
Completer Case Studies (2021 –2022) 
 

Research Questions 
RQ1: In what ways are program completers effectively contributing to student-learning growth? 
RQ2: What teaching strategies, behaviors, and assessment practices are program completers applying to 

impact student learning-growth? 
 

Methodology 
A collective case study design was used as working with multiple individuals has the potential to 

provide insight into a phenomenon (Creswell, 2012a).  
Participants  

Creswell defines typical sampling as “a form of purposeful sampling in which the researcher 
studies a person or site that is typical to those unfamiliar with the situation” (Creswell, 2012a, p. 208).  
Completers were recruited through social media and email blasts with the help of the university’s 
alumni office.  Additionally, snowball methods of recruiting study participants came from asking those 
involved in the study for names of graduates in their professional networks. Participants in the study 
included program completers who are currently employed with public school districts in the United 
States and in their first 3-years of teaching.  Seven participants have completed all aspects of the 
research requirements and received a gift card from Amazon for $150.00. 

 
Table 1: Participants 

 Context 
Alex (>1 year of 
experience) 

Rural, Elementary.  
Um, my community serves (name removed for de-identification). My 
principal calls this school, because there are like seven elementary schools 
in this district...She called it...The stepsister of the city, because it's just like, 
on the edge and kind of the district kind of just leaves it alone...I don't 
know. That's just what the principal called it. We do our own thing.  Right 
on the western border of town... mostly white kids. I have one ELL student 
struggles in English. In my - in my homeroom I have one black student and 
three Hispanic students and one Native American student. (Lines 89-95, 
111-113) 
 

Valerie (>1 year 
of experience) 

Suburban, Middle School. 
Okay, so it's located in a really small town, but a lot of the (metro/urban) 
kids can come there, there's a lot of transfer students...So rural and 
suburban urban kids go there. Um, it's definitely not a title one school by 
any means. It's pretty well funded, while the parents really care about their 
kids' education. So there's lots of fundraisers at that school to support all 
the facets of the things that they provide, they have a lot of good programs 
there. I don't think there's a lot of like free and reduced lunch kids, most of 
the kids are pretty well off if you asked me. (Lines 62-72) 
 

Katie (2 years , 8 
months of 
experience) 

Title 1/FRL, Early Childhood 
I don’t always think about their demographics as I’m seeing them.  As far a racial 
diversity, I have two Hispanic students, a couple of black African American 



students, oh actually three.  I have three Hispanic students just one of the is not 
EL.  I have another student who qualifies EL... not Hispanic, they are from their 
family’s European languages.  And then as far abilities, I have only one student 
who is full inclusion...and I only have two right now who are receiving speech 
services. (Lines 73-77, 88, 92-93) 

Kylie (2 years, 3 
months of 
experience) 

Rural, Early Childhood 
So we’re a title one school.  So, we see a lot of the kids that are on the free and 
reduced lunch, which of course, this year, all the kids have the free lunch option.  
But a lot of them are poverty level, they’re lower income families, they’re very 
sweet families, I would say about 50% of the classes really involve parents and the 
other half is just not as involved.  So, it is harder to reach out to those parents. But 
the kids, a lot of them are in extracurricular activities. They are big into churches, 
they know a lot of each other’s families, get along with other families. There’s a lot 
of families that live in our community, sit it’s a lot of you, everyone knows 
everyone kind of thing...We have some kids that live in town but then we also 
have some kids that live out more in the rural area.  Out of my 22 students, I have 
one that’s African American and one that’s Hispanic. And that’s it.  The rest are 
Caucasian. (Lines, 20-30 ) 

Cindy (2 years of 
experience) 

Suburban, Elementary. I would say that we primarily are serving middle class to 
higher income households um a lot, you know very well educated families, they 
usually come from um most of the students, there are you know long term, they 
start there at pre K and finish through fifth um and there, there are some students 
that I mean we do have some students who are you know, in the low income 
category, but they are a small percentage I would say for a school we're pretty 
diverse, though, but it is still predominantly Caucasian, but we do have some 
diversity, and I think probably just based on parental occupation in in the 
neighborhood so. we have students who are you know African American um Asian 
American there are students who are who have one student who's French 
speaking, and I believe from a Middle Eastern country and originally. We have you 
know some ELL students who only speak Spanish or limited English. (Lines, 141-
158)  

