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Abstract 

In the past few years much has been written about quality teaching, but since 

quality is difficult to measure there has not been a clear set of criteria to quantify it 

satisfactorily (Cavanagh, Reynolds, MacNeill, & Romanoski, 2004). In relation to 

quality education, researchers agree that no factor is more powerful than the teacher. 

Therefore, ‘quality education’ is a contentious term and it is not determined by just one 

single factor, but rather a confluence of many factors affecting and influencing issues of 

quality such as teachers quality. Further, the importance of effective and quality 

teaching is deemed to be found in the way teachers support student learning. The 

qualities and practices effective teachers utilise in the classroom increase student 

learning opportunities, and there is a perceived nexus between quality, effectiveness and 

student achievement. 

 Tucker (2012) indicates that stakeholders in developed countries agree that the 

quality of a country’s teachers is the key to high student achievement. Moreover, a 

Trends in International Mathematics and Science Study report (TIMSS), which 

compared Arabian Gulf countries to the international mean of USA student 

achievements in mathematics and science (Martin, Mullis, Foy, & Olson, 2007), 

indicated that student achievement in the Gulf countries was low and the report 

attributed this result to the quality of the teaching in the region. Therefore, educational 

policy makers in the Gulf States have responded to this low performance by focusing on 

teacher quality as the main factor for educational reform. As a result, the Gulf States 

have adopted global educational agendas for teacher standards and empirical measures 

of teacher quality. In the case of Saudi Arabia, much wealth is spent in the education 

sector but it is vital that these funds focus on the development of teachers. Nevertheless, 

Saudi Arabia is currently experiencing vigorous debate on the quality of its teaching and 

learning which means that educational development still needs to pursued. Therefore, as 

a response to the low student achievement which was shown in the TIMSS, this study 

examined the qualities demonstrated by effective teachers in the Saudi Arabian context.  

This study is unique in Saudi Arabia as it is the first to focus on teacher quality 

in the classroom in order to help educational reform. The purpose of this study was to 

investigate and identify the most powerful and essential quality factors for effective 

female teachers in girls’ secondary schools in Saudi Arabia. Stronge's (2007) meta-

review of the qualities of effective teachers served as the framework for the study. 
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Based on this framework, two questionnaires were developed and distributed among 

female teachers (general and experts) in the capital city of Saudi Arabia, Riyadh. 

General teachers validated the framework factors and expert teachers ranked those 

validated factors from the most important to the least important. The data were analysed 

in order to confirm and refine the identified structure of the model construct. The expert 

teacher questionnaire data was analysed using the Analytical Hierarchy Process (AHP) 

(Saaty in 1980). The findings of this study revealed 13 priority factors which perceived 

to enhance Saudi female teachers in girls’ secondary schools. The 13 factors that 

emerged were: Caring; Fairness and Respect; Interaction with Students; Enthusiasm and 

Motivation; Dedication to Teaching; Reflective Practice; Classroom Management; 

Classroom Organization; Disciplining Students; Time Allocation; Teachers’ 

Expectations; Planning for Instructional; and, Instructional Strategies. In addition, the 

two questionnaires had an open-ended question which provided two additional factors 

that the Saudi female teachers believed were an effective quality factors in the Saudi 

context. Those additional factors were Attending Teacher Workshops and Training, and 

Using a Variety of Technology in the classroom. Moreover, each factor was also 

supported from the perspective of the participants, which were written in the open-

ended question or gathered during the questionnaire distribution as a verbal talking, to 

give this study more detailed and reliable information. In conclusion, this study 

provides some recommendations to the Ministry of Education, Saudi female teachers in 

the girls secondary schools, and for future research in chapter 8.  
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Chapter 1 

Introduction 

Introduction 

Public education aims to improve student learning, which is influenced by a 

number of factors, some related to the school environment and others related to the 

students themselves. Researchers agree that there is no individual factor more 

influential than the teacher (Darling-Hammond, 2000; Hattie, 2003; Nye, 

Konstantopoulos, & Hedges, 2004; Stronge, Ward, Tucker, & Hindman, 2007). 

Effective teachers are effective despite their students’ educational level, class size, or 

grouping into classes (Wright, Horn, & Sanders, 1997). A variety of characteristics, 

such as physical abilities, pedagogical skills, and content and professional 

knowledge, recognised by effective teachers contribute significantly to student 

learning experiences. Effective teachers cleverly adopt these qualities to improve 

student learning. 

