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The purpose of this explanatory sequential design was to (a) investigate teachers’ 

perceptions of supportive principal behaviors, (b) investigate teachers’ perceptions of the 

overall T-TESS evaluation process, and (c) find the correlation between the two 

perceptions.  A convenience sample of 105 elementary and middle school teachers who 

work in a Title I urban district responded to a 47 question survey created by using 

portions of the Organizational Climate Description Questionnaire (OCDQ-RE) and the 

Teacher Evaluation Profile (TEP), and individual interviews were conducted to collect 

qualitative data.  The survey data analysis was used to determine teachers’ perceptions of 

supportive principal behaviors as well as teachers’ perceptions of the overall evaluation 

process.  For the quantitative data, a Pearson’s correlation was run to determine if there 

was a significance in the relationship between the two variables while coding and 
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concurrent triangulation was used to conclude the qualitative data.  The quantitative 

results found that there was a significant relationship between teachers’ perceptions of 

supportive principal behaviors and teachers’ perceptions of the overall T-TESS 

evaluation process.  The qualitative findings found there are six themes that revealed 

teachers’ perceptions of supportive principal behaviors and how those behaviors affected 

their overall T-TESS evaluation process.  The themes discovered were (a) 

trustworthiness, (b) building positive relationships, (c) active listening, (d) timely 

responses, (e) opportunities for growth, and (f) feedback.  The qualitative data further 

strengthened the quantitative analysis and further suggested a significant relationship 

between teachers’ perceptions of supportive principal behaviors and teachers’ perceptions 

of the overall T-TESS evaluation process.   

 Keywords: evaluation, teacher evaluation, perceptions, teacher perceptions, 

supportive principal behaviors, overall evaluation process, Texas Teacher Evaluation and 

Support System, T-TESS, elementary school, middle school 
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CHAPTER I: 

INTRODUCTION 

The schoolhouse, one of the most substantial organizations in our society, 

requires principals to provide hands-on leadership (Tschannen-Moran & Gareis, 2015).  

The role is critical; principals as school leaders establish the course and accomplishment 

of a school (Goolamally & Ahmad, 2014).  Therefore, the capabilities and skill set of the 

school leader determines whether or not a campus is successful (Goolamally & Ahmad, 

2014).   

Given that a school is a complex organization with multiple stakeholders, the 

principal must manage multiple tasks to preserve the learning environment and satisfy 

stakeholders (Tschannen-Moran & Gareis, 2015).  For example, community members 

desire principals who demonstrate care and support (Smylie & Murphy, 2016).  

Meanwhile, parents refer to a great principal as being frequently seen at the front doors; 

working assigned duties, such as walking the playground; and knowing the names of 

students and parents (Barr & Saltmarsh, 2014).  In addition to these activities, 

Tschannen-Moran and Gareis (2015) suggest earning the trust of teachers is the primary 

responsibility of the principal.  In vibrant and well performing schools, trust is essential 

because it reinforces the supportive behaviors necessary for nurturing high performance 

(Tschannen-Moran & Gareis, 2015).  Hoy & Clover (1986) define a supportive principal 

as a person who has a basic concern for teachers, actively listens, and is open to teacher 

suggestions.  Although most principals acknowledge the importance of trust in their 

work, these qualities often get squeezed out by accountability requirements (Tschannen-

Moran & Gareis, 2015). 

One way a principal can begin earning trust is through a collaborative evaluation 

process.  Ritter and Barnett (2016) found that in a trusting environment educators 
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welcomed rigorous evaluations and shared responses.  In the evaluation setting, teachers 

trust that meaningful feedback will be provided along with the opportunity for 

improvement prior to future evaluations (Ritter & Barnett, 2016).  The Texas Teacher 

Evaluation and Support System (T-TESS) is a process that develops continuous 

improvement and focuses on providing on-going feedback so educators can develop their 

teaching practices (Texas Education Agency, 2019).  In Chapter 150 of the 

Commissioner’s Rules regarding evaluations, each teacher shall be appraised by using the 

T-TESS rubric or an alternative teacher appraisal system that follows the Texas 

Education Code (TEC) §21.352, and §150.1007 (Appraisal Laws & Rules, 2019).  T-

TESS has three components:  

 goals setting and professional development plan 

 the evaluation cycle, including pre-conference, observation, and post 

conference using a Likert scale type rubric ranging from distinguished to 

improvement needed 

 student growth measurement (T-TESS, 2019).   

Under each of the four domains, four to five dimensions are embedded and the 

seventeenth dimension, student learning objective (SLO), is rated outside of the four 

domains (T-TESS, 2019). 

Within a school year, appraisers and teachers measure instructional performance 

using evidence-based feedback in four domains: planning, instruction, learning 

environment, and professional practices and responsibilities (T-TESS, 2019).  Classroom 

observations are coupled with collaborative dialogue.  From the gathered evidence and 

collaborative dialogues, the principal and teacher create a professional development plan 

(T-TESS, 2019).   
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Ultimately, the purpose of the T-TESS appraisal process is for the appraiser and 

teacher to collaborate in a systematic way that supports personalized professional growth 

and development (T-TESS, 2019).  The teacher’s role should be purposefully described 

as both learner and teacher (Templeton, Willis, & Hendricks, 2016).  The teacher’s role 

during the evaluation cycle is to reflect on his or her instructional and professional 

practices as the principal evaluates the teaching ability of the instructor (T-TESS, 2019).   

According to T-TESS (2019), principals should use a specific timeline for the evaluation 

process.  During the first six weeks of school, the principal provides T-TESS orientation 

to review and or introduce the T-TESS evaluation and goal setting process with teachers 

(Evaluation Process, 2019).  The goal setting process provides teachers and appraisers the 

first opportunity to work on an area of reinforcement (growth) as a focus throughout the 

year (T-TESS, 2019).  Teacher participation in goal setting serves two purposes. First, it 

connects the gap between task perception and actual perception, and secondly it promotes 

workplace satisfaction and teacher motivation (Templeton, et al., 2016). In weeks seven 

through the last 15 days of instruction, the principal conducts informal/formal 

walkthroughs, a pre-conference, a 45-minute observation, and a post-conference (T-

TESS, 2019). During this time, the appraiser provides additional evidence-based 

feedback to facilitate collaboration with the teacher regarding instructional practices and 

the teacher’s area/s of refinement to improve first line instruction (T-TESS, 2019).  To 

support teachers in identifying their annual goals, it is necessary for principals to provide 

regular feedback using check-points, small celebrations throughout the year, and 

additional time and resources to complete the goal (Templeton, et al., 2016).  Prior to the 

last 15 days of the school year, the principal conducts an end-of-year conference 

(summative) to discuss all additional evidence the teacher has collected regarding the 

goals for the year and any improvements in domains one through four (T-TESS, 2019).  
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T-TESS evaluation protocols are designed to ensure both instructors and administrators 

collaborate often throughout the teacher evaluation process (T-TESS, 2019).  

Statement of the Problem 

In 1997, the Professional Development Appraisal System (PDAS) began as the 

appraisal system for the state of Texas (T-TESS, 2019) to serve as a professional 

development system for educators, but became a check list of compliance instead (T-

TESS, 2019).  In 2013, a committee comprised of teachers, principals, higher education 

representatives, and educator organizations began working to update teacher standards 

(T-TESS, 2019).  A rubric matching these standards was simultaneously developed, 

resulting in the creation of the T-TESS evaluation dimensions and domains (T-TESS, 

2019).  The purpose of T-TESS is to provide teachers with an open dialogue with their 

appraisers focused on collaborative support to improve instructional practices and 

professional development (T-TESS, 2019).  Between 2014 and 2016, approximately 260 

school districts piloted the T-TESS evaluation system; in 2017, it became the state 

suggested appraisal system (T-TESS, 2019).  To improve teacher and administrator 

collaboration and first-line instruction through goal setting and targeted professional 

development, the Title I urban district located in Southeast Texas used in the research 

piloted the T-TESS evaluation process in 2016.  

Effective execution of T-TESS centers on collaboration, commitment, and 

building capacity throughout the entire organization (T-TESS, 2019).  To implement with 

fidelity, appraisers must demonstrate a collaborative stance towards the evaluation 

process (T-TESS, 2019).  This may be measured by teacher perceptions of the principal’s 

supportive behaviors and teacher perceptions of the overall evaluation process as a means 

of professional growth.  As early as 2011, Powell’s study identified a need for further 

research in this area.  Specifically, Powell (2011) suggested investigation into teachers’ 
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perceptions of supportive principal behaviors and teachers’ perceptions of the overall 

evaluation experience.  

Purpose of the Study 

The purpose of this study is to investigate teachers’ perceptions of supportive 

principal behaviors, teachers’ perceptions of the overall T-TESS evaluation process, and 

the relationship between supportive principal behaviors and the overall T-TESS 

evaluation process at the elementary and middle school levels. 

Research Questions 

1. What correlation exists between elementary and middle school teachers’ 

perceptions of supportive principal behaviors and the teachers’ perceptions of 

the overall evaluation process?  

2. What is the effect of supportive principal behaviors on the overall evaluation 

process as measured by the OCDQ-RE and TEP? 

3. What are the elementary and middle school teachers’ perceptions of 

supportive principal behaviors and teachers’ perceptions of the overall T-

TESS evaluation process? 

Definition of Key Terms 

Evaluate: “to collect, synthesize, and assign value to data to help diagnose problems, 

monitor progress, and make decisions about the extent to which a project/procedure 

meets identified goals/objectives or about the quality of performance and how it might be 

improved” (National Policy Board for Educational Administration (NPBEA, 2018).   

Perception: “a belief or opinion, often held by many people and based on how 

things seem” Retrieved from: https://dictionary.cambridge.org (2019). 

Rubric: “written and shared evaluative criteria for judging candidate performance that 

indicate the qualities by which levels of performance can be differentiated and that 

https://dictionary.cambridge.org/us/dictionary/english/belief
https://dictionary.cambridge.org/us/dictionary/english/opinion
https://dictionary.cambridge.org/us/dictionary/english/held
https://dictionary.cambridge.org/us/dictionary/english/people
https://dictionary.cambridge.org/us/dictionary/english/based
https://dictionary.cambridge.org/us/dictionary/english/seem
https://dictionary.cambridge.org/
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anchor judgements about the degree of success on a candidate assessment” (NPBEA, 

2019).    

Supportive Principal: a principal who has a basic concern for teachers, actively listens, 

and is open to teacher suggestions. Principal provides praise regularly and sincerely and 

constructive criticism is handled positively (Hoy & Clover, 1986).  

Texas Teacher Evaluation and Support System (T-TESS) Evaluation: “a process that 

develops habits of continuous improvement, and the process itself best lends itself to that 

outcome when appraisers and teachers focus on evidence-based feedback and 

professional development decisions based on that feedback through open dialogue and 

collaboration” (T-TESS, 2019). 
  



 

 

7 

CHAPTER II: 

REVIEW OF THE LITERATURE 

To withstand organizational change, Fullan (2004) recommends the principal 

nurture building capacity and leadership in others through collaborative analysis.  The 

principal’s role must be transparent as one who supports a learner-centered campus 

(Fullan, 2004).  Therefore, principals should have strong characteristics in building 

consistency on campus (Fullan, 2004).  In this chapter, the researcher will discuss a 

review of literature associated with teachers’ perceptions of principal behaviors (direction 

setting, feedback, professional development, and interactions with teachers), past and 

present evaluation systems in Texas, teachers’ perceptions of the overall evaluation 

process, National Educational Leadership Preparation (NELP) Standards, and 

background on the surveys used to collect data for this research.   

Teacher Perceptions of Principal Behaviors  

Direction Setting 

Direction setting from the principal is vital for a campus to be effective.  

Successful school leaders set a path for educators, develop a strong vision, and have 

collective goals and expectations for high teacher performance (Kelchtermans & Piot, 

2010; Sun & Leithwood, 2015).  Quong and Walker (2010) conducted research on 

strategic leadership and found that leaders guarantee that each teacher’s role, 

responsibilities, and accountabilities are clear, well-defined, understood, and established 

as well as maintaining consistent communication throughout the school.  Price (2012) 

and Sun and Leithwood’s (2015), studies reveal that direction setting can have significant 

advantages for teachers and the school such as improving teachers’ career fulfillment, 

self-efficacy, loyalty, and empowerment.  Direction setting also builds relationships 

between principals and teachers, enhances educators’ perspectives of the principal’s 
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effectiveness, builds teacher trust, and provides focused instruction (Price, 2012; Sun & 

Leithwood, 2015).  Furthermore, direction setting provides an optimistic work 

environment, alignment of instructional goals, collective knowledge, and enthusiasm to 

make shared decisions (Price, 2012; Sun & Leithwood, 2015).   

An imperative first step in improving overall teacher performance is outlining the 

school’s mission, goals, and performance expectations (Aguinis, Joo, & Gottfredson, 

2011).  Van den Ouweland, Vanhoof, and Van den Bossche (2018) found conveying and 

defining performance expectations to teachers can have significant benefits for schools. 

Teachers benefit from principals who communicate a clear vision, mission, and 

expectations.  When a principal sets defined campus goals and expectations, this 

transforms into teachers creating clear goals and professional development plans 

(Aguinis, et al., 2011).  Defined expectations and goals become groundwork for 

additional administration practices to happen, such as feedback, instructional coaching, 

teacher evaluations, and motivate individual and organizational growth (Aguinis, et al., 

2011).    

With clear expectations, vision, and mission, school leaders can focus on 

instructional leadership with teachers. According to Osakwe (2010), school leaders offer 

support to educators through leadership and, thus, campus objectives are accomplished 

with effective teaching and learning.  In addition, through their practices, effective 

principals are capable of driving teachers further (Heaton, 2016).  Therefore, to achieve 

effective and efficient teaching, school principals need strong instructional and 

managerial practices (Wildman, 2015). Heaton (2016) states principals assist teachers in 

improving their skills for better instruction.  In Finnigan’s (2011) study on 

transformational leadership, he found principals required strong instructional leadership 

skills, which participants defined these skills as a having a clear vision, pronounced 
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expectations, and an understanding of protocols and procedures, as well as providing 

stability in taxing and doubtful circumstances.  Outcomes were that educators became 

aggravated when the principal’s vision was nonexistent or the teachers had insufficient 

understanding of instruction, while reliable principals with high standards inspire 

educators to follow suit (Finnigan, 2011). When principals used direction setting and 

teachers had a clear understanding of the principal’s reasoning behind the school vision, 

teachers supported the campus initiatives (Lambersky, 2016).   

Feedback 

The purpose of teacher evaluations is to improve teaching and encourage learning 

in schools (Gordon, McGill, Sands, Kalinich, Pelligrino, & Chatterji, 2014).  Instructional 

feedback is an approach for observing teachers’ lessons and how the students respond to 

that learning as well as for providing strategies on how to correct the instruction (Oakes, 

Lane, Menzies, & Buckman, 2018).  Therefore, effective principals support and monitor 

teachers using feedback to guide teachers towards improving instructional practices 

(Yousaf, Usman, & Islam, 2018; Zepeda, 2014).  

