
ABSTRACT 

 

BOWEN, KIMBERLY CLARK. The Relation of Teachers’ Reflective Judgment and 
Conceptions of Teaching and Learning (Under the direction of Ruie J. Pritchard.) 
 

The purpose of this study was to investigate the reflective judgment of high school English 

language arts (ELA) teachers, including how epistemology relates to demographics and 

conceptions of teaching and learning. As one of the most comprehensive and commonly 

accepted models of epistemic development, the Reflective Judgment Model provides a 

theoretical framework for understanding how personal epistemology influences the ways in 

which individuals approach ill-structured problems from late adolescence through adulthood. 

For the sample of 149 teachers, the mean score was 5.25, suggesting teachers most 

commonly access quasi-reflective levels of reflective judgment. Consistent with previous 

studies, graduate education was the only significant variable related to reflective judgment; 

age, gender, race, years of teaching experience, and National Board Certification were not 

significantly related to reflective judgment. A subset of 42 teachers completed the Teacher 

Beliefs Q-Sort and constructed metaphors about teaching and learning.  Results suggest that, 

overall, ELA teachers do not value teacher-centered environments or teacher-centered 

instruction, but they do hold negative views of student motivation. Pearson Product Moment 

Correlations revealed inverse relationships between age and valuing teacher-centered 

environments, that is, younger teachers were more likely to value teacher-centered 

environment. Both age and race correlated with negative views of student motivation, with 



younger minority teachers likely to express the most negative views. Significant correlations 

between reflective judgment and two of the three teacher conception factors (environment, 

instruction, view of student motivation) were found; no correlation existed between reflective 

judgment and negative views of student motivation.  Stepwise linear regression revealed that 

reflective judgment accounted for 22% of the variance in teacher-centeredness values and 

25% of the variance in teacher-directedness values. Further research about the relatedness of 

reflective judgment to teacher beliefs, as well as to teacher practice, may help shape graduate 

and professional development programs. 
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CHAPTER ONE: INTRODUCTION 

The Problem 

Accepting the David H. Russell Award for Distinguished Research in the Teaching of 

English from the National Council of Teachers of English, Arthur Applebee reflected on 

more than 30 years of teaching and researching in the field. He concludes, “I think we have 

reached a point in research in the teaching of English where we have a fairly widespread 

consensus about the nature of effective teaching and learning, within a fairly well elaborated 

socio-cognitive or socio-cultural frame” (Applebee, 1999, p. 363). At the same time, he 

pointed to challenges that still exist in researching teacher practice and examining how to 

raise student achievement, to provide evidence that the theories behind the consensus do 

indeed have merit. “We have learned a great deal about how classrooms work, but we have 

done very little research about how to make them work better—better in the sense that 

students will emerge from our classrooms as more literate, more thoughtful, more 

accomplished human beings” (Applebee, 1999, p. 363). 

Despite Applebee’s confidence that the consensus had been reached in 1999, English 

language arts classrooms continue to emphasize teacher-directed instruction and teacher-

centered classrooms. Studies reveal the focus remains on learning about literature rather than 

participating in literary processes, with most classrooms emphasizing recitation and response 

rather than real questions that encourage dialogue and debate (Applebee, 1999; Applebee, 

Langer, Nystrand, & Gamoran, 2003; Hillocks, 1999; Sperling & DiPardo, 2008).  Indeed, as 

Whitcomb (2004) notes, “the traditional model of literature instruction casts a long shadow 

over what kinds of conversations teachers establish in their classrooms” (p. 203).  
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Student-centered classrooms and instruction are uncommon, even while leaders 

proclaim their importance. Researchers highlight student-centered classroom practices not 

only because they are effective, but also because they are so atypical in practice (Hillocks, 

1999; Langer et. al., 2000; Langer, 2002; Sperling & DiPardo, 2008).  

 The contrast between the researchers’ perspective and the teachers’ practice has been 

highlighted in the current school atmosphere of accountability and emphasis on data analysis 

to improve achievement for all students. Urging administrators to address the “knowing-

doing gap,” Reeves (2006) states “One inescapable conclusion from school reform research, 

however, is that .….Leaders and teachers give intellectual assent to the research and then 

return to schools and classrooms and …nothing happens” (emphasis in the original, p. 90). 

Reeves’ emphasis on results (or lack there-of) highlights frustrations of many researchers, 

policy-makers, and administrators who strive to present staff development on research-based 

practices to teachers only to see little change occur. 

 Addressing the knowing-doing gap as “the most pressing issue confronting 

educators,” DuFour and DuFour (2007) advocate a future in which educators collaborate, 

inquire into their own practices, and examine evidence of impact which, in turn, influences 

change in practice as appropriate:  

Teachers working in teams will be required to analyze data, identify concerns 

regarding the learning of their students, build shared knowledge regarding how to 

best address those concerns, develop and implement short-term action plans to 

improve upon the current reality, analyze data to see what worked and what did not, 

assist each other as they work interdependently to achieve the goals for which they 
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are mutually accountable, and continue to repeat this process in a perpetual cycle of 

improvement (p. 27).  

Moreover, the DuFours recommend that teachers on these teams have autonomy to choose 

the problems to address and select the practices to implement. In light of this vision, if 

teachers do not choose research-based problems to address, the knowing-doing gap could 

become an even greater threat to the use of effective strategies, and ultimately, a threat to 

educational reform at the classroom level.  

 The 15 schools described in It’s Being Done (Chenoweth, 2007) exhibit many of the 

characteristics described by Dufour and Dufour (2007). The Education Trust sponsored the 

qualitative study of 15 schools which have impressive numbers of students achieving 

proficiency despite high levels of poverty and minority populations. Consistently through 

these schools, Chenoweth found teachers working collaboratively, using data to refine 

teacher practice. In the final words of the study, Chenoweth quotes a high school English 

teacher’s challenge to his fellow educators: “We know what works in education. The 

research is prolific…. Amazingly, then, the question today is not about what works, but about 

why we do not implement what we know works in all schools for all kids’” (p. 227). The 

exemplary teachers in this study and others understand the complexity of the situation, 

analyze data from several sources, select a plan of action, and evaluate the outcomes. 

Professional development research has established the challenges of transferring 

knowledge to practice (Joyce & Showers, 1983).  Stand-alone workshops and conferences 

are no longer seen as effective in changing teacher practice.  Definitions of high quality 

professional development in the new millenium incorporate important aspects of focus on 
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student learning, integration with whole school improvement efforts, and active, reflective 

practice over time (Darling-Hammond & Richardson, 2009; Pritchard, R. J. & Marshall, J.C., 

2002). 

However, another level of the knowing-doing gap has received little attention –what 

do teachers know – and what does it mean to know it. Chenoweth and others share stories of 

collaborative teachers who make evidence-based decisions, but their cases are highlighted 

precisely because what they are doing is unique. Perhaps their “knowing” is as unique as 

their “doing.”  

The field of personal epistemology, the study of individuals’ beliefs about the nature 

of knowledge, includes such concepts as what it is, how it is created, how it is justified, and 

how it might change. In a review of epistemic developmental theories, Hofer (2002) 

identified a common developmental progression in current epistemological models: 

individuals move “from a dualistic, objectivist view of knowledge to a more subjective, 

relativistic stance and ultimately to a contextual, constructivist perspective of knowing” (p. 

7).  Consistent across the models is the importance of educational level on personal 

epistemology, with contextual constructivist views of knowledge emerging with graduate 

school education and becoming more pronounced with advanced graduate education.  

One of the most comprehensive and commonly accepted models of epistemic 

development is the Reflective Judgment (RJ) Model, developed by King and Kitchener 

(1994, 2002, 2004). The RJ Model provides a theoretical framework for understanding how 

personal epistemology influences the ways in which individuals approach ill-structured 

problems from late adolescence through adulthood. The term reflective judgment in the RJ 



5 

Model has its roots in Dewey’s initial definition of reflection as occurring when an individual 

is perplexed by problems which cannot be solved with current understanding or logic. 

According to Dewey, confronting these problems requires the individual to seek additional 

information and consider multiple perspectives. Reflective judgment occurs when that 

perplexity leads to “careful consideration of one’s beliefs in light of supporting evidence” 

(King & Kitchener, 2004). Dewey (1910) also notes that  

Reflective thinking is always more or less troublesome because it involves 

overcoming the inertia that inclines one to accept suggestions at their face value; it 

involves willingness to endure a condition of mental unrest and disturbance. 

Reflective thinking, in short, means judgment suspended during further inquiry; and 

suspense is likely to be somewhat painful. (p. xxx) 

The progression of three levels in the RJ Model describes how different individuals respond 

when facing that difficult process, responses which range from being unaware of the 

uncertainty to embracing it and being comfortable with the ambiguity. Matching Hofer’s 

progression (2004) with RJ Model terms, individuals may exhibit behaviors that are pre-

reflective (dualistic, objectivist), quasi-reflective (subjective, relativistic), or reflective 

(contextual, constructivist). The RJ Model and its levels will be explored in more depth in 

Chapter Two.  

Because of its focus on ill-structured problems, the RJ Model is especially useful as a 

lens for examining teacher epistemology. An ill-structured problem is one about which 

“reasonable people reasonably disagree” (King & Kitchener, 2004, p. 5). These problems 

cannot be defined completely nor can they be solved with high degrees of certainty. At best, 
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the “solutions” to these problems are plans of action that take into account evidence from 

multiple perspectives, while acknowledging the potential need for reevaluation as more 

evidence becomes available. English teachers face a plethora of ill-structured problems, such 

as determining coherent curriculum content, developing student-centered classroom 

environments, and encouraging construction of knowledge based on evaluation of evidence 

(Applebee, 1996; Applebee, Burroughs, & Stevens, 2000; Gamoran and Carbonaro, 2002; 

Hillocks, 1999; Langer, 2002; Chenoweth, 2007). 

From an instructional model standpoint, if English teachers believe that knowledge is 

transmitted from authority, then their understanding of their roles will include transmitting 

that knowledge themselves, implementing more traditional or didactic models of instruction 

which privilege teacher-directed instruction and classroom environment. On the other hand, 

if English teachers believe that knowledge is constructed by interaction with others and with 

texts, then their understanding of their roles will include creating opportunities for students to 

participate with each other and interact with texts, reflecting constructivist models of 

instruction and student-centered classroom environments and learning.  

Additionally, RJ Model provides insight into teacher use of data – both for research 

into effective instruction and for evidence of student performance. Pre-reflective teachers 

may not be open to the findings of research and continue their practice without scrutiny. 

Quasi-reflective teachers may take all perspectives as equal weight and attempt many 

different approaches without committing to any one of them. Reflective teachers may 

evaluate different sources of data and perspectives and determine a course of action based on 

the evidence at hand. Assuming the teaching population reflects the general college-educated 
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samples studied in personal epistemology research, all indications are that teachers at higher 

levels of epistemic cognition are rare.  

Purpose of the study 

The purpose of this study is to investigate the reflective judgment of  high school 

English language arts teachers, including how that epistemology relates to demographics and 

conceptions of teaching and learning. This descriptive study utilizes both quantitative and 

qualitative data, including scores on the Reasoning about Current Issues Questionnaire and 

on the Teacher Belief Q-Sort, metaphor construction, and focus group discussion. 

Additionally, constructed responses by teachers to open-ended questions are included to 

provide insights into issues raised by the data. 

Research questions 

This study investigates the personal epistemology and conceptions of teaching and learning 

of high school English language arts (ELA) teachers in a large southeastern state. The 

overarching research question is How and to what extent do ELA teachers’ beliefs about the 

nature of knowledge relate to their conceptions of teaching and learning?  The specific 

research questions are: 

Question 1: What levels of reflective judgment do high school English language arts 

teachers access?  

Question 2: What conceptions of teaching and learning do high school English 

language arts teachers evidence?  

Question 3: How does teacher reflective judgment relate to teacher conceptions of 

teaching and learning?  
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Significance of the study 

 While epistemic development is generally considered an implicit goal of education, 

little attention has been paid to teacher personal epistemology, let alone to the connections 

between teacher epistemology and their conceptions of teaching and learning. Most of the 

research has been focused on understanding college students’ ways of knowing and their 

growth during undergraduate education with some studies extending into graduate and post-

graduate experiences (Hofer & Pintrich, 1997; Hofer, 2001; King & Kitchener, 2002; King & 

Kitchener, 2004). 

 

Figure 1.1 Hofer (2001) working model of how epistemological theories influence 

classroom learning 

Strategy 
selection 

Classroom tasks 
and pedagogical 
practice 

Students’ 
Epistemic 
Theories – 
beliefs about 
knowledge 
and knowing 

Beliefs about 
learning and 
education 

Student 
motivation 

Teacher 
epistemological 
theories 

Learning – 
knowledge 
acquisition 
and 
transformation 
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In the above diagram (Figure 1.1) of the relationship between personal epistemology 

and learning, Hofer places teacher epistemology as a primary influence on student 

epistemology and ultimately on student learning. Yet, she introduces this model with only the 

statement that “beliefs of teachers may also influence this process” (Hofer, 2001, p. 372). 

Later, Hofer refers to teacher beliefs as an “understudied factor” (Hofer, 2001, p. 373). A few 

studies suggest that epistemology may influence teacher behaviors and beliefs, with 

recommendations for continued inquiry into the topic (Anson, 1989; Bendixen & Rule, 2004; 

Chan, 2004; Hashweh, 1996; Hillocks, 1999; Hofer, 2001; Hofer & Pintrich, 1997; Parejes, 

1992; Smith & Pape, 1991), with Hillocks (1999) stating “I suspect that great differences in 

teaching may amount to differences in ways of thinking about the nature of knowledge, in 

epistemology.” 

The Reflective Judgment (RJ) Model  is one of the most comprehensive epistemic 

developmental models (Hofer, 2002) with over 30 years of research confirming the model’s 

progression (Duell & Schommer-Aikins, 2001; King & Kitchener 2002; King & Kitchener 

2004; Wood, Kitchener, and Jensen, 2002). While the research studies have included subjects 

of various ages from adolescence through late adulthood, most of the research has focused on 

the impact of higher education in general or the impact of specific programs on student 

epistemology. No study has examined the reflective judgment of practicing teachers. If the 

personal epistemology of the teaching population reflects the distribution of the general 

population, few teachers base their decisions on data and consideration of multiple 

perspectives. However, teachers may not be representative of the general population in terms 

of their reflective judgment.  The current study will determine which is the case.  
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Knowing the current state of teacher reflective judgment can inform administrative 

and policy decisions. Investigating possible demographic and experience correlations to 

reflective judgment levels helps teacher educators understand how to foster higher levels of 

reflective judgment. Furthermore, exploring correlations between reflective judgment and 

teacher conceptions of teaching and learning may suggest possible avenues for future 

research.  

Limitations of the study 

 The convenience sample of high school ELA educators does not reflect the 

demographic makeup of the teaching population in the state, nor can results from this study 

be generalized for teachers elsewhere. Two of the administrations occurred during 

professional development events; subjects who attended are likely leaders in their schools 

and/or districts or teachers who voluntarily choose to participate in learning events. While we 

would like to think these behaviors are representative of our population, many teachers do 

not choose to attend professional conferences or workshops. 

 Furthermore, the second and third phases of the study included a relatively small 

sample size. Of the 149 teachers in the initial phase who completed the Reasoning about 

Current Issues Questionnaire, 42 participated in the follow-up studies. This small sample size 

means that results cannot be generalized for teachers across the initial study or elsewhere. 