This study will be conducted in the Saudi Arabian context as a response to 

low student achievement, shown in 2007 by the Trends in International Mathematics 

and Science Study (TIMSS) report. According to Linde (2003), “teacher education 

has to be analysed and understood in the context of where it takes place” (p. 110). 

Consequently, extensive information pertaining to the educational system in KSA 

will be provided to highlight the related focus of this study and the key aspects of the 

educational system. 

Effectiveness is an elusive concept (Stronge, 2007). Darling-Hammond and 

Bransford (2007) described an effective teacher as one who can “think 

pedagogically, reason through dilemmas, investigate problems, and analyse student 

learning to develop appropriate curriculum for a diverse group of learners” (p. 392). 

Some researchers, administrators, and stakeholders have defined effective teaching in 

terms of student achievements and supervisor assessments of teachers’ performances 

(Guskey, 2007), while others still depend upon student feedback regarding their 

teachers (Richardson, 2005). As research regarding teacher effectiveness has 

broadened, it has identified important characteristics and behaviours in teaching in 

terms of student achievement. Moreover, the literature review shows that there is a 
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conflict in defining effective elements. However, careful exploration of the research 

also helps confirm which practices seem more important and which require further 

examination. According to Cruickshank and Haefele (2001), good teachers have 

various attributed adjectives and nouns, such as ideal, effective, analytical, dutiful, 

competent, expert, reflective, satisfying, diversity-responsive, and respected. 

Regardless of what an effective teacher is called, they have a powerful and lasting 

impact on student lives (Lowrey, 2012). Marzano (2007) argued that research on the 

educational science of teaching has provided guidance in identifying various factors 

related to effectiveness; however, a form for effective teaching useful to all students 

in all settings cannot be created. 

Student learning is the ultimate purpose of schooling; therefore, identifying 

teacher behaviours and attributes, with the express aim of attaining significant 

student gains, is necessary. Hattie (1999) argues that most teacher behaviour 

employed with the purpose of improving student achievement has a positive effect. 

Moreover, he stated that identifying behaviours employed with the purpose of 

improving student achievement also has great effects. Thus, categorising and 

identifying the most powerful teacher behaviours and attributes is worth 

investigating and helps in improving student learning. 

Research Background 

Teacher quality differs between several international conceptions. Thus, this 

section outlines these differences among a variety of countries, states, and laws to 

provide a background to this study. Although teacher quality remains somewhat 

puzzling for researchers, there is a general consensus that an effective teacher is 

significant to student achievement; that is, students who work with an effective 

teacher have the opportunity to learn well as compared to those who work with a 

poor-quality teacher (Patterson, 2010). Further, the emphasis on the quality of 

teachers in the education sector is increasingly significant because of its importance 

with regard to supporting student learning. 

An examination of the literature demonstrates that there has been an 

increasing focus on quality teachers. Therefore, it is prudent and essential to clarify 

the concepts of quality teachers and quality teaching. This can assist with regard to 
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answering the question – who is a quality teacher and what is quality teaching? This 

has been addressed by a range of people internationally. In the USA, the Baltimore-

based American Abell Report, the largest private foundation serving only Maryland 

and one of its duties with special emphasis on education and work as an agent of 

change, has been chosen in this study because of the size of its sample and the length 

of the study. Further, the No Child Left Behind Act of 2001 has also been chosen 

because each law intends to accomplish lofty goals and mandates that every teacher 

working in a public school must be highly qualified. Moreover, the Alton-Lee (2003) 

synthesis from New Zealand and the Queensland School Reform Longitudinal Study 

(QSRLS) (2001) has been included in this review. These studies provide different 

and localised perspectives on the attributes of quality teaching. Finally, this review 

takes into account the most significant reforms in KSA education – the King 

Abdullah Bin Abdul Aziz’s Public Education Development Project (or Tatweer) 

(2007) and the Public Education Evaluation Commission (PEEC). It aims to enhance 

educational outcomes by improving the educational inputs, of which teachers are one 

such input. The following results do not serve as an exhaustive illustration of the 

literature but are a reflection of the criteria considered to be important by some 

national organisations and renowned researchers in the field of teacher quality. 

