Rel. practice, teacher, teacher
performance, teacher: performance]

No memos

Since the 1960s, scholars and policymakers have explored the relationships
among teacher characteristics, teacher behaviors, and student achievement.

P201: ZHU. What core competencies are related to teachers innovative
teaching.pdf - 201:28 [This indicates that teachers w..] (14:2183-14:2634)
(Super)

Codes: [teacher: performance_innovative - Families (4): Rel. practice, teacher, teacher
performance, teacher: performance] [teacher: performance_technology - Families (4):
Rel. practice, teacher, teacher performance, teacher: performance] [teacher:
traits_effective - Families (4): Self-relationship, teacher, teacher traits, teacher_traits]
No memos

This indicates that

teachers who were technologically competent would have better innovative
performance

in innovative teaching methods and strategies, as they were more capable of finding
the

desired information among the vast amount of information available on the internet,
integrate the information coming from multiple sources, use this information
effectively to



solve teaching problems, and apply educational technology in teaching practices.

P201: ZHU. What core competencies are related to teachers innovative
teaching.pdf - 201:27 [This implies that teachers sho..] (14:1198-14:1459)
(Super)

Codes: [teacher: performance_innovative - Families (4): Rel. practice, teacher, teacher
performance, teacher: performance] [teacher: performance_learn_method - Families
(5): effective teaching, Rel. practice, teacher, teacher performance, teacher:
performance] [teacher: traits_know_pedagogy - Families (5): effective teaching, Rel.
epistemology, teacher, teacher traits, teacher_traits]

No memos

This implies that

teachers showedmore innovative teaching behaviours when they had innovative
educational

beliefs, a wealth ofsubject knowledge, pedagogy and learning psychology knowledge,
and

were able to integrate them into teaching practices effectively.

P160: MACDONALD. Exploring the characteristics of teachers for excellence.pdf -
160:21 [These competencies and perform..] (11:117-11:323) (Super)
Codes: [teacher: performance_personal_attributes - Families (4): Rel. practice, teacher,
teacher performance, teacher: performance] [teacher: stu_relation - Families (4): Rel.
students, relation with students, teacher, teacher_stu] [teacher: traits_success -
Families (4): Self-relationship, teacher, teacher traits, teacher_traits]

No memos

These competencies and performance characteristics are the foundations for all
aspects of successful teaching and learning, only if they are combined with a positive
relationship between pupils and teacher

P28: Learning mathematics for teaching project. Measuring the mathematical
quality instruction.pdf - 28:6 [‘'mathematical quality of instr..] (6:145-6:278)
(Super)

Codes: [teacher: performance_personal_attributes - Families (4): Rel. practice, teacher,
teacher performance, teacher: performance] [teacher: traits_know_pedagogy -
Families (5): effective teaching, Rel. epistemology, teacher, teacher traits,
teacher_traits] [teacher: traits_know_subject - Families (5): effective teaching, Rel.
epistemology, teacher, teacher traits, teacher_traits]

No memos

‘mathematical quality of
instruction,” we mean only the nature of the mathematical content available to



students
during instruction

P201: ZHU. What core competencies are related to teachers innovative
teaching.pdf - 201:16 [When planning for innovative t..] (7:2252-7:2422)
(Super)

Codes: [teacher: performance_innovative - Families (4): Rel. practice, teacher, teacher
performance, teacher: performance] [teacher: performance_learn_method - Families
(5): effective teaching, Rel. practice, teacher, teacher performance, teacher:
performance] [teacher: stu_relation - Families (4): Rel. students, relation with
students, teacher, teacher_stu]

No memos

When planning for innovative teaching, there is a need to tailor the content and
method
based on students’ interests, their prior knowledge and current level of abilities

P191: TRYGGVASON. Why is finnish teacher education successful.pdf - 191:7
[When using a variety of approa..] (7:995-7:1251) (Super)

Codes: [teacher: performance_innovative - Families (4): Rel. practice, teacher, teacher
performance, teacher: performance] [teacher: performance_learn_method - Families
(5): effective teaching, Rel. practice, teacher, teacher performance, teacher:
performance] [teacher: stu_motivator - Families (4): Rel. students, relation with
students, teacher, teacher_stu]

No memos

When using a variety of approaches, teacher educators hope to stimulate student
teachers to find their own teaching style which, according the point of view of the
Finnish teacher educators in the data, reflects different theories and pedagogical
methods.

P201: ZHU. What core competencies are related to teachers innovative
teaching.pdf - 201:15 [The teacher integrates the tre..] (7:1897-7:2209)
(Super)

Codes: [teacher: performance_curriculum integration - Families (5): effective teaching,
Rel. practice, teacher, teacher performance, teacher: performance] [teacher:
performance_innovative - Families (4): Rel. practice, teacher, teacher performance,
teacher: performance] [teacher: performance_learn_method - Families (5): effective
teaching, Rel. practice, teacher, teacher performance, teacher: performance]

No memos

The teacher integrates the trends of teaching and curriculum development
into the teaching practices with an open mind (Lin, 2009). In addition, the teacher



apply the

new innovative learning theories, such as social-constructivist learning and student-
centred

learning, in his or her actual teaching practices.

P131: GUEST. Quality assurance and the quality of university teaching.pdf -
131:3 [In defining quality, thereis..] (9:1239-9:1557) (Super)

Codes: [context - Family: context] [edu system: teaching standards - Families (3): edu
system, education system, Rel. edu. system] [teacher: QUALITY - Families (2): teacher,
teacher.]

No memos

In defining quality, there 1is also a need to recognisethat the
quality of

programs depends to  a large extent on the quality of the work of academics who
deliver them. Academics can interpret and apply intellectual standards in different
ways andsome academics teach more effectively than others

P61: ORSMOND. The importance of marking criteria in the use of peer
assessment.pdf- 61:1[]] (@435-@387) (Super)

Codes: [assess: stu_formative - Families (4): assess: stu, assessment, Rel. students,
student assessment] [assess: stu_types - Families (4): assess: stu, assessment, Rel.
students, student assessment] [assess: stu_why - Families (4): assess: stu, assessment,
Rel. students, student assessment]

No memos
Peer review as part of a formative assessment, the primary function of which is to
provide information for learners about their progress, not only helps develop the students
own skills of reflection (Somervell, 1993), but also develops attitudes ol responsibility

towards other group members (Burnett & Cavaye, 1980). However, as a summative

P25: KATSUNO. Teacher evaluation in Japanese schools.pdf - 25:6 [the
conception of performativi..] (4:1056-4:1133) (Super)

Codes: [teacher: performance_personal_attributes - Families (4): Rel. practice, teacher,
teacher performance, teacher: performance] [teacher: rel_others - Families (5):
effective teaching, Rel. community, relation with others, teacher, teacher: rel_others]
[teacher: stu_communication - Families (4): Rel. students, relation with students,
teacher, teacher_stu]

No memos

the conception of
performativity as not simply a ‘technology’ but a ‘culture’



P202: BANILOWER. Can professional development make the vision of the
standards a reality.pdf - 202:4 [The standards-based vision for..] (2:701-
2:1060) (Super)

Codes: [teacher: prof_dev_needs - Families (4): professional development, Rel.
practice, teacher, teacher: prof_dev] [teacher: prof_dev_reform - Families (4):
professional development, Rel. practice, teacher, teacher: prof_dev] [teacher:
prof_dev_why - Families (4): professional development, Rel. practice, teacher, teacher:
prof_dev]

No memos

The standards-based vision for science teaching

requires that teachers be able to select and implement teaching and assessment
strategies that

support the development of student learning, including modeling the skills of
scientific inquiry,

and to nurture a community ofscience learners, including orchestrating discourse
about scientific

ideas (NRC, 1996).

P80: KIMBALL. Examining the relationship between teacher evaluation and
student assessment.pdf - 80:2 [conception of teaching quality..] (5:238-5:476)
(Super)

Codes: [assess: stu_formative - Families (4): assess: stu, assessment, Rel. students,
student assessment] [teacher: QUALITY - Families (2): teacher, teacher.] [teacher:
stu_feedback - Families (4): Rel. students, relation with students, teacher, teacher_stu]
No memos

conception of teaching quality that would guide evaluation

discussions, promote formative feedback and teacher reflection on instruction, and
substantiate summative evaluationjudgments including contract

renewal and tenure decisions.

P280: GIBSON. Teacher efficacy.pdf - 280:1 [the most important characteris..]
(1:1746-1:1949) (Super)

Codes: [teacher: stu_motivator - Families (4): Rel. students, relation with students,
teacher, teacher_stu] [teacher: stu_relation - Families (4): Rel. students, relation with
students, teacher, teacher_stu] [teacher: traits_effective - Families (4): Self-
relationship, teacher, teacher traits, teacher_traits]

No memos

the most important characteristic determining the effectiveness of change-agent
projects was teachers' sense of efficacy—a
belief that teachers can help even the most



difficult or unmotivated students.