Definition of Terms 

Belief – idea held to be true; a conviction  

Conception – collection of beliefs which manifest themselves in teacher practice 

Epistemology – study of knowledge, including its nature and its limitations 
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Ill-structured Problem – a problem about which qualified experts would reasonably disagree; 

differentiated from critical thinking problems which often are “well-structured” with 

a single right or a best answer 

Personal Epistemology – beliefs individuals hold about the nature of knowledge, also called 

ways of knowing, epistemic cognition, epistemological beliefs (Hofer, 2002).  

Reflective Judgment Model – conceptual framework describing the development of 

reasoning from adolescence to adulthood; differentiated from general discussions of 

reflection and reflective practice   

Teacher/Student Centered Environment – descriptions of classroom environments based on 

the elements of management and discipline 

Teacher/Student Directed Instruction – descriptions of instruction based on the focus of 

materials/content and/or activities 
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CHAPTER TWO: REVIEW OF LITERATURE 

This chapter reviews the literature relevant to this study that explores the reflective 

judgment of high school English teachers. The review begins with literature on theory and 

research in the field of personal epistemology, with an emphasis on the Reflective Judgment 

Model. The review continues with literature on the field of teacher beliefs and conceptions of 

teaching and learning. An in-depth examination of a study (Hillocks, 1999) that addressed 

the relation between personal epistemology, teacher practice, and beliefs about students, 

brings together the different strands of the current study.  Finally, the chapter concludes with 

discussion of trends across the literature in each field.  

 
Reflective Judgment 

Personal Epistemology  

The Reflective Judgment model traces its roots to William Perry’s study of personal 

epistemology and its relation to teaching and learning in the 1960s (Duell & Schommer-

Aikins, 2001; Hofer, 2004; Moore, 2004). While counseling students at Harvard, Perry 

became intrigued by their beliefs about knowledge. Through longitudinal studies using both 

written responses and extensive personal interviews, he followed students through their 

college experience and developed a scheme of intellectual and ethical development. This 

scheme identified nine different positions along a continuum stretching from absolute belief 

in authority and right-wrong answers to relativistic positions and finally, for those who fully 

progress, to commitment to decisions based on understanding multiple perspectives (Duell & 

Schommer-Aikins, 2001; Hofer, 2004; Moore, 2002). The continuum is a soft-stage model, 
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with individuals progressing generally over time and educational experiences but at times 

retreating or revisiting earlier stages when confronted with new situations (Moore, 2002).  

While Perry’s research has come under criticism due to a limited focus on affluent 

white males, much research in personal epistemology has extended Perry’s work. (Bendixen 

& Rule, 2004; Hofer & Pintrich, 1997; Hofer, 2001; Hofer 2004; Moore, 2002). In a review 

of personal epistemology measurements, Duell and Schommer-Aikins (2001) emphasize two 

general categories of personal epistemology theories: uni-dimensional and multi-

dimensional. Although guided by an understanding of the complex and multi-faceted nature 

of personal epistemology, uni-dimensional theories (like Perry’s scheme) focus on an 

aggregrate of the different aspects, viewing the development of personal epistemology in a 

holistic fashion. Multi-dimensional theories emphasize that different aspects of personal 

epistemology (such as aesthetic and scientific beliefs) may develop at different rates and at 

different times. The multi-dimensional theories and research focus on understanding both 

holistic development and its disaggregated components (Duell &Schommer-Aikins, 2001). 

In a review of epistemic developmental theories, Hofer (2001) has identified a 

common developmental progression among both uni-dimensional and multi-dimensional 

models: individuals move “from a dualistic, objectivist view of knowledge to a more 

subjective, relativistic stance and ultimately to a contextual, constructivist perspective of 

knowing” (p. 7). Individuals with the contextual, constructivist perspective are able to 

consider multiple perspectives and conflicting data and still commit to a course of action, 

understanding that reevaluation will happen as more information becomes available. To close 
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the knowing-doing gap, teachers operate with this view of knowledge; frustrations appear 

because teachers actions (what they are “doing”) appear to contradict this knowledge.  

Reflective Judgment Model 

One of the most comprehensive personal epistemology developmental models 

according to Hofer’s extensive review (2001), the RJ Model developed by Patricia King and 

Karen Kitchener in the 1980s, classifies levels of thinking about ill-structured problems, 

problems to which there are no clear answers and about which experts disagree. King and 

Kitchener view cognition and metacognition as the earliest levels of knowing and place the 

RJ Model  within a third level of knowing, epistemic cognition. Within the RJ Model, seven 

soft stages span three levels – pre-reflective, quasi-reflective, and reflective thinking. Most 

RJ Model research, including longitudinal studies, has been focused on older adolescent and 

adult views of knowing and progression through the levels of the model. 

Pre-reflective thinking (stages 1-3) is marked by reliance on authority to transmit 

knowledge, which exists absolutely. Uncertainty is present only when personal beliefs are 

relied upon temporarily until the knowledge is obtained. Persons at pre-reflective levels 

justify their knowledge by statements such as “I know what I have seen.” and “When we find 

the evidence, we’ll know for sure. Until then, everybody’s just guessing.” (King & 

Kitchener, 2004, pp.6-7).  

Quasi-reflective thinking (stages 4-5) contains awareness that uncertainty exists and 

that uncertainty makes all knowledge subjective. Because they believe knowledge related to 

ill-structured problems is constructed by individuals who see facts from unique perspectives, 

they have difficulty making judgments with any degree of confidence. Persons at quasi-
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reflective levels justify their knowledge by statements such as “Who are you going to ask 

about the pyramids? There’s no way of knowing what really happened.” and “People think 

differently…Other theories could be as true as my own.” (King & Kitchener, 2004, pp. 6-7).  

Reflective thinking (stages 6-7) relies on knowledge constructed through evaluating a 

variety of sources of evidence. Personal observations and inquiry may also inform 

judgments. If more evidence is found, judgments will be reevaluated and courses of action 

reshaped. Persons at reflective levels justify their knowledge by statements such as “It’s very 

difficult in this life to be sure….You come to a point at which you are sure enough for a 

personal stance on this issue.” and “One can judge an argument by how well-thought out the 

positions are, what kinds of reasoning and evidence are used to support it, and how consistent 

the way one argues on this topic is as compared with other topics.” (King & Kitchener, 2004, 

pp. 7-9).  

Table 2.1  following summarizes the levels. 
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Table 2.1: Summary of Reflective Judgment Stages 

 View of Knowledge 
 

Concept of Justification 
 

Pre-reflective Thinking 
Stage 1 
 
 
“I know what I have 
seen.” 

Knowledge is assumed to exist 
absolutely and concretely; it is 
not understood as an abstraction. 
It can be obtained with certainty 
by direct observation. 

Beliefs need no justification 
because there is assumed to be 
an absolute correspondence 
between what is believed to be 
true and what is true. Alternate 
beliefs are not perceived.  

Stage 2 
 
 
 
“If it is on the news, 
it has to be true.” 

Knowledge is assumed to be 
absolutely certain or certain but 
not immediately available. 
Knowledge can be obtained 
directly through the senses (as in 
direct observation) or via 
authority figures. 

Beliefs are unexamined and 
unjustified or justified by their 
correspondence with the beliefs 
of an authority figure (such as a 
teacher or parent). Most issues 
are assumed to have a right 
answer, so there is little or no 
conflict in making decisions 
about disputed issues. 

Stage 3 
 
“When there is 
evidence that people 
can give to convince 
everybody one way 
or another, then it 
will be knowledge; 
until then, it is just a 
guess.” 

Knowledge is assumed to be 
absolutely certain or temporarily 
uncertain. In areas of temporary 
uncertainty, only personal beliefs 
can be known until absolute 
knowledge is obtained. In areas of 
absolute certainty, knowledge is 
obtained from authorities. 

In areas in which certain answers 
exist, beliefs are justified by 
reference to authorities’ views. 
In areas in which answers do not 
exist, beliefs are defended as 
personal opinion because the 
link between evidence and 
beliefs is unclear. 

Quasi-reflective Thinking 
Stage 4 
 
“I’d be more 
inclined to believe 
evolution if they had 
proof. It is just like 
the pyramids: I do 
not think we will 
ever know. Who are 
you going to ask? No 
one was there.” 
 

Knowledge is uncertain, and 
knowledge claims are 
idiosyncratic to the individual 
because situational variables 
(such as incorrect reporting of 
data, data lost over time, or 
disparities in access to 
information) dictate that knowing 
always involves an element of 
ambiguity.  

Beliefs are justified by giving 
reasons and using evidence, but 
the arguments and choice of 
evidence are idiosyncratic (e.g. 
choosing evidence that fits an 
established belief). 
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Table 2.1 Continued 
Stage 5 
 
“People think 
differently and so 
they attack the 
problem differently. 
Other theories could 
be as true as my 
own, but based on 
different evidence.” 

Knowledge is contextual and 
subjective because it is filtered 
through a person’s perceptions 
and criteria for judgment. Only 
interpretations of evidence, 
events, or issues may be known. 

Beliefs are justified within a 
particular context by means of 
the rules of inquiry for that 
context and by context-specific 
interpretations of evidence. 
Specific beliefs are assumed to 
be context specific or are 
balanced against other 
interpretations which 
complicates (and sometimes 
delays) conclusions. 

Reflective Thinking 
Stage 6 
 
“It is very difficult in 
this life to be sure. 
There are degrees of 
sureness. You come 
to a point at which 
you are sure enough 
for a personal stance 
on the issue.” 

Knowledge is constructed into 
individual conclusions about ill-
structured problems on the basis 
of information from a variety of 
sources. Interpretations that are 
based on evaluations of evidence 
across contexts and on the 
evaluated opinions of reputable 
others can be known. 

Beliefs are justified by 
comparing evidence and opinion 
from different perspectives on an 
issue or across different contexts 
and by constructing solutions 
that are evaluated by criteria 
such as the weight of the 
evidence, the utility of the 
solution, or the pragmatic need 
for action. 

Stage 7 
 
“One can judge an 
argument by how 
well thought-out the 
positions are, what 
kinds of reasoning 
and evidence are 
used to support it, 
and how consistent 
the way one argues 
on this topic is as 
compared with how 
one argues on other 
topics.” 

Knowledge is the outcome of a 
process of reasonable inquiry in 
which solutions to ill-structured 
problems are constructed. The 
adequacy of those solutions is 
evaluated in terms of what is most 
reasonable or probable according 
to the current evidence, and it is 
reevaluated when relevant new 
evidence, perspectives, or tools of 
inquiry become available.  

Beliefs are justified 
probabilistically on the basis of a 
variety of interpretative 
considerations, such as the 
weight of the evidence, the 
explanatory value of the 
interpretations, the risk of 
erroneous conclusions, 
consequences of alternative 
judgments, and the interrelations 
of these factors. Conclusions are 
defended as representing the 
most complete, plausible or 
compelling understanding of an 
issue on the basis of the 
available evidence. 

 
Adapted from Developing Reflective Judgment, King & Kitchener, 1994. 
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Reflective Judgment and English Language Arts 

Current theory and research in the field of English language arts emphasizes 

developing students who would be operating at higher levels of reflective judgment. 

Applebee (1996) develops English language arts curriculum theory around the idea of 

conversation, of “authentic questions that encourage students to go beyond previous learning 

to explore new territory…. changing the nature of questions that are asked involves more 

than changing the form of the questions, however. It involves reconstruing the underlying 

conventions governing discourse” (p. 107 - 108). Students will respond to the questions 

based on the expectations of the teacher – parroting the teacher/expert’s words for one 

teacher and developing thoughtful answers for another. Openness to diverse answers in the 

ELA classroom does not equate to lack of standards for content learning. Applebee (1996) 

stresses that “although authentic questions may not have right answers, they do have more or 

less effective ways in which alternative answers can be proposed and defended.” (p. 115) 

Teachers become the encouragers, supporters, modelers, and evaluators of those responses.  

In Reshaping High School English, Pirie (1997) advocates for a classroom that 

downplays “the role of the teacher as the holder of the Right Answer, thereby opening space 

for students to go about the practice of making meaning themselves” (p.70). The teacher’s 

role shifts from lecturer and questioner to supporter and facilitator as students learn to ask 

questions and seek answers themselves. Moreover, Pirie cautions that teachers will need to 

encourage the pursuit of knowledge in the face of the insecurity that arises when teachers 

abandon their roles as experts.  
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In his own classroom, Gaughan (2001) focuses on social justice and thematic 

teaching grounded in inquiry.  His book, Reinventing English: Teaching in the Contact Zone 

“is about creating opportunities for students to become thoughtful, committed citizens. It is 

about encouraging them to air their views honestly and forthrightly …. They need to explore 

the assumptions that underlie their opinions and consider how those opinions relate to their 

peers, their community, and their country” (p. 11). In each unit, Gaughan suggests that 

students read and write various genres as they explore the contexts that shape their opinions 

on controversial issues. Students learn how to participate in discussions with those who 

might disagree, again emphasizing that the teacher is not waiting for that “right answer.” 

In a study of effective secondary English language arts classes, Langer (2002) states 

“All of the teachers in the higher performing schools take a generative approach to student 

learning. They go beyond students’ acquisition of skills or knowledge to engage students in 

creative and critical uses of their knowledge and skills” (12). That engagement encourages 

students to generate – or create – knowledge new to them.  

According to Langer (2002), effective teachers also organize classrooms “to foster 

collaboration and cogitation, helping students hear and weigh ideas and perspectives, become 

inquisitive and reflective, and learn with and from each other” (p. 40). Collaboration is more 

than working side-by-side on independent or even co-dependent tasks. As members of 

“dynamic communities” (Langer, 2000, p.14), students and teachers learn and explore their 

world(s) together. Wells (2002) explains how this classroom community supports “an 

approach to the chosen themes and topics in which the posing of real questions is positively 

encouraged, whenever they occur and by whomever they are asked…. all tentative answers 
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are taken seriously and are investigated as rigorously as the circumstances permit” (p. 65). As 

Applebee (1996) reminds us, the climate of cognitive collaboration must be created and 

nurtured by the teacher.  

Thus in some classes, ‘Why did Hamlet hesitate?’ is a prompt for recitation of 

a previously presented interpretation. In others, the same question may be an 

authentic invitation to explore possibilities, debate interpretations, and arrive 

at a new point of view… Which expectation will prevail is determined by the 

purposes that have been established for classroom discourse.   (p. 108) 

This investigation of ideas, debating of interpretations, and arriving at new points of view are 

all characteristic of reflective levels thinking.  

Research on the Reflective Judgment Model 

Over 30 years of research have confirmed the model’s developmental progression 

(Duell & Schommer-Aikins, 2001; King & Kitchener 2002; King & Kitchener 2004; Wood 

et al., 2002). In the initial longitudinal study of reflective judgment, King and Kitchener 

followed 80 subjects for ten years. The study began with 20 16-year-old high school juniors, 

40 21-year-old college juniors, and 20 third year doctoral students (average age 28 years old). 

Across four separate assessments, “a pervasive pattern of upward change was observed” 

(King & Kitchener, 2004). Participant scores increased or remained stable between testing in 

more than 65% of the cases. Scores demonstrated gradual change – for example, moving 

from 3-4 (with 4 as the primary score) to 4-5 (with 4 still the primary score) to a 4-5 (with 5 

the primary score). King and Kitchener have described this pattern as a “wave,” a soft-stage 

model that builds in intensity before stage shifts (2004). As participants in the study gained 
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educational experience, with all but one graduating from high school and college and several 

completing advanced graduate degrees, reflective judgment scores changed as expected. Six 

other longitudinal studies confirmed the developmental progression of the model, with 

significant increases over time evident in studies of at least one year’s length (King and 

Kitchener, 2004).  

In a 1994 meta-analysis of cross-sectional studies using the Reflective Judgment 

Interview, an assessment tool developed by King and Kitchener (2004), King, Kitchener and 

Wood (2000) found consistency in the reflective judgment scores of subjects at similar levels 

of education. Consistent with the longitudinal research, these studies indicate that high school 

students and entering college freshmen evidence pre-reflective thinking (stages 1-3). 