The United States. Several reports, laws, or standards derived from the 

United States have had a bearing on the definition of a quality teacher. To begin, the 

Abell Report (2001) was a longitudinal study of teacher quality with a specific 

interest in public education and building educational capacity, particularly for poor 

children in Baltimore and Maryland (Walsh, 2001). Walsh came up with convincing 

arguments in his 2001 report. The main arguments of the report surrounded the 

various issues related to the interpretation of the term “quality teacher”. The report 

maintained that the backgrounds and attributes that characterised teacher 

effectiveness were more likely to exist outside the domain of schools and education. 

Additionally, the teacher attribute found to consistently be related to a rise in student 

achievement was verbal ability. Finally, teachers who had graduated from more 

selective colleges and universities had a greater impact on student achievement. In 

the report, the organisation examined 150 studies from the past 50 years of research 

in the field, exploring the relationship between teacher preparation and student 

achievement. The report concluded that teacher certification was neither an efficient 
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nor an effective means to ensure a competent teaching force. The next section 

examines some laws in the USA that focus on quality teaching.  

The No Child Left Behind Act (2001) has had a significant impact on teacher 

education throughout the USA. The Education Commission of the USA and the No 

Child Left Behind Policy Brief on teaching quality (LaTrice-Hill, 2002) have 

itemised the skills that the USA Federal Government believes a high-quality teacher 

requires. Accordingly, this means that public elementary and secondary teachers 

must be fully licensed or certified by the state and must not have had any 

certification or license requirements waived on an emergency, temporary, or 

provisional basis. New public elementary school teachers must have at least a 

bachelor’s degree and pass a state test demonstrating subject knowledge and teaching 

skills in reading, writing, mathematics, and other areas of the basic elementary 

school curriculum. New middle or secondary school teachers must have at least a 

bachelor’s degree and demonstrate competency in each of the academic subjects they 

wish to teach or have completed an academic major or coursework equivalent to a 

major, graduate degree, or advanced certification. Existing public elementary, 

middle, and secondary teachers must have at least a bachelor’s degree and meet the 

aforementioned requirements or demonstrate competency in all the subjects taught. 

The threshold for measuring and determining teacher competency is a state 

evaluation standard that provides objective information regarding teacher knowledge 

in the subject taught but fails to consider experience or time spent teaching the 

subject as a criterion. However, the act places a caveat that a teacher does not have to 

attain the highest level of certification to be considered highly qualified. Teachers 

already licensed or certified may also meet the requirements. A teacher who teaches 

a subject for which he or she has not demonstrated subject matter competency, 

regardless of whether he or she is fully certified, will fail to meet the requirements 

for highly qualified teachers. Moreover, in certain circumstances, teachers who 

participate in alternative certification programs and meet the above requirements 

would be considered highly qualified (LaTrice-Hill, 2002).  

The National Board for Professional Teaching Standards (NBPTS) seeks to 

identify quality teachers who excel in five competency areas. First, a commitment to 

students and their learning impels teachers to believe that all learners are capable of 

learning. Teachers then treat students equally, recognise their individual differences, 
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and account for these differences within their teaching. Second, knowledge of the 

subjects they teach and the subject methodology enables teachers to understand the 

subject’s relationship with other subjects and disciplines. Third, teachers accept 

responsibility for the management and monitoring of student learning, which leads to 

the teacher creating an engaging environment for learners and using their teaching 

time effectively. Fourth, quality teachers are those who think systematically about 

their practice and learn from their experiences. Last, quality teachers seek 

membership in learning communities, where they work collaboratively with others to 

create instructional policy, curriculum development, and staff development (Al-

Sulaimani, 2010; NBPTS, 1989).  

The American Interstate New Teacher Assessment and Support Consortium 

(INTASC) has identified the first tier of knowledge and skills that all teachers need 

to acquire and possess as a common basis of their professional abilities (Ryan & 

Cooper, 2015). Committed teachers believe that students have the capability to learn 

and this belief, once established, enables quality teachers to treat all students equally, 

recognise individual student differences, and factor in these differences within their 

teaching. When teachers enhance their knowledge about students based on 

observations, teaching practices will similarly change. Clear teacher quality 

standards are important because estimates tend to create a huge difference between 

an average and a good teacher. Therefore, this means that having a number of good 

teachers can lead to improved performance amongst students. Differences in teacher 

quality are often evident within a school rather than between schools, which is one 

reason why many parents and students opt for particular teachers (Rivkin, Hanushek, 

& Kain, 2005).  