Amy (3+ years of 
experience) 

Title 1/FRL, Elementary. 
It’s a mix between middle-class to lower class, more poverty based.  Where my 
school is located, it’s located in, I’m actually in a really nice neighborhood and 
there’s all new housing developments and some new families and stuff are coming 
in. But outside of that new housing, definitely lower income for the middle class.  
They do like free and reduced lunch.  The community They’ve done it this whole, 
entire time of Covid and where families ca go pick up lunches and breakfasts and 
stuff like that.  And they do a lot of like...canned food drives and all that kind of 
fundraisers and different charity work...We have almost every ethnicity, every 
race.  We have like mix between Samoan and African American, different Asian, 
Asian-Americans. Definitely, it’s definitely a huge mix of all kinds of students. 
(Lines, 68-75, 78-82 ) 

 
Data Sources 

Qualitative and quantitative data were collected in the case study utilizing interviews, self-
report surveys, and questionnaires. Although the study focuses on completers contributions to student 
growth, without the quantitative data, the study would not be corroborated with additional valid 



sources of data. The quantitative data, however, reciprocates the need for corroboration, as Greene 
(2015) recommended that self-report measures be accompanied by additional forms of data. Using both 
qualitative and quantitative data points allowed a more complete and thorough understanding of 
completers’ contributions to student growth.   

Interviews were conducted through Zoom and addressed defining student growth, designing 
instruction for student growth, assessing student growth, and evidence for student growth. The Teacher 
Effectiveness Survey was administered online. Interview prompts are provided in the appendix. Items 
were adapted from the Ohio State Teacher Efficacy Scale (OSTE), the Multicultural Efficacy Scale (MES) 
Part C, Clinical Experience Performance Rubric (CEPR). Stems were changed to read “I am effective at...” 
and participants used a 5-point scale to rate the degree to which they agreed with the statement. The 
alignment of the sub-scales to InTASC Standards and to the original measures and the items are 
provided in appendix. The Analysis of Student Learning Questionnaire asked participants to discuss how 
they used students' performance to learning growth as a result of the instruction. The prompts are 
included in the appendix. 

 
Procedures 

 Interested participants were invited to attend an introductory meeting. After the meeting, 
participants wishing to move forward in the process signed informed consent and were contacted by the 
research team. Participants then prepared a unit of study and shared their lesson plans and assessments 
with researchers, participated in an hour-long interview, taught the lesson with students, and finally 
completed the self-report survey and analysis questionnaire. 
 

Data Analysis 
Interviews were conducted over Zoom that provided basic written transcripts. Each Zoom 

transcript was then compared by researchers to the recording to ensure accuracy and consistency. 
Further, transcripts were provided to participants for member checking. Once accurate transcripts were 
available, the data was organized and put into word documents with line numbers for analysis. A 
constant comparison approach (LeCompte & Preissle, 1993) was used. Interviews were analyzed by two 
researchers using an inductive process beginning by reading the files and taking notes in the margins to 
form initial emerging codes. After tidying up (LeCompte & Preissle, 1993) the data, items were identified 
by the frequency, omission, or declaration to begin the process of identifying emerging categories and 
themes (LeCompte, 2000).  Data was compared, contrasted, aggregated, and ordered (LeCompte & 
Preissle, 1993) then differentiated for linkage and emerging relationships within the data using 
Spradley’s (1979) chart to aid the process. These links established themes or patterns.  The data from 
the surveys and questionnaires brought a broader comparison of the initial categories and were used to 
triangulate the data. 

Current Findings 
 

 Research Question 1: In what ways are program completers effectively contributing to student-
learning growth?  

 Analysis of the qualitative data revealed four main themes.  First, program completers are 
contributing to student growth by creating rationales for instructional decisions through the synthesis of 
observable data, contextual factors, developmental factors and responses to situational issues (e.g., a 
global pandemic).  Second, developing relationships with students are essential to evaluating student-
learning growth. Third, program completers increasingly work to develop agency within their students 
to determine their own growth.  Finally, program completers are contributing to student growth 
through a recognition that confidence in their ability to use evidence to make instructional decisions 



comes from more time spent teaching. The participants with more experience exhibited higher levels of 
confidence in their ability to assess student growth.  