Students generally progress from pre-reflective to early quasi-reflective (stage 4) while in 

college and then move to later quasi-reflective (stage 5) in later years of graduate school. 

Few people reach the reflective stage (stages 6-7); most of those who do are enrolled in or 

have completed doctoral programs. This distribution parallels other models (Baxter-Magolda, 

2002; Kuhn & Wienstock, 2002; Moore, 2002).  

Working with Kurt Fischer, Kitchener has explored the relationships between RJ 

Model and skill levels ranging from concrete to abstract. Because the skill model includes 

aspects of environment (including context and support provided), it may illuminate 

differences between a person’s functional (independent) and optimal (supported) levels of 

thinking (Kitchener & Fischer, 1990). In a study in which subjects were given the RJI and the 

Prototypic Reflective Judgment Interview (PRJI, which incorporates some environmental 

support), subjects performed better with the support of the PRJI. Kitchener and Fischer 
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conclude that “students typically operate at one developmental level when they act 

spontaneously (without contextual support) and at a higher developmental level when they 

experienced contextual support and practice” (Kitchener & Fischer, 1990, p. 58). While 

functional levels grow slowly and steadily, optimal developmental levels appear to progress 

in spurts of growth followed by plateaus. In other words, students perform better and better 

with support (functional) until they are able to perform independently (optimal); they 

continue to grow functionally while the optimal stage is stagnant until the next level of 

independent development is reached (Kitchener & Fischer, 1990).  

Given the rarity of persons at the reflective stage, and the ages suggested for students 

to reach the quasi-reflective stage as measured by the RJI, these findings offer promise that 

students, even pre-college or high school students, may be able to reach higher levels of 

reflective judgment with support than previously reported. Kitchener and Fischer note that 

“significant changes in classroom emphasis from well-structured to ill-structured problems, 

as well as direct emphasis on the nature of the knowing process itself” might encourage 

students to “build much more sophisticated reflective thinking skills” (1990, p. 60). They 

warn that age-related ceilings observed in the initial study may indicate a limit to the speed at 

which students reach functional levels of each stage. However, they also suggest that 

teachers providing support for younger students to operate at higher levels may be laying 

“the foundations for rapid development of reflective thinking at later stages” (Kitchener & 

Fischer, 1990, p. 60). Kitchener points to both the PRJI and the Responding to Current Issues 

(RCI) questionnaire as potential means for exploring this issue further (King & Kitchener, 

2004; Kitchener & Fischer, 1990). 
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While other models of personal epistemology exist, the RJ Model and its related 

assessments remain the most respected and widely-used in the field. Despite differences in 

conceptual issues and terminology, most research using the different models has been 

consistent. Leaders in the field are considering new integrated approaches in hopes of 

encouraging others, including education policy makers, to consider the implications of 

findings from personal epistemology research for teaching and learning (Bendixen & Rule, 

2004; Hofer, 2004; Hofer, 2001; Kuhn & Weinstock, 2002).  

Personal Epistemology and Teaching 

One of the first attempts to connect teacher epistemology with instruction focused on 

use of the Conceptual Systems Framework (CSF), a theoretical framework for understanding 

a person’s capacity for cognitive complexity as a developmental concept. The Hunt 

Conceptual Systems Test (CST) measures Cognitive Level (CL) which “describes 

development in terms of increasing complexity in processing information and increasing 

personal responsibility. Persons low in CL are less capable of generating their own concepts, 

considering alternatives, and directing their own learning” (Hunt, 1971, p. 18). Those at 

higher levels would be more creative and flexible in response to challenges.  

In research addressing teacher conceptual levels related to implementing a variety of 

instructional models, significant differences were found between teachers who demonstrated 

higher levels of conceptual complexity across two studies involving CST assessment and 

observation of recorded lessons by education students (Hunt, 1971; Hunt & Joyce, 1967). 

Teachers at the lowest levels of CL have limited interest in learning or adapting to 

innovations. Their emphasis on authority is seen in their imitation of traditional strategies of 
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their own teachers, in their compliance with school authorities and prescribed curriculum, 

and their expectations for students to conform to their own rules. Their classrooms and 

activities are highly structured.  

Teachers at intermediate CL levels demonstrate an awareness of difference between 

fact and theory, with some attention to strategy differentiation based on content and student 

need. Most innovation appears imitative rather than adaptive, suggesting that the teacher has 

a desire to implement new approaches but has a limited understanding of underlying 

principles and difficulty applying appropriate strategies in unique situations. These teachers, 

who represent the majority of our teaching population (Miller, 1981), prefer moderate 

structure in their classrooms and in their own learning.  

Teachers at the highest CL levels exhibit much more interest in understanding 

educational innovations, theory, and reform. They differentiate instruction to meet the needs 

and interests of students and to facilitate understanding of various types of content (Hunt, 

1976). These teachers employ a “reflective” teaching pattern which encourages students to 

question, hypothesize, evaluate evidence in the face of ill-structured problems, and 

demonstrate a high tolerance for ambiguity and a preference for less structured activities for 

themselves and their students (Hunt, 1971; Hunt & Joyce, 1967). This highest level is similar 

to the reflective stage in King and Kitchener’s Reflective Judgment Model (King 

&Kitchener, 2002, 2004; Sprinthall, Reiman, & Theis-Sprinthall, 1996). Indeed, King and 

Kitchener acknowledge Hunt and his colleagues, along with Perry, as some of the significant 

influences on the conceptualization of the RJ Model. (King & Kitchener, 2004). 
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Miller further explores the connections between CL and education in a 1981 meta-

analysis of 60 research studies that employed the CST. The studies in Miller’s analysis 

confirmed the general description of a high CL person as being less prejudicial, more 

empathetic, more self-directed, more autonomous, and more flexible (Miller, 1981, p. 64). 

Evidence supports the assumptions that differences in teacher CL level yield differences in 

approach, with higher CL level teachers using more constructivist approaches and lower CL 

teachers demonstrating more dictatorial behaviors (Miller, 1981, p. 70). Moreover, the 

flexibility and empathy of the higher CL teachers carries over into their teaching, where they 

employ instructional approaches that reflect their ability to adapt to student needs and 

consider multiple perspectives. 

In analyzing the studies themselves, Miller addresses several concerns about teacher 

CL and practice. He questions teachers’ capacity for delivering different treatments for the 

purposes of the studies, noting that there is “reason to doubt [the] supposition” that even 

experienced teachers can adopt different teaching styles. Low CL teachers may be unable to 

implement less structured models while high CL teachers may be more susceptible to 

“student pull” and thus less likely to maintain the implementation of an instructional 

approach in the face of student response (Miller, 1981, p. 68).  

Sprinthall, Reiman, and Thies-Sprinthall (1996) review several additional studies 

related to teacher cognitive complexity. Studying pre-service and cooperating teachers, 

Theis-Sprinthall (1980, as reported in Sprinthall et al, 1996) found that higher CL teachers 

provided more accurate evaluations of pre-service teachers and that lower CL teachers were 

particularly inaccurate and critical of high CL pre-service teachers. McKibbin and Joyce 
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(1981, as reported in Sprinthall et al, 1996) found that not only did higher CL teachers 

employ more innovations a year after inservice, but also that lower CL teachers resisted the 

use of innovations. 

Extending the McKibbon and Joyce study, Hopkins (1990, as reported in Sprinthall et 

al, 1996) provided sustained professional development to 30 teachers from six primary 

schools for a year. Five months later, the researchers gathered data via interviews, 

questionnaires, and observations as well as information about school climate. Consistent with 

earlier studies, Hopkins found that higher CL teachers used innovative educational ideas up 

to four times more frequently than lower CL teachers. School climate was also found to be 

significant, with open democratic environments of high CL teachers (?) encouraging 

innovative instruction.  

Using an assessment of reflective disposition adapted from LaBoskey (1994, cited in 

Giovanelli, 2003), Giovanelli (2003) examined correlations between reflective disposition 

and effective teaching. Fifty-five preservice elementary teachers responded to five open-

ended questions related to beliefs about teaching and learning. Based on these dispositions 

scores and evaluations of field instructors, Giovanelli concluded that reflective disposition 

had a significant influence on effective teaching.  

 In a study of teacher responses to student essays, Anson (1989) found that college 

composition teachers responded to student work based on their own epistemologies rather 

than based on the epistemologies of the students. Ninety-one essays were collected from 

students in eight summer pre-college introduction to writing courses and classified according 

to Perry’s scheme (dualistic, relativistic, and reflective). Six essays were selected for the 
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study (2 from each level). Sixteen “moderately experienced” teachers of writing at the 

college level responded to each of the essays, knowing the context of the course.  

Although he expected teachers at least unconsciously to adapt their comments to the 

students based on the content of the essays, Anson found instead that each teacher’s response 

was consistent in approach across the different essays. Based on their responses, he 

categorized the teachers according to Perry’s scheme.  

Dualistic responders focused on correction of errors and structural aspects (length, 

paragraph organization) of the papers. “The tone of the responses implied that there were 

standards for correct and incorrect ways to complete the assignment, and that the teacher’s 

job was to act as a judge by applying these standards to the student’s writing. Few 

alternatives for revision were suggested and very little was said about the student’s rhetorical 

decisions or composing processes. On the whole, the student’s intentions or meaning were 

ignored”(p. 344). Approximately 75% of the teachers fell into this category. 

Relativistic responders essentially ignored grammatical errors and made no 

suggestions for revision. They addressed the students casually, “as if this is the only kind of 

response that can have any validity in a world where judgment is always in the eye of the 

beholder” (p. 349). These responses privileged the students’ work but appeared to have little 

to no connection to the actual assignment. 

Reflective responders “emphasized a range of concerns for each student – ideas, 

textual decision, personal reactions – which wove in and out of their commentary” (p. 351). 

They offered several options for revision without dictating changes and contextualized their 

responses as readers. Modeling a reflective way of thinking, these teachers are both focused 
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in their responses and tentative in their wording, making the writer’s responsibility for 

composition choices clear. 

Anson acknowledges that this informal study is not generalizable and should be seen 

as just a suggestion for future research. He also cautions that teachers’ response style may not 

reflect their own epistemological beliefs, especially in other contexts, but may reflect the 

ways in which they believe they are supposed to respond to student writing. 

 In a study of elementary and secondary student teachers, Smith and Pape (1991) 

found a relationship between Reflective Judgment and practice. The student teachers were 

given the Reflective Judgment Interview, which was scored by the authors to determine 

student Reflective Judgment levels. No relationship was found between Reflective Judgment 

and grades in the reading course, overall grade point average, or journal responses. However, 

based on field notes taken by trained university supervisors, differences were found in the 

classroom practices of the student teachers.  

 Student teachers accessing lower levels of Reflective Judgment (Levels 1-3) 

“exhibited instructional patterns characterized by dependence on authorities, such as a 

teacher guide or the cooperating teacher’s directives” (Smith & Pape, 1991, p. 4). They used 

tests from published materials, focused on recall of facts or recitation of information learned 

in class. “Most often these students lectured or told pupils what to learn, displaying little 

flexibility with regard to teaching method” (Smith & Pape, 1991, p. 4). They were also more 

likely to place responsibility for student learning on external factors, such as student laziness 

or parental involvement. Overall, their classrooms were described as teacher-centered 

environments, with teacher-directed instruction. In contrast, student teachers exhibiting 
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higher levels of Reflective Judgment demonstrated more initiative to develop their own 

materials and tests as well as incorporate alternative resources. They used a variety of 

teaching methods and established student-centered classrooms. 

 While the report of this 1991 study is incomplete (with no sample size given and 

limited information on data analysis provided), the findings do appear to be consistent with 

other research and theory. The article raises suggestions for future research under more 

controlled conditions.  

Conceptions of Teaching and Learning 

Teachers’ epistemology or beliefs about knowledge are interconnected with their 

conceptions of teaching and learning (Chan & Elliott, 2004; Ertmer, 2005; Hillocks, 1999; 

Hofer & Pintrich, 1997; Pajares, 1992; Song, Hannafin, & Hill, 2007). If teachers believe that 

knowledge (or meaning) is transmitted from authority, then their understanding of their roles 

as authorities in will include transmitting their knowledge to students, perhaps implementing 

more traditional or didactic models of instruction which privilege teacher-directed instruction 

and classroom environment. On the other hand, if teachers believe that knowledge is gained 

by transactions between individuals and texts—be these electronic or face-to-face, or print or 

vocal-- then their understanding of their roles will include creating opportunities for students 

to interact with others to interpret texts, reflecting constructivist models of instruction and 

student-centered classroom environments and learning. 

In a review of research on teacher conceptions of teaching and learning, Pajares 

(1992) concludes “Attention to the beliefs of teachers and teacher candidates can inform 

educational practice in ways that prevailing research agendas have not and cannot” (p. 329). 
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While not evidence of practice, beliefs and conceptions continue to be studied, especially as 

indicators of change and means of understanding teacher behavior (Ertmer, 2005; Fang, 

1996; Kane, Sandretto, & Heath, 2002; Parajes, 1992; Prawat, 1992; Rimm-Kaufman, Storm, 

Sawyer, Pianta, & LaParo, 2006).  

Much of the research on teacher beliefs is inconclusive. Reviewing teacher belief 

research, Fang (1996) concluded that research exists to support the connection between belief 

and practice, as well as the disconnect between the two. Ultimately, methodology and the 

complexity of classroom instruction could account for much of the inconsistency in the 

research (Fang, 1996). Moreover, several studies have found that teacher beliefs are 

inconsistent or idiosyncratic. Teachers express support for apparently contradictory beliefs 

and use an eclectic mix of approaches in the classroom (Chan & Elliott, 2004; Eley, 2006; 

Fang, 1996; Hillocks, 1999; Parajes, 1992; Snider & Roehl, 2007).  

For example, in a study of 385 Hong Kong teacher education students, Chan and 

Elliott (2004) concluded that attempting to use a dichotomy classification of traditional and 

constructivist conceptions was ineffective and inappropriate, given the reality of 

intermingling approaches in classroom practice. He theorized that much of the contradiction 

could be the result of accumulated experience with primarily traditional classroom 

experiences and increasing awareness of constructivist principles promoted in education 

courses (2004).  

In a meta-analysis of 119 studies related to learner-centered teacher-student 

relationships, Cornelius-White (2007) found that student creative and critical thinking as well 

as “basic” learning (IQ, reading, math, etc.) correlate highly with learner-centered 
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approaches.  Affective outcomes, such as student participation, motivation, self-esteem, and 

social interaction are also positively correlated with learner-centered education.  However, 

teacher self-perception of student-centeredness was far less predictive of student success than 

student or observer perception.  In other words, studies in which students or observers rate 

teachers as student-centered indicate a higher correlation between this approach and student 

outcomes than do studies in which teachers rate themselves. These findings are consistent 

with other studies in which teachers are unable to articulate their own teaching approaches 

(Eley, 2006; Fang, 1996; Hillocks, 1999; Parajes, 1992; Snider & Roehl, 2007).  

Exploring the connections between beliefs and strategies in a study of 35 Palestinian 

science teachers, Hashweh (1996) used the teachers’ responses to a previously administered 

survey to categorize teachers as predominantly constructivist or empiricist without making 

the categories mutually exclusive. For this study, constructivism emphasized the role of the 

learner, the subjectivity of observations, and the importance of conceptual change process in 

science education. Empiricism emphasizes the role of external reinforcement, factual 

knowledge, and the importance of the scientific method and the accumulation of scientific 

knowledge as aims of science education. Teachers who expressed predominantly 

constructivist views of knowledge and learning revealed a richer repertoire of teaching 

strategies and a greater likelihood of recognizing students’ alternative conceptions. 