A significant fact to note is that different states in the USA have different 

definitions and understandings about teacher quality concepts. In Pennsylvania, for 

instance, the State Board of Education regarding Certification of Professional 

Personnel requires individuals seeking teacher certification to meet certain standards. 

These standards include understanding the central concepts, tools, and structures of 

the discipline being taught; understanding how children learn and develop and 

providing learning opportunities; understanding how students differ with regard to 

their learning ability; and understanding and being able to use a variety of 

instructional strategies. In addition to these standards, teachers should understand 
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individual and group motivation and behaviour to create an effective learning 

environment and use their knowledge of effective verbal, nonverbal, and media 

communication techniques supported by appropriate technology to foster active 

inquiry, collaboration, and supportive interaction in the classroom. Moreover, 

teachers should plan instruction based on their knowledge of the subject matter as 

well as the student, community, and curriculum goals; understand and use formal and 

informal assessment strategies; think systematically about practice; learn from 

experience; seek advice from others; and draw from educational research and 

scholarship by actively seeking opportunities to grow professionally. Lastly, teachers 

contribute to a school’s effectiveness by collaborating with other professionals and 

parents. These are the proficiencies that Pennsylvania expects not only as aspects of 

quality teachers, but indicators of a quality teacher as defined by the Pennsylvania 

State Code (“Certification of professional personnel,” 2007).  

The education laws for the state of Florida are contained in a section that does 

not specifically deal with the issues of teacher quality. The legislation of the state 

clearly acknowledges the connection between teaching quality and students’ 

academic achievement. The law recognises that professional educators play an 

important role in shaping the future of the society and the nation by developing the 

knowledge and skills of the future workforce of the country. Professional educators 

also help lay a strong foundation for good citizenship. With these as the background, 

Florida legislators maintain that effective educators should be able to undertake the 

following tasks. Teachers should be able to write and speak in a logical and 

understandable style and read, comprehend, and interpret professional and other 

written materials. They should also be able to compute, think logically, and solve 

problems. There is also an expectation for teachers to recognise the signs of student 

difficulties, patterns of physical, social, emotional, and intellectual development in 

students and be acquainted with student educational needs. They should also use and 

integrate appropriate technology as well as use assessment and other diagnostic 

strategies in their teaching and learning processes. In Florida, teachers need to 

demonstrate their ability to maintain a positive, collaborative relationship with 

students’ families as well as cognise signs of tendencies toward violence and severe 

emotional distress in students. A teacher needs to be able to identify any signs of 

alcohol and drug abuse amongst students and offer assistance designed to prevent 
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future abuse. Furthermore, teachers need to be acquainted with students’ physical 

and behavioural indicators, maintain a positive environment in the classroom, and 

demonstrate the ability to grade student performance effectively. Finally, they should 

be able to demonstrate knowledge and understanding of the value of and strategies 

for promoting parental involvement in education. Florida also requires all teachers to 

complete at least three semester hours of training in Teaching English to speakers of 

other languages (TESOL). This requirement applies to both new and experienced 

teachers; for teachers who provide primary literacy instruction (usually at the 

elementary level), the requirement is 15 semester hours or its equivalent (Florida 

Department of Education, 2001). These indicators from USA are a little different 

from those found to be of importance in the state of Queensland, Australia. The next 

few paragraphs examine these differences.  

Queensland, Australia. Quality teaching aims to cover the use of content 

that is integrated from a set of knowledge disciplines, high intellectual quality, linked 

to students’ prior knowledge and relevant to students’ lives (Zammit et al., 2007). 

The QSRLS indicated that teachers need to shift their focus from basic skills to 

higher order thinking and from minimums to higher levels of expectation, while 

maintaining nurturing and supportive classrooms. Ailwood and Follers (2002) have 

studied the development of professional learning communities for teachers. They 

discuss and comment on the requirements for change in teaching standards, which 

were put forward by the first QSRLS (Lingard et al., 2001), and how effectively 

these would work. These researchers assert that without very high levels of 

institutional, systemic, and sustained support, teachers will be constrained regarding 

their collective responsibility for the level of student achievement that they attain. 