 
Creating rationales for instructional decisions through synthesizing contributing factors. 

 Determining student growth requires a synthesis of formative and summative assessment data 
(InTASC 6), contextual factors (InTASC 3) and the developmental levels of students (InTASC 1). This 
combination was used by participants to determine rationales behind their instructional decisions.   
 

I use...the formative assessments throughout to kind of gauge that, in our discussion especially, 
to figure out what and how the lesson is going, so I may have to shift. Sometimes it takes longer 
than normal. Sometimes something doesn’t work and I cut it out. I mean it really is navigated by 
the classroom of the students. (Cindy, lines 323-327) 
 
“The thing I’ve really, really learned is those informal assessments are not anything like what we 
do in college...I can see...my kids are writing during morning meeting and this one’s got it, and 
this one needs more work. I’m going to pull that one....it’s just that seeing it in real time. Those 
very informal assessments guide my instructional decision making. (Katie, lines 309-317). 
 
We try to start it with the test. So, when we start with the activities and stuff, we're kind of 
preparing them for that test. We're just making sure that what's on the test is what we've talked 
about in class. And then once we get to the test, we'll check it over. And if something was like 
too complicated, or we just didn't get to it, we throw it out so that it's something that they've 
known or heard of. (Valerie, lines 398-404). 
 
Developing relationships are essential to evaluating student-learning growth.   
Program completers relied on the development of relationships with their students as the 

foundation to ensure the authenticity of the assessment process. Establishing supportive, believable 
connections with students gave program completers a more accurate observation of student learning 
(InTASC 2 & 3).   

 
If they...if we have a good relationship, then I feel like they’re more apt to explain their thinking 
to participate to give me their best effort. And that really helps my job with determining if 
they’ve learned and mastered what we need to. (Kylie, lines 261-264) 
 
I think the most important part, for me, is...the relationship with the students...not always being 
about school...talking to them about how they’re doing, how their weekend was, what their life 
is like. Getting to know me on a personal level as well as me getting to know them, I think has 
really been a big support for my students that in the lower income levels. (Cindy, lines 416-420) 
 

Developing agency within their students to determine their own growth. Program completers 
develop agency within their students to identify and analyze their own growth in learning by helping 
them to identify misconceptions, participate in metacognitive activities, and anticipate questions.  
Further, completers provide opportunities for students to track individual progress, teach growth 
mindsets, focus on effort and providing opportunities for reflection over learning, and celebrate with 
students when they recognize their own growth (InTASC 5, 6, & 8).   
 

I do the rate your learning one to four...I will, in the middle of a lesson, give me a thumbs up if 
you’ve got it. Give me a middle thumb if you are a little, if you’re struggling. Give me a down 



thumb if you are 100% lost (lines 490-492). I do an anchor chart walk. I’ll have three anchor 
charts in my room....I have them write their names on the back of a sticky note, have them go 
place their sticky notes as we’re all walking around the room. I have them in the top right-hand 
corner...rate your learning one to four. (Amy, lines 490-499) 
 
You have the kids who give themselves a four when they’re clearly not a four...so I’ll pull them 
aside and we’ll break down...why do you feel like you’re giving yourself a four when clearly 
you’re at a two? We...break down their understanding of what does it mean to rate your learning 
and...why do you think you are a four when you’re obviously not (Amy, lines 502-506) 
 
Some of the kids used a number line...some kids were comfortable using their fingers to add or 
subtract...some were able to do the mental math and that was easier for them. So, I think that 
them having those different strategies and being able to use a strategy that they know works for 
them is how they can learn that or know that they are learning that skill. (Kylie, lines 290-296) 

 
The value of teaching experience in determining student-learning growth. Program completers 

emphasized the value of experience in developing comfort with their skill in determining student 
growth.  Experience was a key theme in completers’ confidence in assessing student growth.  
Participants with multiple years of experience in the classroom were found to exhibit more confidence 
in analyzing student growth.  Conversely, completers in their first year—or who recently completed their 
first year in the classroom—exhibited less confidence in their ability but recognized the role that 
experience was playing in their development of this skill. (InTASC 10)   
 

I feel like I'm becoming a better teacher with the more experience that I have. (Kylie, lines 104-
105) 
 