According to Drago-Severson (2011), receiving feedback is a vital part of 

learning.  Stone and Heen (2014) stated that when feedback is provided, the receiver may 

not take it well and when we receive feedback, others do not do a good job of delivering 

it.  Providing and receiving feedback and how it is accepted is crucial to the progression 

of school principals (Bell, 2020).  When school leaders conduct conversations with 

teachers around a common understanding of good teaching, such conversations offer an 

opportunity for progression (Danielson, 2011).  Bell (2020) suggests that when providing 

feedback to teachers, the person providing the feedback should validate what the teacher 

is doing well first and then pinpoint where the teacher needs to make minor changes.    
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 Hozebin’s (2018) research regarding feedback through the use of the subjective 

objective assessment plan (SOAP) discovered participants’ capabilities and readiness to 

take part in traditional post-observation discussions was positive.  Participants concurred 

that beneficial feedback during traditional post-observation dialogues makes it easier to 

be self-reflective and improve teaching practices (Hozebin, 2018).  Therefore, principals’ 

effective supervision will increase and motivate teachers’ output and effectiveness 

(Yousaf, et al., 2018).  Principals, who have vast knowledge and skills regarding 

instructional practices, are considered legitimate leaders in the teachers’ eyes (Finnigan, 

2011).  Horng and Loeb (2010) believe that administrators who are effective leaders are 

hands-on and collaborate with teachers in school progressions.  

Professional Development 

Eraut (2006) defined professional development as “the natural process of 

professional growth in which a teacher steadily acquires self-assurance and confidence, 

gains new perspectives, acquires more expertise, discovers new techniques and takes on 

new roles.”  Obi (2004) found that strong leadership practices such as providing 

professional development can enhance teacher performance.  Robinson, Lloyd, and Rowe 

(2008) state that the support principals offer in addition to their involvement in 

professional learning of teachers impacts the learning achievement of students.  Yousaf, 

et al. (2018) found principals play a significant role in teachers’ work performance and 

progress when teachers’ professional development is monitored and expanded.  

Principals can arrange, provide, or inform teachers of pertinent opportunities for staff 

development to teachers to reach the overall goals of the school (Robinson, Lloyd, & 

Rowe, 2008; Yousaf, et al., 2018).  Effective professional development allows teachers to 

increase the knowledge and skill set needed to concentrate on areas of improvement to 

support student learning (Robinson, Lloyd, & Rowe, 2008).  Zepeda (2014) states 
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professional development aids in teacher training and makes teaching more of a learning 

experience.  Drago-Severson’s (2011) research on Learning Forward’s new learning 

design found three standards of adult learning.  The third strand of the learning design 

articulates the significance of providing adults choice in their learning and the 

opportunities to collaborate with others.  Genuine professional learning, in which adults 

are learning, growing, and experiencing as they contribute makes a remarkable difference 

for all stakeholders in the school systems.  Educators appreciate professional learning that 

feels meaningful (Drago-Severson, 2011).  Quong and Walker’s (2010) research found 

that strategic leaders create a collaborative learning culture where staff learn from and 

inspire each other to grow, guarantee the variety, quality, and use of all accessible 

resources, and create and sustain effective strategies and procedures for professional 

development.  

Interactions with Teachers 

Principals’ connections with their teachers affect their fulfillment, cohesion, and 

commitment levels (Price, 2012).  Teachers believed that they could be more effective 

and efficient educators when principals exhibited behaviors such as “showing 

professional respect, encouraging and acknowledging teacher effort and results, 

providing appropriate protection, being seen, allowing teacher voice, and communicating 

principal vision” (Lambersky, 2016, p. 395).  Lambersky (2016) found principals who 

gave professional respect by allowing teachers to voice their opinion, valuing the 

teachers’ instructional skill set, and providing encouragement felt less micromanaged.  

Educators who received positive reinforcement such as “a kind word, small note, or a 

brief thank you” felt emotional fulfillment in the workplace, therefore obtaining 

upcoming commitments from the teachers (Lambersky, 2016, p. 396).  Quong and 

Walker (2010) also found that strategic leaders inspire collective leadership by 
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identifying the role of teachers as equivalent leaders and recognize and acknowledge their 

skill set, expertise, and accomplishments as well as remaining humble and respectful.  

Lambersky (2016) states that visibility is a subtle way to support teacher emotion 

and principals who are regularly seen during the day are more likely to increase principal 

and teacher authority with students, and, as a result, are “agents of order and safety” (p. 

399).  Balyer’s (2012) research regarding transformational leadership behaviors of school 

principals found that principals are visible in both classrooms and hallways, respect 

different points of view, and are aware of the teachers’ needs.  Finally, teachers are 

looking for principals who allow them to have a voice in decision making.  Principals 

who are effective managers tend to trust and value teachers’ knowledge, skills, and 

experiences (Finnigan, 2011).  Hui, Jenatabadi, Ismail, Jasimahbt, and Radzi (2013) 

found educators whose principals share information and inspire collaborative decision 

making are more fulfilled with their day-to-day work than teachers who miss out on these 

opportunities.  Teacher commitment becomes greater when principals collaborate with 

teachers on school decisions as it increases the number of connections between principal 

and teacher and therefore enhances the relationship (Price, 2012; Lambersky, 2016).   

The relationship between teacher and principal is key to build trust and school 

improvement.  Price (2012) states the principal-teacher relationship is a great example of 

how relational trust progresses from emotional bonds.  Scudder (2018) found it is 

imperative for principals not to overlook the emotional piece of leadership, and to take 

the opportunity to listen to teachers concerns by responding appropriately to show they 

care.  Bryk and Schneider (2002) found that “relational trust,” conceptualized as the 

interplay among respect, competence, personal regard, and integrity, reduces uncertainty 

and vulnerability in contexts involving external pressures and demands” (p. 8).  Calahan 

(2013) stated that “tools such as transparency, well-defined expectations, compassion, 



 

 

13 

and flexibility are required to grow or sustain teacher trust” (p. 4).   Finnigan’s (2011) 

research discovered two types of trust: “effective management and respect” (p. 8).  

Effective management represents the everyday tasks of the school and can be a link 

between teachers and principals (Byrk & Schneider, 2002, Finnigan, 2011).  Another 

characteristic teachers find meaningful for principals is a respectful demeanor, meaning 

principals do not scold in front of others, have a sense of empathy, and appreciate the 

ongoing effort teachers put forth daily (Finnigan, 2011).  Trust helped schools keep 

teachers and link the gap of change (Calahan, 2013).  Balyer’s (2012) research regarding 

transformational leadership behaviors of school principals found four characteristics of a 

transformational leader.  Characteristic number one “idealized influence behavior” states 

principals are understanding of their teachers’ professional needs, teachers trust their 

principal, and teachers believe in their principals efforts to progress the school forward.   

Principals are in a significant position to increase teacher performance by 

cultivating enthusiasm to bring about school transformation (Finnigan, 2011).  According 

to MacNeil, Prater, and Busch (2009), building a quality school atmosphere is essential in 

leadership.  Through a positive influence on school climate and supportive behaviors, a 

principal can affect successful instruction and learning as well as teacher collaboration 

(Tlusciak-Deliowska & Dernowska, 2015).  Together, principals and teachers can create 

an environment of professionalism (Tlusciak-Deliowska & Dernowska, 2015).   

Evaluations 

Texas Teacher Appraisal System 

House Bill 72 was passed by the Texas Legislature in 1984 (Davis-Frost, 2000).  

Based on the bill, the state board of education was mandated to implement an evaluation 

system to appraise classroom teachers (Texas Teachers Appraisal System Appraisal 

Manual [TTASAM], 1989).  The TTAS was implemented during the 1986-1987 school 
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year statewide (TTASAM, 1989).  Although the TTASS was intended to be a 

comprehensive and generic system used to enhance classroom instruction, the evaluation 

proposed shared actions of effective instruction which became the domains of the 

appraisal (TTASAM, 1989).  Per the Texas Administrative Code 149.42 Teacher 

Appraisal, “the appraisal of teacher performance for career ladder assignments for staff 

development, performance shall be appraised with the following criteria subsumed under 

five major areas called domains” (TEA, 1991, p. 85).  According to TEA (1991), the 

domain descriptors and criterion consisted of the following: 

“Domain I: Instructional Strategies:  

Criterion 1: Provide opportunities for students to participate 

actively and successfully,  

Criterion 2: Evaluate and provide feedback on student progress 

during  instruction.    

Domain II: Classroom Management and Organization:  

  Criterion 3: Organizes materials and students  

  Criterion 4: Maximizes amount of time available for instruction 

   Criterion 5: Manages Student Behaviors.   

Domain III: Presentation of Subject Matter  

Criterion 6: Teaches for cognitive, affective and/or psychomotor 

learning 

  Criterion 7: Uses effective communication skills 

Domain IV: Learning Environment 

  Criterion 8: Uses strategies to motivate students for learning 

  Criterion 9: Maintains supportive environment 

Domain V: Professional Growth and Responsibilities 
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  Criterion 10: Plans for and engages in professional development 

  Criterion 11: Interacts and communicates effectively with parents 

Criterion 12: Complies with policies, operating procedures, and  

requirements  

Criterion 13: Promotes and evaluates student growth (p. 87-88).”  

According to TEA (1991) the TTAS was scored according to the following rubric: 

clearly outstanding (160-184), exceeds expectations (136-159.9), meets expectations 

(104-135.9), below expectations (80-103.9), and unsatisfactory (below 79.9). Each 

teacher was required to fill out the Teacher Assessment of Instructional Goals and 

Outcomes (TAIGO) Part I prior to the end of the second six weeks of school, and Part II 

of the TAIGO was to be completed prior to the end-of-year summative conference (TEA, 

1991).  Another purpose of the TTAS was to rank teachers according to performance 

scores as part of the norm-referenced career ladder (Setliff, 1989).  A career ladder 

suggested teachers would compete with one another for stipends based on their 

evaluations (Setliff, 1989).   

Professional Development and Appraisal System  

In 1995, Senate Bill 1 mandated the Commissioner of Education craft an 

evaluation system for educators in Texas that included input from both teachers and other 

education professionals (Professional Development and Appraisal System [PDAS] 

Training Manual, 2007). The Texas Education Code (TEC) 21.351 dictated the new 

criteria for the appraisal system was comprised of implementation of classroom 

management and student performance (PDAS Training Manual, 2007).  Hence, in 1995, 

the PDAS was created per the TEC and all teachers were required to be appraised 

annually and score, at minimum, as proficient on each of the PDAS domains to be 

eligible for less-than-annual evaluations allowed through HB 1440 (PDAS Training 



 

 

16 

Manual, 2007).  Any teacher who did not meet the criteria in all the PDAS domains could 

be placed back on an annual 45-minute evaluation despite agreement of being on a less-

than-annual basis (PDAS Training Manual, 2007).  Per legislation, appraisers were 

allowed to conduct informal and formal observations for all teachers regardless of 

whether they were on a PDAS evaluation or a less than annual (PDAS Training Manual, 

2007).   

The PDAS was comprised of 51 appraisal criteria under eight domains. The eight 

domains were the following:  

 Active, Successful Student Participation in the Learning Process 

 Learner-Centered Instruction 

 Evaluation and Feedback on Student Progress 

 Management of Student Discipline, Instructional Strategies, Time, and Materials 

 Professional Communication 

 Professional Development 

 Compliance with Policies, Operating Procedures, and Requirements  

 Improvement of Academic Performance of All Students on the Campus (PDAS 

Training Manual, 2007).  

Domain eight had 10 criteria connected to student performance. Out of the 10, five 

reflected on the efforts of teacher planning, analyzing, and delivering instruction. One 

related to monitoring student attendance and three focused on how well the teacher 

identified at-risk students (PDAS Training Manual, 2007).   

In addition to the observation portion of the PDAS, teachers were also responsible 

for the Teacher Self-Report (TSR).  The TSR was an opportunity for teachers to show 

evidence in the sixth and eighth domains regarding how they used their professional 

development to improve student achievement (PDAS Training Manual, 2007).   
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PDAS used a 4-point Likert scale for scoring: exceeds expectations, proficient, 

below expectations, and unsatisfactory (PDAS Training Manual, 2007).  Ratings in each 

PDAS domain was scored individually so there were no collective scores (PDAS 

Training Manual, 2007).   

The PDAS evaluation system required a principal to conduct at minimum one 45-

minute observation along with two additional walkthrough observations (PDAS Training 

Manual, 2007). If the district chose, teacher observations did not have to be scheduled, 

and, if agreed upon, teachers had the option to split the 45-minute observation into two 

separate evaluations (PDAS Training Manual, 2007).  If teachers had concerns or did not 

agree with the original observation provided, they had the option to request a second 

evaluation completed by a different appraiser (PDAS Training Manual, 2007).  Teachers 

who scored less than proficient in more than one domain would be placed on an 

intervention plan to provide them additional opportunities for professional development 

in the areas of need (PDAS Training Manual, 2007).  Summative conferences were 

opportunities for teacher and principal to discuss any concerns regarding the appraisal.  

All teachers were offered the opportunity to have a summative conference with the 

appraiser at the end of the year unless the teacher opted out of the summative conference 

requirement (PDAS Training Manual, 2007).   

Texas Teacher Evaluation and Support System  

The state of Texas revamped the educator appraisal system in response to the new 

directives given from the United States Department of Education (Templeton, Willis, & 

Hendricks, 2016). School principals should consider the T-TESS appraisal processes as a 

chance to truly become instructional leaders or coaches for the campus (Templeton, et al., 

2016).  Principals who used targeted leadership coaching nurtured a stronger institution 

and built capacity in staff (Bolman & Deal, 2011).  The overall goal of the T-TESS 
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evaluation process is for the evaluator and the teacher to work together in an effective 

and efficient way that supports individualized professional growth (T-TESS, 2019).   

T-TESS was piloted by Texas school districts beginning in 2014.  By 2016, T-

TESS became the official evaluation instrument used by all Texas school districts (T-

TESS, 2019).  If school districts did not want to use the T-TESS instrument, they had to 

supply an instrument that was equivalent in nature.  In Chapter 150 of the 

Commissioner’s Rules, every highly qualified teacher must be evaluated by the T-TESS 

scoring rubric or another instrument that is similar to the Texas Education Code (TEC) 

§21.352, and §150.1007 (Appraisals Laws and Rules, 2019). 