P72: BLACK. Assessment and classroom learning.pdf - 72:24 [Garnett & Tobin
(1989) conclud..] (26:1181-26:1299) (Super)

Codes: [teacher: performance_personal_attributes - Families (4): Rel. practice, teacher,
teacher performance, teacher: performance] [teacher: traits_success - Families (4):
Self-relationship, teacher, teacher traits, teacher_traits] [teacher: traits_vision -
Families (4): Self-relationship, teacher, teacher traits, teacher_traits]

No memos

Garnett & Tobin (1989) concluded that the key to their success
was the way they were able to monitor for understanding

P77: GOLDHABER. Does teacher certification matter (1).pdf - 77:1 [Much of the
educational establ..] (2:2736-2:2873) (Super)

Codes: [edu system: policy - Families (3): edu system, education system, Rel. edu.
system] [edu system: teacher_edu_prog - Families (3): edu system, education system,
Rel. edu. system] [teacher: traits_certification - Families (4): Rel. epistemology,
teacher, teacher traits, teacher_traits]

No memos

Much of the educational establishment
takes for granted that licensure is an important and
effective screen on the quality of teachers

P130: GUASCH. University teacher competencies in a virtual teahcing.pdf - 130:6
[Technological domain: learning..] (3:2196-3:2429) (Super)

Codes: [teacher: performance_innovative - Families (4): Rel. practice, teacher, teacher
performance, teacher: performance] [teacher: performance_learn_method - Families
(5): effective teaching, Rel. practice, teacher, teacher performance, teacher:
performance] [teacher: performance_technology - Families (4): Rel. practice, teacher,
teacher performance, teacher: performance]

No memos

Technological domain: learning environments with ICT
applications allow for the definition of a fourth command,
which relates to the set oftechnological abilities required for
the development of any of the functions described above

P78: GOLDHABER. The mistery of good teacher.pdf - 78:13 [Good teaching is
clearly impor..] (6:921-6:1173) (Super)
Codes: [edu system: new paradigms - Families (3): edu system, education system, Rel.



edu. system] [edu system: policy - Families (3): edu system, education system, Rel.
edu. system] [edu system: teaching standards - Families (3): edu system, education
system, Rel. edu. system]

No memos

Good teaching is clearly important to raising student achievement. In fact, most
research suggests that the benefit of improving the quality of the nation’s teaching
workforce is far greater than other policy interventions, such as lowering class size

P161: MACKENZIE. Teaching excellence awards.pdf - 161:1 [‘practitioner
autonomy; higher..] (3:3044-3:3109) (Super)

Codes: [teacher: traits_autonomy - Families (4): Self-relationship, teacher, teacher
traits, teacher_traits] [teacher: traits_know_subject - Families (5): effective teaching,
Rel. epistemology, teacher, teacher traits, teacher_traits] [teacher: traits_preparation -
Families (4): Rel. epistemology, teacher, teacher traits, teacher_traits]

No memos

‘practitioner autonomy; higher education; knowledge-based practice

P80: KIMBALL. Examining the relationship between teacher evaluation and
student assessment.pdf - 80:1 [In the search for adequate mea..] (4:1350-
4:1682) (Super)

Codes: [assess: stu_types - Families (4): assess: stu, assessment, Rel. students, student
assessment] [assess: stu_why - Families (4): assess: stu, assessment, Rel. students,
student assessment] [student: achievement - Families (3): Rel. students, stu, student]
No memos

In the

search for adequate measures of teacher or classroom effects on student
achievement, teacher performance assessment results could be considered

as one possible alternative if the evaluation scores canbe shown to be valid
measures of teaching practice and to have the expected positive relationship to
student achievement.

P78: GOLDHABER. The mistery of good teacher.pdf - 78:10 [Subject-matter
knowledge : The..] (4:3078-4:3305) (Super)

Codes: [student: achievement - Families (3): Rel. students, stu, student] [teacher:
performance_personal_attributes - Families (4): Rel. practice, teacher, teacher
performance, teacher: performance] [teacher: traits_know_subject - Families (5):
effective teaching, Rel. epistemology, teacher, teacher traits, teacher_traits]

No memos

Subject-matter knowledge : The evidence is somewhat mixed, but it suggests that



teachers’ knowledge of their subject matter, as measured by degrees, courses, and
certification in that area, is associated with high performance.

P180: SHYMANSKY. How much professional development is needed to effect.pdf
- 180:1 [he research reported here focu..] (2:1795-2:1915) (Super)

Codes: [student: achievement - Families (3): Rel. students, stu, student] [teacher:
prof_dev_results - Families (4): professional development, Rel. practice, teacher,
teacher: prof_dev] [teacher: prof_dev_why - Families (4): professional development,
Rel. practice, teacher, teacher: prof_dev]

No memos

he research reported here focuses on the student changes in achievement
as a function ofteacher participation in the PD

P204: COMEAUX. Review of The making of a teacher of GROSSMAN.pdf - 204:5
[teacher personality, as well a..] (4:4238-4:4492) (Super)

Codes: [teacher: traits_know_pedagogy - Families (5): effective teaching, Rel.
epistemology, teacher, teacher traits, teacher_traits] [teacher: traits_know_subject -
Families (5): effective teaching, Rel. epistemology, teacher, teacher traits,
teacher_traits] [teacher: traits_realistic - Families (4): Self-relationship, teacher,
teacher traits, teacher_traits]

No memos

teacher personality, as well as

previous life and work experiences, can act as
a filter for the acquisition of pedagogical
content

knowledge, leading to the rejection of
practices or information that threaten or clash
with the teacher’s world view.

P183: SONG. A conceptual model of assessing teaching performance.pdf - 183:1
[Planning and preparation’, inc..] (3:3026-3:3245) (Super)

Codes: [teacher: traits_know_pedagogy - Families (5): effective teaching, Rel.
epistemology, teacher, teacher traits, teacher_traits] [teacher: traits_know_subject -
Families (5): effective teaching, Rel. epistemology, teacher, teacher traits,
teacher_traits] [teacher: traits_preparation - Families (4): Rel. epistemology, teacher,
teacher traits, teacher_traits]

No memos

Planning and preparation’, incorporates six components
that thoroughly embrace the knowledge and skills needed to plan and orchestrate a
day of learning in the life of a child regardless of interests, cultural heritage



P67: DEKKER. A teacher competence development programme for supporting
students.pdf - 67:8 [‘guiding the learning process..] (7:1716-7:1761)
(Super)

Codes: [edu system: learning - Families (3): edu system, education system, Rel. edu.
system] [teacher: stu_influence - Families (4): Rel. students, relation with students,
teacher, teacher_stu] [teacher: traits_reflective - Families (4): Self-relationship,
teacher, teacher traits, teacher_traits]

No memos

‘guiding the learning process of how to reflect

P31: MAYORGA. Evaluacion de la docencia.pdf - 31:2 [Se puede afirmar que la
finali..] (3:1389-3:1716) (Super)

Codes: [assess: gral charac - Families (3): asess: gral, assessment, Rel. edu. system]
[assess: policy - Families (3): asess: gral, assessment, Rel. edu. system] [teacher:
QUALITY - Families (2): teacher, teacher.]

No memos

Se puede afirmar que la finalidad de la evaluacién ha evolucionado, antes se
pretendia conocer aspectos como la democratizacién de las universidades, su
prestigio..., y ahora se intenta conocer la calidad de la ensefianza, de la investigacién y
la

capacidad para producir cambios en la gestién y administracion (Aguilar, 2002).

P201: ZHU. What core competencies are related to teachers innovative
teaching.pdf - 201:3 [There is a lack of a competenc..] (2:3075-2:3234)

(Super)

Codes: [student: competence-based - Families (3): Rel. students, stu, student] [teacher:
performance_innovative - Families (4): Rel. practice, teacher, teacher performance,
teacher: performance] [teacher: traits_success - Families (4): Self-relationship,
teacher, teacher traits, teacher_traits]

No memos

There is a lack of a competency-based perspective focusing on innovative teaching
competencies that are relevant to successful innovative teaching performance.

P22: HILL. A validity argument approach to evaluating.pdf - 22:11 [Schacter and
Thum (2004) find..] (6:1215-6:1378) (Super)

Codes: [assess: ext - Families (4): assess: ext, assessment, external teacher assessment,
Rel. community] [student: achievement - Families (3): Rel. students, stu, student]
[teacher: performance_personal_attributes - Families (4): Rel. practice, teacher,



teacher performance, teacher: performance]
No memos

Schacter and Thum (2004) find substantively significant correlations
between teachers’ value-added scores and observational measures of their
teaching performance

P22: HILL. A validity argument approach to evaluating.pdf - 22:18 [correlations
between value- ad..] (20:202-20:393) (Super)

Codes: [context - Family: context] [student: achievement - Families (3): Rel. students,
stu, student] [teacher: QUALITY - Families (2): teacher, teacher.]

No memos

correlations between valueadded scores and student background characteristics vary
by model but

are generally only modestly lower than the correlations among MQI, MKT,

and value-added scores

P160: MACDONALD. Exploring the characteristics of teachers for excellence.pdf -
160:5 [A teaching repertoire of many..] (3:2685-3:2736) (Super)

Codes: [teacher: performance_learn_method - Families (5): effective teaching, Rel.
practice, teacher, teacher performance, teacher: performance] [teacher:
traits_know_pedagogy - Families (5): effective teaching, Rel. epistemology, teacher,
teacher traits, teacher_traits] [teacher: traits_know_subject - Families (5): effective
teaching, Rel. epistemology, teacher, teacher traits, teacher_traits]

No memos

A teaching repertoire of many ways to impart content

P127: FURLONG. The teacher I wish to be.pdf - 127:16 [Student teachers on the
surfac..] (13:1057-13:1323) (Super)

Codes: [student: achievement - Families (3): Rel. students, stu, student] [teacher:
stu_communication - Families (4): Rel. students, relation with students, teacher,
teacher_stu] [teacher: stu_influence - Families (4): Rel. students, relation with
students, teacher, teacher_stu]

No memos

Student teachers on the surface espouse the progressive view

fuelled by their atypical experiences and apprenticeship of observation. They wish
to be informal, communicative and facilitative of children’s learning in what
appears to be in a vague and undefined way.