Furthermore, constructivist teachers used effective strategies such as refutation and cognitive 

restructuring more frequently than empiricist teachers who relied almost predominantly on 

explanation and repetition. 
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In a study of 30 university professors of various disciplines, Eley (2006) examined 

teacher reports of planning recent teaching incidents. Analysis of the data indicated teacher 

articulation of such elements as (a) sensitivity to prior knowledge (83%), (b) prompting 

student engagement (73%), and (c) awareness of student thinking during lesson (73%). 

However, only 5 of the 30 teachers (17%) included explicit use of conceptions of teaching in 

planning upcoming lessons. Those who did specifically mention conceptions as part of the 

planning process were no more or less likely to be student-focused (Eley, 2006). Several 

weeks later, a subset (25) of the original sample completed the Approaches to Teaching 

Inventory, a survey designed by Eley to classify teaching approaches into one of two 

categories: conceptual change/student-focused or information transfer/teacher-focused. No 

relationship was found between the teacher planning and the ATI results. Teachers reported 

higher frequencies of student-focused rather than teacher focused intentions; however, they 

reported lower frequencies of usage of both approaches. Eley (2006) suggests that in 

practice, teachers are focused on their immediate contexts with conceptions of teaching and 

learning having no functional role. He further theorizes that conceptions of teaching and 

learning might be the results of reflection; as teachers formally or informally review their 

teaching experience, they begin to formulate ideas about what works, ideas that may develop 

through continued reflection and collegial conversations.  

Exploring teachers’ beliefs about pedagogy and other issues, Snider and Roehl (2007) 

administered a survey to 344 K-12 teachers in three Midwestern states.  The forced choice 

survey included 12 items for which subjects had to choose sides on controversial issues by 

indicating their point of view along a continuum between pairs of opposing statements.  
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Teachers indicated support for both constructivist (students constructing knowledge based on 

their own experience and prior beliefs) and non-constructivist or explicit (students learning 

through presentation of systematic and sequential series of skills) approaches. Teachers also 

indicated strong support for classroom practices for which there is little research support such 

as adapting instruction to learning styles, and using an eclectic approach. Teachers appeared 

to have no strong opinions for the remaining two practices included on the survey (mixed-

ability grouping and emphasizing self-esteem), also selected by the authors because of the 

practice’s popularity despite little empirical data on efficacy.  The authors conclude that 

“Many teachers have neither philosophical moorings nor empirical evidence to guide their 

practice.  They are guided by pragmatic considerations related to student characteristics, 

availability of curriculum materials, experiential factors, and what is popular” (Snider & 

Roehl, 2007, p. 881).  

Given this eclecticism, studies focusing on specific beliefs, such as teacher-

centeredness versus student-centeredness, rather than overarching approaches, such as 

traditional/objectivist versus constructivist, appear to yield more meaningful results.  Rimm-

Kaufman and colleagues (2006) identified three dimensions as primary constructs reflective 

of teacher’s instructional approach: discipline and behavior management, teaching practices, 

and beliefs about children. Thirty teachers from schools implementing the Responsive 

Classroom (RC) approach, 32 teachers from comparison schools without the RC approach, 

61 pre-service elementary teachers and 74 pre-service middle or high school teachers 

participated in the study. Teachers from RC schools placed more emphasis on self-regulation, 

autonomy, social experience and choice than did teachers at comparison schools, as well as 
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more emphasis on teacher-direction of behavior than secondary pre-service teachers, results 

that are consistent with the philosophy of the RC approach. Pre-service teachers at all levels 

placed more emphasis on spontaneity, process and student collaboration than in-service 

teachers. Pre-service teachers had more negatives of student motivation and likeability than 

in-service teachers, with the middle and high school pre-service teachers having the most 

negative views. The authors conclude that understanding pre-service teacher priorities can 

inform teacher education and induction programs (Rimm-Kaufman et al., 2006). 

In contrast to research focusing on specific aspects of beliefs, researchers have found 

metaphor analysis a useful approach to understanding conceptions of teaching and learning 

(Leavya, McSorleya, & Bote, 2007; Martinez, Sauleda, & Huber, 2001; Pajares, 1992; 

Saban, Kocbeker,& Saban, 2007; Shaw, Barry, & Mahlios, 2008).  “As blueprints of 

thinking, metaphors of learning will guide and facilitate teachers’ understanding of what it 

means to learn, but these same tools of thinking may also limit the thoughts, attitudes and 

actions of prospective educators” (Martinez et al. , 2001, p. 966).  As analogies, metaphors 

can reveal beliefs in concrete ways but also help shape other beliefs and actions by serving as 

a lens for interpreting experiences.  

In a study of 50 Spanish graduate students who were also practicing elementary 

school teachers, Martinez, Sauleda, and Huber (2001) had students draft their own metaphors 

of teaching and learning.  Class discussion and additional work in small groups yielded 18 

metaphors which the researchers categorized according to three theoretical perspectives: 

behaviorist/empiricist, cognitive, and socio-cultural, with only one metaphor eliminated 

because the researchers could not classify it within the categories. The majority of metaphors 
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(57%) reflected behaviorist/empiricist approaches, emphasizing learning as passive 

accumulation of knowledge. The final category, socio-historically based notions of situated 

learning, appeared the least frequently, with only 17% of the metaphors reflecting this 

perspective, which emphasizes learning as social interaction in authentic activities. Although 

they all taught in a district focused on a constructivist approach, only 38% of the metaphors 

reflected a cognitivist/constructivist perspective, which emphasizes active participation in 

schema construction.   

In a similar study, Saban, Kocbeker, and Saban (2007) analyzed metaphors created by 

1,142 Turkish prospective teachers from Classroom Teaching (elementary education), 

English education, and Instructional Technology education programs.  Students were given 

45 minutes in class to complete the prompt “A teacher is like … because….”  The majority 

(57%) of the metaphors reflected conceptions of teacher-centered learning, with the teacher 

as knowledge provider, molder, curer, authoritative figure, or entertainer.  The remaining 

metaphors reflected conceptions of learning in which the student plays a larger, more active 

role: facilitator, change agent, counselor, nurturer, or cooperative leader. The researchers 

conclude that teacher educators can use metaphor analysis as a tool to help prospective 

teachers examine their own values and beliefs (Saban, Kocbeker, & Saban, 2007). 

One of the first linguists to consider metaphors as evidence of thinking and 

perspective rather than simply linguistic constructions, Lakoff (2004) explains that 

metaphors or frames are so important that “to be accepted, the truth must fit people’s frames.  

If the facts do not fit a frame, the facts bounce off” (p. 17).  Because concepts are so firmly 

established in people’s thinking, facts that do not “fit,” are dismissed as nonsensical, 
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irrelevant, or just another point of view.  Lakoff’s theories suggest metaphors may be closely 

connected to reflective judgment, as individuals decide which facts to accept and which to 

reject. 

Pulling It All Together 

 In Ways of Thinking, Ways of Teaching, Hillocks (1999) studied the relationships 

between writing instruction, beliefs about students, and epistemology. The primary subjects 

were 19 community college English instructors of writing who had participated in intensive 

professional development about current research and practice in writing. Hillocks analyzed 

over 120 hours of observations collected over two years, finding that teachers continued to 

use ineffective practices (p. 39). Seventy-three percent of instructional time was teacher-

directed, delivery of information or explanations from the teacher to the students. 

Researchers coded teaching episodes according to type (substantive/content-related, 

mechanical-syntactic, formal-rhetorical, and combination mechanical & formal) and mode 

(declarative, explanation of procedures, and procedural) of knowledge. While explanation of 

procedures is a subset of declarative knowledge, the categories were separated for the 

purposes of the study (Hillocks, 1999). Based on interviews, Hillocks and his colleagues 

classified the instructors according to attitudes towards students, resulting in 13 optimistic 

and six non-optimistic teachers. Optimistic teachers spent less time on declarative knowledge 

and explanation of procedures (66%) than non-optimistic teachers (90%), leaving almost 

twice the amount of time (33% vs. 17%) for students to participate in the procedures 

themselves; optimistic teachers spent 50% more time on content and 50% less on mechanics.  
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Non-optimistic teachers appear to simplify the course, focusing on mechanics and formulaic 

writing.  

 Based on the observations and interviews, Hillocks hypothesized that epistemology is 

“at the heart of the differences between these teachers” (93). Characterizing constructivism 

as student-centered and process-oriented, Hillocks found little evidence of this type of 

teaching, at most finding teachers who used an eclectic approach sometimes incorporating 

constructivist approaches.  "For most teachers in the sample, teaching is an act of telling, as 

though they are able to transfuse their ideas directly into the minds of students. And when the 

ideas do not hold, it is simply that students have not applied themselves to the task of 

learning what was put forward for them to learn" (93).  He uses a clearly constructivist high 

school English teacher to exemplify his descriptions of constructivism.  Hillocks concludes 

by recommending more authentic learning experiences for teachers, such as inquiry and 

research working groups, and calling for more research into teacher thinking and beliefs.   

Conclusion 

Using reflective judgment as an analytic lens, the current study builds on the research 

findings in that field that emphasize the importance of understanding beliefs about the nature 

of knowledge. Individuals who access higher levels of reflective judgment have been shown 

to use evidence and consider multiple perspectives when making decisions, while others may 

rely heavily on past experience or try different approaches randomly. Teachers’ reflective 

judgment may influence whether or not they will try (and sustain) research-based practices, 

repeat practices they have always done, or employ eclectic approaches in a sporadic manner. 
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Investigating conceptions of teaching and learning may supply an awareness of the 

depth of the divide and a starting point for bridging it.  While conceptions are not necessarily 

evidence of practice, they indicate awareness and acceptance of research-based strategies on 

at least some level. Beliefs about teacher and student roles in the learning process undergird 

many of the decisions teachers make each day.  

Little research exits about the convergence of these fields, and the current study seeks to be 

an initial attempt and understanding that relation.  The upcoming chapter outlines the 

methods associated with the implementation of this study of teacher reflective judgment and 

conceptions of teaching and learning. The chapter will describe the specifics of the study, 

including the sample demographics, research design, data collection instruments, analysis 

procedures, and limitations. 
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CHAPTER THREE: METHODS 

Chapter three outlines and explains the methodology used in this study. 

Demographics and means of administration are reported for the samples of high school 

English teachers. The instruments used to assess reflective judgment and teacher conceptions 

of teaching and learning are described in detail. Finally, analysis procedures are outlined for 

each of the research questions and sub-questions. 

This research study explores High School English language arts (ELA) teachers’ 

beliefs and understanding about knowledge, teaching, and learning. The overarching research 

question is How and to what extent do ELA teachers’ beliefs about the nature of knowledge 

relate to their conceptions of teaching and learning? Embedded within this study are 

questions about relationships between teacher demographic attributes and experience factors 

and their beliefs. This study  uses both qualitative and quantitative measures with a 

concurrent triangulation strategy (Creswell, 2003) adding depth to the exploration of 

relatedness and increasing validity since limitations in one set of data may be off-set by the 

other data. 

Research Questions 

This study investigates the personal epistemology and conceptions of teaching and 

learning of high school ELA teachers.  Three main questions address each aspect of the 

study: Reflective Judgment (RJ), conceptions of teaching and learning, and their relatedness.  

Each question contains subquestions as delineated below:   
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 Question 1: What levels of reflective judgment do high school English language arts 

teachers access? Sub-questions include 

1a. How does English teacher reflective judgment level relate to demographic 

factors? 

1b. How does English teacher reflective judgment level correspond with reflective 

judgment levels of the general public based on educational level? 

Question 2: What conceptions of teaching and learning do high school English language arts 

teachers evidence? Sub-questions include 

2a. How and to what extent do English teacher conceptions reflect emphasis on 

teacher-centered environments, teacher-directed instruction and negative views of 

student motivation? 

2b. How and to what extent do English teacher beliefs relate to demographics? 

Question 3: How does English teacher reflective judgment relate to conceptions of teaching 

and learning? Sub-questions include 

3a. How and to what extent does English teacher reflective judgment level 

correspond to conceptions about teacher-centered classroom environments?  

3b. How and to what extent does English teacher reflective judgment level 

correspond to beliefs about teacher-directed instruction? 

3c. How and to what extent does English teacher reflective judgment level 

correspond to negative views of student motivation?  
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Relatedness of demographic information to both reflective judgment and conceptions of 

teaching and learning are examined, and then relatedness between  reflective judgment and 

conceptions of teaching and learning is explored. 
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Sample 

This study focuses on a sample of the population of high school English language arts 

(ELA) teachers in a large southeastern state. Extant data were used for the initial phase of the 

study and a subset of that sample was used for the final phase of the study. The data from a 

convenience sample of 208 high school ELA educators were originally collected by a state 

agency to provide information about ELA teachers’ epistemology which could inform 

professional development offerings and standards revision. Due to changes in agency 

leadership and priorities, that initiative was abandoned. For purposes of this study, the 

sample was narrowed to ELA teachers. Eliminating school-level and district-level 

administrators and curriculum specialists from the pool, the sample size became 153. 

However, four of those subjects completed the survey twice, with different results; their 

original surveys were accepted.   

Table 3.1: Summary of demographic data for Question 1 (n = 149) 

 
White  Other  Total 

 Females Males  Females Males   

Number 115 18  15 2  149 

Percent 77% 12%  11% 1%  100% 

 

Of 149 teachers in the sample, 115 (77%) were white females, with one also 

indicating Hispanic ethnicity. Eighteen (12%) were white males. Black females comprised 11 

subjects (7%), with two black males (1%) also completing the survey. Four Asian/Pacific 
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Islanders (3%) took the survey, all female. Because the number of Asian/Pacific Islander 

teachers was relatively low, they were grouped with Black teachers and race was treated as a 

dichotomous variable.  This sample was used for the first research question which described 

the reflective judgment of the teachers and examined relatedness with demographic features 

and results from previous studies of the general public. 

The mean age of the subjects was 42.6 years, with ages ranging from 21 to 66  years 

old.  Inclusion of name and school district was optional. The 109 subjects who identified 

their school districts came from 54 different districts, two charter schools and one juvenile 

justice center school. The districts represent a large range of size and include rural, suburban, 

and urban schools. 

 For the final phase of the study addressing teacher conceptions (Question 2) and the 

relatedness of those conceptions to reflective judgment (Question 3), all subjects from the 

initial sample who included their names and districts, and whose contact information could 

be found, were emailed invitations to participate in the follow-up study.  Of the 79 teachers 

contacted, 42 (53.2 %) completed the follow-up study.  

Table 3.2: Summary of demographic data for Questions 2 and 3 (n = 42) 

 
White  Other  Total 

 Female
s 

Males  Females Males   

Number 33 4  3 2  42 

Percent 78.6% 9.5%  7.1% 4.8%  100% 
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As shown in Table 3.2, 33 participants (79%) were white women and 4 (10%) were white 

men. Three participants (7.1%) were women of color?? and two (4.8%) were men.  The mean 

age of the subjects was 43.4, with ages ranging from 23 to 65 years old.  

 Two measures of teacher quality recognized by the state with merit pay were also 

recorded for each subject. Teachers receive a ten percent salary stipend for holding masters 

degrees, with slight additional increments for advanced graduate degrees.  For National 

Board Certification (NBC), teachers receive a 12% salary stipend.  Table 3.3 displays the 

number of teachers with graduate degrees and/or NBC for participants in each phase of the 

study and for the general teaching population of the state.  

Table 3.3: Summary of teacher quality data 

Graduate Degree  NBC 

Initial study  
(n=149) 

Follow-up 
study (n=42) 

State 
Teacher 

Population 

Initial study  
(n=149) 

Follow-up 
study (n=42) 

State 
Teacher 

Population 
72 24* np 44 21* np 

48.3% 57.1% 25% 29.5% 50% 12% 

*numbers include 2 subjects who earned graduate degrees and 4 subjects who earned NBC 
between 2006 and 2008. 
 