Throughout the school year, evaluators and teachers gauge instructional 

performance using feedback and dialogue based on observational evidence in four 

domains: planning, instruction, learning environment, and professional practices and 

responsibilities.  Each domain has three to five dimensions to score teachers. Domain one 

has four dimensions with a focus on planning.  The dimensions are 1.1(Standards and 

Alignment), 1.2 (Data and Assessment), 1.3 (Knowledge of Students) and 1.4 (Activities) 

(Rubric, 2019c).  Domain two has five dimensions under the instruction umbrella.  These 

dimensions are 2.1 (Achieving Expectations), 2.2 (Content Knowledge and Expertise), 

2.3 (Communication), 2.4 (Differentiation), and 2.5 (Monitor and Adjust) (Rubric, 

2019c).  Domain three has three dimensions that focus on the teacher’s learning 

environment.  These dimensions are 3.1 (Classroom Environment, Routines, and 

Procedures), 3.2 (Managing Student Behavior), and 3.3 (Classroom Culture) (Rubric, 

2019c).  Domain four has four dimensions that have a focus on professional practices and 

responsibilities. The four dimensions are 4.1 (Professional Demeanor and Ethics), 4.2 

(Goal Setting), 4.3 (Professional Development), and 4.4 (School Community 

Involvement) (Rubric, 2019). All 16 dimensions are scored on a scale ranging from the 
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lowest score of improvement needed (teacher-center actions) to the highest score of 

distinguished (student-centered actions) (Rubric, 2019).  The 17th dimension is based on a 

student learning objective (SLO) and is scored based on student growth separately from 

the other 16 dimensions (T-TESS, 2019).  

Comparison of the TTAS, PDAS, and T-TESS 

Since 1984, the state board of education has required an evaluation system to 

appraise teachers.  With each appraisal system, the domains and criteria have ranged 

from a minimum of four domains with 17 criteria to eight domains with 51 criteria.  The 

three evaluations each have different rating systems that range from distinguished to 

improvement needed, clearly outstanding to below expectations, or exceeds expectations 

to unsatisfactory.  The TTASS and PDAS each required the teacher to complete a teacher 

self-report, whereas the T-TESS requires self-reflective goal setting.  The TTAS allowed 

teachers to be ranked and earn monetary stipends but the PDAS and T-TESS evaluations 

do not allow this.  The TTAS and PDAS evaluations required a “growth plan” for 

teachers who scored below expectations in two or more domains or unsatisfactory in one 

domain.  T-TESS does not have an exact growth plan.  The growth plan is ongoing based 

on goal setting and determining if the teacher is on track to meet that goal. The T-TESS 

evaluation is goal and collaboration driven whereas the TTAS and PDAS were checklist- 

based criteria and had no focus on teacher growth with goal setting.  

Similarities of the TTASS, PDAS, and T-TESS are that each evaluation has 

domains in instructional strategies, classroom management, professional development, 

and meeting policies and district requirements. Each of the evaluations also requires a 

summative conference at the end of the school year. A major difference between PDAS 

and T-TESS is the necessity for evidence-based data to support the evaluation ratings 

(Templeton, et al., 2016).  Using direct statements and reflection from the data to spark 
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conversation, the evaluation becomes less of a power struggle and more collaborative 

between appraiser and educator (Templeton, et al., 2016). With PDAS, the teacher only 

had to bring evidence for domains six and eight (PDAS Training Manual, 2007) to show 

professional development and student improvement.  All three appraisal systems came 

into play per the TAC and state mandated laws for teacher improvement.  

Teacher Perceptions of Evaluations 

Teacher appraisals that evaluate teacher observation in conjunction with student 

success have become quite common in education (Neumerski, Grissom, Goldring, Drake, 

Rubin, Canata & Schuermann, 2018).  Many teacher evaluations include formative and 

summative evaluations (Sheppard, 2013).  A formative evaluation is meant to help and 

support teachers in their professional growth and a summative evaluation is used to see if 

a teacher met the minimum requirement (Sheppard, 2013).  In Chicago, Jiang, Sporte, 

and Luppescu (2015) conducted research on teacher perceptions of the new evaluation 

system (Recognizing Educators Advancing Chicago Students REACH) being 

implemented in schools.  Educators were not in favor of student growth being a part of 

the appraisal process, particularly teachers of primary grades (Jiang, et al., 2015).  

Chicago teachers voiced apprehension regarding the progress measurement piece added 

to the evaluation because they deemed it unfair in schools that are more challenging than 

others because parent support is unlikely in these areas (Jiang, et al., 2015).   

In Israel, Ungar (2018) conducted qualitative research to determine teachers’ 

perceptions of the evaluation process based on their experiences and discovered four 

themes concerning teachers’ outlook towards evaluations.  Theme one, “how educators 

perceive teacher appraisals,” had two subthemes: “judgement and professional growth” 

(Ungar, 2018, p. 515).  Teacher participants defined the appraisal process as judgmental 

by comparing it to being under a microscope or having to take a look in the mirror at 
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oneself (Ungar, 2018).  Vekeman, Devos, and Tuytens (2015) found Belgian teachers did 

not want the appraisal system to be used as a punishment for their deficiencies in the 

classroom or as a way for administrators to take control over instructional practices.  In 

contrast, teachers felt the evaluation process included teacher growth (Ungar, 2018). 

Vekeman, et al (2015), found that other teachers in the research expected a positive 

outcome of teacher development in instructional practices.  The second theme, “teachers’ 

perceptions of how the evaluation process should proceed,” had two subthemes: “the pre-

evaluation process and the desirable junctures for undertaking the evaluation” (Ungar, 

2018, p. 516).  During the pre-appraisal process, teachers wanted principals to establish 

guidelines and expectations as well as define criteria to be successful on the evaluation 

(Ungar, 2018).  Teachers in the study agreed that the evaluations should be spaced out 

over the duration of the school year (Ungar, 2018).  The third theme examines the pros 

and cons of the evaluation process (Ungar, 2018).  Participants revealed when teachers’ 

evaluations are completed, together teacher and principal can develop new instructional 

strategies, exclude less effective methods of teaching, and encourage personal growth 

(Ungar, 2018). Jiang, et al. (2015) found the majority of their participants believed the 

evaluator was reasonable and measured the observation correctly.  Educators liked the 

fact that evaluators must be evidenced-based in their findings and provide specific 

feedback well enough to provide support with their teaching practices (Jiang, et al., 

2015). Principal-teacher trust was related to teachers’ perceptions of evaluation feedback 

(Jiang, et al., 2015).  One negative aspect of having an appraisal is the evaluator may not 

complete the evaluations in a timely manner due to time restrictions and may not stay 

long enough to get sound evidence from the observation (Ungar, 2018).  A second 

negative aspect to the evaluation process is the evaluation can be subjective and 
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undesirable feedback from the principal can cause a decrease in confidence and 

motivation for continued efforts for the teachers (Ungar, 2018).   

The final theme found nine ways to increase effectiveness of teacher evaluation 

(Ungar, 2018).   

 Evaluations need to take place throughout the school year. 

 Appraisers must be knowledgeable and considered a resource for professional 

development. 

 Evaluators should play the role mentor 

 Feedback should be delivered positively 

 Evaluators must monitor consistently after feedback is provided. 

 Guidelines for evaluation success need to be provided. 

 Principal and teacher should work as partners. 

 Peer evaluations should be used. 

 Observations need to be conducted across multiple subject areas (Ungar, 2018).   

Rindler’s (1994) study regarding the evaluation systems of teachers in intensive 

English programs found several factors that influence teachers’ professional development 

such as effectiveness of ideas, integrity and trustworthiness of the appraiser, evaluators’ 

capability to model strategies, quantity of feedback provided, time spent on the 

evaluation, and expectations were clear and supported by the teacher. Sutton (2008) 

collected qualitative data in the mid-Atlantic region and inquired about teachers’ 

comprehension of the evaluation system. Teachers reported that building relationships, 

having clear communication, providing professional development, and knowing the 

evaluation process can be taxing are important factors to the evaluation process (Sutton, 

2008).  Doherty (2009) studied teachers in Massachusetts using the TEP and found that 
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teachers felt the existing evaluation system had a positive effect on their progress 

professionally and the appraisal positively impacted school improvement.  

National Educational Leadership Preparation Program Recognition Standards 

Not only do teachers have national standards they must uphold but administrators 

do as well.  In 2015, the National Policy Board for Educational Administration (NPBEA) 

replaced the Interstate School Leaders Licensure Consortium (ISLLC) Standards that had 

defined educational leadership since 1996 (Smylie & Murphy, 2016).  The NPBEA, the 

Council for Chief State School Officers (CCSSO), and the Wallace Foundation (financial 

supporter) collaborated to revamp the nationwide standards that monitors the groundwork 

and practice for academic leaders (NPBEA, 2018). Supported with research, the National 

Educational Leadership Preparation (NELP) Program Standards offered an outline for 

consideration on methods to train, assist, and appraise educational leaders (NPBEA, 

2018).  In 1996, the CCSSO circulated its first version of national standards for 

educational leaders followed by revisions in 2008 backed by continued research 

(NPBEA, 2018).  For at least two decades, the two versions of standards continued to 

offer a framework for educational leadership policy at the state level (NPBEA, 2018).  

Changes to the standards are needed as education moves towards the twenty-first century 

workplace with technology advancements along with changes in educational leadership 

continuing to be a priority (NPBEA, 2018).  With these changes, it is evident that updated 

standards are needed to guide educational leaders in their practice to be productive 

(NPBEA, 2018).   

Standard 7.3 states a skilled educational leader should independently involve 

educators in “professional learning designed to promote reflection and school 

improvement” (NPBEA, 2018, p. 28).  Principals should “plan for opportunities for 
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professional growth that promotes reflection and evaluate professional staff capacity 

needs and management practices” (NPBEA, 2018, p. 29) 

Standard 7.4 states campus leaders’ skill set should competently “evaluate, 

develop, implement, and support to promote school improvement” (NPBEA, 2018, p. 

29).  Specifically, principals need to be able to “provide teaching staff with actionable 

feedback to support improvement and develop a system for monitoring whether 

supervision and evaluation strategies promote improvement” (NPBEA, 2018, p. 29). 

Surveys  

Organizational Climate Description Questionnaire  

In 1962, Halpin and Croft established a survey instrument entitled the 

Organizational Climate Description Questionnaire (OCDQ) (Hoy & Clover, 1986). The 

OCDQ survey initially listed eight organizational climates but was condensed to six after 

further research (Hoy & Clover, 1986). Out of the six climates, three related to 

principals’ behaviors, “supportive, directive, or restrictive,” and the other three bands 

referenced teachers’ behaviors: “collegial, intimate, or disengaged” (Hoy & Clover, 1986, 

p. 100).  In 1986, an updated version of the OCDQ contained four grouping types of 

open/closed school climate based on principals and teachers, open focuses on supportive 

and collegial/intimate teachers, engaged has a focus on restrictive and/or directive 

principals but has collegial/intimate teachers, disengaged with a focus on supportive 

principals with disengaged teachers, and closed which has restrictive principals and 

disengaged teachers (Hoy & Clover, 1986).  The OCDQ is composed of 42 items survey 

with six sub-tests. The instrument uses a 4-point Likert scale of rarely occurs, sometimes 

occurs, often occurs, and very frequently occurs.   
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Teacher Evaluation Profile 

According to Stiggins and Nickel (1989), the school setting must have defined 

norms in order for teachers to develop instructionally. To support educator growth, the 

school environment needs to be suitable for learning, teachers need to be open to their 

own growth, and over time, resources and activities need to be provided for teachers.  

One way to contribute to the growth of educators is through the appraisal process 

(Stiggins & Nickel, 1989). During the appraisal process, evidence collected can be used 

to inspire collaborative discourse between the teacher and appraiser.  Such dialogue can 

be used to suggest needed instructional improvements, goal setting, resources, and 

possible professional development the teacher can attend to enhance instructional 

strategies (Stiggins & Nickel, 1989).   

Research from Wise, Darling-Hammond, McLaughlin and Bernstein (1984), and 

Stiggins and Bridgeford (1985) uncovered that classroom educators never developed a 

professional development plan during the appraisal process.  Based on this research, 

Stiggins and Duke (1988) began the creation of the Teacher Evaluation Profile (TEP) to 

determine why this was the case.  Stiggins and Duke (1988) piloted their first study on 

teacher evaluation systems to disclose hindrances to teacher growth through the appraisal 

process.  The second study Stiggins and Duke (1988) conducted examined classroom 

teachers’ perceptions of having a positive experience in instructional growth as a result of 

a positive evaluation (Stiggins & Nickel, 1989). The final study conducted by Stiggins 

and Duke (1988) revealed successful appraisals were connected to different teacher 

growth experiences.  Based on the survey provided in the third study, the questionnaire 

was revised into the TEP (Stiggins & Nickel, 1989).  The TEP survey opens with 

questions that refer to the overall quality and influence of a teacher’s most current 

appraisal experience (Stiggins & Nickel, 1989).  Originally the TEP consisted of 55 
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questions; however, Stiggins and Duke’s pilot study determined that only 44 key 

attributes described the overall teacher evaluation experience. The survey uses a Likert-

type scale that ranges from not credible to very credible to infrequent to frequent 

(Stiggins & Duke, 1988, p. 155).   

Summary 

In this chapter, the researcher discussed literature connected with teachers’ 

perceptions of principal behaviors, past and present evaluation systems in Texas, 

teachers’ perceptions of the overall evaluation process, National Educational Leadership 

Preparation (NELP) Standards, and background on the OCDQ-RE and TEP surveys.  The 

literature revealed teachers appreciated principals who provided direction setting by 

delivering a clear vision, mission, and expectations which improved teacher work 

environment, self-efficacy, trust, and overall job performance.  Principals who provided 

feedback to teachers guided them toward increased motivation and better instructional 

strategies.  Teachers also found professional development opportunities to be important 

in the evaluation process since providing teachers new learning opportunities can 

enhance teacher performance (Obi, 2004).  Lambersky (2016) found that positive 

interactions between principals and teachers such as giving a mutual respect, recognizing 

teacher efforts, allowing teachers to have a voice in campus decision making, providing 

appropriate protection, being visible in classrooms, and not micromanaging teachers 

provided an increase in teacher commitment to the vison and mission of the campus.  The 

researcher used portions of the OCDQ-RE to help collect data on participants’ 

perceptions of supportive principal behaviors.  

Since the early 1980’s, teacher evaluations have been a topic of discussion for the 

Texas Legislature.  Texas has had three evaluation systems since 1984: the TTASS, 

PDAS, and T-TESS.  Although the TTASS and PDAS were intended to enhance teacher 
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instruction, they both became more compliance-based than instructional.  The TTASS 

and PDAS asked for minimal evidence and self-reflection to be provided to the appraiser 

either though the teacher-self-report or for PDAS in domains six (professional 

development) and eight (student improvement).  The T-TESS, however, asks for teachers 

to be reflective throughout the entire process.  It asks for teachers to set goals, have a pre-

conference and post-conference with principals, change goals as needed,  comprise 

student learning objectives (SLO), collect evidence for goals, discuss areas of refinement 

and reinforcement, and allows several opportunities for the principal to provide feedback 

to the teachers to make improvements along the way.  