P22: HILL. A validity argument approach to evaluating.pdf - 22:21 [value-added

scores alone may n..] (32:3104-32:3193) (Super)

Codes: [assess: stu_types - Families (4): assess: stu, assessment, Rel. students, student

assessment] [student: achievement - Families (3): Rel. students, stu, student] [teacher:
QUALITY - Families (2): teacher, teacher.]

No memos

value-added scores alone may not be
accurate indicators of high- and low-quality teaching

P20: HARGREAVES. Perspectives on alternative assessment reform.pdf - 20:22
[Each of these perspectiveson.] (25:2617-25:2870) (Super)

Codes: [assess: stu - Families (4): assess: stu, assessment, Rel. students, student
assessment] [teacher: performance_innovative - Families (4): Rel. practice, teacher,
teacher performance, teacher: performance] [teacher: traits_reflective - Families (4):
Self-relationship, teacher, teacher traits, teacher_traits]

No memos

Each of these perspectives on alternative assessment reform points to
opportunities to make assessment, learning, and teaching more technologically
sophisticated, more critical and empowering, more collaborative and
reflective, than they have ever been.

P22: HILL. A validity argument approach to evaluating.pdf - 22:20 [She seems to
care about her st..] (25:2356-25:2454) (Super)

Codes: [teacher: performance_learn_method - Families (5): effective teaching, Rel.
practice, teacher, teacher performance, teacher: performance] [teacher: QUALITY -
Families (2): teacher, teacher.] [teacher: stu_relation - Families (4): Rel. students,
relation with students, teacher, teacher_stu]

No memos

She seems to care about her students and is interested in both mathematics and the
work of teaching

P127: FURLONG. The teacher I wish to be.pdf - 127:12 [I suppose she just
structured.] (12:111-12:393) (Super)

Codes: [teacher: performance_innovative - Families (4): Rel. practice, teacher, teacher
performance, teacher: performance] [teacher: performance_learn_method - Families
(5): effective teaching, Rel. practice, teacher, teacher performance, teacher:
performance] [teacher: stu_motivator - Families (4): Rel. students, relation with
students, teacher, teacher_stu]

No memos



[ suppose she just structured her lessons towards practicality rather than just sitting
down learning at the desk, getting bored. She allowed us

to explore and develop our own projects. She set us a lot of projects and tasks to do
on our own and then come up and get help from her.

P31: MAYORGA. Evaluacion de la docencia.pdf - 31:4 [profesor/a abierto,
comprensiv..] (8:3341-8:3457) (Super)

Codes: [teacher: stu_fair - Families (2): Rel. students, teacher_stu] [teacher:
traits_compromised - Families (4): Self-relationship, teacher, teacher traits,
teacher_traits] [teacher: traits_know_subject - Families (5): effective teaching, Rel.
epistemology, teacher, teacher traits, teacher_traits]

No memos

profesor/a abierto, comprensivo, demo-
crata, a la vez que recto, respetuoso, conocedor de su materia y comprometido

P201: ZHU. What core competencies are related to teachers innovative
teaching.pdf - 201:2 [From the last decade of the tw..] (2:2125-2:2445)
(Super)

Codes: [edu system: new paradigms - Families (3): edu system, education system, Rel.
edu. system] [edu system: policy - Families (3): edu system, education system, Rel.
edu. system] [teacher: performance_innovative - Families (4): Rel. practice, teacher,
teacher performance, teacher: performance]

No memos

From the

last decade ofthe twentieth century onward, there have been an increasing number
ofpolicy statements and government-funded development projects established within
education

designed to nurture teachers’ competencies for innovative teaching, for example in
the EU,

America, Japan and China (e.g. Craft, 2003)

P151: KRIEWALDT. Reorienting teaching standards.pdf - 151:6 [Professional
engagement 6. Eng..] (3:3495-3:3629) (Super)

Codes: [teacher: rel_others - Families (5): effective teaching, Rel. community, relation
with others, teacher, teacher: rel_others] [teacher: rel_others_networking - Families
(4): Rel. community, relation with others, teacher, teacher: rel_others] [teacher:
traits_compromised - Families (4): Self-relationship, teacher, teacher traits,
teacher_traits]

No memos

Professional engagement 6. Engage in professional learning



7. Engage professionally with colleagues, parents/carers
and the community

P180: SHYMANSKY. How much professional development is needed to effect.pdf
- 180:6 [Moreover, since the main missi..] (16:1719-16:1968) (Super)
Codes: [student: achievement - Families (3): Rel. students, stu, student] [teacher:
prof_dev_results - Families (4): professional development, Rel. practice, teacher,
teacher: prof_dev] [teacher: prof_dev_why - Families (4): professional development,
Rel. practice, teacher, teacher: prof_dev]

No memos

Moreover, since the main mission of a teacher is to facilitate

student learning and a positive predisposition toward learning, science
educators need to be confident that the PD practices that they are using
will help teachers help students learn.

P82: MONK. Subject area prparation of secondary mathematics and science
teachers and student achievement.pdf - 82:4 [Mathematics education courses ..]
(6:4535-6:4621) (Super)

Codes: [student: achievement - Families (3): Rel. students, stu, student] [student:
improvement - Families (3): Rel. students, stu, student]| [teacher: traits_preparation -
Families (4): Rel. epistemology, teacher, teacher traits, teacher_traits]

No memos

Mathematics education courses also have positive
effects on pupil performance

P22: HILL. A validity argument approach to evaluating.pdf - 22:2 [Such models
and performance pl..] (3:449-3:599) (Super)

Codes: [assess: ext - Families (4): assess: ext, assessment, external teacher assessment,
Rel. community] [student: achievement - Families (3): Rel. students, stu, student]
[teacher: performance_personal_attributes - Families (4): Rel. practice, teacher,
teacher performance, teacher: performance]

No memos

Such models and performance plans
have proven popular because research indicates that teachers have a large
and lasting impact on student achievement

P45: SAEED. Evaluation study of competencies of secondary school teacher.pdf -
45:11 [The teacher used his/her best..] (5:2777-5:2915) (Super)
Codes: [teacher: performance_learn_method - Families (5): effective teaching, Rel.



practice, teacher, teacher performance, teacher: performance] [teacher:
traits_know_pedagogy - Families (5): effective teaching, Rel. epistemology, teacher,
teacher traits, teacher_traits] [teacher: traits_leadership - Families (5): effective
teaching, Self-relationship, teacher, teacher traits, teacher_traits]

No memos

The teacher used his/her best professional judgment to decide which method;
strategy and techniques work
best for a particular situation.

P22: HILL. A validity argument approach to evaluating.pdf - 22:7 [linking
teacher value-added sc..] (3:2709-3:2858) (Super)

Codes: [teacher: QUALITY - Families (2): teacher, teacher.] [teacher:
traits_know_pedagogy - Families (5): effective teaching, Rel. epistemology, teacher,
teacher traits, teacher_traits] [teacher: traits_know_subject - Families (5): effective
teaching, Rel. epistemology, teacher, teacher traits, teacher_traits]

No memos

linking teacher value-added scores to their mathematical
quality of instruction and a key teacher characteristic, mathematical knowledge for
teaching

P175: SACHS. Teacher professional standards.pdf - 175:2 [The activist
professional work..] (8:1830-8:2137) (Super)

Codes: [teacher: rel_others - Families (5): effective teaching, Rel. community, relation
with others, teacher, teacher: rel_others] [teacher: rel_others_collaborative - Families
(5): effective teaching, Rel. community, relation with others, teacher, teacher:
rel_others] [teacher: rel_others_networking - Families (4): Rel. community, relation
with others, teacher, teacher: rel_others]

No memos

The activist professional works in different ways with their colleagues and
other educational stakeholders. They work collectively towards strategic ends,
they operate on the basis of developing networks and alliances between
bureaucracies, unions, professional associations and community organizations.

P22: HILL. A validity argument approach to evaluating.pdf - 22:3 [rewarding
educators based one..] (3:708-3:792) (Super)

Codes: [assess: ext - Families (4): assess: ext, assessment, external teacher assessment,
Rel. community] [student: achievement - Families (3): Rel. students, stu, student]
[teacher: performance_personal_attributes - Families (4): Rel. practice, teacher,
teacher performance, teacher: performance]

No memos



rewarding educators based on effectiveness is thought to motivate better
performance

P152: KRULL. Teacher professional development in Estonia.pdf - 152:10
[enacting their knowledge and s..] (10:748-10:854) (Super)

Codes: [teacher: traits_autonomy - Families (4): Self-relationship, teacher, teacher
traits, teacher_traits] [teacher: traits_know_pedagogy - Families (5): effective teaching,
Rel. epistemology, teacher, teacher traits, teacher_traits] [teacher: traits_know_subject
- Families (5): effective teaching, Rel. epistemology, teacher, teacher traits,
teacher_traits]

No memos

enacting their knowledge and skills, they are able to determine
what is important and what is unimportant.