In the initial sample, 72 (48.3%) subjects had earned masters’ degrees and 44 (29.5%) 

subjects had earned NBC. None of the subjects had earned doctoral degrees.  The follow-up 

study included 24 (57.1%) subjects with graduate degrees and 21 (50%) with NBC.  In the 24 

months between the administration of the initial and follow-up studies, two subjects earned 
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graduate degrees and four subjects earned NBC. By comparison, based on the most recently 

released sate school data, in 2006-2007, 25% of the state’s high school teachers had graduate 

degrees and 12% had NBC.  The percentage of teachers in the study holding advanced 

degrees or NBC was approximately double the state percentage. That fact, combined with the 

recruitment of study participants at statewide professional development experiences suggests 

that the teachers in  the study are generally considered to be among the most highly qualified 

and accomplished professionals, which may impact their responses on the RCI and the TBQ. 

Instruments 

ELA Survey 

The instrument used in the initial study examining teacher reflective judgment, the 

ELA survey consists of three sections. First, a section on demographic information includes 

typical items of race, gender, etc. as well as items addressing teaching experience – number 

of years, degrees and certifications earned (including National Board for Professional 

Teaching Standards), undergraduate and graduate majors, and courses taught in the previous 

two years. The second section addresses professional development experiences. The final 

section is the Responding to Current Issues questionnaire (RCI), discussed indepth below. 

Responding to Current Issues Questionnaire  

In a review of personal epistemology measurements, Duell and Schommer-Aikins 

(2001) emphasize several criteria for using the appropriate instrument. Theory, subject 

demographics, and psychometric qualities should guide the selection. Among measures of 

uni-dimensional theories (those which take a holistic view of personal epistemology), only 

the RCI Questionnaire and its predecessor the Reflective Judgment Interview (RJI) have been 
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used extensively with adolescents and adults across multiple races and both genders (Duell & 

Schommer-Aikins, 2001; Wood, Kitchener, & Jenson, 2002) 

The RCI uses ill-structured problems to assess a person’s placement along the 

developmental scale of the RJ Model. An ill-structured problem presents an issue with no 

right answer; different perspectives exist and even experts would not agree on one response 

as the only correct possibility. By using ill-structured problems, the RCI presents subjects 

with authentic situations and measures their ways of responding to the ambiguity (King & 

Kitchener, 2004; Wood et al., 2002).  

The design of the instrument was modeled after Rest’s Defining Issues Test, “a highly 

reliable measure of moral judgment, able to detect developmental change over time, and 

sensitive to macrolevel changes in reasoning about social issues among adults” (King & 

Kitchener, 2004, p. 13). Subjects are presented with a description of three ill-structured 

problems (or dilemmas), such as the one below: 

People often have to make decisions that may affect their health such as deciding 

whether to eat foods or drink beverages that contain artificial sweeteners. There have 

been conflicting reports about the safety of these additives. For example, some studies 

have indicated that even in small amounts, artificial sweeteners (such as NutraSweet) 

can cause health problems, making food containing them unsafe to eat. Other studies, 

however, have indicated that even in large amounts, artificial sweeteners do not cause 

health problems.  (Wood, Kitchener, & Jensen, 2002, p. 282) 

In each case, the subject reads the dilemma, identifies his or her opinion on the issue within a 

continuum of provided opinions and then writes a short open-ended response. The next 
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section offers ten short statements such as “Researchers disagree because of the way they 

were brought up and/or the different schools they attended” or “Researchers disagree because 

they are really studying different facets of the issue and the best ways to address one facet of 

the issue are different than the best ways to address other facets” (King, Kitchener, and 

Wood, 2000). The subject rates each of these statements, which are based on different stages 

of the RJ Model, on a Likert scale according to how closely it matches his or her thinking. 

Finally, the subject identifies which one-to-three of the ten statements are most like his or her 

thinking. 

 The RCI score is based on the composite of the stages reflected in the final activity 

for each dilemma – the selection of one to three statements most like the subject’s thinking. 

However, the earlier parts of the questionnaire serve to get the subject thinking about the 

issue before the final selection (King & Kitchener, 2004). In order to guard against problems 

with reading comprehension or bias towards sophisticated vocabulary or syntax, among the 

ten statements is one that is grammatically correct but has no real meaning. If a subject 

selects a nonsensical statement as most like his or her thinking, then that dilemma is not 

included in the aggregate score (King & Kitchener, 2004). 

 Although not scored, the initial activities of the measurement appear to serve an 

important role of providing contextual support for the subject. The open-ended response and 

evaluation of each statement appear to “activate the internal organizing schemas that 

individuals use to make judgments” without providing details about rationales or epistemic 

principles (King & Kitchener, 2004).  Perhaps because of this contextual support, “most RCI 

data reveal averages that are about a level higher than did RJI data for comparable 
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populations” (King & Kitchener, 2004). The RCI may represent a more optimal level of 

thinking than the RJI.   

A 2003 meta-analysis of RCI confirmed a developmental progression consistent with 

the RJ Model (Wood et al., as reported in King & Kitchener, 2004). The total sample of the 

meta-analysis consisted of 8,537 students enrolled in undergraduate, graduate and 

professional programs at seven different colleges and universities. Sensitive to changes over 

time, the RCI “can discriminate between students from different educational levels,… [even] 

‘after controlling for third variable explanations including general academic aptitude, prior 

academic achievement and personality constructs such as social desirability, need for 

cognition and self-appraised problem solving’" (Kitchener, Wood, & Jensen, in preparation, 

retrieved from  http://www.umich.edu/~refjudg/rciresearch.html). Moreover, the instrument 

appears to be unbiased based on gender or ethnicity. (Kitchener et. al., in preparation,). The 

RCI has internal consistency in low to mid .70s, depending on the sample (Duell & 

Schommer-Aikins, 2001; King & Kitchener, 2004). 

Teacher Belief Q-sort (TBQ) 

 Used in the second phase of the study to explore teacher conceptions of teaching and 

learning (question 2) and their possible relatedness to RJ (question 3), the Teacher Belief Q-

Sort (TBQ) is an instrument designed to assess teachers’ priorities and beliefs about 

classroom management and discipline, teaching practices, and children (Rimm-Kaufman, 

Storm, Sawyer, Pianta, & LaParo, 2006). The measure can be used to compare subjects to an 

exemplar or standard (criterion method) or to compare groups on subsets of items 

representing different constructs (factor analysis method). The current study  uses the 
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constructs identified in the factor analysis conducted in an earlier study (Decker and Rimm-

Kauffman, 2008) 

 The TBQ is grounded in research on teacher beliefs. Seven assumptions underlie the 

development of the instrument: Teachers’ beliefs  

1. are based on judgment, evaluation, and values and do not require evidence to back 

them up, 

2. guide their thinking, meaning-making, decision making, and behavior in the 

classroom, 

3. may be unconscious such that the holder of the beliefs is unaware of the ways in 

which they inform behavior, 

4. cross between their personal and professional lives, reflecting both personal and 

cultural sources of knowledge, 

5. become more personalized and richer as classroom experience grows,  

6. may impede efforts to change classroom practice, and 

7. are value-laden and can guide thinking and action.  (Rimm-Kaufman et al., 2006) 

The instrument does not inform researchers of teacher practice but it does illuminate beliefs 

that influence the choices and behaviors evident in that practice. 

 The TBQ uses the Q-sort method, developed initially in the fields of personality and 

developmental psychology to examine subjectivities and attitudes. A Q-sort presents the 

subject with a certain number of items and categories. Subjects sort the items into the 

categories, with limited numbers of items allowed in each category. Unlike a Likert scale, 

which allows subjects to categorize as many items as “most important” or “least important,” 
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Q-sorts require forced choices, indicating priorities of one item over another.  Q-sorts involve 

the subject in a more interactive and subjective process (Cross, 2004; La Paro, Siepak, & 

Scott-Little, 2009); as an item is place in a category, it eliminates that category as a choice 

for a number of other items.  So the subject is constantly revisiting the items and weighing 

one against another. This technique yields ipsative data, which is particpary helpful in 

“studying the common aspects in intraindividual differences” (VandenBosch, 2001). 

By creating forced choices instead of using a checklist or items with a Likert scale, 

the TBQ reduces reporting bias of teachers viewing themselves in a positive light and thus 

marking all “positive” items as “most characteristic” or “most essential” and all “negative” 

items as “least” (Rimm-Kaufman et al., 2006). With the Q-sort method, subjects are asked to 

prioritize, even if they do generally agree with all or almost all of the statements. Thus items 

and factors in a q-sort are more highly correlated to each other than is typical in Likert and 

other scales, which may result in lower levels of Cronbach Alpha in reliability testing (Cross, 

2004; Decker et al., 2008). 

In the case of the TBQ, subjects are presented with three separate Q-sorts, each 

focused on a different area of belief. In each exercise, subjects place 20 items into five 

categories, with exactly four items in each category.  

 Q-Sort 1 focuses on teacher priorities about classroom discipline and behavior 

management. Items include statements such as “Peer interactions are best left to recess.” and 

“Students must be kept busy doing activities or they soon get into trouble.” Categories range 

from “least characteristic” to “most characteristic.” Focusing on classroom practice, Q-Sort 2 

includes items such as “welcoming each student by name” and “working on group projects.” 
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Categories for Q-Sort 2 range from “least essential” to “most essential.” The final Q-Sort 

focuses on beliefs about children, with items such as “Students need some choice of activities 

within the classroom.” and “Most students respect teachers and authority.” Categories for Q-

sort 3 range from “least characteristic” to “most characteristic.”  

 The TBQ was developed by Rimm-Kaufman and her colleagues following protocol 

established by McKeown and Thomas (1988, as cited in Rimm-Kaufman et al., 2006). In 

pilot studies, 16 teachers evaluated the content validity of the TBQ and found consistency in 

their responses to the TBQ and their own beliefs. Reliability was established by 

administering the TBQ twice within one year to 44 teachers. (See Rimm-Kaufman et al., 

2006, for complete development and validation process) Analyzing teacher responses to TBQ 

items yields a raw score indicating the degree of agreement with factors related to teacher 

conceptions of teaching and learning.   

Procedures  

For the initial study (question 1), teachers and school and district level administrators 

participated in one of three ways. In May, 2006, all 78 participants in an ELA Leadership 

Institute were invited to complete the ELA survey. Of the 73 surveys collected, 45 were 

complete. In October, 2006, participants at the state English Teachers Association 

Conference were invited to complete the survey. Of the 252 participants at the conference 

representing grades K-16, 78 completed the survey. Of that 78, 16 were eliminated since they 

were completed by educators with no ELA and/or high school responsibility, resulting in 62 

subjects from that administration. Following the Conference, the survey was posted online 

via Zoomerang. An invitation to complete the survey was extended via a state agency 
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listserve. In November 2006, 1109 educators belonged to the listserve. The survey site was 

viewed 433 times, generating 118 partial surveys and 108 completed surveys. Of those 108, 

seven were completed by educators with no English and/or high school responsibility, 

resulting in 101 subjects from that administration. Altogether, the three administrations 

yielded a convenience sample of 208 subjects, of which 59 were eliminated from this study 

(discussion of sample, above).  

In the second phase of the study, 42 teachers participated in a follow-up exercise 

which yielded data used for questions 2 and 3. The follow-up exercise included several parts:  

• the Teacher Belief Q-Sort (TBQ), which assesses teacher beliefs and priorities 

about (1) discipline and behavior management, (2) classroom practices, and (3) 

students;  

• open-ended questions reflecting on their responses to the TBQ, collected via an 

on-line survey hosted by QuestionPro. 

• How well do you feel the TBQ reflects important aspects of your teaching 
beliefs?  Please explain. 

• As you completed the TBQ, did any particular classroom situations come 
to mind as they related to specific items?  If yes, please explain briefly 
each item and situation you recall.  (Do not worry about restating the item 
exactly, just use whatever you remember.) 

• These final questions will allow us to update the database: 
• Since 2006 (when you completed the first part of this study), have you  

• Changed jobs?  If so, what is your new title? 
• Received an advanced degree?  If so, in what area? 
• Received National Board Certification?  If so, in what area? 
• Participated in extended professional development such as an 

Advanced Placement workshop or National Writing Project 
summer institute? If yes, please identify the professional 
development experience. 
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• Participated in a Professional Learning Community (PLC) at your 
workplace?  If yes, for how long have you been involved?  What is 
the focus of your PLC study? 

• metaphor construction in which subjects will complete the statement, 
“Teaching is to learning as ______ is to ____ because ___________ 
_____________.....”  

 
The practice of metaphor construction is common in recent qualitative and mixed 

methods studies of teacher beliefs (Leavya, McSorleya, & Bote, 2007; Martinez, Sauleda, & 

Huber, 2001; Pajares, 1992; Saban, Kocbeker,& Saban, 2007; Shaw, Barry, & Mahlios, 

2008). The metaphors and other constructed response items related to the TBQ will be used 

as explanatory rationale and elaborative data. 

A focus group met in October 2008 at the annual state English Teachers Association 

Conference. Twenty-two participants in the initial stage of the study were registered for the 

conference and all were invited to participate in the session held during the break-out 

sessions one morning. Five teachers who participated in the entire study and one who 

completed on the initial phase attended. The researcher facilitated their discussion, asking 

questions developed from preliminary analysis of the initial study, as the second phase was 

still on-going.  The researcher transcribed the focus group discussion which was used for two 

purposes: as a member check to ensure data from the initial phase of the study were 

interpreted soundly and as illustration of findings. 

In addition to the focus group, on-line member checks with served to enhance the 

validity of the findings related to all three research questions and to provide explanatory 

rationale and elaborative data.  Of the 42 teachers invited, 21 (50%) responded to the 

preliminary findings.  
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Analysis 

Responding to Current Issues Questionnaire (RCI) 

 For question 1, RCI scores were computed by the instrument developers and reported 

as averages of the three dilemmas. Because these averages represent a subjects placement on 

the continuum of RJ stage development, these scores were treated as continuous variables. 

Pearson Product Moment Correlations were conducted for RCI scores and age.  T-tests were 

conducted for RCI scores and dichotomous data: gender, graduate degree, race, and NBPTS 

Certification.  Analysis of Variance tests were conducted for RCI scores and years of 

experience (grouped as 0-3, 4-7, 8-12, 13-19, 20-25, 26-30, and 30+ years). 

 To compare reflective judgment of HSELA teachers to that of the general public, RJI 

scores from King and Kitchener’s extensive studies must be transformed by adding a level 

(King & Kitchener, 2004). The RCI scores from this study were compared to the transformed 

averages of the general population as reported in reviews of earlier studies (King & 

Kitchener, 2004; Wood et al., 2002). T-tests of RJ levels were conducted for comparison of 

means for all college-educated adults, for adults whose highest level of education were 

bachelor’s degrees, and for adults with graduate degrees.  

Teacher Belief Q-sort (TBQ) 

Internal consistency analyses were conducted for each factor identified by the TBQ 

instrument developers: teacher-centered environment, teacher-directed instruction, and 

negative views of student motivation. Items with negative factor loadings were reverse 

coded. Reliability was maximized by deleting items as suggested in the internal consistency 
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analyses to increase alpha. In order to be deleted the items had to be poorly worded and/or 

not appropriate to high school teachers.  

 Factor 1, teacher-centered environment, initially included 15 items, with a reported 

Cronbach’s alpha of .63 (Decker et al., 2008); however, using the current sample (n=42), 

including all items yielded a Cronbach’s alpha of .38.  Eliminating five items maximized the 

Cronbach’s alpha at .59, which is considered acceptable for a forced-choice instrument like 

the q-sort (Decker et al., 2008).  Using the remaining 10 items and factor loadings reported 

by Decker et al (2008), scale scores were computed for each subject. 