  To help collect this data, the researcher used portions of the OCDQ-RE and the 

TEP surveys to help find participants’ perceptions of supportive principal behaviors and 

the overall T-TESS evaluation process. For the purpose of this study, standards 7.3 and 

7.4 of the NELP standards relate to the research.  In 2015, the NPBEA replaced the 

ISLLC standards.  The standards began to become more aligned on ways to train, assist, 

and appraise teachers.  As changes were needed to keep up with 21st century technology, 

it was evident that the standards also needed to guide educators as well to be productive 

in their practice (NPBEA, 2018).   
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CHAPTER III: 

METHODOLOGY 

Overview of the Research Problem 

T-TESS is the evaluation system used an the Title I urban district in Southeast 

Texas and began implementation in 2016.  The evaluation system intends to improve 

teachers’ instructional practices through principal and teacher collaboration.  Since the T-

TESS evaluation is fairly new in the state of Texas, there is a gap in the research 

correlating supportive principal behaviors to the overall T-TESS evaluation process.  The 

purpose of this study was to investigate teachers’ perceptions of supportive principal 

behaviors, teachers’ perceptions of the T-TESS evaluation process, and the relationship 

between the two.  The outcomes of this research will help school principals by providing 

actionable results to enhance leadership practices.  Findings may be used to identify 

specific behaviors of principals that produce more effective professional development 

plans and improve teachers’ instructional practices to support student learning.  

Operationalization of Theoretical Constructs 

The quantitative portion of the study contained two constructs: perceptions of 

supportive principal behaviors and the overall evaluation process.  The perceptions of 

supportive principal behaviors were measured with the Organizational Climate 

Description Questionnaire (OCDQ-RE) (revised elementary version).  The perceptions of 

the overall evaluation process were measured using the Teacher Evaluation Profile 

(TEP).  Both constructs were measured on a Likert scale to determine the degree to which 

participants agreed with the questions posed.  

Research Purpose and Questions 

The purpose of this study was to investigate teachers’ perceptions of supportive 

principal behaviors, the perceptions of the overall T-TESS evaluation process, and the 
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relationship between teachers’ perceptions of principal behaviors and teachers’ 

perceptions of the teacher evaluation process at the elementary and middle school levels.  

The following research questions were studied: 

1. What correlation exists between elementary and middle school teachers’ 

perceptions of supportive principal behaviors and the perceptions of teachers’ 

overall T-TESS evaluation process?  

2. What is the effect of supportive principal behaviors on the overall T-TESS 

evaluation process as measured by the OCDQ-RE and the TEP? 

3. What are elementary and middle school teachers’ perceptions of supportive  

principal behaviors and teachers’ perceptions of the overall T-TESS 

evaluation process? 

Research Design 

For this study, the researcher used an explanatory sequential design.  The 

researcher began with gathering quantitative data followed by a compilation of 

qualitative data to further support the quantitative findings.  An explanatory design is 

“one in which results or questions arising from quantitative data are explored 

qualitatively, producing data that are used to complement or clarify the original findings” 

(Shifferdecker & Reed, 2009, p.639).   

This study addressed the relationship between teachers’ perceptions of supportive 

principal behaviors and teachers’ perceptions of the overall T-TESS evaluation process.  

An explanatory sequential design mixed methods design was used and involved 

collecting quantitative results first and then explaining the quantitative results with in-

depth qualitative data.  In the first, quantitative phase of the study, the OCDQ-RE and 

TEP data were collected from elementary and middle school teachers from local 

elementary/middle schools in the Title I urban district to test elementary and middle 
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school teachers’ perceptions of supportive principal behaviors.  The second, qualitative 

phase was conducted as a follow-up to the quantitative results to help explain the 

quantitative results.  In this exploratory follow-up, the plan was to explore teachers’ 

perceptions of supportive principals’ behaviors and teachers’ perceptions of the overall 

T-TESS evaluation process with elementary and middle school teachers from local 

schools in the Title I urban district.  

Secondly, the study addressed teachers’ perceptions of the overall T-TESS 

evaluation process and the teachers’ perceptions of principals’ behaviors.  The purpose of 

this exploratory sequential design was to first qualitatively explore with a small sample 

and then to determine if the qualitative findings generalize to a large sample.  The first 

phase of the study was the qualitative exploration of teachers’ perceptions of principals’ 

behaviors and teachers’ perceptions of the overall T-TESS evaluation in which survey 

and individual interview data were collected from elementary/middle school teachers in 

the Title I urban district.  From this initial exploration, the qualitative findings were used 

to develop measures that could be administered to a large sample.  In the planned 

quantitative phase, OCDQ-RE and TEP were collected from elementary/middle school 

teachers in an Title I urban district.   

Qualitative research suggests the understanding of “why” individuals participate 

in particular actions or behaviors (Rosenthal, 2016).  The research interview is one of the 

most critical qualitative data collecting methods and if the qualitative interviews are done 

correctly, they can provide a rich set of data (Qu & Dumay, 2011).  In-depth interviews 

involve asking open-ended questions and obtaining a comprehensive understanding of 

participants’ experiences, views, beliefs, feelings, and knowledge (Rosenthal, 2016).  In 

the qualitative phase, the researcher asked seven open-ended interview questions to 

elementary and middle school teachers that focused on supportive principal behaviors 
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and the overall T-TESS evaluation process.  The researcher asked these specific 

questions to gain a more personalized understanding of the teachers’ perceptions of the 

two variables.  

Population  

This mid-sized urban school district located in the southeast region of Texas 

services 45,423 students (TEA, 2020).  Although the Title I urban district is considered to 

be average in size, there are a variety of campuses and diverse student populations.  

Additionally, the district employs 3,260 highly qualified teachers.   The composition of 

schools is displayed in Table 3.1, and student demographics are outlined in Table 3.2.   

 

Table 3.1 

 

Comparison of School Population Based on 2018-2019 TAPR 
 

 

School 

 

Grades Served 

 

Number of Campuses 

Elementary PK-4 21 

 PK-5 3 

Intermediate 5-6 6 

Middle 7-8 6 

Ninth Grade Center 9 2 

High School 10-12 2 

High School  9-12 1 

Magnet 9-12 1 

Early 9-12 1 

Technical 9-12 1 
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Table 3.2 

 

Student Demographics 

 

 Frequency (n) Percentage (%) 

Ethnicity   

African American 13,123 28.9% 

American Indian 319 0.7% 

Asian 5,318 11.7% 

Caucasian 1,708 3.8% 

Hispanic 24,637 54.2% 

Pacific Islander 73 0.2% 

Two or More Races 245 0.5% 

Socio-Economic Status   

Economically Disadvantaged 38,336 84.4% 

Non-economically Disadvantaged 7,087 15.6% 

English Language Learners 19,837 43.7% 

At-Risk 36,078 79.4% 

Sample 

The researcher used a convenience sample to gather quantitative data from 

teachers.  The sample included 279.6 highly qualified elementary teachers who teach Pre-

Kindergarten (PK) through 5th grade and 162.8 highly qualified middle school teachers 

who teach 7th and 8th grade and have one or more years of experience.  A purposeful 

sample was used to collect qualitative data.  The participants were asked on the survey if 

they would be willing to be interviewed so the researcher could collect further data.  The 

researcher individually interviewed eight teachers who volunteered.  Since the district 
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adopted T-TESS in 2016, all participants had experienced the T-TESS evaluation process 

at least one or more times.  

Participant Selection 

For the quantitative data collection, the researcher collaborated with the district 

IRB representative on when and how the collective survey would be distributed to staff 

members.  Due to COVID-19, the district IRB representative stated the survey could not 

go out to all elementary and middle school campuses at one time. The surveys could only 

be sent to principals who agreed with sending out the survey to their staff members.  To 

start, the researcher contacted four elementary schools and two middle schools for 

permission to send out the surveys.  Once permission was granted from the principals, the 

survey was sent to staff members from the corresponding schools.   

For the qualitative participant selection, the researcher added a question at the end 

of the survey to ask for volunteers willing to be interviewed.  Once teachers were 

identified, the researcher contacted participants via email (if provided), phone call, or text 

message to request personal email addresses for those who did not provide that 

information.  After the email information was provided, the researcher emailed the 

consent form for the participant to sign.  When the researcher received the signed consent 

form, the researcher set up individual video conference meetings via Zoom.   

Instrumentation 

Supportive principal behaviors were measured using of the Organizational 

Climate Description Questionnaire OCDQ-RE (revised elementary version) to collect 

data (Hoy & Clover, 1986).  Permission to use this questionnaire was obtained prior to 

collecting data (see Appendix A).  The OCDQ-RE is a 42-item survey with six sub-tests. 

The instrument uses a four-point Likert scale of rarely occurs, sometimes occurs, often 

occurs, and very frequently occurs.  Reliability related to the sub-test’s alpha coefficients 



 

 

34 

regarding supportive principals was (S) (.95) (Hoy & Clover, 1986).  In Hoy & Clover’s 

1986 study, six hypothetical measurements of school climate were created.  The 

relationships between the measurements steadily held up as theoretically projected (Hoy 

& Clover, 1986).  Therefore, the item (variable) quantifying each element was 

systematically correlated to each other as anticipated in the test of the OCDQ-RE (Hoy & 

Clover, 1986).  For the basis of this research, the researcher used only the statements 

from the OCDQ-RE that were related to principal behaviors (see Appendix D). 

The second survey the researcher used to collect data was the Teacher Evaluation 

Profile (TEP) (see Appendix E).  The questionnaire requests teachers to describe their 

most recent evaluation under five categories: attributes of the teacher, evaluator, data 

collection on teacher performance, feedback, and evaluation context (Stiggins & Duke, 

1988).  Originally the TEP consisted of 55 questions; however, Stiggins and Duke’s pilot 

study determined only 44 key attributes described the overall teacher evaluation 

experience. The survey was used in over 27 districts in Connecticut, Montana, Ohio, 

Oregon, and Washington and was answered by more than 4,500 teachers.  Depending on 

the type of question, the survey uses a Likert type scale that ranges from not credible to 

very credible, infrequent to frequent, none to a great deal, etc (Stiggins & Nickel, 1988, 

p. 155).  The revised TEP has met validity as it “offers data on attributes of a teacher 

evaluation environment and is related to growth and development” and is reliable as it 

“produces internally consistent data on those attributes” (Stiggins & Nickel, 1988, p. 

162).  Permission to use this survey was obtained from Education Northwest prior to 

collecting data (see Appendix B).  For the basis of this research, the researcher used two 

out of five subsets to collect the data focused on the overall evaluation experience.  

One interview protocol was developed to conference with both elementary and 

middle school teachers (See Appendix G).  The interview questions were based on the 
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review of the literature, related questions from the OCDQ-RE and TEP surveys, and the 

research questions.  Pseudonyms were used to protect the identity of the participants.  

Data Collection Procedures 

The researcher gathered both quantitative and qualitative data sets.  Data were 

combined and findings were analyzed to understand the research problem (Creswell, 

2008).  To collect the quantitative data, the researcher used the survey program Qualtrics 

to create the questionnaire (uhcl.qualtrics.com/).  Once the survey was created, the 

researcher composed an email to the IRB district representative with the corresponding 

link to be used to complete the survey.  The email was sent to specific principals and the 

principal sent the email to participants.  In the email, the participants were directed to 

“click on the link below” to be sent directly to the Qualtrics survey.  The researcher 

continued to contact schools for permission until a significant number (n=100) of 

participants were obtained.  

To begin collecting the qualitative data, the researcher contacted the eight 

volunteers from the survey to confirm their participation in the interview.  Once 

permission from interview participants was obtained, the researcher emailed each 

individual participant the consent form.  When participants returned the signed consent 

form the researcher, individual video conferences were sent using Zoom.  The platform 

allows for the “host” to audio record and save each individual interview.  During the 

interview, each participant was asked seven questions regarding supportive principal 

behaviors and the overall T-TESS evaluation process.  At each meeting, the researcher 

reviewed the purpose of the study, interview questions, and reminded participants that the 

interview was strictly voluntary, participants could opt out at any time, and that a 

pseudonym would be used.   
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Data Analysis Procedures 

Quantitative 

For the quantitative data, the responses from the survey were examined.  To 

analyze the quantitative data, the researcher used the Statistical Package for Social 

Sciences (SPSS) program to find the mean, standard deviations, and the correlation 

between the teachers’ perceptions of supportive principal behaviors and teachers’ 

perceptions of the overall T-TESS process.  A Pearson’s correlation coefficient was used 

to analyze the relationship between supportive principal behaviors and the overall 

evaluation process.  

To collect the data regarding which grade level the participants taught, the 

researcher asked for the participants to choose either elementary or middle school.  SPSS 

then assigned a code for elementary (12) and middle school (13).  The researcher then 

asked, “What campus are you currently at?” The participants typed in the name of their 

campus therefore, no coding was needed for this question as the information was 

provided when exported from SPSS.  To determine the number of years of experience for 

each teacher, the survey question was set for participants to enter a two digit number.  

This number was exported from SPSS and was easy to separate into categories; therefore 

no coding was needed for this particular question.   For the remaining survey questions 

that were scored on a Likert Scale, the participants chose an answer ranging from rarely 

occurs to very frequently occurs, credible to not credible, unfamiliar to familiar, etc, and 

the scores were converted to a number from ranging from one to five when exported from 

SPSS. 

Due to COVID-19, the district sent out a number of surveys to all staff members 

inquiring about employees thoughts regarding virtual learning versus in person learning, 

how safe the safe members felt to return to work, information regarding who is willing to 
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return and who is not, etc. to collect data.  Due to the number of surveys sent from the 

district regarding COVID concerns, the researcher had to reduce the number of total 

survey questions.  The OCDQ-RE has 42 questions that pertain to teacher and principal 

behaviors.  The researcher focused on the nine survey questions that referred to 

supportive principal behaviors. The TEP consisted of five parts that focused on teacher 

attributes, perceptions of the evaluator, information gathered on teacher’s performance, 

feedback received, and the attributes of the evaluation context. To uphold the validity of 

the survey, the researcher chose two parts that focused on the teachers’ perceptions of the 

evaluation process (Part B) and the teacher evaluation process (Part C).  The researcher 

did not chose parts A, D, or E of the survey since not all questions in these sections were 

pertinent to the research and could not be separated from the other questions in the 

section.   

Qualitative 

Concurrent triangulation is described as “the type of data collected at the same 

time using two or more methods to cross validate data findings happening at the same 

time.  Its purpose is for both the quantitative and qualitative methods to be used to 

overcome a weakness in using one method with the strength of the other” (Rani, Jithin, 

Phurailatpam, & Radhika, & Clement, 2019, p. 3-4).  Therefore, the researcher used the 

findings of the qualitative interview data to strengthen the data of the quantitative 

findings.  Coding is a method where the researcher reads and compares ideas from the 

transcripts to pinpoint repeated concepts (Rosenthal, 2016).  The researcher used open 

coding to find common themes and axial coding to determine a more in depth finding of 

common themes until data were saturated.  Then, the researcher combined themes that 

were alike from the participant interviews.  Triangulation was used to merge the survey 
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data and the interview data collected to determine if the results supported or contradicted 

the research questions.   

Validity 

Rosenthal (2016) suggests researchers cross check the transcription to the audio 

recording to confirm accuracy.  The researcher strengthened the validity of this study by 

audio recording the interviews and transcribing each interview.  Therefore, the researcher 

had an accurate account of exactly what each participant stated.  The researcher used the 

audio recordings and transcriptions to cross reference data to ensure information reported 

was authentic to the participant.  Using this method, the researcher confirmed responses 

have been transcribed accurately.   