P31: MAYORGA. Evaluacion de la docencia.pdf - 31:5 [Que enseiia a la vez que
aprend..] (9:229-9:363) (Super)

Codes: [teacher: stu_closer - Families (4): Rel. students, relation with students,
teacher, teacher_stu] [teacher: traits_know_subject - Families (5): effective teaching,
Rel. epistemology, teacher, teacher traits, teacher_traits] [teacher: traits_leadership -
Families (5): effective teaching, Self-relationship, teacher, teacher traits,
teacher_traits]

No memos

Que ensefia a la vez que aprende, en continuo contacto con su
profesidn, con las necesidades de sus alumnos/as y la realidad educativa

P79: HILL. Effects of teachers' mathematical knowledge for teaching on student
achievement.pdf - 79:3 [Moving beyond using affective..] (3:2132-3:2360)
(Super)

Codes: [student: achievement - Families (3): Rel. students, stu, student] [teacher:
performance_personal_attributes - Families (4): Rel. practice, teacher, teacher
performance, teacher: performance] [teacher: traits_affective - Families (3): Self-
relationship, teacher traits, teacher_traits]

No memos

Moving beyond using affective factors such as teacher appearance and enthusiasm to

predict student achievement, scholars in this tradition took the view
that what teachers did in their classrooms might affect student achievement

P23: INGVARSON. Conceptualising and evaluating teacher quality.pdf - 23:25 [A



danger with such schemesis..] (9:3850-9:4172) (Super)

Codes: [assess: ext_instrument_prob - Families (4): assess: ext, assessment, external
teacher assessment, Rel. community]| [student: achievement - Families (3): Rel.
students, stu, student] [teacher: QUALITY - Families (2): teacher, teacher.]

No memos

A danger with such schemes is that they tend to

use student assessment data for a purpose that was not initially intended. That s,
they often use

students' scores on nationally standardized tests and examinations to assess the
performance of a

teacher when the scores have not been validated for the latter purpose.

P175: SACHS. Teacher professional standards.pdf - 175:1 [This de?nition of
standards de..] (4:2693-4:3018) (Super)

Codes: [assess: ext_why - Families (4): assess: ext, assessment, external teacher
assessment, Rel. community] [edu system: policy - Families (3): edu system, education
system, Rel. edu. system] [teacher: QUALITY - Families (2): teacher, teacher.]

No memos

This definition of standards denotes a degree of quality or an assessment of
quality. It has clear emotional /evaluative connotations. The intent here can be
seen to be political, in that the implicit and explicit aim is to elevate the status of
the teaching profession in the eyes of the general public and other professions

P209: LOUCKS. Principles of effective professional development for
mathematics and science education.pdf - 209:2 [Some national efforts, such as..]
(1:308-1:547) (Super)

Codes: [assess: self - Families (3): assess: self, assessment, Self-relationship] [teacher:
prof_dev_reform - Families (4): professional development, Rel. practice, teacher,
teacher: prof_dev] [teacher: prof_dev_why - Families (4): professional development,
Rel. practice, teacher, teacher: prof_dev]

No memos

Some national efforts, such as those by
the National Council of Teachers of
Mathematics and the National Research
Council, come from those who are
interested in improving particular
subject matter, as well as teaching and
assessment.

P152: KRULL. Teacher professional development in Estonia.pdf - 152:1



[Corrigan & Haberman (1990) sug..] (5:144-5:367) (Super)

Codes: [teacher: QUALITY - Families (2): teacher, teacher.] [teacher:
traits_know_pedagogy - Families (5): effective teaching, Rel. epistemology, teacher,
teacher traits, teacher_traits] [teacher: traits_know_subject - Families (5): effective
teaching, Rel. epistemology, teacher, teacher traits, teacher_traits]

No memos

Corrigan & Haberman (1990) suggest that there are four critical elements that
characterise a profession: knowledge base, quality controls, resources and conditions
of

practice. It is worth considering each of these briee y

P41: RORRISON. Assessment of the practicum in teacher education.pdf - 41:3
[The role of the mentors in bot..] (13:2855-13:3157) (Super)

Codes: [teacher: stu_advising - Families (4): Rel. students, relation with students,
teacher, teacher_stu] [teacher: stu_closer - Families (4): Rel. students, relation with
students, teacher, teacher_stu] [teacher: stu_fair - Families (2): Rel. students,
teacher_stu]

No memos

The role of the mentors in

both the schools and the universities and colleges of teacher education is the focus of
the fifth guiding principle, again highlighting the importance of humane and
supportive mentoring rather than discourses of “failure” through unrealistic and
inequitable

expectations

P79: HILL. Effects of teachers' mathematical knowledge for teaching on student
achievement.pdf - 79:6 [Studies involving this approac..] (5:660-5:847)
(Super)

Codes: [student: achievement - Families (3): Rel. students, stu, student] [teacher:
traits_certification - Families (4): Rel. epistemology, teacher, teacher traits,
teacher_traits] [teacher: traits_know_subject - Families (5): effective teaching, Rel.
epistemology, teacher, teacher traits, teacher_traits]|

No memos

Studies

involving this approach typically reveal a positive effect of teacher knowledge,
as measured via certification exams or tests of subject-matter competence,

on student achievement

P297: WOOLFOLK. Teachers sense of efficacy and their beliefs about managing
students.pdf - 297:11 [An op- timistic belief that al..] (10:2104-10:2479)



(Super)

Codes: [student: responsability - Families (3): Rel. students, stu, student] [teacher:
stu_relation - Families (4): Rel. students, relation with students, teacher, teacher_stu]
[teacher: traits_affective - Families (3): Self-relationship, teacher traits, teacher_traits]
No memos

An op-

timistic belief that all students can be taught
(TE) isrelated to both more humanistic beliefs
about pupil control and a greater tendency to
support student autonomy in problem solving

P128: GIEBELHAUS. Teaching mentors is it wortg the effort.pdf - 128:10 [The
purpose of this study was..] (@503-@464) (Super)

Codes: [teacher: performance_learn_method - Families (5): effective teaching, Rel.
practice, teacher, teacher performance, teacher: performance] [teacher:
performance_personal_attributes - Families (4): Rel. practice, teacher, teacher
performance, teacher: performance] [teacher: stu_advising - Families (4): Rel.
students, relation with students, teacher, teacher_stu]

No memos

The purpose of this study was to determine the impact of
specific methods of mentor training on the demonstrated
classroom performance of preservice teachers (i.e., Does

P297: WOOLFOLK. Teachers sense of efficacy and their beliefs about managing
students.pdf - 297:3 [Teachers' sense of efficacy, t..] (1:4363-1:4573)

(Super)

Codes: [student: achievement - Families (3): Rel. students, stu, student] [student:
improvement - Families (3): Rel. students, stu, student] [teacher: traits_effective -
Families (4): Self-relationship, teacher, teacher traits, teacher_traits]

No memos

Teachers' sense of efficacy, that is, "their be-
liefin their abilityto have a positive effecton
student learning”

P128: GIEBELHAUS. Teaching mentors is it wortg the effort.pdf - 128:7 [A
Organizing content knowledge..] (@712-@619) (Super)

Codes: [teacher: traits_know_pedagogy - Families (5): effective teaching, Rel.
epistemology, teacher, teacher traits, teacher_traits] [teacher: traits_know_subject -
Families (5): effective teaching, Rel. epistemology, teacher, teacher traits,
teacher_traits] [teacher: traits_preparation - Families (4): Rel. epistemology, teacher,



teacher traits, teacher_traits]

No memos
A Al. Becoming familiar with retevand aspects of students” background and experience
Organizing A2, Amiculating clear leaming goals for the lessons that are appropriate w0 the students
cantent A, Demonstrating an understanding of the connections between the content that was
knowledge learned previously, the current content, and the content that remains 1o be learned
for student in the future
learning A4 Creating or selecting reaching methods, leaming activities, and instructionzl

materials or other resources thal are appropriate to the stedents and are aligned
with the goals of the lesson

Ad. Creating or selecting evaluation strategies that are appropriate for the sdents and
that are aligred with the goals of the lesson

P133: HANNAWAY. Policy instruments in education.pdf - 133:5 [Goldhaber and
Anthony’s (2003)..] (20:637-20:927) (Super)

Codes: [student: achievement - Families (3): Rel. students, stu, student] [teacher:
stu_influence - Families (4): Rel. students, relation with students, teacher, teacher_stu]
[teacher: traits_preparation - Families (4): Rel. epistemology, teacher, teacher traits,
teacher_traits]

No memos

Goldhaber and Anthony’s (2003) review identified only academic

proficiency—as measured, for example, by scores on verbal ability tests, scores on
college entrance exams, and attendance at selective undergraduate universities—as
having

a consistently positive effect on student achievement

P54: WILKERSON. Measuring Teacher Dispositions.pdf - 54:1 [The teacher
knows when and how..] (2:1629-2:1742) (Super)

Codes: [teacher: performance_class control - Families (4): Rel. practice, teacher,
teacher performance, teacher: performance] [teacher: traits_know_pedagogy -
Families (5): effective teaching, Rel. epistemology, teacher, teacher traits,
teacher_traits] [teacher: traits_know_subject - Families (5): effective teaching, Rel.
epistemology, teacher, teacher traits, teacher_traits]

No memos

The teacher knows when and how to adjust plans based on student responses and
other
contingencies. (Knowledge)

P23: INGVARSON. Conceptualising and evaluating teacher quality.pdf - 23:5
[improve teacher quality throug..] (4:1431-4:1605) (Super)

Codes: [assess: ext - Families (4): assess: ext, assessment, external teacher assessment,
Rel. community] [assess: ext_instrument_prob - Families (4): assess: ext, assessment,
external teacher assessment, Rel. community] [teacher: QUALITY - Families (2):



teacher, teacher.]
No memos

improve teacher quality through building teacher capacity, including the need for
valid methods of specifying and evaluating teacher quality, as well as teaching
standards.