Thus, within Queensland, an example of teacher quality is demonstrable by 

recognising that teachers not only operate within their classrooms but also within 

layers of systemic and school-based constraints and that in order to develop viable 

professional learning, high levels of systemic and school-based leadership and 

support are required. To this end, the QSRLS(2001) suggests that both internal and 

external professional development are necessary and useful for teachers. To support 

this provision, schools need to become learning organisations, where professional 

teacher learning communities play an important role (Ailwood & Follers, 2002). The 

QSRLS clearly equates teacher quality with systemic curriculum change, as 
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exemplified by a New Basics Project and the triadic relationship between curriculum, 

pedagogy, and assessment.  

New Zealand. In New Zealand, a report prepared by Alton-Lee (2003) 

discussed the characteristics of quality teaching. Intending to contribute to the 

development of policy and practice in education, especially involving student 

diversity, such as differing characteristics of ethnicity, socio-economic background, 

home language, gender, special needs, disability, and giftedness, the report listed ten 

characteristics of quality teaching derived from a synthesis of research evidence 

linked to student outcomes. In this era of globalisation, whereby territorial 

boundaries between countries seem blurred, thus facilitating the movement of people 

to and from one country to another, the teaching profession needs to be responsive to 

classroom diversity. For evidentiary purposes, a quality teacher needs be responsive 

to student diversity and simultaneously have positive impacts on both low and high 

achievers.  

The ten characteristics of quality teaching, as identified by Alton-Lee (2003), 

are as follows:  

1. Focuses on student achievement with the inclusion of social outcomes  

2. Enables classes and other learning groups to work as caring, inclusive, 

and cohesive learning communities  

3. Creates effective links between school and other cultural contexts in 

which students socialise to facilitate learning  

4. Is responsive to student learning processes  

5. Provides the opportunity to learn, rather than placing emphasis on 

compliant behaviour or control  

6. Defines multiple task contexts that are supportive of learning cycles  

7. Is the effective alignment of curriculum goals and resources, including 

Information Communication Technology (ICT) usage, task design, 

teaching, and school practices  

8. Provides pedagogy scaffolds as well as appropriate feedback on students’ 

task engagement 

9. Promotes learning orientations, student self-regulation, meta-cognitive 

strategies, and thoughtful student discourse 
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10. Affects the constructive engagement between teachers and students in 

goal-oriented assessment (pp. vi–x) 

Background information about Saudi teacher quality is provided after 

understandings quality teacher characteristics and quality teaching in the United 

States, Australia, and New Zealand. This enables a comparison between teachers in 

developed countries and those in KSA.  

The Kingdom of Saudi Arabia. KSA is looking for an integral and educated 

Saudi community that depends on qualified human capital capable of bringing about 

positive change. Therefore, KSA aims to achieve higher levels of economic 

development through steady and rapid transformation into a knowledge-based 

society. This aim of the Kingdom can be achieved by adopting distinct quality 

education. In order to encourage Saudi citizens’ development, there has been a 

significant change during the last few years in the education sector. This includes 

changes in infrastructure, curriculum development, training, and scholarships as well 

as the Tatweer project and establishing the Public Education Evaluation Commission 

(PEEC).  

Education Reform in KSA 

In the past decades, many reforms and improvement efforts have been 

launched in KSA by the Ministry of Education and other agencies to improve the 

quality of education and resolve educational challenges. The most important reforms 

are the King Abdullah Bin Abdulaziz Public Education Development Project 

(Tatweer) in 2007 and the Public Education Evaluation Commission (PEEC) in 

2013.  

King Abdullah bin Abdulaziz public education development project 

(Tatweer). King Abdullah Bin Abdulaziz Public Education Development Project 

(Tatweer), an Arabic word for development, is one of the greatest and most 

significant reforms launched by king Abdullah Al-Saud in 2007. It is a well-known 

project in KSA, which involves the requalification of teachers and educators, 

curriculum development, and conscientious development of school environments 

(Alshumaim & Alhassan, 2010). The purpose of the project (Tatweer) is to enhance 

educational outcomes in KSA by improving the inputs, of which teachers are a major 

part. Tatweer essentially aims to transform the KSA education system into a modern 
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education system (Alyamani, 2016). This was intended to be realised through 

understanding the international and national experience by visiting international 

educational organisations and learning from their successful overall practices. 