Privacy and Ethical Considerations 

The researcher received permission to conduct the study from the University of 

Houston-Clear Lake (UHCL) Committee for the Protection of Human Subjects (CPHS) 

and the school district’s Institutional Review Board (IRB) before collecting data.  Once 

permission was granted from both parties, the researcher collected the quantitative and 

qualitative data. 

Participants in the study were not subject to any harm.  Risks to the participants 

were minimal as participation was voluntary and participants could opt out of the 

research study at any time without penalty.  All data were kept confidential with only the 

researcher having access to the information.  All responses were kept on the researcher’s 

computer hard drive and flash drive.  Pseudonyms were used to keep the confidentiality 

of participants’ names.  Research will be kept for a minimum of five years after the study 

was completed and then will be eliminated properly.  
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Research Design Limitations 

There were multiple factors that were limitations to the study.  One limitation was 

that the researcher only gathered and analyzed data from participants in one urban school 

district.  The researcher was also limited to the number of schools to send the survey out 

to due to COVID-19.  The district IRB representative requested that mass surveys not be 

sent out to the entire district.  Another limitation to the research was that the survey data 

collected were only a snapshot of a smaller sample.  In the survey collection, not all 

participants answered all of the questions, therefore leaving n<100.  Additionally, the 

researcher was limited to volunteers for individual interviews.  Since the researcher was 

limited on the number of schools the survey could be sent to, this limited the number of 

interview volunteers.  Lastly, the researcher wanted to use all portions of the TEP for data 

collection regarding the overall evaluation process.  However, the IRB district 

representative highly encouraged the researcher to lower the number of research 

questions because she felt that with the pandemic situation taking place and an abundance 

of surveys already having been sent from the district, the researcher would not receive the 

responses needed if the survey was too long.  Therefore, the researcher only used two 

sections of the TEP and only focused on principal behaviors from the OCDQ-RE.   

Conclusion 

Overall, the ultimate goal of the T-TESS evaluation is for administrator and 

educator to work collectively to build capacity in the classroom teacher.  Lambersky 

(2016) states educators are looking for principals to have certain supportive behaviors 

such as being respectful, encouraging, acknowledging teacher efforts, etc. to help 

teachers become more effective and efficient instructionally.  In the literature review, 

researchers found teachers had both positive and negative reactions to their evaluation 

process.  In this study, the researcher gained insight on whether or not the Title I urban 
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district’s principals are meeting the needs of the teachers and if principals are willing to 

be active participants in teachers’ professional growth.  Through this study, finding a 

relationship between the principals’ supportive behaviors and the teachers’ overall T-

TESS experience could help build capacity not only administratively but instructionally 

for teachers.  
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CHAPTER IV: 

RESULTS 

The purpose of this study was to investigate teacher perceptions of supportive 

principal behaviors and the overall T-TESS evaluation process as well as the relationship 

between supportive principal behaviors, and the overall evaluation process at the 

elementary and middle school levels in an urban school district.  The quantitative data 

were collected using portions of the two surveys that relate to the research: the 

Organizational Climate Description Questionnaire (OCDQ-RE) (supportive principal 

behaviors) and the Teacher Evaluation Profile (TEP) (teacher evaluation process).  The 

qualitative data were collected through individual interviews with teachers on both the 

elementary and middle school levels (see Appendix G).   

Demographic Characteristics of the Participants 

Sections of the OCDQ-RE and the TEP surveys were combined into one survey 

for the participants.  Due to COVID-19 and the abundance of surveys being sent out from 

the district, the survey was only sent to teachers at particular elementary and middle 

schools in the Title I urban district.  For the quantitative portion of the study, there were 

51 (49%) elementary participants and 54 (51%) middle school participants, N=105 

(100%).  For the qualitative portion of the study, eight teachers (five elementary school 

teachers and three middle school teachers) were individually interviewed to further 

discuss teachers’ perceptions of supportive principal behaviors and the overall evaluation 

experience.  Participants’ years of experience ranged from one to 30 years.  The 

researcher collected years of experience of teaching using the following ranges, zero to 

five (30 participants), six to 10 (20 participants), 11 to 15 (25 participants), 16-20 (16 

participants), and 21 or more years (14 participants).  Table 4.1 details information 

regarding participants.   
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Table 4.1 

 

Demographics of Participants 

 

 N % 

 

 

Grade Level    

     Elementary 51 49  

     Middle 54 51  

    

Years of Experience    

     0-5 years 30 28.57  

     6-10 years 20 19.04  

     11-15 years 25 23.81  

     16-20 years 16 15.24  

     21 or more years 14 13.33  

Quantitative Results 

Research Question One 

In exploring research question one, “What correlation exists between elementary 

and middle school teachers’ perceptions of supportive principal behaviors and the 

perceptions of teachers’ overall evaluation process” quantitatively, the researcher ran a 

Pearson’s correlation coefficient to calculate and determine if there was a relationship 

between teachers’ perceptions of supportive principal behaviors and teachers’ perceptions 

of the overall T-TESS evaluation process.  The Pearson’s correlation determined there 

was a relationship between the two variables.  According to the Pearson’s correlations, 

supportive principal behaviors (SPB) showed a significant positive relationship with the 

teacher evaluation process, r(91)=.692, p<0.01.  This implies that a significant 

relationship exists between teachers’ perceptions of supportive principal behaviors and 

teachers’ perceptions of the overall evaluation process.   
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Research Question Two 

In order to explore research question two, “What is the effect of supportive 

principal behaviors on the overall T-TESS evaluation process as measured by the OCDQ-

RE and the TEP?” one portion of the OCDQ-RE survey was used to find teachers’ 

perceptions of supportive principals’ behaviors and two sections of the TEP were used to 

find teachers’ perceptions of the overall evaluation process.  Survey questions were 

ranked on a Likert-type scale of one to five based on the type of question posed to the 

participants.  The OCDQ-RE survey questions asked participants’ interpretations on how 

the principal ensures the following: 

 provides corrective criticism 

 is helpful 

 listens/accepts teacher suggestions 

 asks about personal welfare of teachers 

 treats teachers as equals 

 is complimentary 

 is easy to understand 

 shows teacher appreciation 

 explains criticism  

Table 4.2 details the OCDQ-RE questions on supportive principal behaviors. 
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Table 4.2 

 

Survey Results for the OCDQ-RE 

 

Supportive Principal 

Behaviors: The 

principal 

N 

 

M SD 

goes out of his/her 

way to help 

 

93 2.52 .653 

uses corrective 

criticism 

 

93 2.53 .582 

explains his/her 

reasons for criticism 

 

87 2.43 .658 

 

looks out for 

personal welfare  

 

92 2.62 .571 

treats teachers as 

equals 

 

91 2.45 .654 

compliments 

teachers 

 

92 2.66 .498 

easy to understand 93 2.61 .572 

 

shows appreciation 91 2.52 .603 

 

listens/accepts 

teacher suggestions 

90 2.33 .618 

As identified in Table 4.2, each of the nine questions had a mean of 2.33 or higher 

which showed at least 77.67% of the teachers believed their principal exhibited 

supportive behaviors.  Therefore, more than 50% of the teachers have positive 

perceptions of supportive principal behaviors regarding the overall T-TESS evaluation 

process.  

The TEP, the second part of the survey was used to find teachers’ perceptions of 

the overall evaluation process. The 25 questions asked focused on the perceptions of the 
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person who evaluates teachers’ performance and described the attributes of the 

information gathered during teachers’ most recent evaluation.   

 

Table 4.3 

 

Survey Results for TEP Part B 

 

Describe Your Perceptions of 

Person Who Evaluated Your 

Performance (Most Recently) 

N 

 

M SD 

Credibility as a source of 

feedback 

92 4.39 .838 

    

Working relationship with you 

 

91 4.35 .848 

Level of Trust  92 4.26 .850 

    

Interpersonal Manner 

 

92 4.40 .878 

Temperament 

 

91 4.26 1.009 

Flexibility 91 4.13 1.046 

 

Knowledge of technical 

aspects of teaching 

 

90 4.39 .831 

Capacity to demonstrate or 

model needed improvements 

91 3.96 1.095 

 

    

Familiarity with your 

classroom in general 

 

89 4.06 1.026 

Experience in classrooms in 

general 

87 4.24 .889 

    

Usefulness of suggestions for 

improvements 

89 4.15 .995 

    

Persuasiveness of rationale for 

suggestions 

92 4.03 .845 
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For parts B and C of the TEP, 23 questions were ranked on scale from one to five.  

The data showed the lowest mean was 2.69, indicating 54% of teachers were satisfied 

with their overall evaluation process.  Tables 4.3 and 4.4 describe the results found in the 

TEP portions of the survey regarding the evaluation process. 
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Table 4.4 

 

Survey Results for TEP Part C:  

 

Describe these attributes of the 

information gathered on your 

performance during your most recent 

evaluation 

N 

 

M SD 

Were the standards communicated to 

you 

90 4.29 .864 

    

Were the standards clear to you  90 4.37 .785 

    

Were the standards endorsed by you 

as appropriate for your classroom  

88 4.26 .890 

    

What was the form of the standards 

 

89 2.63 .713 

Were the standards the same for all or 

unique to you 

 

90 3.62 1.329 

Observation of your classroom 

performance 

90 4.16 1.027 

    

Examination of classroom or school 

records (lesson plans) 

 

89 3.91 1.062 

Examination of student achievement 88 3.91 1.110 

    

Number of formal observations per 

year 

87 3.08 1.014 

    

Appropriate frequency of informal 

observations 

87 2.72 1.008 

    

Average length of formal observation 88 3.82 .929 

    

Average length of informal 

observation 

89 2.69 .961 

    

Number of different people observing 

and evaluating you during the year 

89 1.83 1.110 
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For part C, one question asked, “What was the form of the standards: goals to be 

attained, personal and/or professional traits to possess, or both?” and was ranked on a 

scale of one to three.  The mean for this question was 2.63, which meant 87.7% of the 

teachers felt standards were to obtain a goal, possess personal/professional traits, or both. 

An additional TEP survey question was ranked on a scale from one to four.  This survey 

question inquired the number of people observing and evaluating the teacher.  The 

responses ranged from supervisor only to supervisor plus three more people. The mean 

for this question was 1.83.  Although the mean is low, the responses match the number of 

observers who are certified to complete the T-TESS evaluation.  

Qualitative Results 

To further support research question three, “What are the elementary and middle 

school teachers’ perceptions of supportive principal behaviors and teachers’ perceptions 

of the overall T-TESS evaluation process?” the researcher interviewed eight participants 

and the following supportive principal behavior themes emerged during the qualitative 

data process: trustworthiness, building positive relationships, active listening, timely 

responses, opportunities for growth, and feedback.   

Trustworthiness 

In the interviews with the elementary and middle school teachers, trust between 

teacher and principal was a common theme.   With a positive working relationship, 

teachers trust that administrators will do the following in regard to their evaluation: 

 Score the evaluation fairly  

 Guide them through the entire evaluation process  

 Provide advice/suggestions for areas of growth    

 Provide evidence the principal is “not out to get” the teacher during the evaluation 

process  
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Kristen and Marc expressed that “I don’t feel like they are trying to trap me, get rid of 

me, or hurt me in any way.”  Tracy commented “I trust they are going to help guide me 

through the T-TESS process. I feel by the way they interact with me, that I can trust 

them.”  Finally, Molly explained, “I feel that I can trust my principal.  If something went 

wrong, I can ask for advice.” Teachers who have trust in their principal feel confident the 

overall evaluation process will be positive and fair.   

Building Positive Relationships 

Building positive relationships was another emerging theme found during the 

interviews.  The participants believed principals build positive relationships with teachers 

in the following ways:  

 Sending positive notes and emails 

 Maintaining an open-door policy 

 Being understanding and empathetic 

 Recognizing different personality types of each staff member 

 Asking about teachers’ personal lives 

 Listening without judgment 

 Acting in a professional manner 

 Making teachers feel comfortable with administrators 

 Being visible throughout the school 

 Providing advice to teachers in professional and personal situations 

Amber stated that her principal builds a positive relationship by “knowing the staffs’ 

personalities, being friendly and professional, making you feel comfortable, building you 

up as a professional, tries to get you to become better than you already are, helpful in any 

situation, takes time to get to know others, and makes you feel good when you are around 

her.”  Molly shared that her principal builds positive relationships by “being open 
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minded/understanding of situations, providing solutions to problems, and I am 

comfortable talking with her.”   

Tracy felt that building positive relationships took form in ways such as “asking 

about me personally, having conversations with me, and providing positive feedback on 

the good things that are happening in my classroom.”  Kristen felt “the principal has a 

way of getting to know the teachers’ personalities, has an open door policy, provides 

opportunities for you to speak and be heard in both positive and negative situations, and 

provides the teachers resources they need to get results.”  Natalie explained her principal 

allows staff members to do different team building activities, which is important as well.   

Maggie shared, “The principal allows me be myself without judgement or 

consequences.  I do not feel like I have to minimize what I can contribute to my team or 

the staff. ” Marc stated,  

I like to think that I start the building relationship process.  I go out of my way to 

meet the principals because they spend most of their time dealing with problems 

and putting out fires.  They don't have a chance to build positive relationships as 

much as they would like to.  And so, I start off by trying to work something out 

with them ahead of time. For example, my assistant principal and I got to know 

each other through football.  Along with my efforts, my expectation is that in 

return the principal can't be standoffish.  They must have some sort of response to 

my overture.  

Another question the researcher asked was “How has that relationship impacted 

your T-TESS process?”  Kristen shared she wondered if her positive relationship with her 

administrator skewed her evaluation scores.  She stated,  

When certain mistakes are made by the teacher during an observation and the 

principal has observed you multiple times throughout the school year, they really 
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do know who you are and can make a judgement, such as, maybe they 

accidentally did this, but all the other times the administrator has walked in the 

teacher has done it.  Or, the vice versa of it, if the relationship is not positive do 

administrators use all those other reasons such as every time the administrator 

walks in they don’t see certain criteria so this time they are only doing it for the 

observation.    

Kevin had the same response.  He stated, “I don’t really have a positive relationship with 

my principal.  My relationships are really with the assistant principals.  Since my 

evaluator has changed from principal to assistant principal, my scores have been for the 

better.”  Marc had a similar opinion as Kristen.  He felt his relationship with the assistant 

principals shows him the administrators are trying to be fair.  The assistant principal can 

have the opinion of “yes you did or no you did not” because of the subjectivity of the 

evaluation.  Natalie felt the relationship she has with the principal and how it impacts her 

perceptions of the T-TESS process were not related at all.   

Tracy’s perceptions were clearly stated: “I trust they are going to help me through 

the T-TESS process.  Administrators are going to support and guide me to be successful.  

They are not setting me up for failure.” Molly stated her relationship with her principal 

made her feel confident in her instructional practices.  She feels that when her principal 

comes into her classroom she is not “out to get her.”  Molly further commented her 

principal provides a positive interaction with her in sharing her strengths and weaknesses 

as a teacher.  Amber explained, 

My principal provides such a great environment that the pressure of the T-TESS 

is removed because the relationship has already been established and I know 

ahead of time what is expected.  The principal has already guided and shown you 
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what it needed to improve so you feel confident when they are in the room 

observing.    