P280: GIBSON. Teacher efficacy.pdf - 280:7 [the relationship between teach..]
(11:2937-11:3234) (Super)

Codes: [teacher: performance_curriculum integration - Families (5): effective teaching,
Rel. practice, teacher, teacher performance, teacher: performance] [teacher:
stu_feedback - Families (4): Rel. students, relation with students, teacher, teacher_stu]
[teacher: traits_effective - Families (4): Self-relationship, teacher, teacher traits,
teacher_traits]

No memos

the relationship between teacher

efficacy and teacher task persistence should

be expanded beyond analysis of teacher

feedback responses. Other task persistence
measures, such as use of mastery teaching
techniques, criteria for advancement in

curricular materials, and requests that students m

P77: GOLDHABER. Does teacher certification matter (1).pdf - 77:9 [Roughly
speaking, having a tea..] (12:1199-12:1425) (Super)

Codes: [student: achievement - Families (3): Rel. students, stu, student] [student:
improvement - Families (3): Rel. students, stu, student] [teacher: traits_certification -
Families (4): Rel. epistemology, teacher, teacher traits, teacher_traits]

No memos

Roughly speaking,

having a teacher with a standard certification in

mathematics rather than a private school certification or a certification out of subject
results in at

least a 1.3-point increase in the mathematics test

P133: HANNAWAY. Policy instruments in education.pdf - 133:4 [teacher quality
effects may pe..] (19:2740-19:2871) (Super)

Codes: [student: achievement - Families (3): Rel. students, stu, student] [teacher:
QUALITY - Families (2): teacher, teacher.] [teacher: traits_effective - Families (4): Self-
relationship, teacher, teacher traits, teacher_traits]

No memos



teacher quality effects may persist beyond the particularly effective teacher
and may be more pronounced for low-achieving students

P128: GIEBELHAUS. Teaching mentors is it wortg the effort.pdf - 128:6 [B
Creating an environment for..] (@619-@562) (Super)

Codes: [teacher: performance_class control - Families (4): Rel. practice, teacher,
teacher performance, teacher: performance] [teacher: stu_communication - Families
(4): Rel. students, relation with students, teacher, teacher_stu] [teacher: stu_trust -
Families (4): Rel. students, relation with students, teacher, teacher_stu]

No memos

B BY. Creating a climate sha: promotes fairness

Creating an B2, Establishing and maintaining rappon with students

environement B3. Communicating challenging leaming expectations to each student

for student Bd. Establishing and maintaining consistent standards of classroom behavior
learning B5. Making the physical environment as safe and conducive to lcarning as possible

P23: INGVARSON. Conceptualising and evaluating teacher quality.pdf - 23:22
[Good teaching is only one of t..] (9:1416-9:1568) (Super)

Codes: [context - Family: context] [teacher: QUALITY - Families (2): teacher, teacher.]
[teacher: traits_success - Families (4): Self-relationship, teacher, teacher traits,
teacher_traits]

No memos

Good teaching is only one of the ingredients necessary for successful teaching: a
teacher
may be ‘good’ while being ‘unsuccessful’ in certain contexts

P201: ZHU. What core competencies are related to teachers innovative
teaching.pdf - 201:6 [Learning competency refersto.] (3:2661-3:2803)
(Super)

Codes: [teacher: performance_innovative - Families (4): Rel. practice, teacher, teacher
performance, teacher: performance] [teacher: performance_learn_method - Families
(5): effective teaching, Rel. practice, teacher, teacher performance, teacher:
performance] [teacher: traits_effective - Families (4): Self-relationship, teacher,
teacher traits, teacher_traits]

No memos

Learning competency refers to the
willingness of teachers to learn about innovative teaching and improving teaching
effectiveness (Chen, 2009)



P81: MILANOWSKI. The relationship between teacher performance evaluation
scores and student achievement.pdf - 81:7 [The relationship between stude..]
(8:651-8:746) (Super)

Codes: [assess: stu - Families (4): assess: stu, assessment, Rel. students, student
assessment] [assess: stu_types - Families (4): assess: stu, assessment, Rel. students,
student assessment] [student: achievement - Families (3): Rel. students, stu, student]
No memos

The relationship between student achievement and value-added
measurements based on test scores.

P128: GIEBELHAUS. Teaching mentors is it wortg the effort.pdf - 128:3 [The
process of effective mento..] (3:1641-3:1774) (Super)

Codes: [teacher: stu_advising - Families (4): Rel. students, relation with students,
teacher, teacher_stu] [teacher: stu_feedback - Families (4): Rel. students, relation with
students, teacher, teacher_stu] [teacher: traits_effective - Families (4): Self-
relationship, teacher, teacher traits, teacher_traits]

No memos

The process of effective mentoring includes observation
and feedback, requiring time from the mentor and the
beginning teacher.



ANEXO 4

PD-Filter: All

HU: Modelos de Excelencia

File: [C:\Users\DELL\Documents\Estancia doctoral\Documentos de tr...\Modelos
de Excelencia.hpr7]

Edited by:  Super

P153: LEONG. What are the important attributes of good mathematics
teaching.pdf {27} [Managed in My Library -> C:\Users\Rafa\Documents\2012-3
DOCTORADO\ATLAS.ti\Modelo deductivo\LEONG. What are the important
attributes of good mathematics teaching.pdf] text/pdf

P154: LIN. Making sense of mathematics teacher education.pdf {4} [Managed in
My Library -> C:\Users\Rafa\Documents\2012-3
DOCTORADO\ATLAS.ti\Modelo deductivo\LIN. Making sense of mathematics
teacher education.pdf] text/pdf

P158: MA. Learning to Teach in the Figured World of reform.pdf {5} [Managed in
My Library -> C:\Users\Rafa\Documents\2012-3
DOCTORADO\ATLAS.ti\Modelo deductivo\MA. Learning to Teach in the Figured
World of reform.pdf] text/pdf

P177: SAMPLE. Effects of a teacher proffesional development program on
mathematics achievement.pdf {12}~ [Managed in My Library ->
C:\Users\Rafa\Documents\2012-3 DOCTORADO\ATLAS.ti\Modelo
deductivo\SAMPLE. Effects of a teacher proffesional development program on
mathematics achievement.pdf] text/pdf

P181: SKOTT. The forced autonomy of mathematics teachers.pdf {0} [Managed
in My Library -> C:\Users\Rafa\Documents\2012-3
DOCTORADO\ATLAS.ti\Modelo deductivo\SKOTT. The forced autonomy of
mathematics teachers.pdf] text/pdf

P186: SUN. Exploring colleagues professional influence.pdf {0} [Managed in My
Library -> C:\Users\Rafa\Documents\2012-3 DOCTORADO\ATLAS.ti\Modelo
deductivo\SUN. Exploring colleagues professional influence.pdf] text/pdf

P193: TZUR. An account of a teachers perspective on learning and teaching
mathematics.pdf {0} [Managed in My Library ->
C:\Users\Rafa\Documents\2012-3 DOCTORADO\ATLAS.ti\Modelo
deductivo\TZUR. An account of a teachers perspective on learning and teaching



mathematics.pdf] text/pdf

P200: ZASLAVSKY. Professional development of mathematics teacher
educators.pdf {0} [Managed in My Library -> C:\Users\Rafa\Documents\2012-3
DOCTORADO\ATLAS.ti\Modelo deductivo\ZASLAVSKY. Professional
development of mathematics teacher educators.pdf] text/pdf

P214: BJULAND. Professional mathematics teacher identity.pdf {0} [Managed in
My Library -> C:\Users\Rafa\Documents\2012-3
DOCTORADO\ATLAS.ti\Modelo deductivo\BJULAND. Professional mathematics
teacher identity.pdf] text/pdf

P216: TICHA. Qualified pedagogical reflection as a way to improve mathematics
education.pdf {0} [Managed in My Library -> C:\Users\Rafa\Documents\2012-3
DOCTORADO\ATLAS.ti\Modelo deductivo\TICHA. Qualified pedagogical
reflection as a way to improve mathematics education.pdf] text/pdf

P217: TZUR. Becoming mathematics teacher educator.pdf {0} [Managed in My
Library -> C:\Users\Rafa\Documents\2012-3 DOCTORADO\ATLAS.ti\Modelo
deductivo\TZUR. Becoming mathematics teacher educator.pdf] text/pdf

P232: BLOMEKE. Teacher education effectiveness.pdf {0} [Managed in My
Library -> C:\Users\Rafa\Documents\2012-3 DOCTORADO\ATLAS.ti\Modelo
deductivo\BLOMEKE. Teacher education effectiveness.pdf] text/pdf

P233: BOYD. Recruiting effective math teachers.pdf {0} [Managed in My Library -
> C:\Users\Rafa\Documents\2012-3 DOCTORADO\ATLAS.ti\Modelo
deductivo\BOYD. Recruiting effective math teachers.pdf] text/pdf

P253: KLEIN. Teaching mathematics in for new times.pdf {6} [Managed in My
Library -> C:\Users\Rafa\Documents\2012-3 DOCTORADO\ATLAS.ti\Modelo
deductivo\KLEIN. Teaching mathematics in for new times.pdf] text/pdf

P286: MIDGLEY. Change in teacher efficay and student self.pdf {0} [Managed in
My Library -> C:\Users\Rafa\Documents\2012-3
DOCTORADO\ATLAS.ti\Modelo deductivo\MIDGLEY. Change in teacher efficay
and student self.pdf] text/pdf
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APPENDIX 7

General Introduction

There has been much research recently regarding the concepts of
excellence, quality and efficacy in educational venues (Allen, Howells, &
Radford, 2013; Chua, 2004; Garcia, Maldonado, Perry, Rodriguez, &
Saavedra, 2014; Gibson & Dembo, 1984; Hopkins, 2002; Kreber, 2002; A.
Skelton, 2005; A. M. Skelton, 2009; Soodak & Podell, 1996). These studies
have been done in detail based on theoretical perspectives and, in some
cases, on the reality of teaching practice. However, considering the results
obtained from both approaches one seems to see the existence of
significant differences or interpretational discrepancies between the
former and the latter, a fact of certain importance as such results are in

many cases the basis for educational policies, reforms and education plans.