I think I am...if you would have asked my first year, I would have been a big, big fat no. 
Absolutely not. As I’ve gone through and I’ve gotten the experience that I have, I think I have. 
Definitely after looking at the end of the year and all the growth. (Amy, 447-449 ) 
 
Not as a second-year teacher. I’m definitely still learning. I am more comfortable than I used to 
be and I hope that continues...but I’m sure, just like many other teachers...the students helped 
me feel more comfortable about it...It's not fully measured by a test of any sort...if they’re able 
to again apply it into other aspect of what they’re learning in school or outside of school, that’s 
where I feel like, I’m getting it. I’m doing okay. (Cindy, lines 505-514) 

 
Research Question 2: What teaching strategies, behaviors, and assessment practices are program 
completers applying to impact student learning-growth? 
  
  The following data tables showcase completers’ responses—aggregated for commonalities—
when investigating which strategies, behaviors, and assessment practices they utilized to impact student 
growth.  
  



 
Table 2: Teaching Strategies  (InTASC 5, 6, & 8) 

What Was Planned What Actually Happened 
• Metacognitive opportunities: rate your 

work 1-4/thumbs up/down 
• Class discussions 
• Collaborative groupings: pairs, triads, 

small groups, whole group 
• Think/pair/share 
• Adhering to procedures 
• Teach your neighbor/Turn and teach 
• Higher Order Thinking Skills 
• Provide choices for demonstrating 

learning 
• Building relationships with students 
• Pace determined by student mastery, 

boredom, or frustration 
• Use of baseline data to determine areas 

of greatest need for mastery of skills and 
content 

• Modeling 
• Metacognition checks 
• Discussing the content as a whole-group 

& small groups 
• Collaborative groupings such as 

individual, small group, and whole class 
• Cooperative learning & strategic 

questioning 
• Wait time, whole group instruction, 

guided practice 
• Listening to students and asking them 

what they need 
• Decisions based on differentiation needs 

of students for flexible groupings 
• Break down the directions in smaller 

steps than anticipated 

 
 
Table 3: Assessment Strategies  

Baseline Assessment & Data 
(InTASC 2 & 6) 

Formative Assessment & Data 
(InTASC 6) 

Summative Assessment & Data 
(InTASC 6) 

• Anticipatory whole 
group question over the 
three objectives 
covered 

• MAP test we take every 
benchmark -fall, winter, 
spring 

• Determine students' 
prior knowledge, we 
had a class discussion 
about shapes 

• Responses from the 
class discussion and the 
shapes sort 

• Whole class probes of 
students' prior 
knowledge by having 
them compare/contrast 
the different functions 

• Venn Diagram voting 
results of the various 

• I compared the 
assessments by the end 
of the unit to the MAP 
benchmark assessment 
winter scores to 
determine 
understanding 

• End data based on a 
twenty-question 
matching quiz 

• Observed their growth 
through conversations 

• Teacher observation 
• Bell work problems 
• Observational data 

obtained through large 
and small group 
discussions 

• Combination of post-
test administration of 
the baseline probe 
instrument and a 
performance 
assessment (student-
created project) 

• Students answered a 
variety of questions to 
determine their 
understanding of the 
objectives and content 
of the unit. 

• Observational data 
obtained through large 
and small group 
discussions, as well as 
growing independence 
with center activities 



functions of the probe 
and the whole class 
discussion 

• KWL chart 
• Prior journals 
• Anticipatory set 

questions about the 
objectives 

• Growth measured by 
change in bell-work 
performance 

 
 Conclusions 

 
What a difference a year makes! This study focused on capturing the authentic approach that program 
completers used to determine student growth.  Within that framework, multiple approaches, levels of 
development, experience in the classroom, relationships with students, and comfort with determining 
assessment varied considerably.  Data was analyzed and triangulated from interview transcripts, 
participants’ questionnaire responses about assessment processes, submitted lesson plans, samples of 
student work, and participants’ responses to self-ratings in assessment and classroom management-
related skills. Four major themes emerged regarding the processes that program completers adopt for 
assessment as well as the actual instructional strategies used to determine student growth.   
 