Amber continued to say that having this type of relationship with your principal really 

helps T-TESS productivity. Maggie felt the same way as Amber.  She shared having a 

positive relationship with her principal made the T-TESS process easier.  It allowed 

Maggie to facilitate her classroom as she would on any given day because she is aware of 

the expectations of her evaluation. As one can see, positive relationships between the 

teacher and the principal are crucial.  Teachers who have this relationship feel confident, 

positive, and willing to grow in their instructional practices.    

Active Listening 

Elementary and middle school teachers found that active listening is a critical 

behavior which supportive principals must display.  The participants shared active 

listening from the principal makes the evaluation process easier.  Participants appreciate 

the chance to explain their perspective of the lesson and the opportunity to share evidence 

prior to the final scoring of the evaluation.  The conversation between the principal and 

teacher allows for an open dialogue of collaboration and opportunities for compromise on 

both parts.  Kristen shared that she appreciated when her principal listened to her 

explanation of how the lesson went.  She enjoyed how together they could dialogue about 

why the principal may have seen the lesson go in a particular way.    

Participants shared the perspective that principals who listened without judgement 

allowed the teacher to be more at ease during the evaluation process.  Interviewees felt 

being able to speak freely with the principal without judgment or punishment was 

important.  Tracy shared, “My principal listens to feedback and doesn’t take things 

personally.”  Maggie stated her principal is “open to new instructional ideas and guides 

you through those ideas so you are successful.”  She felt she was able to take more risks 
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in the classroom because her principal listened to her ideas and encouraged risk taking. 

When a principal enters the classroom, the teacher can be themselves during instruction 

without feeling ridiculed.  Kevin and Marc agreed that principals who listen with the 

intent to help is refreshing because often the principal is tied up with school business. For 

teachers, listening to understand instead of listening to respond is crucial for a successful 

evaluation.  Without collaborative dialogue, principals and teachers do not get the full 

benefit of the evaluation process.  

Timely Responses 

Participants were appreciative of principals responding in a timely fashion not 

only to the evaluations performed but to other concerns as well.  Teachers mentioned that 

principals’ feedback regarding evaluations happens just a few days after the original 

observation.  Natalie stated that she expects the principal to do the appropriate number of 

observations necessary for the year and to provide prompt feedback with those 

observations.  Participants shared principals try to respond quickly to teachers’ needs 

regarding instructional practices during a collaborative debrief conversation timely after 

the observation.  Interviewees further commented that principals follow the T-TESS 

process time frame from setting goals, pre-conferences, observations, post-conferences, 

and end-of-year summary.   

Although timely responses to other teacher concerns is not directly related to the 

overall T-TESS evaluation process, it is indirectly related because teachers felt a sense of 

importance from the principal because they could trust a solution to the problem would 

be provided.  This allowed for the positive relationship to continue to build and, 

therefore, when principals provided corrective criticism, teachers were open to hear it.  

Marc shared,  
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My assistant principal listens to me directly and tries to act upon what I say or 

request in a very timely manner.  The assistant principal solves the issue in the 

moment or will say, I'll get back to you by the end of the day and mean it.  If 

problems are not solved, then the teacher and principal try to figure out why and 

address the situation at that time, we find out why, and try to address it.  

Opportunities for Growth 

Teachers found the evaluation process to be an opportunity for growth.  Some 

teachers stated that principals allowed teachers to build capacity with each other based on 

the teachers’ strengths as an additional way to learn. Maggie explained her principal 

allows teachers to be risk takers and has coaching conversations on how the “risk” could 

be executed.  One teacher’s main expectation from the principal during the T-TESS 

process is to make her aware of the instructional deficits in her lesson delivery.  Molly 

shared, “My main expectation is for my principal to tell me how I performed in my class 

and how I can modify to make the lesson better.” Amber appreciated how her principal is 

an active participant in professional learning communities, planning times, and mini 

professional developments during staff meetings for all teachers to learn new material.   

Teachers also referred to the goal setting process as an opportunity for growth.  

The goals provide a focus and allow for both teacher and student growth.  Tracy and 

Amber both agreed that when principals help teachers set achievable goals, they are set 

up for success.  Participants also appreciated the instant resources principals provide to 

them.  For instance, Kristen stated,  

My principal is a resource herself.  She goes the extra mile to get you everything 

you need.  If a principal thinks you need something, they will either send someone 

into your classroom to help support you, supply resources for the teacher, or 

follow up by saying “I thought you might need _____ to do _____.”  These 
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actions really show how a principal will go above and beyond for a teacher to 

help them improve.  

Feedback 

Qualitative data revealed that feedback was another common theme among the 

participants.  Three out of eight participants expected the principal to follow the cycle of 

the T-TESS process and provide feedback after each walkthrough and 45-minute 

observation while the other participants shared how they expected to receive feedback. 

Molly shared that her main expectation from principals was to provide feedback 

regarding her instructional practices.  Natalie commented that she expected principals to 

provide feedback after each observation. Kevin and Marc shared they expect the principal 

to provide feedback of their performances along the way, but, unfortunately, they only 

received feedback at the end of the year.   

Maggie mentioned she received feedback within two days of an observation, and 

she is allowed to meet with her evaluator to discuss the results.  Kevin and Marc said the 

feedback they received at the end of the year summary is minimal.  Kristen, Maggie, 

Tracy, and Amber felt the feedback received from their principals was positive and 

constructive, timely from the original observation, provided opportunities for dialogue to 

discuss areas of strengths and weaknesses, provided suggestions on ways to improve, and 

suggested opportunities that enhanced their instructional practices before the next 

walkthrough or 45- minute observation.  For the participants, feedback is a crucial part of 

the T-TESS process, and teachers have high expectations about receiving the constructive 

criticism.  Participants expressed their willingness to develop their instructional practices 

through the process.   

At the end of the quantitative survey, participants were asked if they would like to 

volunteer to be interviewed further so the researcher could collect additional qualitative 
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data.  In collecting qualitative data, eight teachers (five elementary school and three 

middle school) were individually interviewed to discuss teachers’ perceptions of 

supportive principal behaviors and the overall T-TESS evaluation experiences.  The 

participants were asked seven open-ended questions regarding supportive principal 

behaviors and how those behaviors impacted their evaluation process. Each participant 

was provided a pseudonym to keep identities confidential.   

Qualitatively the researcher continued to examine elementary and middle school 

teachers’ perceptions of supportive principal behaviors and teachers’ perceptions 

regarding the overall evaluation process by asking the participants seven questions.  The 

qualitative data gathered from participants discovered supportive principal behaviors 

influenced a positive T-TESS evaluation process.  In the upcoming paragraphs, the 

questions and responses of the participants provide clear support of the research question.    

The first qualitative question the researcher asked was “What expectations do you 

have of your principal during the T-TESS process?”  Participants’ expectations of their 

principal during the T-TESS process varied.  Kristen expected her principal to ask 

clarifying questions during her pre-and post- conferences.  She stated this dialog allowed 

her to give reasons why she may have had to change a lesson or why she had to go back 

and scaffold the learning depending on the demographics of her class.  Amber shared she 

expects her principal to be very specific and provide examples of what the principal is 

looking for in the observation.  Amber continued to say she wanted her principal to assist 

and guide her through the T-TESS goal setting process.  She felt the collaboration helps 

keep goals manageable and obtainable for herself and for students.  Tracy was of the 

same opinion.  Her expectation was for the principal to guide her and help her “tweak” 

the goal she has set for herself to be set up for success for the year.   
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Molly’s main expectation was for her principal to inform her regarding her 

instructional practices in the classroom.  Molly stated, “We assume things are going well, 

but it is different on the other side.”  She explained that principals have a different 

perspective of the lesson delivery than teachers do.  Natalie expected her principal to 

provide her with all the evaluations she is required for the year. She explained that for 

her, this isn’t always the case: 

If I am to receive two 15-minute walkthroughs and one 45-minute observation, 

then my principal should conduct those observations timely along with providing 

feedback on each of them rather than waiting until the end of the year.  

Kevin expected principals to know and understand the T-TESS material, but discovered 

“Principals didn’t really know the material before they deployed it to us.” Maggie 

commented she believes her principal should “provide opportunities for growth.  The T-

TESS shouldn’t make me feel inferior or that I can’t grow.” Marc did not have any 

specific expectations from his principal.  Although the participants had different 

expectations, the expectations are obviously indicative of each individual teacher’s needs. 

Therefore, principals have to be knowledgeable of their teachers’ needs in order to help 

them be successful during the T-TESS evaluation process.    

The second qualitative question the researcher asked regarding supportive 

principal behaviors was “What characteristics would you consider a supportive principal 

to have and what do those characteristics look like and sound like to you?”  Kevin 

believes that a supportive principal is an active listener, someone who “thinks before they 

talk, and of course someone who looks for ways that can actually help you as the teacher 

rather than hinder.”  Marc stated, “Overall, a supportive principal would try to help me as 

the teacher and take care of any problem I have, whether it is a disruptive student, lack of 
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materials, or arrange for training.”  Marc shared that this looks and sounds like this for 

him:  

If I have a disruptive student, they remove them from my class.  If I don't have the 

materials I need, they secure the materials for me.  I don't need anybody telling 

how bad a job I'm doing without having a solution.   

Natalie commented that a supportive principal should provide feedback in a considerate 

way.  To her, “supportive” sounds like “I noticed you did this in your lesson and it was 

successful with your students; however, when you did this, the children were confused 

and maybe here’s how you could improve that.”  Molly felt that her principal was 

supportive when she received advice regarding parent and student issues.  “The principal 

provides advice when the teacher feels that she has done everything they can to solve the 

problem.” 

Tracy stated that her principal communicates effectively and provides ample time 

to complete things.  The principal does not ask for last-minute tasks to be completed.   

Supportive characteristics look and sound like to me someone who is hands-on, is 

available, answers emails and phone calls in a timely manner, says ‘How can I 

help? What do you need? Tell me what I can do? You’ll get through this.’ My 

principal knows that I tend to overthink and worry so they know when I need to 

breathe. 

Amber mentioned several characteristics she felt a supportive principal should exhibit, 

including a principal who “communicates well, has an eye for details, sets high 

expectations, and gets to know the teachers.” For Amber, those characteristics look and 

sound like someone who is visible in her classroom and provides her feedback.  Kristen 

prefers principals who are inquisitive and do not make assumptions: “Principals who 

want to understand, ask questions without judgment on their face or a tone in their 
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voice.”  Principals provide resources or are the resource for teachers.  “If a principal 

thinks you need something, they either send someone to support the teacher in a certain 

area or get the resources for the teacher; going above and beyond.”  Kristen further 

stated, “I feel a principal sounds and looks supportive when they ask questions, keep tone 

and body language calm, give teachers what they need, and provide suggestions for 

instructional ideas.”  Overall, teachers are looking for principals who provide resources, 

communicate well, listen, provide advice, and give feedback.   

The third question the researcher asked inquiring about supportive principal 

behaviors was “What supportive characteristics does your principal exhibit?”  Marc 

shared that his assistant principal listens to him directly.  “He hears my needs and then 

gets back to me in a timely fashion with the answers or a possible solution to the 

problem.”   Natalie felt that her principal offers the opportunities to voice her perspective 

first before a negative assumption is made.  Maggie shared that her principal allows her 

to “shine” in her areas of strength and permits her to help build capacity with the teachers 

on campus. Molly, Tracy, and Kristen all expressed their principal listens to the staff. 

Kristen went on to say her “principal is calm, does not demean others, and asks 

questions.”  Amber commented her principal exhibits the following characteristics: is 

visible, talks with students and teachers, leads staff meetings and mini professional 

developments, is vocal during planning sessions and professional learning communities, 

and is always there when we need her.  It is clear, teachers’ definitions of supportive 

behaviors vary and the expectations for those behaviors are high.   

The final question the researcher asked about supportive principal behaviors was 

“How has your administrator built a positive relationship with you?” All but one of the 

participants felt that their principal builds positive relationships with them as a teachers.  

For the participants, relationship building looked different. Two of the participants 
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mentioned that their principal allows them to “be themselves” and “speak freely without 

judgement.”   Kristen went on to say that she felt “this speaks volumes because the 

principal just wants what is best for students and in return she expects the teachers to do 

what is best for kids.”  Other participants felt that their principal built relationships with 

them by being available when needed, providing advice, and actively listening.  

Unfortunately, one participant felt that their principal did not take the time to build a 

relationship with him.  He did feel, however, that the assistant principals worked hard at 

building a relationship with him.    

The first question the researcher asked regarding teachers’ perceptions of the 

overall T-TESS process was “How has the T-TESS evaluation process impacted you as a 

teacher?”  Marc found that the process has allowed him to be more reflective, organized, 

and able to provide his principal proof of what he has accomplished.  Maggie shared that 

her T-TESS evaluation process has been positive and her principal provides trainings for 

new teachers on campus to learn about what the ratings and objectives mean.  Kevin 

commented that “anytime you have to have to question yourself is a good thing. You 

should never think that you are too good to learn new things.  The T-TESS is just asking 

you to be the best teacher you can be.”  

Natalie believed that the T-TESS allows her to know what other people see while 

she is teaching.  “It doesn’t necessarily make me feel that my practices are effective, but 

if done effectively, it can let me know where I need to improve.”  Molly shared that the 

T-TESS evaluation has helped her improve areas of weakness and reflect on what she 

doesn’t know how to do so she can seek the advice of others. Tracy enjoys the goal 

setting process.  “The goals help me stay focused and help me grow.  The goals are not 

something I can table; I have to keep up with the goals.”  Amber commented that the T-
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TESS process is intense, knowing you have to be evaluated in so many domains.  She 

also agreed with Tracy, stating that  

The T-TESS process is a good one because you get to set goals to help you focus.  

When the principal does the pre-conference or a walkthrough, she provides you 

feedback so you can make corrections. The feedback during the debriefing really 

helps you become a better instructor. 

Kristen explained the T-TESS process has helped her become a better teacher as a whole.  

“The T-TESS is more specific compared to the PDAS, so you are really able to break 

down certain criteria you want to improve on.”  

Another qualitative question the researcher inquired about the overall T-TESS 

process was “In your opinion, how has your administrator collaborated with you in 

providing feedback during the T-TESS process?”  Kristen and Amber both commented 

their principals follow the rules and process of the T-TESS.  Both principals provide the 

pre-conference/post-conference and ask clarifying questions regarding students and the 

demographics of the class.  These questions provide the principal with insight on why a 

lesson may look completely different in each class.   Participants shared that their 

principal does one of two things:  provides feedback frequently along with suggestions 

and resources on how to improve along the way or waits until the end of the year during 

the summative conference to provide feedback to the teacher.   

The final question the researcher asked participants regarding the overall 

evaluation process was “How does that relationship impact your perceptions of the 

overall T-TESS process?” Participants felt that having a relationship with the principal 

made the evaluation process easier and more effective.  Interviewees were aware of the 

evaluation expectations, felt comfortable asking questions regarding their evaluation, and 
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were receptive to feedback.  Participants felt that the principal provided guidance 

throughout the evaluation process and the goal setting process.   