Studies aimed at the characterization of these concepts attempt to explain
their structure and nature, and also to identify the variables that influence
teaching-learning processes in the context of the well-known Pedagogical
Triangle (D'Amore & Fandifio Pinilla, 2002; Henry, 1991).

In this complex and dynamic context the attention paid to the figure of the
teacher and the characteristics or attributes he or she should possess in
order to be competent, efficient or excellent plays an important role. All of
these terms are used on occasion as synonyms and with the same purpose,
although they have nuances that will be dealt with later in this chapter. The
first important contributions in this field are found in (Rosenthal &
Jacobson, 1968) and (Shulman, 1986). Both studies can be considered
seminal in the sense of having been influential in preparation of the path for
educational research in terms of conceptualization (mainly theoretical) of
what can be understood as being an excellent teacher and, based on
understanding this, facilitating getting to know the positive impact it can
have on the system and the other agents around it (e.g. the students and

knowledge).



In the specific area of mathematical education, and in an attempt to
improve the teaching of this subject, there has been special insistence on
paying particular attention to matters related to knowledge of the subject,
the content to be taught, the design of study plans and curricular
itineraries, and the use of teaching methods and assessment instruments
that are increasingly suitable, versatile and efficient. Students have also
been a focus of attention in this scenario of improvement. However, as was
said previously, there is no doubt that the teacher is also a main
protagonist as agent of change in the process of teaching-learning
mathematics (Poblete & Diaz, 2003).

The way in which teaching efficacy is conceived leads us to consideration of
what should form part of the professional competencies of the teacher
(Llinares Ciscar & Sanchez Garcia, 1990) and of the models of teaching
excellence. Identification of the models of excellence, as well as of a
structured scheme of professional competencies of the mathematics
teacher, appears as a necessity in order to measure, initially, the efficiency
and quality of the teaching profession (Turner & Rowland, 2011). However,
the exercise of measuring the excellence of the mathematics teacher is a
truly complicated task (Berliner, 2005), though not impossible (Darling-
Hammond & Youngs, 2002). This is due not only to the presence of external
agents that affect measurement and the reading of it, but also to the lack of
appropriate measurement instruments that permit carrying out this kind of
task.

This doctoral dissertation, which has been titled “The Concept of Teaching
Excellence: A multidimensional inductive-deductive approach from
grounded theory, science mapping and the qualitative data analysis”,
studies the concept of teaching excellence in-depth, both in the field of
education in general and in the specific field of education in mathematics.
To this end it presents both a deductive analysis, carrying out an exhaustive
review of the literature using innovative techniques for compiling data and

a reinterpretation of traditions of qualitative research for their analysis,



and an inductive approach, exploring the reality of practicing teachers and
the way in which they perceive the importance, the usefulness and their
own evidence of the concept of teaching excellence in their teaching

practices.

Table 1 presents the research objectives, hypotheses and questions of this

doctoral dissertation.

Questions

Objectives

Hypotheses

Is there any general
behavior or structure of

To map patterns in the
evolution of educational

Research on teaching
excellence is evolving

models of teaching
excellence when they are
read contextually?

inductive models of
teaching excellence, as
well as latent variables
and contexts inherentin
them.

thought present in the research (in particular in towards a “clusterized”!

conceptual evolution of mathematical education) system underlain by

teaching excellence? around the concept of latent variables.
teaching excellence.

What happens to the To identify deductive and | Models of teaching

excellence are sensitive
to contexts.

What is the relationship
between the “general”
model of teaching
excellence and the
specific case of
mathematical education?

To compare the models of
teaching excellence
identified, without
distinction by discipline or
field of knowledge, with
those that would be
obtained by analyzing
only those that emerge
from mathematical
education.

Models of teaching
excellence in
mathematics are a
projection of “general”
models of teaching
excellence.

By “clusterized” system we mean a system with cleargroupings.




Is there any difference To compare the models Inductive models of
between the deductive of teaching excellence teaching excellence fit
models of teaching obtained through realities different from
excellence and those deductive procedures those identified through
that are organized and those generated deductive processes.
inductively? inductively as models of

perception of teaching

excellence.

Table 1. Research questions, objectives and hypotheses.

With the aim of dealing with and explaining all of the motivations of this
doctoral dissertation, the research exercise has been characterized by
two main periods or phases. In the first period, longer due to the quantity
of information studied and analyzed, the data and information have issued
from an analysis of documentation by means of qualitative data analysis
techniques. Science mapping has mainly been used for the collection of data
in this first period, specifically the analysis of co-citation and similarity, and
areinterpretation of grounded theory for its analysis. The second period has

been focused on inductive study based on narratives by practicingteachers.

In this dissertation each of the research hypotheses will be addressed
through the five chapters that compose this document, which are described

in general below.

In the first chapter, both the theoretical framework on which this
dissertation is initially based and the most important and influential
antecedents in the scientific literature regarding the research subject will
be described. It should be clarified at this point that given that the
methodological approach is based substantially on principles of grounded
theory, as will become clear farther on, and that in consequence it is sought
to stimulate emerging theory, the scope of the theoretical framework in
this context is limited, focusing mainly on the clarification of certain basic
concepts that serve as the point of departure for processes of search and
analysis. For this, studies on professional teaching models from a general
education perspective will be taken into account, as well as those related

specifically to the field of mathematical education. Understanding the



contribution, and also the latent gap, of these previous results in the
research, we propose the existence of a tension to be studied and which
will be answered based on the results that this doctoral dissertation brings
to the field being dealtwith.

The second chapter describes the methodological framework and
methodological design in detail. Taking into account the qualitative
character of this research, the Hopscoth Model (Jorrin Abellan, 2015) will
be reviewed and placed in the context of this research, above all to visualize
its methodological coherence and consistency. The methodological
proposal and design are related to the nature of a clearly interpretative
pragmatic study that employs a reinterpretation of grounded theory
(Corbin & Strauss, 2008) as the appropriate methodology for effectively
answering the research questions of this doctoral dissertation.
Understanding of the concept of integrity and credibility (trustworthiness)
(Guba, 1981; Shenton, 2004) is also included in this study, materializing all
of the methodological strategies used that give this study rigor. The
methodological limitations of this work are also included at the end of the

chapter.

Thus, the first and second chapters lay the theoretical and methodological
foundations based on which the research exercise described in the

subsequent chapters has been carried out.

In the third chapter, proposals for the models of teaching excellence are
described exhaustively, from both a deductive perspective and an inductive
perspective, always exploring the specific field of mathematical education.
Various comparisons among the models set out at the start of the chapter
are also presented. The study of the patterns of evolution of the concept of
teaching excellence in light of science mapping (Small, 1997) is also
presented, specifically through the analysis of co-citation and similarity

(Gmiir, 2003), and reading of it through a five-level lens is proposed.

The fourth chapter is dedicated to answering the research questions and

making explicit the repercussions of this doctoral dissertation on the field



of research that it deals with. A summary of the conclusions of the research

work proposed in the previous chapters is also included

The fifth and last chapter proposes pending future work deriving from the
results of this doctoral dissertation, as well as the general limitations of the

research.

Introduction to Chapter 1

In this chapter the teaching professional models are studied and some key
concepts such as quality, excellence and teaching competence are defined. It
begins by reviewing Shulman’s seminal proposal (1986) in which teachers'
professional knowledge is organized by the first time. This work is
motivated by the harsh criticism in the seventies against those engaged in
education. In addition, the contributions of various later authors to this
pioneer are studied. Moreover, some proposals for relevant teaching
professional models in mathematics education are explored. In particular
Bromme’s proposal (1994) is explored as a five-level typology of teaching
knowledge; Ball, Thames and Phelps proposal (2008) as a materialization
of Shulman’s proposalin the field of mathematical education (based on two
broad categories: "content knowledge" and "pedagogical content
knowledge"); and Rowland, Huckstep and Thwaites (2005) proposal, which
emerges as a “four-lens magnifier” to evaluate teaching practices. Also, the
local Spanish proposal is superficially revised because this research is not a
non-localized or focused on specifics geographical contexts (Carrillo,
Climent, Contreras, & Muifioz-Catalan, 2013 geographical contexts

perspective is made; Godino, Batanero, & Font, 2007).

Next, some contributions about the triple “Efficacy-quality-excellence” are
discussed. That will allow the reader to locate him/herself in the

conceptual stage where the dissertation belongs.

Lastly, it continues with a brief reflection on teaching professional models,
identifying the benefits and shortcomings of the contributions mentioned

in the chapter, and the contribution of this dissertation to this field of



research is presented. The chapter closes with some brief conclusions on all

aspects worked in it.