These case studies demonstrate how completers apply what was learned during educator preparation. 
Findings provide insight into the decision-making of completers, the evidence they use to assess learner 
growth, and how they determine their contribution to P-12 student-learning growth.  Findings 
demonstrate that completers contribute to student-learning growth through the application of 
professional knowledge, skills, and dispositions. 
 
Findings suggest significant maturity occurring in the first year in terms of approach to assessing student 
learning. Themes that emerged focused on contributing factors, authentic relationships with students, 
developing student agency, and the role that experience plays in developing self-confidence in assessing 
student learning. These themes support the holistic approach that education program completers 
embrace regarding planning for, implementing, and assessing student learning in their classrooms.  
 
The diverse teaching assignments of the completers led to varying definitions of student growth.  As the 
study was designed to capture the authentic process that each completer implemented to assess 
student growth, an operational definition of student growth was not established nor provided to the 
completers.  As researchers, we acknowledge some may view this lack of definition as a limitation, 
however, we purposefully excluded it to explore the spontaneous responses given by the completers.  
We asked for quantifying evidence of student learning, yet it was unclear how completers arrived at 
their responses.  Additionally, the developmental level of the students within the classes varied 
significantly to prevent a universal set of quantified data, without requiring the use of pre/post testing in 
the study.  Across the participants, we found a high reliance on observational student data when 
determining the pace of instruction and mastery of learning outcomes.   
 
As we continue this research, we are aware that not every teacher education major is represented in 
this report.  We continue to seek participants from visual and performing arts, physical education, and 
special education in an effort to provide a complete representation of UCO’s Teacher Education 
Program. Additionally, the successful recruitment of participants from rural secondary settings would 
allow for an exploration of assessing student learning growth across varied demographic factors. 



 
It is encouraging to note, that repeatedly, throughout the interactions with program completers, that 
our graduates are purposefully attending to and care about how they go about assessing student 
growth.  In a time where teachers are constantly second guessed, discovering the intentional steps our 
graduates are taking to be effective and responsive educators is reassuring.   
 
 

 
 



Early Career Teachers

What a difference a year makes



Goal

Investigate the instructional practices of 
early career PK12 teachers prepared by the 
University of Central Oklahoma and how 
their practices are related to determining 
student learning growth.



Key Assumptions

The effectiveness of the Teacher 
Education Program is reflected through 
our program completers' teaching 
strategies, behaviors, and assessment 
practices.

Teaching experience brings a higher 
perceived ability to impact student 
growth.



Research 
Questions

1. In what ways are our program 
completers contributing to student-
learning growth?

2. What teaching strategies, behaviors, 
and assessment practices are UCO 
Early Career Teachers using to impact 
student growth and evidence of 
student progress?



Conceptual 
Framework



Methodology

Collective Case Study

Largely qualitative with supporting 
quantitative measures.

Zoom Interviews and transcripts

Analysis of Student Learning survey

Reflective Teaching Questionnaire



Data Sources

Qualitative interviews recorded over Zoom.
• What is your definition of student growth?

• What influences your instructional design?

• How comfortable are you with determining student growth?

Analysis of Student Learning Questionnaire
• Discuss what you did to determine student’s prior knowledge of the objectives and content of the 

unit?

• Based on a review of student data, discuss the instructional practices and learning activities that 
likely contributed to student learning growth.

Instructional Practices Survey
• I am effective at using a variety of assessment strategies.

• I effectively use appropriate instructional techniques with ELL students.

Completed Lesson Plans

Deidentified Student Assessment Samples



Process

Recruitment 

Information meeting

Informed consent

Plan lesson

Interview

Teach lesson

Survey

Reflection

Gift Card



Current 
Participants

Participant
(pseudonym)

Years of 
Experience

Teaching Area
School 

Classification

Completed 
Research 
Process

Alex >1 Elementary Rural x

Valerie >1 Middle School Suburban x

Robert 1 High School Title 1/FRL

Rachel 1 High School Suburban

Cindy 2 Elementary Suburban x

Katie 2+ Early Childhood Title 1/FRL x

Kylie 2+ Early Childhood Rural x

Amy 3+ Elementary Title 1/FRL x



Data Analysis

Qualitative 
Transcribed from interviews and rechecked for 
accuracy, tidied up for analysis

Constant comparison approach (LeCompte & 
Preissle, 1993) 

Emerging themes and patterns recognized

Quantitative 
Used to corroborate findings from the qualitative 
analysis.  Responses were not analyzed for 
inferential statistics due to the nature of the case 
and the small sample size.  Anticipate more 
responses before running any statistics.