Conclusion 

In conclusion, this research was conducted to examine teachers’ perceptions of 

supportive principal behaviors and the overall evaluation experience in addition to the 

relationship between the two variables.  In this study, the quantitative findings show a 

significant relationship between the two variables.  The qualitative data further strengthen 

the quantitative results.  Overall, teachers felt they had experienced a positive T-TESS 

evaluation process and have supportive principals in their corner.  The common themes 

that emerged during the study were trustworthiness, positivity, active listening, timely 

responses, opportunities for growth, and feedback.  The researcher found principals with 

the above supportive behaviors provide positive evaluation experiences for their teachers.   
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CHAPTER V: 

SUMMARY, IMPLICATIONS, AND RECOMMENDATIONS 

This chapter discusses the summary, implications, and recommendations of the 

findings.  The purpose of this study was to investigate teachers’ perceptions of supportive 

principal behaviors, their perceptions of the overall evaluation process, and the 

relationship between teachers’ perceptions of supportive principal behaviors and the 

overall evaluation process at the elementary and middle school levels.  This study was 

conducted in a Title I urban district in Southeast Texas.  

To address research question one, the researcher used portions of the OCDQ-RE 

and the TEP and combined them into one survey.  For the quantitative portion of the 

study, there were 51 (49%) elementary participants and 54 (51%) middle school 

participants, N=105 (100%).  In analyzing the data, N equaled anywhere from 87 to 93 

for the specific survey questions.  A Pearson’s correlation determined there was a 

significant relationship between teachers’ perceptions of supportive principal behaviors 

and their perceptions of the overall evaluation process.   

To address research question two, the researcher used the survey data to find the 

mean and the standard deviation for each survey question.  Based on the means of each 

question, the researcher then determined if there was a relationship between supportive 

principal behaviors and the overall T-TESS evaluation process.  There was in fact a 

relationship between teachers’ perceptions of supportive principal behaviors and the 

perceptions of the overall T-TESS evaluation process as teachers’ responses led to 

average or above average mean scores throughout the survey.  The higher the mean for 

teacher perceptions of supportive principal behaviors, the higher the mean for teacher 

perceptions of the overall T-TESS process.  
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To address research question three, the researcher used the survey to ask 

participants if they would like to be interviewed to gather further qualitative data.  The 

researcher interviewed eight individual teachers to find common themes regarding 

supportive principal behaviors and the evaluation process.  The researcher individually 

interviewed five elementary and three middle school teachers who held different grade 

level positions (elementary) and specific content areas positions (middle school).  The 

participants felt that overall their principal exhibit supportive principal behaviors and 

because of those behaviors, teachers had a positive T-TESS evaluation experience. 

Summary 

Research questions explored whether or not there was a correlation between 

teachers’ perceptions of supportive principal behaviors and teachers’ perceptions of the 

overall evaluation process and what those specific perceptions were:   

1. What correlation exists between elementary and middle school teachers’ 

perceptions of supportive principal behaviors and the perceptions of teachers’ 

overall evaluation process?  

2. What is the effect of supportive principal behaviors on the overall evaluation 

process as measured by the OCDQ-RE and the TEP? 

3. What are the elementary and middle school teachers’ perceptions of supportive 

principal behaviors and teachers’ perceptions of the overall evaluation process? 

The quantitative data showed average to above average means based on the 

survey questions along with a significant relationship between the two variables.  There 

were also common themes that emerged with the individual interviews.   
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Research Question One 

The researcher ran a Pearson’s correlation to determine if there was a relationship 

between teachers’ perceptions of supportive principal behaviors and teachers’ perceptions 

of the overall evaluation process.  The results of the research showed that the Pearson’s 

correlation did in fact determine a significant positive relationship exists between the two 

variables.  

Research Question Two 

The outcomes suggest that principals who deliver supportive behaviors based on 

the results of the OCDQ-RE have a collaborative and positive relationship with the 

teacher.  In turn, the teacher has a positive evaluation experience from beginning to end.  

Supportive behaviors a principal should exhibit include the following: provides corrective 

criticism, is helpful, listens/accepts teacher suggestions, asks about personal welfare of 

teachers, treats teachers as equals, is complimentary, is easy to understand, shows teacher 

appreciation, and explains the corrective criticism provided to the teacher.  According to 

table 4.2, the nine survey questions all had average to above average means.  More than 

50% of the teachers had positive perceptions of supportive principal behaviors regarding 

the overall T-TESS evaluation process.  Supportive principal behaviors such as direction 

setting  provides work satisfaction by building trust, self-efficacy, perspective of the 

principals’ effectiveness, focused instruction, collective knowledge, and shared decision 

making (Price, 2012; Sun & Leithwood, 2015). Tables 4.3 and 4.4 also showed average 

to above average means based on the TEP survey questions.  More than 54% of the 

teachers were satisfied with their overall evaluation process.  Therefore, the quantitative 

data shows that principals who exhibit supportive principal behaviors impact a positive 

evaluation experience.  Through a positive influence on school climate and supportive 
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behaviors, a principal can affect successful instruction and learning as well as teacher 

collaboration (Tlusciak-Deliowska & Dernowska, 2015).   

Research Question Three 

The findings for the research found common themes in connection to the 

qualitative interview responses.  The common themes that emerged from the individual 

interviews were trustworthiness, building positive relationships, active listening, timely 

responses, opportunities for growth, and feedback.  Researchers such as Bell (2020) and 

Hozebin (2018) conducted studies on the effects of feedback to teachers.  Ungar (2018), 

Danielson (2011), Jiang, et al. (2015), Sheppard (2013), Doherty (2009), Sutton (2008), 

and Rindler (1994) all studied teacher perceptions of evaluations, the effects of teacher 

evaluation, or purposeful evaluations.  Yousef, et.al.(2018), Lambersky (2016), Finnigan 

(2011), Bryk & Schneider (2002), conducted research on principal behaviors.    

Trustworthiness was the first theme to emerge.  Teachers shared that having a 

meaningful relationship with their administrators provided principals the opportunity to 

respond to teachers in the following manner: score the evaluation fairly, guide teachers 

through the complete evaluation process, provide advice/suggestions for areas that need 

improvement, and provide evidence that the principal is not “out to get them.”  Kristen 

and Marc both expressed that they felt their principal was not out to get, trap, or harm 

them in any way.  Overall, participants felt that their principal would guide them through 

the evaluation process and provide suggestions for improvement for anything that went 

wrong in the observation. Tracy stated she felt that the principal would guide her through 

the evaluation process to be successful.  Finnigan’s (2011) and Byrk & Schneider (2002) 

research discovered that effective management and respect are a positive link between 

teacher and principal.  With teachers being able to trust their principal, dialogue between 

principal and teacher becomes more collaborative.  Trust is one way that teacher and 



 

 

67 

principal can build positive relationships.  Bryk and Schneider (2002) found that 

“relational trust,” theorized as the interactions between respect, competence, personal 

regard, and integrity reduces doubt and vulnerability.  Tracy and Molly both commented 

that they could trust their principal based on the interactions they have their principal and 

feel as if they could ask for advice if things go wrong.    

Building positive relationships was the second theme found in the data.  

Participants felt that principals built positive relationships with staff members in a variety 

of ways; such ways include writing positive notes, being available for teachers 

throughout the day, having an understanding demeanor, being aware of the different 

personalities of the staff, inquiring about the teachers’ lives outside of work, actively 

listening, being non-judgmental, being professional, making teachers feel comfortable 

being around the administrator, being visible, and being a problem solver. Amber and 

Molly both agreed that their principal built positive relationships by being open minded 

and understanding, providing solutions, making the teacher feel comfortable, being 

friendly, knowing teachers’ personalities, and making the teacher feel good when you are 

around them.  Finnigan’s (2011) research found that principals who have a respectful 

demeanor, do not scold in front of others, have a sense of empathy, and appreciate 

teachers’ ongoing efforts are meaningful characteristics to have as a principal to continue 

to build successful relationships with teachers. Participants believed that the positive 

relationship between a principal and the teacher is crucial for a successful evaluation.  

Teachers felt that with a positive relationship with their principal and an inviting work 

environment, teachers are more at ease during the evaluation process and therefore are 

more productive in the classroom. Amber stated that her principal provides such a great 

work environment that the pressure of the T-TESS is removed because of the relationship 

that has already been established.  According to MacNeil, Prater, and Busch (2009), 
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building a quality school atmosphere is essential in leadership.  With this relationship, 

teachers have a more positive outlook on personal growth and self-reflection. Maggie felt 

that her principal allows her to be herself without judgement, and she didn’t feel as if she 

has to minimize what she can contribute to her colleagues.  Molly stated that her principal 

discusses the strengths and weaknesses of the lessons and provides suggestions on how 

she can improve as a teacher.   

Along with building positive relationships, teachers felt active listening was an 

important part of the evaluation process because they felt that with active listening came 

less judgement on the principal’s part.  Participants shared how they appreciated when 

principals heard their perspective of how the lesson went, suggestions from the teachers 

themselves on self-improvement, and reasons why the lesson delivery was a certain way.  

Lambersky (2016) found that principals who gave professional respect by allowing 

teachers to voice their opinions, valued the teachers’ knowledge, skills and experiences 

felt less micromanaged.  Teacher commitment becomes greater when principals permit 

teachers to share their views in campus decisions (Lambersky 2016).  Participants 

believed that being able to speak freely without negative consequences with their 

principal provided a more productive evaluation process as well.  The discussion between 

the teacher and principal enables collaboration and compromise.  Tracy shared her 

principal is open to feedback and does not take things personally.  Kevin and Marc 

agreed that principals who listen with the intent to help is refreshing because often the 

principal is tied up with school business.  Together, principals and teachers can create an 

environment of professionalism (Tlusciak-Deliowska & Dernowska, 2015).  

Participants also found that principals who responded timely was important to their 

effectiveness as a teacher.  Teachers are eager to get their evaluation feedback in a timely 

manner so corrections can be made immediately versus waiting too long.  Participants 
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Maggie and Amber both mentioned that their principals provided timely responses to the 

observation within a few days.  In Ungar’s (2018) research, participants shared that when 

teachers’ evaluations are done in their entirety, the principal and teacher can collaborate 

to develop new instructional strategies, tweak the current instructional strategies, and 

encourage personal growth.  Teachers also felt it is crucial for the correct number of 

observations to be completed.  Natalie for example stated,  

If a teacher is to have two 15-minute walkthroughs and one 45-minute  

observation, the principal should follow that timeline and complete the 

observations timely throughout the year instead of waiting until the last minute to 

complete them or not doing them at all.  

Timely responses allowed for the positive relationship between the principal and teacher 

to strengthen; therefore, corrective criticism was easier to provide and teachers were 

more open to hearing it.   

With that came opportunities for growth as a common theme.  As the evaluation 

process is set out to be a learning experience, teachers stated they do use this time as an 

opportunity for growth.  Tracy and Amber both felt that their principal helps them set 

obtainable goals to set them up for success.  From the goal setting process, walkthroughs, 

debriefs, 45-minute observation, and the summative (end-of-year conference), teachers 

used this time to discuss ways to grow instructionally and improve instantly versus long 

term.  For example, Molly’s expectation of her principals was for them to tell her exactly 

how she is performing in her classroom and how she can improve her lesson.  Danielson 

(2011) found when school principals have dialogue with teachers with a common 

understanding of good teaching, such conversations offer an opportunity for growth.  

Participants also appreciated the principal’s active participation in professional learning 

communities and/or providing professional development to the staff.  Amber stated she 
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appreciates how her principal is an active part of professional developments and/or 

professional learning committees.  Obi (2004) found that strong leadership practices such 

as providing professional development can enhance teacher performance.  Participants 

found their principals to be valid resources for the teachers.  Either the principal provided 

suggestions on how to make changes, provided someone to go in and model for them, or 

provided physical resources to help them be more successful. Kristen mentioned that her 

principal is a resource herself and goes out of her try to get “you” the things you need to 

be successful. Principals can arrange, provide, or inform teachers of pertinent 

opportunities for staff development to teachers to reach goals of the school (Robinson, 

Lloyd, & Rowe, 2008, & Yousaf, et. Al., 2018).   

Feedback, as a theme, aligns with the research of Yousaf et, al. (2018) who 

indicated effective principals support and monitor teachers using feedback to guide 

teachers toward improving instructional practices.  Bell (2020) suggested that when 

providing feedback, principals should first validate the teacher with information of what 

the teacher did well and then provide where minor adjustments need to be made.  

Feedback was an expectation for principals from all participants.  It was mentioned that 

feedback was provided as soon as just a few days after the observation or only at the end 

of year summative meeting.  Hozebin (2018) discovered teachers who received beneficial 

feedback during post-observation dialogue made it easier for teachers to be self-reflective 

and improve instructionally.  Six out of the eight participants stated they received 

feedback from their principals after each walkthrough or 45-minute observation just a 

few days after their evaluation and used this collaboration to improve between 

walkthroughs and/or the 45-minute observation.  They found that their principals 

provided this time for improvement so they could score better the next time. 

Unfortunately, the other two participants only received feedback regarding their 
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observations at summative meeting leaving them little to no time to apply the suggestions 

provided.  

Implications 

The outcomes from this research have implications for all campus principals, 

anyone who evaluates teachers, and those who desire to be campus principals or assistant 

principals.  The portions of the OCDQ-RE and the TEP that were used in the survey were 

developed for leaders to discover teachers’ perceptions of supportive principal behaviors 

and the teachers’ perceptions of their overall evaluation process.  The results of this study 

revealed there is a significant relationship between the two variables.  Powell (2011) 

suggested investigation in teachers’ perceptions of supportive principal behaviors and 

teachers’ perceptions of the overall evaluation experience and the gap in literature 

revealed that studies had not been conducted regarding supportive principal behaviors 

and teacher perceptions to the overall T-TESS evaluation process.  Since the T-TESS 

evaluation was implemented in 2016, there is limited research that involves the T-TESS 

evaluation instrument.   

Being trustworthy, building positive relationships, actively listening, providing 

timely responses, offering opportunities for growth, and giving feedback are all behaviors 

principals should exhibit with all teachers to enrich the evaluation process.  Although 

some principals have a natural ability to show these behaviors, other principals may need 

to learn them.  Districts could use this research to develop professional development 

sessions for principals and assistant principals to become more familiar with how these 

behaviors look, feel, and affect those evaluated. Often, districts only provide professional 

development for teachers, and new learning for administrators is scarce unless they attend 

large conferences out of the city or state.  Due to funding, this is often not feasible for 

many.  
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Districts can also use the outcome of the research to determine how to support 

principals who have climate survey data that is not up to par and have difficulties with 

building climate and culture.  Districts could provide professional developments that 

show principals how to appropriately use an improvement cycle to identify a problem, 

plan a solution to the problem, implement the strategies, and when to review or assess 

progress.  A follow up session for principals could determine their next step/s if they have 

or have not met the overall goal.  This process is similar to the teacher evaluation process 

we ask principals to follow and, therefore, would build capacity in principals just as we 

want to build capacity in teachers.  