Summary of Chapter 1

e To understand the relationship between the concepts of quality,
competence and excellence brings us closer to understanding the
dynamic complexity of teaching.

e Shulman’s approach allows understanding of the dynamics of
teacher knowledge. Recognizing the importance of categorizing the
knowledge of teachers into two groups, the content knowledge and
general pedagogical knowledge, his great contribution is
undoubtedly the recognition of the category that is amalgam of the
first two, pedagogical contentknowledge.

e Bromme’s proposal brings us to a typology of professional
knowledge of the teaching of mathematics through the explication
of five domains in relation to the seminal contribution of Shulman,
namely, content knowledge of mathematics, knowledge of school
mathematics, philosophy of school mathematics, general

pedagogical knowledge and teaching specific subject knowledge.

e Ball’s et al proposal means progress in the conceptualization of the
professional knowledge of teachers of mathematics. Direct heir of
the proposed Shulman, concretized content knowledge and
pedagogical content knowledge in three new subdomains each. In
regard to the content knowledge the subdomains happen to be
common knowledge content, specific content knowledge and
knowledge of the mathematical horizon. For the pedagogical content
knowledge, the subdomains are content knowledge and student
knowledge of the teaching and curriculum content knowledge.

e Rowland’s et al proposal, the quartet of knowledge, becomes an
effective tool for teacher evaluation. It is a magnifier of four lenses:

the fundamentals, transformation, connection and contingency.

e There are many contributions from the Spanish research



community about professional knowledge of teachers. It highlights,
for example, two groups of research in mathematics education: the
first of those is the University of Granada with onto-semiotic focus
on knowledge and education; and the second belongs to the
University of Huelva with a focus on teaching specialized
knowledge of mathematics.

e The identified strengths and limitations of previous research, the
contribution of this dissertation focuses on the comprehensive
study of a much broader concept and containing the professional
knowledge of teachers: To get closer to a better conceptual
understanding, the study is proposed from both deductive and
inductive perspective using innovative techniques in the field of

research which employ researchers.

Introduction to Chapter 2

This chapter describes both the methodological frameworks and the
methodological design established to respond to the research questions, to
test the hypotheses and to fulfill the objectives. The chapter begins by
describing the research process, that is, presenting a research phase
diagram that summarizes, includes and justifies the whole methodological

design.

Next, the Hopscoth Model (Jorrin Abellan, 2015b), a tool and conceptual
model that illuminates the design and the use of methodological strategies
for qualitative research is presented. The model was reinterpreted for the
specific exercise of this research. The Hopscotch Model was used a
posteriori (although it was originally designed for a priori use) as a way to

examine the trustworthiness and coherence ofresearch.

In the methodological description we include the design of the instruments
and strategies for data gathering of both deductive and inductive exercises,
as well as the qualitative data analysis (Science mapping, co-citation

analysis, Grounded Theory, NCT, social networks, etc.).



Subsequently, a detailed study of the trustworthiness and credibility of this
research is performed from the contribution of Guba (1981) in each of the
phases of this thesis. The chapter ends with brief conclusions on this

methodological section.

Summary of Chapter 2

e  The Hopscotch Model is a tool and a conceptual model that illuminates
the design and use of methodological strategies for qualitative
research. This model is a boundary object and this is manifested in the
fact that it is flexible and is constantly evolving. Although the
methodological design of this thesis was already arranged when the
Hopschotch Model was known, this had positive effects on research
and allowed a meta-evaluation of the process in terms of order and
rigor.

e The techniques of Science Mapping used in this study allowed to
detect similarity between the authors (especially thinking to find
invisible authors who had not been selected according to the chosen
parameters), the ones that exerted greater influence on the discipline
and to study the dynamic complexity of the concept of teaching
excellence. The co-citation and similarity analysis was made to

respond to these issues.

e Regarding the data gathering of deductive nature (articles, books,
book chapters, reports, policies on education, thesis, etc.), it was
decided to carry out a three-step process that allowed lessen the
effects of the subjectivity of the researcher. Co- citation and similarity

analysis was used, among other techniques, in this process.

e  As the result of a reinterpretation of Grounded Theory and the use of
NCT method, a loop-process for computer assisted qualitative data
analysis computer was designed. It is a flexible, but oriented,
prototype, which generated a conceptual coding system in the task of
finding taxonomic structures of categories. This loop was used for both

deductive qualitative analysis and inductive qualitative analysis.



e  With the aim of providing rigor to this qualitative research the four
lenses of Guba's proposal (1981) are reviewed in detail: credibility,
transferability, dependability and confirmability, own terms of a
naturalistic paradigm compared to traditional rationalist terms as
criteria of rigor that respond to internal validity, external validity,
reliability and objectivity, respectively.

Introduction to Chapter 3

As mentioned repeatedly throughout this document, the approach to the
teaching excellence concept has always been understood as an exercise
that must combine information and analysis from both deductive and

inductiveapproaches.

In the deductive exercise of teaching excellence we propose a selection and
qualitative data analysis from a reinterpretation of Grounded Theory, as
well as the use of bibliometric techniques rarely used in research in
mathematics education (Mapping Science pathway analysis co-citation and

similarity).

For the inductive data gathering, we propose an instrument that explores
the beliefs of in-service teachers on teaching excellence contextualized in

their own practice and professional experience.

The interpretation of the results in both exercises generates proposals for
understanding teaching excellence: We study of the dynamics of evolution
of the concept of teaching excellence and build boundary-models of

teaching excellence (BMTE). In this chapter both results are shown.

Summary of Chapter 3

e To understand the dynamic evolution of the concept of teaching
excellence, the interpretation of the co-citation and similarity network
suggests a reading from five lenses that are focused on: assessment,

effects of teaching on students’ achievement, theoretical model of



quality teaching, reflection and teaching efficacy.

In the specific case of mathematics education, the study of the dynamics
of the concept of teaching excellence shows a similar behavior to the
aforementioned, but suggests to understand it by reviewing four levels
of characterization, focused on understanding of: traditional theoretical
models (deductive focus) that settle bases to reflect on the
characterization of the professional knowledge of teachers, the
relationship with the professional environment, the relationship with
the student, specifically through teacher effectiveness, and the
relationship with epistemology.

The behavior of the deductive BMTE and the inductive BMTE is similar.
The layer of "relationship with the community" and "relationship with
the educational system" are the layers that are farther apart. This may
be because in the actual practice of in service teachers the variables that
deal with education policies, curriculum integration, community
relations and generally beyond the teacher and student, have
significant effects significant on the design of practices, dynamic
instruction and decision making, but they are not always carried out
due to various contingencies of the context in which teaching practice
develops. In the case of mathematics education, the distance between
the deductive BMTE and the inductive BMTE is much more
pronounced, especially in the case corresponding to the relationship
with the educational system layer. The closeness between the two
models can be thought of as a projection of the theoretical (deductive)

to the practical (inductive).

The inductive BMTE in the case of mathematics education and other
disciplines run through six layers, but distribute the weight of the
different sub-layers differently, although the behavior is very similar. In
the case of mathematics education sub- layers as reflection or affection
have more weight than in the case of education in general, while sub-
layers as openness to diversity and formative evaluation tend to weigh

more in the general scenario tan in the specific mathematics education.



The deductive BMTE in the case of mathematics education and other
disciplines run the six layers, but distribute the weight of the different
sub-layers differently, although the behavior is very similar. In the case
of mathematics education sub- layers as pedagogical knowledge or
evaluation highlighted notably on the case of other disciplines, while
sub-layers as teaching effectiveness, content knowledge, clear
practices and effects on student achievement tend to weigh more in the
general scenario in the specific of mathematics education.

The inductive BMTE in the specific case of the Spanish community and
other countries tend to be distributed the same way on the six layers of
the model. However, the model for the local scene tends to, for example,
the sub-layers that deal with the affectivity of the student and
evaluation, while in the case of other countries tends to, for example,
dialogue and feedback processes amongothers.

Inductive BMTE, analyzed from the perspective of teaching experience,
have a sub- layer distribution that tends to be uniform. However the
sub-layer concerning methodological strategies, for example, was
considerably heavier in the case of having an experience between 10
and 20 years. Content knowledge had greater weight in the group of
experienced teachers between 15 and 20years.

There are notable differences between the valuation given to the sub-
layers from the point of view of theoretical relevance or personal
relevance the one that is given to these same sub-layers from its
presence in the educational reality itself.

The BMTE are flexible and responsive to the contexts in which they

operate. Thus, the models change their weight distribution depending

on which scenario is being explored: knowledge area, geographical

area.