Validity

Interview Analysis

• Member checked

• Trustworthiness with 
three researchers

• Triangulation

• Surveys and 
Questionnaires

• Lesson plans

• Student Assessment 
Samples



Opening Lines

So what influences your instructional decision process?

"I think the professors that I had at UCO in the education 
program, they're kind of all just in like a little room in my brain.

And when I'm digging through the curriculum, they're saying 
things like, “Oh, no, that's not right. We can't do that. That's not 

good for the students.”

Yeah, they're just having a little curriculum planning party in my 
brain."

(Alex, lines 225-230)



Results: Research Question #1

In what 
ways are 
program 
completers 
contributing 
to student-
learning 
growth?

Rationales from synthesizing contributing factors

Relationships are essential to evaluating student-learning growth

Develop agency within their students to determine their own growth.

Value of teaching experience in determining student-learning growth 
through the level of confidence in their ability to make instructional 
decisions based on evidence and assessment.



RQ 1 –
Synthesize 

Contributing 
Factors

Rationales from synthesizing contributing 
factors

• Formative and summative assessment data

• Developmental level of students

• Contextual factors



Cindy

“I use…the formative assessments throughout to kind 
of gauge that, in our discussion especially, to figure out 
what and how the lesson is going, so I may have to 
shift. Sometimes it takes longer than 
normal. Sometimes something doesn’t work and I cut it 
out. I mean it really is navigated by the classroom of 
the students.” (Cindy, lines 323-327)



Katie

“ The thing I’ve really, really learned is those informal 
assessments are not anything like what we do in 
college…I can see…my kids are writing during morning 
meeting and this one’s got it, and this one needs more 
work. I’m going to pull that one….it’s just that seeing it 
in real time. Those very informal assessments guide my 
instructional decision making.” (Katie, lines 309-317).



RQ 1 –
Relationships

Relationships are essential to 
evaluating student-learning growth



Kylie

If they…if we have a good relationship, then I feel like 
they’re more apt to explain their thinking to participate 
to give me their best effort. And that really helps my 
job with determining if they’ve learned and mastered 
what we need to. (Kylie, lines 261-264)



Cindy

I think the most important part, for me, is…the 
relationship with the students…not always being about 
school…talking to them about how they’re doing, how 
their weekend was, what their life is like. Getting to 
know me on a personal level as well as me getting to 
know them, I think has really been a big support for my 
students that in the lower income levels. (Cindy, lines 
416-420)



RQ1 -
Develop 
Agency

Develop agency in their students to identify and 
analyze their own growth in learning.



Amy

“I do the rate your learning one to four…I will, in the middle 
of a lesson, give me a thumbs up if you’ve got it. Give me a 
middle thumb if you are a little, if you’re struggling. Give me 
a down thumb if you are 100% lost (lines 490-492). I do an 
anchor chart walk. I’ll have three anchor charts in my 
room….I have them write their names on the back of a sticky 
note, have them go place their sticky notes as we’re all 
walking around the room. I have them in the top right-hand 
corner…rate your learning one to four.” (Amy, lines 490-499)



Amy

You have the kids who give themselves a four when 
they’re clearly not a four…so I’ll pull them aside and 
we’ll break down…why do you feel like you’re giving 
yourself a four when clearly you’re at a two? We…break 
down their understanding of what does it mean to rate 
your learning and…why do you think you are a four 
when you’re obviously not (Amy, lines 502-506)



Kylie

”Some of the kids used a number line…some kids were 
comfortable using their fingers to add or 
subtract…some were able to do the mental math and 
that was easier for them. So, I think that them having 
those different strategies and being able to use a 
strategy that they know works for them is how they can 
learn that or know that they are learning that skill.” 
(Kylie, lines 290-296)



RQ 1 – Value 
of Teaching 
Experience

Value of teaching experience in determining 
student-learning growth through the level of 
confidence in their ability to make 
instructional decisions based on evidence 
and assessment.