Districts can use this research to show the importance of the evaluation process.  

It is important for all teachers to receive the appropriate number of observations required 

throughout the year, for principals to provide timely feedback on each observation, and 

for them to provide the resources teachers will need to be successful from one 

observation to the next.  With this process, principals will be able to build teacher 

capacity and, so, teachers can be used more as a resource on the campus level to meet the 

needs of the students.  

The purpose of the study was to add value to the current literature by clarifying 

Texas teachers’ perceptions of supportive principal behaviors and teaches’ perceptions of 

the overall evaluation process and the significant relationship between the two.  

Principals who want to improve teachers’ evaluation scores and their teaching 

effectiveness should consider self-reflection on what supportive principal behaviors they 

exhibit and how those behaviors affect teacher evaluations and ultimately student 

achievement.  
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Recommendations for Future Research 

There are four recommendations for future research based on the findings. First, 

by increasing the sample size of the survey to all elementary, middle, and high school 

levels and conducting a larger number of interviews, the school district will get a more 

accurate account of teachers’ perceptions of supportive principal behaviors and their 

perception of the overall evaluation process.  Secondly, research could be conducted in 

more than one Title I district.  This comparison could provide valuable data to determine 

how districts can further support their principals. Next, the research could be conducted 

in Title I districts compared to non-Title I districts to see if there are any differences in 

perceptions in behaviors and in the evaluation process. The researcher could conduct a 

case study that focuses on one school principal and the assistant principal/s and how their 

supportive behaviors (if any) affect the overall evaluation process. Finally, a study could 

be conducted to determine if there is a relationship between the evaluation process and 

student achievement.  

Conclusion 

This exploratory sequential design strengthened previous studies conducted by 

quantitatively finding that the Pearson’s correlation (r) between teachers’ perceptions of 

supportive principal behaviors (OCDQ-RE) and teachers’ perceptions of the overall T-

TESS evaluation process (TEP) was significant.  The survey data collected also indicated 

average to above average means for both supportive principal behaviors (OCDQ-RE) and 

the overall T-TESS evaluation process (TEP) which strongly suggests an additional 

relationship between the two variables.  The qualitative data found in the individual 

participant interviews strengthened the quantitative data.  Participants expressed that 

without supportive principal behaviors, a positive relationship with their principals, and 

collaborative dialogue a successful evaluation would be harder to obtain. In fact, teachers 
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would not have the self-efficacy, open mind, and/or willingness to be self-reflective to 

achieve professional growth and enhance their instructional practices.   

Principals’ behaviors can affect both positively and negatively affect a teacher’s 

evaluation experience.  Hoy & Clover (1986) define a supportive principal as someone 

who has a basic concern for teachers, actively listens, and is open to teacher suggestions. 

Without an ongoing positive relationship between both principal and teacher, the 

evaluation process can be less effective and have an impact on teachers’ instructional 

practices in the classroom.  The T-TESS process is designed for teacher and principal to 

work collaboratively so both teacher and principal can grow both personally and 

professionally in their craft.  Teachers are looking for principals who are supportive of 

what is happening in their classrooms and who actively listening, providing feedback, 

responding timely, building positive relationships, providing opportunities for growth, 

and being trustworthy.  Although these themes may look and sound differently to each 

participant, the expectations were still the same and very evident in the interviews and 

how the principal behaviors impacted their overall T-TESS evaluation process.   
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APPENDIX B:  

PERMISSION TO USE THE TEP 

 
From: Jeff Jones <Jeff.Jones@educationnorthwest.org> 

Sent: Thursday, February 20, 2020 12:40 PM 

To: Molinaro, Marlo 

Subject: Re: Permission to use the TEP  
  

You are welcome to use the TEP for your study as long as you credit Education Northwest. 

 

-- 

Jeff Jones 

Web Developer 

Education Northwest 

 

From: Molinaro, Marlo <MolinaroM1821@UHCL.edu> 

Sent: Wednesday, February 19, 2020 6:03 PM 

Subject: Re CONTACT FOR SEEKING PERMISSION to use the TEP 

 

Hello, 

 

I am currently a doctoral candidate in the Ed.D program at the University of Houston Clear Lake. My 

dissertation is titled, How elementary and middle school teachers' perceptions of supportive principals'' 

behaviors impact the overall TTESS process. I am interested in using the Teacher Evaluation Profile (TEP) 

as on of my instruments in my study. Do you have the name of the individual in your organization I would 

need t write to for approval?   

 

Thank you for your help and consideration, 

 

Marlo Molinaro 
From: Molinaro, Marlo 

Sent: Sunday, November 17, 2019 3:41 PM 

To: Caridan.Craig@educationnorthwest.org 

Subject: PERMISSION to use the TEP  

  

Hello, 

 

I am currently a doctoral student at the University of Houston Clear Lake. My dissertation is titled,  

 

HOW ELEMENTARY AND MIDDLE SCHOOL TEACHERS’ PERCEPTIONS OF SUPPORTIVE 

PRINCIPALS’ BEHAVIORS IMPACT THE OVERALL T-TESS EVALUATION PROCESS 

 

I am interested in using the Teacher Evaluation Profile (TEP) as one of my instruments for my research.   

 

I greatly appreciate your help and consideration. 

 

Marlo Molinaro 
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APPENDIX C: 

SURVEY COVER LETTER 

 

April 2020 

Dear Educator, 

My name is Marlo Molinaro and I am a doctoral candidate at the University of Houston 

Clear Lake.  I would like to ask for your participation in completing the Organizational 

Climate Description Questionnaire and the Teacher Evaluation Profile surveys.  The 

purpose of these surveys is to assess supportive principal behaviors and teachers’ 

perceptions of the T-TESS evaluation process.  

Participation in the survey is voluntary, but answering all of the questions in their entirety 

will be useful to the data collection process.  The survey will take approximately 10 

minutes to complete and all responses are anonymous.  No risks will be endured during 

this process and you can withdraw your participation at any time.   

Your permission to participate is implied once you have clicked on the active link below.  

Thank you for your time, thoughtful responses, and completion of the survey.  If you 

have any questions, please feel free to contact me at caincaleb2@gmail.com. 

 

Please click on the link below in the email to begin the survey. 

 

Sincerely, 

 

Marlo Molinaro 

Doctoral Candidate, UHCL 

  

mailto:caincaleb2@gmail.com
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APPENDIX D: 

THE ORGANIZATIONAL DESCRIPTION CLIMATE QUESTIONAIRRE 

 (OCDQ-RE) 
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APPENDIX E: 

TEACHER EVALUATION PROFILE (TEP) 

Thank you Education Northwest for granting permission to use the TEP.   
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APPENDIX F: 

INTERVIEW CONSENT FORM 

INFORMED CONSENT: ADULT RESEARCH PARTICIPANT 

You are being asked to participate in the research project described below.  Your participation in 
this study is entirely voluntary and you may refuse to participate, or you may decide to stop 
your participation at any time.  Should you refuse to participate in the study or should you 
withdraw your consent and stop participation in the study, your decision will involve no penalty 
or loss of benefits to which you may otherwise be entitled.  You are being asked to read the 
information below carefully and ask questions about anything you don’t understand before 
deciding whether or not to participate. 

Title:  How Elementary and middle school teachers’ perceptions of supportive principals’ 
behaviors impact the overall T-TESS evaluation process 

Principal Investigator(s):  Click or tap here to enter text. 

Student Investigator(s):  Marlo Molinaro 

Faculty Sponsor:  Dr. John Decman 
 
Purpose of the Study:    The purpose of this study is to investigate teacher perceptions of 
supportive principal behaviors and the relationship between teacher perceptions of principal 
behaviors and teacher perceptions of the teacher evaluation process at the elementary and 
middle school levels.  
 

Procedures: If you choose to take part in this study, you will participate in an interview via Zoom 
and will be audio recorded. The interview will be scheduled on a day and time convenient for 
you. I will ask you questions regarding supportive principal behaviors and the overall evaluation 
process.  

Expected Duration:  Interviews are anticipated to last 20-30 minutes each.  

Risks of Participation:  There are no anticipated risks if you chose to participate in this study. 

Benefits to the Subject 

There is no direct benefit received from your participation in this study, but your participation 
will help the investigator(s) to better understand the relationship between supportive principal 
behaviors and the overall evaluation process.  

Confidentiality of Records 

Every effort will be made to maintain the confidentiality of your study records.  The data 
collected from the study will be used for educational and publication purposes, however, you 
will not be identified by name.  For federal audit purposes, the participant’s documentation for 
this research project will be maintained and safeguarded by the Principal Investigator or Faculty 
Sponsor for a minimum of three years after completion of the study.  After that time, the 
participant’s documentation may be destroyed. 
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Compensation 

There is no financial compensation to be offered for participation in the study.  

 

Investigator’s Right to Withdraw Participant 

The investigator has the right to withdraw you from this study at any time. 

 

Contact Information for Questions or Problems 

The investigator has offered to answer all of your questions.  If you have additional questions 
during the course of this study about the research or any related problem, you may contact the 
Student Researcher, Marlo Molinaro, by phone at 713-517-7681 or the Faculty Sponsor, Dr. John 
Decman, may be contacted by email at decman@uhcl.edu 

Signatures 

Your signature below acknowledges your voluntary participation in this research project.  Such 
participation does not release the investigator(s), institution(s), sponsor(s) or granting 
agency(ies) from their professional and ethical responsibility to you.  By signing the form, you 
are not waiving any of your legal rights. 

The purpose of this study, procedures to be followed, and explanation of risks or benefits have 
been explained to you.  You have been allowed to ask questions and your questions have been 
answered to your satisfaction.  You have been told who to contact if you have additional 
questions.  You have read this consent form and voluntarily agree to participate as a subject in 
this study.  You are free to withdraw your consent at any time by contacting the Principle 
Investigator or Student Researcher/Faculty Sponsor.  You will be given a copy of the consent 
form you have signed. 

Subject’s printed name:   

Signature of Subject:   

Date:   

Using language that is understandable and appropriate, I have discussed this project and the 
items listed above with the subject. 

Printed name and title:   

Signature of Person Obtaining Consent:   

Date:   

THE UNIVERSITY OF HOUSTON-CLEAR LAKE (UHCL) COMMITTEE FOR PROTECTION OF HUMAN SUBJECTS HAS REVIEWED AND 
APPROVED THIS PROJECT.  ANY QUESTIONS REGARDING YOUR RIGHTS AS A RESEARCH SUBJECT MAY BE ADDRESSED TO THE UHCL 
COMMITTEE FOR THE PROTECTION OF HUMAN SUBJECTS (281.283.3015).  ALL RESEARCH PROJECTS THAT ARE CARRIED OUT BY 
INVESTIGATORS AT UHCL ARE GOVERNED BY REQUIREMENTS OF THE UNIVERSITY AND THE FEDERAL GOVERNMENT. 

(FEDERALWIDE ASSURANCE #FWA00004068 

 



 

 

92 

APPENDIX G: 

QUALITATIVE INTERVIEW QUESTIONS 

 

1) What expectations do you have of your principal during the T-TESS process?  

 

2) How has the T-TESS evaluation process impacted you as a teacher?  

 

3) What characteristics would you consider a supportive principal to have? What do those 

characteristics look like and sound like to you? 

 

4) What supportive characteristics does your principal exhibit? 

 

5) How has your administrator built a positive relationship with you?  

 

6) How does that relationship impact your perceptions of the overall T-TESS process? 

 

7) In your opinion, how has your administrator collaborated with you in providing 

feedback during the T-TESS process? 
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APPENDIX H: 

RESUME 

Marlo Molinaro 

Objective: Seeking a position as a campus principal on the elementary or intermediate 

level where effective communication and leadership skills will create and execute the 

campus mission, vision, meaningful work, and meaningful relationships.  

Administrative Experience        

2014-Present             M.K.Elementary     Assistant Principal  

o Participate in piloting the Effective Schools Framework (focus 

group, TEA visit, improvement plan) 

o Facilitate Administrative Interns  

o Participate in Aspiring Leadership Cohort 1 (Kennedy Elementary) 

o Participate in developing strategies for TAIS improvement plan 

o Facilitate data meetings with grade level teachers  

o Execute professional development sessions for parents  

o Create weekly staff newsletter 

o Implement student of the week, employee of the week, and honor 

roll celebrations 

o Interview candidates for all open positions and Alief ISD Job Fair 

o Collaborate with ABC and SDC facilitators for campus 

improvements 

o Facilitate new teacher meetings 

o Implement self-climate survey to staff  

o Build climate and culture with monthly team builders and monthly 

positive notes to staff members and employee of the week 

o Facilitate goal setting, pre and post conferences, and walkthrough 

debriefs with staff members  

o Collaborate with attendance clerk for truancy and attendance plans 

o Supervise Boys Club (ACE), Girls Club (GAP), Student Council  

 

Professional Experience:   

2010-2014   D.H.Elementary         Math Specialist           

o Administrative Intern-discipline, ARDs, parent conferences and 

walkthroughs   

o Interpret Data for grades PK-4 

o Create re-teach plans with teachers for grades 2-4 

o Facilitate PLC, planning, and long term planning sessions 
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o Model first line instruction and taught in classrooms for those on 

medical leave 

o Provide professional developments sessions for campus 

o Deliver small group interventions for grades K-3 

o Create intervention schedules 

o Establish step team club using INOVA data 

 

                     2001-2010          H.H. Elementary           2nd/3rd Grade Teacher        

o Provide effective 1st line instruction in all content areas 

o Share in PLCs 

o Contribute in team planning 

o Analyze classroom data-reteach plans/small group plans/whole 

group instruction 

o Conduct parent Conferences 

o Member of ABC committee 

 

Professional Development    

o Safe and Civil Schools Instructional Coaching and Positive Behavior 

for School Excellence 

o Aspiring Principals Workshop (TAASP)  

o First 90 Days by Michael D. Watkins (book study) 

o Becoming a Person of Influence by John Maxwell (book study) 

o Leadership Fusion: Region 4  

o Restorative Discipline for Administrators  

o AIE Conference San Antonio  

o Rigor, Relevance, and Relationships  

o Aspiring Principal Cohort I and II  

o Communication: Say What You Need To Say So Others Will Listen  

o What Great Educators Do Differently by Todd Whitaker (book 

study) 

o T-TESS Training Region 4  

o Leadership Fusion  

o University of Houston Clear Lake Doctoral Courses 

o University of Houston Clear Lake Superintendent Internship 

 

Certifications    

  Principal Certification K-12 

  TEXAS Teacher Evaluation and Support System (T-Tess) 

  Instructional Leadership Development (ILD certification) 

  Elementary Self-Contained 1-8 

  Elementary English 1-8  
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  English as a Second Language 

  Gifted and Talented 

 

Education  

2013        University of Houston Clear Lake           Clear Lake, TX      

       Pursuing Doctoral Degree in Educational Leadership     

       Superintendent Specialization   

  2011        University of Houston Clear Lake           Clear Lake, TX 

      Masters of Science in Educational Management  

 

  2000    University of Houston Downtown    Houston, TX 

      BA in Interdisciplinary Studies specialization in English 

 