General conclusion

There is a plethora of research regarding the concept of teaching

excellence. The seminal work of Shulman, as well as later contributions,



have brought us closer to a characterization of professional teaching
knowledge. This process is focused on knowledge for teaching, that is, the
professionalization of the teacher takes into account, in large measure,
variables that depend on teaching practice. We decided to review some of
the studies that have had great influence on the field of knowledge we are
dealing with, taking into account that in recent decade’s research in
mathematical education focused on the reality of teaching has been
increasing considerably. Thus, Shulman acquaints us with the dynamics of
professional teaching knowledge, recognizing three capital categories in it:
knowledge of content, pedagogical knowledge, and a third one that is an
amalgam of the first two, pedagogical knowledge of content. Also, in the
specific field of mathematical education we highlight three great
contributions: those of Bromme (1986, 1994), Ball et al. (2008) and
Rowland et al. (2003). In the first one, five domains are described with
regard to the seminal contribution of Shulman, ie., knowledge of content
related to mathematics, knowledge of school mathematics, the philosophy
of school mathematics, general pedagogical knowledge and specific
pedagogical knowledge in the subject. In the second, progress in the
conceptualization of the professional knowledge of the mathematics
teacher is notable. The proposal of Ball et al. materializes the knowledge of
content and the pedagogical knowledge of content in three new
subdomains for each one. For knowledge of content the subdomains are
common knowledge of content, specific knowledge of content and
knowledge of the mathematical horizon. For the pedagogical knowledge of
content, the subdomains are knowledge of content and students,
knowledge of teaching of the content and curricular knowledge. Lastly, the
contribution of Rowland et al, the quartet of knowledge, can be understood
as a tool for teacher assessment that focuses on a characterization of the
teacher at four levels: fundamentals, transformation, connection and
contingence. We also highlight the contributions of the Spanish school of
mathematical education research, presenting as referents the studies
carried out by the University of Granada and the University of Huelva,

keeping in mind that Spanish research is not divided by sector and there



are many other important contributions in the field we are dealing with.

Taking into account that, in general, studies on professional teaching models
focus their attention on knowledge for teaching, the contribution of this
doctoral dissertation centers on an exhaustive study of a much wider
concept that contains the professional knowledge of the teacher: teaching
excellence. In order to approach a better conceptual understanding, the
study is presented from both deductive perspectives and inductive
perspectives, making use of innovative techniques in the field of research
that the researchers are working in.

With regard to the methodology used in this doctoral dissertation, the
varied use of diverse and innovative methods of qualitative research
directs the research in a rigorous, coherent and well-justified manner. The
various ways of planning the research, collecting data and analyzing the
data lead to the results and their interpretation being free of ambiguities
and contradictions. Merely to name a few of the methods and techniques
used in this research, we highlight science mapping, specifically the analysis
of co-citation and similarity (Gmir, 2003), for the collection of deductive
data (in the search for invisible colleagues) as well as for the study of the
dynamic evolution of the concept of teaching excellence, and computer-
assisted qualitative data analysis guided by a reinterpretation of grounded
theory (Corbin & Strauss, 2008) and the NCT method (Friese, 2014).

Also, vital importance has been assigned to the integrity and credibility of
the research. An exhaustive study was carried out that covered all of the
five phases of the research, incorporating techniques that give rigor to this
qualitative research, rigor guided by the four-lens proposition of Guba
(1981): credibility, transference, consistency and confirmability, terms
corresponding to a naturalist paradigm compared to the rationalistic
traditional terms that are analogous as regards the criteria of rigor that
they are intended to respond to, ie., internal validity, external validity,

trustworthiness and objectivity, respectively.

With regard to the dynamic evolution of the concept of teaching excellence,



based on interpretation of the co-citation and similarity network a reading
through five lenses for conceptual understanding, based on the way the
nodes are distributed and grouped in the network, is suggested. These lenses
and their meaning make core nuances explicit not only within each of the
groups (families) but also in the entire network. That is, in order to
understand excellence it is necessary to review the dynamics of each of the
families, namely: assessment, effects of the teacher on student performance,
theoretical models of quality teaching, reflection and teaching efficacy.

Study of the dynamics of the concept of teaching excellence in the specific
field of mathematical education shows a behavior similar to that mentioned
above, but suggests understanding it by reviewing four levels of
characterization. The first level is the traditional and theoretical deductive
models that have guided reflection on the characterization of teachers’
professional knowledge. The second level relates to the relationship with
the surrounding environment, that is, what is associated with education
policies, curriculum design, standards, etc. The third level focuses its
attention on the relationship with the student, specifically on teacher
efficacy. Lastly, the fourth level focuses on the vital relationship of the
teacher with epistemology, as well as on his or her particular task, that is,
the way how he or she designs, structures and carried out his or her

teaching.

The boundary models of teaching excellence (BMTEs) that are proposed in
this doctoral dissertation are characterized initially by being flexible in
their interpretation and being in continuous evolution, which are essential
characteristics of boundary objects. In particular, the BMTEs are based on
the relationship that exists between the teacher and the other agents that
participate in the processes of teaching and learning, as well as in the
setting where the craft of teaching is practiced. These relationships are:
relationship with oneself, relationship with epistemology, relationship with
one’s practice, relationship with the students, relationship with the
community and relationship with the education system. Each of these

relationships is called a layer. Thus, inspired by the models of ground



strata, the BMTEs consist of six layers that go from a nucleus (the
relationship with oneself) to the layer farthest out (the relationship with the
education system). Within a layer there is movement between sublayers,
and the layers are also related among themselves, allowing for the existence
of crosscutting sublayers.

The behavior of the BMTEs is similar whether their nature is deductive or
inductive, that is, both traverse the six layers in an analogous manner.
However, in layers such as “relationship with the education system” and
“relationship with the community” one sees a greater distance between the
deductive and the inductive, and this may be related to the fact that in the
case of real teaching practices the sublayers that are thought of as
relationship with the community and the education system are not taken
into account as a priority due to the different contingencies of the contexts
in which teaching practice takes place. In the case of mathematical
education, this distance between deductive and inductive BMTEs is much
more marked, above all in the case of the layer corresponding to the
relationship with the education system. The relationship of similarity
between deductive BMTEs and inductive BMTEs can be thought of, then, as

a projection of theory over practice, respectively.

Also, in the case of inductive BMTEs, when one reviews their behavior, in
the case of mathematical education and of other disciplines (education in
general), one sees that although they are similar in form sublayers such as
those focused on reflection and affectivity have greater weight in the case
of education in general, but sublayers such as openness to diversity and
formative assessment tend to weigh more in the case of mathematical

education.

In the case of mathematical education and that of other disciplines,
deductive BMTEs traverse the six layers, but distribute the weights of the
various sublayers differently, although the behavior is very similar. In the
case of mathematical education, sublayers such as pedagogical knowledge

or assessment stand out markedly compared to the case of other disciplines,



while sublayers such as teaching efficacy, knowledge of the knowledge,
clear practices and the effects on student achievement tend to weigh more

in the general setting than in the specific setting of mathematical education.

If one looks at the BMTEs taking geographic variables into account, upon
comparison of the Spanish community with other world communities it is
seen that in the Spanish case the sublayers corresponding to affectivity and
assessment processes have more weight than in the case of the other world
communities. However, while assessment processes are especially
important in the Spanish case, it is in the other world communities that
feedback processes have more weight.

Taking into account the comparisons above, the BMTEs show themselves to
be flexible and sensitive to the contexts in which they are applied. Thus, the
models change their weighting distribution depending on what setting is

being explored: sphere of knowledge, geographic region.

Lastly, there are marked differences among the valuations given to the
sublayers from the point of view of theoretical importance (that is, what
teachers consider important for defining teaching excellence), personal
importance (that is, what they consider important as a personal appraisal of
teaching excellence), and the importance assigned to these same sublayers
based on their presence in their own teaching reality (that is, the actual
materialization of what is considered important, but seen this time in their

own teaching practices).

Answers to the research questions

Table 2 shows how the objectives, research assertions, questions and

answers are related.



Questions

Objectives

Hypotheses

Answers

Is there any
general behavior
or structure of
thought present
in the conceptual

To map patterns
in the evolution
of educational
research (in
particular in

Research on
teaching
excellence is
evolving towards
a “clusterized”

The dynamics of the
concept of teaching
excellence suggests
be read from five
lenses that bring

evolution of mathematical system underlain together the results of
teaching education) by latent research in the field
excellence? around the variables. of education, namely:
concept of assessment, teacher
teaching effectiveness,
excellence. reflection, theoretical
models for teaching
quality and studying
the effects of teaching
practice on student
outcomes.
What happens To identify Models of teaching | Teaching excellence
to the models deductive and excellence are models are flexible
of teaching inductive models | sensitive to and self-modifying
excellence of teaching contexts. depending on the
when they are excellence, as scenario where they
read well as latent are being studied:
contextually? variables and discipline,
contexts geographical,
inherentin educational
them. experience, etc.
What is the To compare the Models of teaching | Models of teaching
relationship models of excellence in excellence in specific
between the teaching mathematics area | casessuchas
“general” model excellence projection of mathematics
of teaching identified, “general” models education keep the
excellence and without of teaching structure of models
the specific case distinction by excellence. of teaching excellence
of mathematical discipline or in the general
education? field of education setting, but
knowledge, with they materialize in a
those that particular way given
would be the sensitivity of
obtained by them to the contexts,
analyzing only specifically the
those that disciplinary.

emerge from




Is there any
difference
between the
deductive
models of
teaching
excellence and
those that are
organized
inductively?

To compare the
models of
teaching
excellence
obtained
through
deductive
procedures and
those generated
inductively as
models of
perception of
teaching
excellence.

Inductive models
of teaching
excellence fit
realities different
from those
identified through
deductive
processes.

There is a difference
between the
theoretical models of
excellence (those
emerging from
deductive studies)
and those from a
purely inductive
study. The difference
occurs when, for
example, the
conception of the
teaching regarding
the theoretical
relevance, personal
relevance and the

Table 2. Answer to the research questions




Para revisar los anexos 2, 5 y 6, por favor siga los siguientes vinculos:

ANEXO 2: https://goo.gl/qMwli2
ANEXO 5: https://goo.gl/jHiOmQ
ANEXO 6: https://goo.gl/h3QAM5