Kylie

"I feel like I'm becoming a better teacher with the more 
experience that I have." (Kylie, lines 104-105)



Cindy
“Not as a second-year teacher. I’m definitely still learning. I am more 
comfortable than I used to be and I hope that continues…but I’m sure, 
just like many other teachers...the students helped me feel more 
comfortable about it...It's not fully measured by a test of any sort…if 
they’re able to again apply it into other aspect of what they’re learning 
in school or outside of school, that’s where I feel like, I’m getting it. I’m 
doing okay. (Cindy, lines 505-514)



Amy

"I think I am…if you would have asked my first year, I 
would have been a big, big fat no. Absolutely not. As 
I’ve gone through and I’ve gotten the experience that I 
have, I think I have. Definitely after looking at the end 
of the year and all the growth." (Amy, lines 447-450)



Research 
Question #2

What teaching strategies, behaviors, and 
assessment practices are UCO Early Career 
Teachers using to impact student growth 
and evidence of student progress?



RQ #2 Results: Teaching Strategies

How it started

• Metacognitive opportunities: rate your 
work 1-4/thumbs up/down

• Class discussions

• Collaborative groupings: pairs, triads, small 
groups, whole group

• Think/pair/share

• Adhering to procedures

• Teach your neighbor/Turn and teach

• Higher Order Thinking Skills

• Provide choices for demonstrating learning

How it went

• Modeling

• Metacognition checks

• Discussing the content as a whole-group 
& small groups

• Collaborative groupings such as individual, 
small group, and whole class

• Cooperative learning & strategic 
questioning

• Wait time, whole group instruction, guided 
practice



RQ #2 Results: Behaviors
Building relationships 

with students

Break down the directions 
in smaller steps than 

anticipated

Decisions based on 
differentiation needs of 

students for flexible 
groupings

Pace determined by 
students mastery, 

boredom, or frustration

Listening to 
students/Asking them 

what they need

Use baseline data to 
determine areas of 

greatest need for mastery 
of skills and content

RQ #2 Results: Behaviors



RQ #2 Results: Assessment

Baseline Assessment & Data
• Anticipatory whole group question over the three 

objectives covered

• MAP test we take every benchmark - fall, winter, 
spring

• Determine students' prior knowledge, we had a class 
discussion about shapes

• Responses from the class discussion and the shapes 
sort

• Whole class probe of students' prior knowledge by 
having them compare/contrast the different 
functions

• Venn Diagram voting results of the various functions 
of the probe and the whole class discussion

• KWL chart

• Prior journals

• Anticipatory set questions about the objectives

Formative Assessment & Data
• I compared the assessments by the end of the unit to 

the MAP benchmark assessment winter scores to 
determine understanding

• End data based on a twenty-question matching quiz

• Observed their growth through conversations

• Teacher observation

• Bell work problems

• Observational data obtained through large and small 
group discussions



Trends

Novice teachers hold much closer to 
teaching to the test and are less student 

centered.



Alex
Alex: (questionnaire) "I didn’t really think about collecting 
baseline data…It wasn’t something I thought to do"

“I mean, yeah, that that's the goal, to provide various 
opportunities for students to demonstrate that they 
understand or can do the skill. But I'm not quite there yet.
And yeah, I agree with you. It's probably because first year 
teaching, that's just so much, so much.” (Alex, lines 422-426)



Trends

Concern over classroom management contributes to perceived 
abilities in assessment of student growth and planning for 

instruction.



Valerie
“I think… it's more of classroom management…I have a group of 

kids that are wonderful, they work so well with each other or by 
themselves. But all the other groups in the class are so chaotic, it's 
hard to keep the noise level down, it's hard for other kids to 
concentrate...So, if I can help manage groups that have those 
behavior issues, or they need more structure, then I'll help the kids 
that can work on their own, and I can see their growth better.” 
Valerie (lines 264-277)



Moving Forward

We need
• 2 Participants from

• Art

• SPED

• Music

• PE 

• Dance

• 1 Participant from Middle school 
(Suburban or Rural)



Contact 

• Alissa Ball Crawford, Ph.D.

• Acrawford1@uco.edu

• 405-974-3488

mailto:Acrawford1@uco.edu


Final Thoughts...

Katie

I’m contributing to it. I’m there 
facilitating, encouraging, supporting.

They’re the ones that are actually doing 
the growing.” (Katie, lines 960-965)
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