Table 3.4: Teacher-Centered Environment Scale 

Item Factor Loading 1 
When students are engaged in interesting problems and challenging 
activities, they tend to have very few discipline problems. 

-.31 

Peer interactions are best left to recess and snack time. .54 
The curriculum and class schedule need to be prioritized over students’ 
specific interests. 

.33 

Students learn best in primarily teacher-directed classrooms. .47 
If I treat students with respect, kindness, and concern, there are fewer 
behavior problems. 

-.52 

Students learn best by being actively involved in lessons.  -.45 
Students must be kept busy doing activities or they soon get into trouble.2 .35 
Using hand signals.2 .36 
Students should feel as though they are “known” and “recognized” in the 
classroom. 2 

-.32 

Students seldom take care of their materials if they are not supervised. 2 .52 
Students need to feel safe and secure in the classroom.2 -.36 
1Factor loadings reported by instrument developers (Decker et al., 2008) 
2Items eliminated due to poor wording and/or inappropriateness for high school teachers.  
 
 Factor 2, teacher-directed instruction, initially included nine items, with a reported 

Cronbach’s alpha of .66 (Decker et al., 2008); however, using the current sample (n=42), 

including all items yielded a Cronbach’s alpha of .27. Eliminating three items maximized the 
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Cronbach’s alpha at .47, which is low, but may be a result of the nature of the q-sort 

instrument. Because the factor had been found in a previous study, the decision was made to 

continue with the factor at that reliability level. Using the remaining seven items and factor 

loadings reported by Decker et al (2008), scale scores were computed for each subject. 

Table 3.5: Teacher-Directed Instruction Scale 

Items Factor Loading 1 
Students need opportunities to be creative in the classroom. .31 
Using drill and recitation for factual information (math facts, etc.). .49 
Using work sheets. .46 
Permitting students to choose from a variety of activities. -.51 
Students need some choice of activities within the classroom. -.51 
Students need to work on skills at which they are not good, even if it 
means giving them fewer choices. 

.39 

Doing an activity to create a sense of community. 2 -.40 
Modeling behaviors for students. 2 -.32 
Using whole group instruction. 2 .37 
1Factor loadings reported by instrument developers (Decker et al., 2008) 
2Items eliminated due to poor wording and/or inappropriateness for high school teachers.  
 

Factor 3, negative view of student motivation, initially included six items, with a 

reported Cronbach’s alpha of .65 (Decker et al., 2008); however, using the current sample 

(n=42), including all items yielded a Cronbach’s alpha of .53.  Eliminating two items 

maximized the Cronbach’s alpha at .68, which is considered acceptable for a forced-choice 

instrument like the q-sort (Decker et al., 2008).  Using the remaining four items and factor 

loadings reported by Decker et al (2008), scale scores were computed for each subject. 
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Table 3.6: Negative View of Student Motivation Scale 

Item Factor Loading 1 
Almost all children in my class try their best. -.56 
Many of the students in my class try to get away with doing as little work 
as possible. 

.60 

Some students show little desire to learn. .63 
Students are more motivated by grades than they are by the acquisition of 
competence. 

.57 

Almost all students are equally likeable and enjoyable. 2 -.59 
Most students respect teachers and authority. 2 -.40 
1Factor loadings reported by instrument developers (Decker et al., 2008) 
2Items eliminated due to poor wording and/or inappropriateness for high school teachers.  
 

Pearson Product Moment Correlations were conducted for each factor scale score 

with demographic data for age and years teaching experience (reported as a continuous 

variable on the TBQ).  T-tests were conducted for each factor scale score and dichotomous 

data: gender, race, graduate degree, and NBPTS Certification.  

 For question 2, regression analyses were conducted to determine prediction formulas 

for each of the TBQ factors: teacher-centered environment, teacher-directed instruction, and 

negative view of student motivation.   

For the final question relating RJ to teacher conceptions, Pearson Product Moment 

Correlations were conducted for each factor scale score with RCI score.  Stepwise multiple 

regressions inlcuding the RCI variable were used to determine prediction formulas for each 

of the factor scale scores  

Summary 

This chapter described steps taken to answer the research questions of this study.  The 

initial phase of the study included 149 high school English language arts teachers who 
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completed the Responding to Current Issues Questionnaire.  A subset of 42 teachers 

completed the follow-up portions of the study, including the Teacher Beliefs Q-Sort and 

metaphor construction. Metaphors and transcript from a focus group were coded to reveal 

recurring themes. Relationships between demographic data, experience, and the RCI and 

TBQ scale scores were explored. Regression analyses were conducted to determine 

prediction formulas for each of the TBQ factors: teacher-centered environment, teacher-

directed instruction, and negative view of student motivation.  The following chapter 

explores how the results of these analyses answer each aspect of the overall research 

question. 
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CHAPTER FOUR: RESULTS 

Chapter four explains results of the data analyses described in chapter three.  

For research question 1, relatedness of demographic features and Reflective Judgment was 

analyzed for the 149 teachers in the initial study sample.  In the study’s second phase 

(questions 2 and 3), teacher conceptions of teaching and learning were explored as they 

related to demographics.  Ultimately, the relatedness of reflective judgment and teacher 

conceptions was analyzed. 

Reflective Judgment (Question 1)  

How does English teacher reflective judgment level relate to demographic factors? 

For the sample of 149 HSELA teachers, the mean RCI score was 5.25, with a 

standard deviation of .74, with a minimum of 2.6 and maximum of 6.5.  These results suggest 

that although quite a large range of levels are being accessed by teachers, teachers most 

commonly access quasi-reflective levels of reflective judgment.   

Statistical analysis of RCI scores of the teacher sample yields results consistent with 

the literature of research conducted on subjects from the general public. Correlation between 

RCI score and age (M=43.41, SD = 11.47, N=42) was not significant r(147) = .12, p=.15. 

Table 4.1: Mean RCI scores for HSELA teachers by years of teaching experience 

 0-3 4-7 8-12 13-19 20-25 26-30 30+ 
N 19 29 31 23 19 11 17 
Mean Score 5.61 5.28 5.10 5.47 5.46 4.73 5.34 
Standard 
Deviation 

.72 .73 .84 .63 .63 .99 .56 
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Furthermore, as illustrated in table 4.1,  the results of a one-way analysis of variance test 

indicate no statistically significant effect of years teaching on RCI score (F6, 142) = 1.90.   

As results reported in table 4.2 reveal, a series of independent samples t tests were 

conducted on RCI scores to evaluate whether means were statistically different for selected 

subgroups.  

Table 4.2: Mean RCI scores and T-tests for HSELA teachers by subgroups 

 Total 
Sample 

 Gender  Race  NBPTS 
Certification 

 Graduate 
Degree 

   M F  White Other  No Yes  No Yes 
N 149  20 120  132 13  105 44  77 72 
Mean Score 5.25  5.21 5.26  5.23 5.37  5.19 5.40  5.13 5.38 
Standard 
Deviation 

.74  .81 .74  .77 .54  .79 .62  .77 .70 

T-test ___  -.25  -.66  -1.54  -2.02 
Significance ___  .79  .51  .13  .046* 
*p<.05 

 

With alpha set at .05 and equal variances assumed, the mean scores were not significantly 

different for teachers according to gender, race or National Board Certification.  However, 

the t-test for educational level was statistically significant, t(147) = -2.02, p = .046. Teachers 

with graduate degrees (M = 5.38, SD = .70) had higher RCI scores than teachers without 

graduate degrees (M = 5.13, SD = .77).  These finding suggest that teachers with graduate 

degrees have higher levels of reflective judgment than those whose highest level of formal 

education is a bachelor’s degree.   



61 

How does English teacher reflective judgment level correspond with reflective judgment 

levels of the general public based on educational level? 

Independent samples t-tests were conducted to determine if the mean reflective 

judgment stages for teachers differed significantly from that of the general public as reported 

in previous studies (King & Kitchener, 2002, 2004). As discussed in the previous chapter, 

scores for the general public were obtained by adding a stage to the means obtained in studies 

using the RJI. Table 4.3 presents the results of these tests. 

Table 4.3: Mean RJ stage and t-tests  for general public and HSELA teachers by highest 

educational level 

 College Educated  BA/BS Degree  Graduate Degree 
 General 

Public 
HSELA  General 

Public 
HSELA  General 

Public 
HSELA 

N 1162 149  966 77  196 72 
Mean Stage 5.13 5.25  5.00 5.13  5.6 5.38 
Standard 
Deviation 

not 
provided 

.75  not 
provided 

.77  not 
provided 

.70 

T-test 2.00  1.52  -2.71 
Significance .047*  .132  .009** 
*p<.05 
**p<.01 

 

The mean reflective judgment scores for all teachers compared to all college-educated 

adults was significantly different t(148) = 2.00, p = .047. Teachers (M = 5.25, SD = .75) had 

higher levels of reflective judgment than members of the general public, which includes a 

wide variety of subjects and employment fields (M = 5.13, SD not provided).  Comparing 

those whose highest level of education is bachelor’s degree, no significant differences were 

found.  However, significant differences did exist between teachers with graduate degrees 
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and members of the general public at early stages of graduate study (as opposed to doctoral 

study), t(71) = -2.17, p = .009.  Overall, teachers (M = 5.38, SD = .70) had lower levels of 

reflective judgment than members of the general public (M = 5.13, SD not provided) at 

“early graduate study” (as opposed to advanced/doctoral level of study). 

These findings suggest that overall, teachers (who are all college-educated) have 

higher levels of reflective judgment than members of the general college-educated public.  

However, teachers with advanced degrees do not appear to evidence the amount of growth 

typically seen with graduate programs.  

Conceptions of Teaching and Learning (Question 2) 

How and to what extent do English teacher conceptions reflect emphasis on teacher-centered 

environments, teacher-directed instruction and negative views of student motivation? 

Using three factors extracted from earlier studies with the Teacher Beliefs Q-Sort 

instrument (Decker et al., 2008) responses of 42 HSELA teachers were analyzed  to explore 

relatedness of teacher conceptions and demographics. A description of the score distribution 

is reported in Table 4.4 and Figure 4.1. 

Table 4.4: Mean scale scores for each TBQ  factor (n=42) 

 Minimum  Maximum  Mean   Standard 
Deviation 

Teacher-Centered 
Environment -5.12  2.36  -3.56  1.41 

Teacher-Directed 
Instruction -5.32  1.28  -2.70  1.34 

Negative View of 
Student 
Motivation 

-1.12  6.60  1.85  1.93 
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The mean score of -3.56 for the teacher-centered environment scale indicates that 

teachers generally expressed beliefs inconsistent with the factor, i.e. teachers did not value 

teacher-centered environments.  The low scores indicate low levels of agreement with the 

factor. Similarly, the mean of -2.7 suggests that teachers overall did not value teacher-

directed instruction. However, the positive mean score of 1.85 indicates that teachers 

prioritized items consistent with the negative view of student motivation factor.   

 

Figure 4.1 Boxplots indicating the median and range of teacher agreement with each factor.  Each 

box represents the middle 50% of scores, with the line in the box at the median score.  The whiskers 

(lines extending from the boxes) indicate the lowest and highest 25% of scores.  The outliers (both 

subject #27 in this case) are indicated with data points outside the range of the boxes and whiskers.  
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Only one teacher (subject# 27) valued teacher-centered instruction.  That same teacher 

valued teacher-directed instruction more than her peers.  More than 75% of the teachers 

expressed agreement with negative views of student motivation.   

How and to what extent do English teacher beliefs relate to demographics? 

As reported in in Table 4.5, Pearson Product Moment tests were conducted to 

examine relationships among each factor and age and years of teaching experience.  

Table 4.5: Correlations among factor scale scores and age and years teaching experience 

 Age  Years Teaching 
Min 23  3 
Median 43.5  14 
Max 65  39 
Mean 43.41  15.88 
Standard Deviation 11.47  8.67 
Teacher-Centered 
Environment 

-.32*  -.18 

Teacher-Directed 
Instruction 

-.09  -.07 

Negative View of 
Student Motivation 

-.39**  -.39* 

*p<.05 
**p<.01 

 

Age has significant correlations with two factors: teacher-centered environment and negative 

view of student motivation.  The similar results are not surprising given that age and years of 

teaching experience are highly correlated to each other, .r(147) =79, p<.001. older teachers 

were less likely to value teacher centeredness as much as younger teachers did, although 

younger teachers did not value it highly,  Older teachers, while still holding negative views 

of student motivation, were likely to be less negative than younger teachers.. Years of 

teaching experience also correlated significantly with teacher-centered classrooms.  More 
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experienced teachers are less likely to value teacher-centered than teachers with less 

experience.  Table 4.6 summarizes results of a series of independent samples t tests 

conducted on each of the factors to evaluate whether means were statistically different for the 

subgroups of gender, race, NBC, or graduate degree. 
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Table 4.6: Mean factor  scale scores and T-tests  by subgroups 

 Total 
Sample 

 Gender  Race  NBPTS 
Certification 

 Graduate 
Degree 

   M F  White Other  No Yes  No Yes 

N 42  6 36  37 5  21 21  19 23 

Teacher-
Centered 
Environmen
t 

-3.56  -3.75 -3.53  -3.58 -3.37  -3.54 -3.57  -3.30 -3.77 

Standard 
Deviation 

1.41  .57 1.50  1.48 .73  1.69 1.09  1.18 1.56 

T-test ___  -.36  -.31  .07  1.06 

Significance ___  .72  .76  .94  .29 

Teacher-
Directed 
Instruction 

-2.70  -2.61 -2.71  -2.78 -2.08  -2.57 -2.82  -2.41 -2.93 

Standard 
Deviation 

1.34  1.71 1.29  1.33 1.39  1.50 1.17  1.26 1.38 

T-test ___  .17  -1.10  .59  1.25 

Significance ___  .87  .28  .56  .22 

Negative 
View of 
Student 
Motivation 

1.85  2.21 1.79  1.58 3.85  2.15 1.56  2.26 1.52 

Standard 
Deviation 

1.93  1.99 1.94  1.71 2.50  1.95 1.91  1.96 1.88 

T-test ___  .48  -2.64  .99  1.25 

Significance ___  .63  1.97  .33  .22 

 
With alpha set at .05 and equal variances assumed, no significant differences were found.  

Teachers do not appear to score differently on these factors based on their gender, race, 

National Board, or college degrees. 
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Stepwise multiple regressions were conducted to determine if demographics, 

experience, or education could explain any of the variance in the factor scale scores. Because 

age and years experience were so highly correlated to each other, only age was included in 

the tests of prediction models.  

Table 4.7: Summary of Stepwise Regression Analysis for Variables Predicting Factor 

Scale Scores (N = 42) 

 
Teacher-Centered 
Environment  

Negative View of Student 
Motivation 

 B SE B β p  B SE B β p 

Age -.039 .018 -.32 .005**  -.058 .024 -.35 .021* 

Gender      .39 .80 .071 .632 

Race      1.85 .90 .31 .047* 
National Board 
Certification      -.30 .55 -.077 .60 

Graduate 

Degree 
     -.51 .55 -.13 .35 

R2 .10 

4.44* 

 .29 

2.90* F   
*p<.05 
**p<.01 

 

Table 4.7 illustrates that age accounted for 10% of the variance in teacher-centered 

environment scale scores. Adding additional variables made the model no longer significant. 

No significant predictors of teacher-directed instruction were found.  The combination of 

age, gender, race, NBC, and graduate degree accounted for 29% of the variance in negative 
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view of student motivation scale scores. While not significant on its own (see Table 4.6 

above), race when combined with age does become a significant predictor. Gender, NBC, 

and graduate degree contribute to the statistically significant model but are not individually 

significant within the model. Their inclusion may explain some of the variance, but the 

increase is small. For each variable, the negative value of B (the unstandardized coefficient) 

indicates an inverse relationship with between the variable and the factor.  For example, older 

teachers with NBC and graduate degrees are less likely to hold negative views of student 

motivation. The positive beta value for race suggests that non-white teachers are more likely 

to hold those negative views. 

Reflective Judgment and Conceptions of Teaching and Learning (Question 3) 

How does English teacher reflective judgment relate to conceptions of teaching and 

learning? 

As indicated in Table 4.8, correlations of RCI and TBQ factor scale scores indicate 

significant relationship between reflective judgment and two factors: teacher-centered 

environment and teacher-directed instruction.  No relationship was found between reflective 

judgment and negative view of student motivation. 

Table 4.8: Correlations among factor scale scores and RCI scores 

 RCI Score 
Teacher-Centered Environment -.47** 
Teacher-Directed Instruction -.50** 
Negative View of Student Motivation -.124 
*p<.05 
**p<.01 
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RCI scores have an inverse relationship with each of the factors.  As reflective judgment 

increases, teachers are less likely to value teacher-centered environments or teacher-directed 

instruction. While negative view of student motivation follows the same trend, the 

relationship is not statistically significant.  

Linear regression analysis revealed that RCI score was a highly significant predictor 

of teacher-centered environment (β = -.47, p = .002), accounting for 22% of the variance in 

that factor.  Using the same procedure, RCI score was also a highly significant predictor of 

teacher-directed instruction (β = -.50, p = .001), accounting for 25% of the variance in that 

factor.   

 Stepwise linear regression tests of each factor were again conducted, this time 

including demographics and RCI scores.  Table 4.7 provides a summary of the resulting 

significant models, which included all variables tested.  
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Table 4.9:  Summary of Stepwise Regression Analysis for RCI Score and Other Variables Predicting Factor Scale Scores  

 Teacher-Centered 
Environment  Teacher-Directed Instruction 

 Negative View of Student 
Motivation 

 B 
SE 

B 
β p  B SE B β p  B SE B β p 

Age -.032 
.01

8 
-.257 .084  .001 .017 .012 .93  -.056 .025 -.33 .03* 

Gender .72 .59 .18 .230  .38 .55 .10 .49  .46 .82 .085 .58 

Race .39 .66 .091 .60  .86 .62 .21 .17  1.9 .91 .33 .04* 
National Board 
Certification -.009 .40 -.003 .98  -.18 .38 -.067 .639  -.30 .56 -.078 .60 

Graduate 

Degree 
-.025 .40 -.009 .95  -.37 .38 -.139 .33  -.47 .56 .085 .58 

RCI Score -.95 .30 -.462 .003**  -1.01 .29 -.52 .001**  -.28 .41 -.10 .50 

R2 .32 

2.69* 

 .33 

2.89* 

 .30 

F    2.45* 
*p<.05 
**p<.01
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In the cases of teacher-centered environments and teacher-directed instruction, the addition 

of RCI scores established models robust enough to include variables that were not in 

significant models without the RCI scores. In the case of negative view of student 

motivation, RCI scores were the last included in the model; the increase in R2 (from .29 to 

.30) was statistically insignificant, but the model did remain significant overall. Using all 

variables (age, gender, race, NBC, graduate degree, and RCI score) explained 30 – 33% of 

the variance in each factor. 

Summary 

This chapter described the results of the data analysis.  As a whole, teachers access 

quasi-reflective stages of reflective judgment, with individuals ranging from pre-reflective to 

reflective levels. T-tests revealed that RCI scores differed for teachers based on highest 

educational level, but not based on age, race, gender, years of teaching experience, or NBC. 

Teachers indicated that they did not value teacher-centered environments or teacher-directed 

instruction, but that they did hold negative views of student motivation.  Age appears to 

contribute to beliefs about teacher-centered environments, accounting for 10% of the 

variance in the scale score. Together, age, gender, race, NBC, and graduate education 

together account for 29% of the variability in scale scores for negative view of student 

motivation.  

 Reflective judgment appears to be a significant predictor of some conceptions of 

teaching and learning, accounting for 22% of the variance in scale scores for teacher-centered 
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environments and 25% of the variance in scale scores for teacher-directed instruction. 

Reflective judgment does not correlate with negative views of student motivation. 

 The next chapter will explore the importance of these results and suggest future 

research on this topic. 
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CHAPTER FIVE:: DISCUSSION 

This study described the reflective judgment levels and conceptions of teaching and 

learning of high school English language arts teachers across one state.  Furthermore, the 

study explored relationships between these concepts and with demographics.  The previous 

chapter presented the results of the data analysis; in chapter five, the significance of these 

results are discussed and suggestions for future research are given. 

Limitations of Analytic Results 

While the analysis of the data suggests relationships among demographics, 

experience, education, personal epistemology and conceptions of teaching and learning, 

results of this study should be used cautiously.  The sample size of 42 teachers completing 

the entire study is small.  Moreover, the sample is clearly not representative of teachers 

statewide, as the data on race and rates of NBC and graduate degrees indicate. The disparity 

between the study participants and the general population of teachers is large in the first 

phase and even greater in the second, with minority teachers underrepresented and teachers 

with National Board certification and advanced degrees overrepresented. 

Additionally, the study participants recruited at statewide professional development 

functions are teachers who are actively seeking opportunities for professional growth, which 

may not be true of all teachers.  Those participants recruited on-line are also atypical; they 

voluntarily belong to a list-serve group designed to keep them informed about state-wide 

issues and opportunities.  
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The time difference between completions of the study phases may also be 

problematic. In some cases, more than 30 months passed between the administration of the 

RCI and the completion of the TBQ and metaphor activity.  While RCI scores are fairly 

stable over time (King & Kitchener, 1994; 2004), the TBQ has not been used in longitudinal 

studies.  Teacher’s professional situations may have changed greatly since the time they took 

the RCI; teachers might have indicated different priorities if they had completed the TBQ at 

roughly the same time they completed the RCI. 

Data collected on NBC and highest educational level may also be misleading. 

Teachers were asked to indicate attainment of certification or degrees.  Thus, teachers who 

have participated in the certification process or taken graduate courses were grouped with 

others who may not have even initiated the processes. Several teachers indicated that they 

had earned NBC or graduate degrees between the two phases of the study, which means that 

they were probably involved in course work or certification processes when they took the 

RCI.  Other teachers may have been in similar situations when taking the TBQ. Using a 

dichotomous approach (i.e. has or does not have degree) is consistent with the recognition of 

teacher quality and subsequent pay increases in the state; however, that approach may have 

underrepresented the value of the process of working toward advanced degrees and 

certifications.  

It is also important to remember that RJM uses a soft stage model with individuals 

able to access stages somewhat below and above the stage at which they tested (King & 

Kitchener, 1994; 2004).  However, the test does indicate the individual’s general placement 

along a continuum of reflective judgment stages. For research purposes, this approach allows 
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us to compare individuals who are likely to access higher versus lower stages in relationship 

to other factors.   

With those limitations in mind, the study does benefit from the robustness of the RCI 

and the RJ Model.  The longitudinal studies indicate reflective judgment does not decrease 

significantly and generally increases significantly through a slow and steady evolution, at a 

rate of less than two stages per two years for those enrolled in graduate programs.  As with 

graduate education and NBC, any possible changes over time not accounted for would 

probably have increased the differences seen in the study or perhaps revealed additional 

significant relationships.     

What levels of reflective judgment do high school English language arts teachers access? 

(Question 1) 

To address this question, data included self-reported demographic information from 

the HSELA survey and RCI scores for 149 HS ELA teachers. Comments from the focus 

group and member check are used to illustrate findings from the data analysis.  

As reported in Table 4.2, this study found that only educational degree correlated 

significantly to reflective judgment. Race, gender, age, and years of teaching experience were 

not significantly related to reflective judgment. Additionally, teachers evidenced significantly 

higher stages of reflective judgment than college-educated adults as reported from previous 

studies (King & Kitchener, 2002; 2004).  

Consistent with the previous studies of reflective judgment, these results emphasize 

the importance of graduate study for teachers. Although teachers are faced with ill-structured 

problems throughout the day, the experience of teaching itself does not appear to promote 
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growth in reflective judgment, even for teachers as actively involved in professional 

conferences as teachers in this study are.  If teachers do not grow by virtue of being teachers, 

do they perhaps begin at higher levels of reflective judgment than the general population?   

Moreover, the generally respected NBC program which requires teachers to review 

and reflect on evidence of their practice does not appear to nurture the development of 

reflective judgment. When asked about beneficial experiences, teachers often mentioned 

NBC.  One commented that it was “without question, the most beneficial thing I have done 

as far as my teaching is concerned.  The reflection was great.  It forced me to think about why 

I do what I do.” Another stated that NBC “causes you to be purposely reflective….[it] really 

made me look at myself and my teaching in a new way.”  

No teacher brought up graduate school in general comments.  To explore this issue, 

the final member check included a question about the finding that graduate school has a 

greater impact than NBC on solving ill-structured problems. Of the 12 teachers who 

commented on this finding, eight agreed with it, and only one disagreed, with three taking 

neutral positions.  Several member check comments focused on differences between NBC 

and graduate degrees.  Seven teachers suggested that graduate school had a greater impact 

because it is a longer process or because it involved more authentic assessments. One teacher 

commented “When I went for NB [National Board Certification), I was trying to make an 

argument that what I did was worthy of recognition, whereas, earning the MS (Masters 

Degree) was about learning new things.” Another teacher suggested that graduate programs 

offer more opportunity for collaboration and for case studies that emulated ill-structured 

problems.  The one teacher who disagreed with the finding said “I feel that NBPTS 
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certification and the accompanying reflections really help teachers think of ways to 

disentangle ill-structured problems.  Graduate school does help with content, and perhaps 

with learning theory, but most ill-structured problems are individual or class-related, so need 

an individual approach. I feel NBPTS certification gives you the reflective tools to do that.”  

However, once teachers are separated into sub-groups by degrees attained, new 

question arise about graduate degrees. Teachers and others with only bachelors’ degrees do 

not differ significantly, while teachers with masters’ degrees evidence significantly lower 

stages of reflective judgment than others at early stages of graduate study. Although a greater 

percentage of teachers have graduate degrees, the teachers in this study do not evidence the 

growth typically seen with advanced education.   

This situation is problematic because the RCI scores indicate that, on average, neither 

teachers with bachelors’ degrees nor those with masters’ degrees are regularly accessing the 

third RJ level.  Teachers appear to operate primarily in the second level, at the quasi-

reflective stage 5. This stage is characterized by beliefs that “Knowledge is contextual and 

subjective because it is filtered through a person’s perceptions and criteria for judgment. 

Only interpretations of evidence, events, or issues may be known.”  With the emphasis on 

perspectives and contexts, teachers may dismiss evidence because the context (school 

location, student socio-economic situations, etc.) differs from their own.   

 During the focus group session, one teacher explained how she felt about a 

conference session she had attended.  “[The session about teaching ] Shakespeare – a lot of 

movement, a lot of really discomfort [sic] things, that I’m thinking, that is fantastic, that is 

wonderful, and I don’t want to say that what they’re doing wouldn’t work. I’ve really got to 
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think…. But I’ve got to think about my kids who, see, in 9th grade, we have honors and 

everybody else. And so I have this huge range in my non-honors classes.  I have to think 

about them, they’re not ready for that with Shakespeare.”  While she doesn’t reject the 

strategies she saw demonstrated, she has difficulty believing that they would work in the 

context of her classroom.  

 Teachers in the focus group generally agreed that they made decisions based on the 

needs of their students and expressed frustration with limitations imposed by district pacing 

guides or lesson plan formats. Teachers used data such as test scores and reading levels to 

illustrate general student deficits, but preferred to elaborate with anecdotes about specific 

students. When discussing how they evaluate their own success as teachers, they used only 

subjective anecdotal evidence, rather than test scores or other objective data.  Their 

comments focused primarily on student engagement, a concept difficult to define and even 

more difficult to measure (Fredricks, Blumenfeld, & Paris, 2004).  

One teacher’s comment highlighted ambivalence toward the application of 

research in her classroom.  She explained that she looked up previous years’ test 

scores for students to find their reading levels, reported as a lexile score,   

which is, is, [pause] understandably very broad and can be interpreted in 

many different ways and there is some dissenting opinion about how 

accurate the lexile scores are, but I trust the state and, you know, I trust that 

what they’re doing is somehow research-based and that, you know, they 

have some knowledge of where those are.   
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The use of reading scores is a controversial practice in high schools, one that many English 

teachers criticize. The ambivalent teacher acknowledges the dissenting opinions and the need 

for research-based decisions, which might suggest Level III thinking, but then she reveals 

Level I thinking in her justification of using the scores.  She relies on ‘the state’ as an 

authority to review the evidence and assumes that authority makes valid decisions.    

 Overall, teacher statements explaining decision-making in their own practice did not 

reflect emphasis on evaluating different sources of data and different perspectives.  Several 

teachers in the focus group did express the importance of teaching students to think about 

literature and other texts.  One teacher shared that former students were coming back to visit 

and telling her how they had learned to question political advertisements in her class.  As 

another teacher explained: 

I want my kids to know how to analyze that information quickly, to be able to 

weed out what is not credible information, be able to determine what is, and 

then what [to] do with that information, how [to] use it, how [to] generate 

information.   How to think … Not what to think, but how to think, is real 

important. 

Her goals for her students are consistent with Level III Reflective Thinking, with its 

emphasis on evaluating different perspectives and sources of information.  What 

remains to be seen, however, is whether teachers can nurture the development of 

reflective thinking in others when they themselves may not evidence it. 



 

 
 

80 

What conceptions of teaching and learning do high school English teachers evidence? 

(Question 2) 

To address this question, data included self-reported demographic information from 

HSELA survey and TBQ factor scores for 42 HS ELA teachers, illustrated in Table 4.4.  

Comments from the focus group and member checks are used to illustrate findings from the 

data analysis.  

This study suggests that overall, teachers value classroom practices that do not 

promote teacher-centered environments or teacher-directed instruction.  Those conceptions 

are closely related and both reflect more constructivist than transmission-oriented 

classrooms. The results are promising, as these teachers appear to hold values consistent  

with current theory and research in English language arts education. While these conceptions 

do not necessarily translate into research-based practices, they are at least indicators that 

teachers’ beliefs would support constructivist practices.   

Teachers who indicated they value teacher-centered environments described teaching 

and learning as related but not necessarily integrated processes.  One teacher used a metaphor 

of offering tempting meals to students, who have to “figure out if it is something they want to 

eat…. Lessons can be tempting, but some students just don't want to indulge in what's on the 

plate, whether they are too busy, too bored, too distracted.”  The meals are created and 

offered to the students almost as independent steps – without considering any personal 

appetites or nutritional needs. Another teacher compared teaching to the relationship between 

musical instruments and singing: “When a good melody is heard, I want to break out in 

joyful song and share my enthusiasm for all the world to hear….I need to let others hear my 
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music so that they will sing along with me.    Learning is a result of the teaching.” In both 

cases, the activities—creating meals/eating food, playing instruments/singing songs – are 

separated cleanly, like teachers teaching and students learning independent of each other. 

These teachers may structure their classes so that students are the recipients of knowledge 

instead of the constructors of it.  

In contrast, teachers least likely to value teacher-centered environments emphasized 

the importance of creating the desire to learn and then nurturing students through the learning 

process.  For example, one teacher explained, “teaching is the spark that lights the flame of 

knowledge…. we as educators have to help them ignite the flame and keep it burning through 

the storms and winds of adolescence.” Several teachers used gardening metaphors, 

describing themselves planting seeds and nurturing the growth of the plant by providing 

fertilizer, water, etc.  These teachers may structure their classrooms to provide students 

encouragement and opportunities for individual growth.  

 The teachers’ metaphors clearly reflected aspects of the teacher-directed instruction 

factor in the Q-Sort.  Teachers who indicated that they valued teacher-directed instruction 

emphasized the role of the teacher, with comments such as “We are all taught what we 

know” and “It is important to have knowledgeable people to teach us how to do things.” 

Another teacher compared teaching and learning to a congregation “seeking the right way to 

worship. The worshiper understands that the preacher has a special insight that he or she will 

need to be a better worshipper.” These teachers may be more likely to plan instruction so that 

they can share their own knowledge or insight with the students. 
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 Teachers least likely to value teacher-directed instruction employed metaphors of 

interactive creation, such as writing, painting, and cooking.  Unlike the cooking metaphor 

discussed above with the teacher/cook preparing tempting dishes, this teacher described the 

student as a cook who at first follows a recipe and then begins to experiment. “[This 

experimentation] allows for personal expression, taking risks, dabbling in new techniques, 

styles and ingredients. The outcome may be a unique and delicious dish.  Even if it ends up 

as a flop, the experience itself was worth it. Much was learned, and the learner/cook will use 

that experience to guide future endeavors.”  In discussing the teacher as a painter, another 

teacher emphasized the interplay between the creator and the creation. “When completed, the 

artwork can be beautiful, reflecting the choices of the painter but also dependent on the 

medium itself. Sometimes the painting can turn out differently from what the painter 

originally visualized but … the best paintings are the ones where it almost paints itself and 

there is a surprise at the conclusion.  It may be challenging and difficult at times during the 

process, but the end result is worth it.”  As they consider the interaction between teacher and 

student, both teachers describe the learning as a process or experience.  They acknowledge 

that the interaction between teacher and student may be unpredictable and challenging, but 

assert that the experience is as valuable as the product itself.  These teachers recognize the 

active role of the student in the learning process and may design instruction that allows 

student choice as well as reflects understanding of student interests. 

While the teachers’ response to the first two factors offer encouragement that teachers 

as a group do value students’ voices and roles in the classroom, the group agreement with the 

third factor, negative views of student motivation, is more troubling.  Teachers’ comments 
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confirm these views.  Several teachers expressed frustration with students who complete 

assignments only if graded; others explain that their views of students have changed for the 

worse over the years.   

As illustrated in Table 4.5, age correlates significantly with factors of teacher-

centered environments and negative views of student motivation. Any discussion of older 

versus younger teachers does need to take into consideration the median age of the sample 

being 43.5 years old; these terms of older and younger are relative. Older teachers are often 

stereotyped as very traditionally teacher-centered, yet this study suggests the opposite; older 

teachers were less likely to be teacher-centered than younger teachers.  Additionally, despite 

teachers’ remarks about students becoming less motivated over the years, older teachers held 

more positive views of student motivation. The fact that many members of the sample are 

involved in state-wide professional development may contribute to this issue.  Older teachers 

attending the conference may be especially optimistic and/or open to new ideas; their more 

negative peers may not be interested in professional development or they may have left 

teaching altogether. Despite the overall negative view of student motivation, some teachers 

recognized a connection between their own behaviors and students responses.  As one 

teacher explained, she was reminded of a class who “knew they were my ‘wild children’ that 

year, but I always let them know I liked them and not their behavior. With high expectations 

I went from 50% failing at the half-way point of the year to only two students failing for the 

year (due to excessive absences).”  Beliefs such as these that separate behaviors from the 

person are needed to undergird instructional approaches that respect students as active 

participants in their own learning?
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How does English teacher reflective judgment relate to conceptions of teaching and 

learning? (Question 3) 

Data used for this question include demographics, RCI scores, TBQ scores, 

metaphors and teacher comments. 

Perhaps the most notable finding of this study is the connection between reflective 

judgment and teacher conceptions consistent with current theory and research. Of the three 

teacher conceptions factors, reflective judgment was highly correlated with teacher-centered 

environments and teacher-directed instruction.  No relationship was found between reflective 

judgment and negative views of student motivation. 

 The lack of connection between reflective judgment and views of student motivation 

is not surprising.  Reflective judgment is an intellectual construct similar to critical thinking, 

rather than an emotional one. Few studies have been conducted on the relationship between 

reflective judgment and personality constructs, but the limited research suggests that 

individuals operating at higher levels of reflective judgment are more tolerant and better able 

to access their feelings and at the same time make decisions without being unduly influenced 

by emotions (King and Kitchener, 2002). Thus, while reflective judgment may not influence 

the negative views of student motivation, it may help teachers move beyond that views to 

making decisions based on evidence. 

 While also not surprising, the high correlations between reflective judgment and 

conceptions about teacher-centered environments and teacher-directed instruction provides 

affirmation of a logical theoretical connection.  Teachers who access higher levels of 
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reflective judgment may be more apt to review research and reflect on their own successes 

and failures.   

The two teachers in the focus group with the highest RCI scores (6.17 and 6.2) each 

commented on how she has changed practice in response to student needs.  One commented 

“It's good to see that we're moving to more student-centered classrooms. I have gravitated 

that direction for some years now, but draw the line at having them making posters and 

collages and art projects every week.”  Later she adds, “Different students and different 

classes alter our way of thinking, if only temporarily. At one time, I believed that all students 

really wanted to learn. They do... they want to learn about whatever interests them. (Cars, 

hunting, fashion, Myspace, etc.)  In my small groups, I try to tailor the articles to the groups.” 

Although she associates student-centered classrooms with art projects, her practices of 

incorporating non-traditional texts and matching texts to student groups suggests that she 

implements the approach more than she may recognize. At another point in the discussion, 

she comments, “When they become independent and they don’t need me, that’s my goal,” 

indicating a belief in the role of teacher as facilitator rather than teacher as knowledge 

disseminator.  

The other teacher explains how she has restructured her classroom and instructional 

approach as she’s become aware of the diversity of needs and interests in her class.    

I’ve really shifted more this year, with this bunch, to a lot of reading and 

writing conferences, and there’s a lot more selection.  Like with the Middle 

East, they can pick a book, and I tell them the lexile level and we do like a 

little book pass.  So their independent units have reading, writing, grammar 
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components, and then while they’re working individually or sometimes in 

small groups, I’m working one-on-one…. I use a lot of portfolios. They’ve got 

to show me where they’ve grown, in reading, literature analysis, writing, and 

understanding of grammar.  And they can pick the pieces to include in there, 

and they just have to reflect on them…. So their products and their portfolios 

will look different, and they may not all be at the same level, but you definitely 

can see the growth, you know, especially with the writing. 

Her comments reflect both student-centered environments (with the flexible grouping) and 

student-centered instruction (with the student choice of books, the one-on-one conferencing 

and portfolio assessment).  Like the teacher discussed earlier, she uses the controversial 

lexile level scores; however, unlike that teacher who uses the score to understand her 

students better, this teacher tells her students what the scores mean and lets them use that as 

one piece of information when deciding which book to read.  In a very simplistic way, she is 

presenting them with their own ill-structured problems (which book should I pick?) and then 

helping them begin to process the different sources of evidence that can inform their 

decisions—reading levels, book cover, etc.  Giving students choices – as well as the skills 

and information to make sound decisions – is one aspect of student-centered environments 

that reflect current best practices (Gaughn, 2001; Langer et. al, 2000; Smith & Wilhelm, 

2006). 

 Ultimately, teachers who access higher levels of reflective judgment may be more apt 

to employ researched-based practices as they develop challenges for students that nurture 

their own reflective judgment.  
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Implications for policy and additional research 

Several important implications emerge from this study.  As illustrated in Table 4.2, 

the importance of graduate education is emphasized. Graduate education has a significant 

relationship with reflective judgment, which in turn is a significant predictor of teacher 

beliefs, as illustrated in Table 4.8.  Teachers should be encouraged and supported to attain 

graduate degrees.  Currently, several states provide more support and incentive for NBC, 

which entails a shorter process and extensive commitment than earning a graduate degree.  

Frustration about the attention and pay NBC receives was expressed by several subjects who 

agreed with the finding that graduate study (and not NBC) was more likely related to 

approaches to solving ill-structured problems; this frustration may have contributed to the 

disproportionate responses.  One teacher commented “Finally, someone else agrees with 

me,” and another stated, “It's nice to see that I am not alone in my belief that graduate studies 

are more beneficial to us than National. Board… It's a shame that the state values that more 

than a grad. degree.” Even those who were neutral expressed an awareness of the tensions 

between the two programs.  “When it comes to NBC versus Master's, I tend to think it's a 

false dichotomy.  You need both and they complement each other.  In my mind, it's a matter 

of which one do you want to pursue first.” With evidence supporting graduate degrees as 

more significant than NBC to teacher development in some ways, perhaps the state could 

make graduate degrees at least as attractive as National Board Certification is.  

Moreover, studies of graduate programs across the state may reveal some with 

characteristics more favorable to nurturing of reflective judgment. Several previous studies 

have suggested effective approaches for developing reflective judgment  (King & Kitchener, 



 

 
 

88 

2002); these approaches can be integrated into graduate teacher education programs to 

directly support development comparable with professionals who hold masters degrees in 

other fields.   

In this study, teachers reported following different paths (full-time traditional 

programs, part-time evening and summer programs, distance education, on-line programs) to 

different degrees (Masters of Arts, Masters of School Administration, Masters of Arts in 

Teaching) in different content areas (curriculum, reading, English education, English, 

composition, educational administration). A larger scale study could examine the impact of 

these different programs on reflective judgment.   

The significant correlation between age and two of the factors cannot be ignored, 

given its inconsistency with general beliefs that older teachers are more traditional and less 

tolerant of students.  Teacher retention issues could impact this finding, as this sample does 

include teachers pursuing professional development, and those teachers may be more 

optimistic than their peers.   

Additionally, the impact of school culture on younger teachers may account for some 

of the differences.  Younger teachers may be more susceptible to the pressures of 

administrators and other teachers who reinforce traditional approaches.  Moreover, many of 

our younger teachers were students and then novice teachers during the current era of 

standards-based learning and high stakes testing.  With the focus on standards and testing, 

many districts have instituted strict pacing guides, with common assessments and 

expectations for all teachers of the same course.  In some ways, these initiatives assist 

teachers in staying focused on the most essential aspects of the curriculum; however, they 
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also limit teacher flexibility and creativity, which was a complaint voiced by several of the 

teachers in the focus group.  Additional research should explore the impact of the current 

school culture on the development of younger teachers.   

The relationship between race and negative views of student motivation does not 

appear as strong.  Moreover, the predominance of white teachers in the study may unduly 

have influenced this outcome. More research is clearly needed in this area.  

When considering research on conceptions of teaching and learning, understanding 

the tenuous connections between beliefs and practice is vital.  Some teachers themselves 

noted this, commenting “I think that I'm more of a group project kind of teacher than I really 

am” and “I found myself thinking, this is what I prefer to do, but sometimes [that] is what I 

do.”  Beliefs may offer promise (or threat) of instructional approaches, but observational 

research, as well as case studies, could provide evidence of the practices actually employed.   

One final area that needs exploring involves student achievement. Research that 

correlates teacher beliefs, practices, and reflective judgment helps us understand the teacher 

but the ultimate test is the student – does he or she learn better with teachers who hold certain 

beliefs, who implement best practice, and/or who access higher levels of reflective judgment?  

Additional research in this area, looking at both standardized and non-standardized measures 

of achievement, will be important to developing a fuller understanding of these complex 

connections, and more likely to produce the literate, thoughtful, accomplished human beings 

that Applebee hoped for in his speech a decade ago (Applebee, 1999). 
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Conclusion 

As an initial effort to understand the importance of the reflective judgment of 

educators faced with changing expectations of best practice, this study explored the question 

How and to what extent do ELA teachers’ beliefs about the nature of knowledge relate to 

their conceptions of teaching and learning?  In the process of answer that overarching 

question, each piece of the relation was examined – reflective judgment, conceptions and 

their correlation.  

 The findings of the study indicate that reflective judgment is negatively related to the 

traditional approaches such as teacher-centered environments and teacher-directed 

instruction.  While most of the teachers indicate conceptions of teaching and learning 

consistent with research and theory in English language arts, teachers who access higher 

levels of reflective judgment are more likely to describe learning as an interactive process 

between the teacher and the students rather than as a teacher-dominated delivery of 

information.  

 Awareness of this relationship can inform practice and research that seek to improve 

English language arts instruction.  Research has shown effective means of supporting the 

development of reflective judgment (King &Kitchener, 2004). It is not easy, nor is it quick, 

but it can and should be done.   
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Dear ______,  

As part of my doctoral research at NC State University, I am conducting a follow-up exercise 
to the Responding to Current Issues (RCI) questionnaire  that you completed in 2006.  You 
may have completed the RCI at a professional development session, during a conference, or 
on-line.  As you may recall, the survey included information about your educational 
experience and the RCI exercises in which you ranked statements of beliefs about current 
issues.  

The follow up study is designed to explore possible relationship between personal 
epistemology (beliefs about knowledge as measured on the RCI) and beliefs about teaching 
and learning.  The results of the extended study may provide information to help shape 
professional learning communities and other staff development sessions to be more 
responsive to teacher needs.  

This follow-up exercise involves the completion of the Teacher Belief Q-sort (TBQ) and 
reflective questions.  Developed by researchers at University of Virginia, the TBQ presents 
three sets of item addressing (1) Discipline and Behavior Management, (2) Teaching 
Practices, and (3) Beliefs about Students.  Teachers prioritize 20 items in each set according 
to their beliefs.  The questions following the TBQ have been designed to allow greater 
insight and ensure higher validity in this study of beliefs.  The TBQ takes about 20 minutes, 
and the follow-up questions should take about 10 minutes.. 

To participate in the follow-up exercise, please review the attached consent form and then 
email me at bowenkc@gmail.com .  Your agreement via your email message will indicate 
your consent to participate in the study; you don't have to sign and return the actual form. 
You may also send questions or suggestions to me at that email address or call me at 919-
349-4513. 

Thanks for your consideration of this request – and for all that you do for students across the 
state! 

Kim Bowen 

mailto:bowenkc@gmail.com�
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Dear ____ 
 
Thanks again for participating in my doctoral study.  I want to share some of the findings 
with you and give you the opportunity to respond to them.  The findings are based on 
aggregate data and do not reflect any individual’s response.  Indeed, they may be very 
different from your own response. 
Please reply to this email to let me know what you think about these findings (Expected? 
Surprising? Problematic? Etc.) and share any examples you may have that confirm or refute 
them. 
 

I. Having graduate degrees play a larger role than does having National Board Certification in 
terms of teachers’ approaches to ill-structured problems (i.e. problems that have no 
clear “right” answers).  These problems might relate to student discipline, planning 
content, teaching approaches and so forth. 
 

II. HS ELA teachers as a group do not value teacher-centered environments (i.e. they probably 
value student-centered environments or a combined approach).  The environment 
would include structuring classes (as opposed to Finding III, below) 
 

III. HS ELA teachers as a group do not value teacher-directed instruction (i.e. they probably 
value student-directed instruction or a combined approach). 

 
IV. HS ELA teachers as a group indicate negative views of student motivation. 

 

Thanks for any feedback you can give me on these findings.  You do not have to respond to 
all of them – I’ll appreciate any thoughts that you have. 
Because my dissertation defense is May 6 (!), I need the responses by April 15 to include 
them in the dissertation. 
Thanks for your continued support – and all that you do for students! 
Kim 

 