Therefore, the Ministry of Education organised several visits to the United States, 

United Kingdom, Ireland, Austria, Switzerland, Canada, France, New Zealand, 

Malaysia, Singapore, Korea, China, and Japan (Alyamani, 2016).    

Tatweer launched five major programs for education development with the 

purpose of increasing the competitiveness of KSA, building a knowledge 

community, and building an integral system of educational, evaluation, and 

accounting standards. These five programs are: 

1. Continuous professional development for all those working in schools 

2. Enhancement of curricula and learning materials 

3. Enhancement of educational atmosphere to improve learning 

4. Using information technology to enhance learning 

5. Designing extra-curricular activities and student services (Tatweer, 2016) 

The project focuses on school development, because that is where 

improvement and reform efforts can made. The education system in KSA cannot be 

improved without increasing student academic achievement by developing, 

supporting, and empowering schools for all educational system levels (Tatweer, 

2016). Therefore, Tatweer recognises nine factors that support the implementation of 

the new vision of the education system. These factors are: 

1. Authorising education directorates and schools to lead change on the path to a 

new model of school 

2. Improving curricula, teaching, and assessment to enhance student 

achievement 

3. Improving an integral system to professionalise teaching instructions 

4. Improving the governance of education leadership, rewards, and policies to 

confirm sustainability of the new school model  

5. Providing all students with equal support and learning opportunities  

6. Providing all student with early childhood education  

7. Providing a modern educational environment that encourages student 

learning 
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8. Promoting student health, success, discipline, and personality development 

9. Engaging families and community members to support student learning 

(Alyamani, 2016) 

Currently, only 900 schools are implementing the Tatweer project; they meet 

specific standards pertaining to school buildings, facilities, locations, and school 

leadership and team member performance. In the next stage, all public education 

schools will be included in Tatweer (Alyamani, 2016). 

Public education evaluation commission (PEEC). The Public Education 

Evaluation Commission (PEEC) is an independent corporate entity established by the 

Council of Ministers in 2013, which carried out the mission of improving all public 

education stages and aspects. The education system in KSA is comparable to the 

education system in USA. However, all adopted guidelines and procedures were 

formulated and espoused in accordance with Islamic values, traditions, and customs 

(Alzaidi, 2015). PEEC is built on the most successful scientific and systematic 

principles in international practice by developing a global expert education team 

from different countries, such as Poland, Pakistan, Finland, UK, and USA, with 

observance to the Saudi education status. The aim of PEEC is to raise the standards 

of Saudi public education to world-class competitive levels and enhance its general 

quality for the benefit of individual citizens and the wider economic and social policy 

aims of the country. To guarantee institutionalised positive interaction between 

PEEC and public education institutions, it should be based on legislations and formal 

and procedural mechanisms. This will enable it to make a significant jump in the 

education field in accordance with the kingdom’s general vision and policy to 

reinforce KSA’s intellectual capital and support sustainable development. 

PEEC is responsible for evaluating all different school stages rules, 

regulations, licenses, and the necessary criteria. PEEC has 14 objectives:   

1. Building a system to evaluate the main standards and indicators that 

ensure the quality of public education 

2. Building a national framework of qualifications 

3. Building advanced standards for all different school stages, which are 

used to measure the performance effectiveness on both institutional and 

program levels 
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4. Building standards for general education curricula 

5. Evaluating public and private school performance and accrediting them 

periodically 

6. Creating and applying standardised national tests for all different school 

stages 

7. Setting regulations and issuing suitable guidelines that ensure the quality 

of education in all its elements 

8. Setting professional standards and proficiency tests for general education 

employees 

9. Building a system for teacher licensing requirements 

10. Evaluating private and public school programs 

11. Encouraging and supporting research and studies in the evaluation field 

12. Publishing the evaluation results and accreditation performed by the 

PEEC 

13. Publishing scientific journals, periodicals, books, handbooks, and 

brochures in the field of specialty 

14. Evaluating License – specialised institutions conduct the evaluation 

processes (PEEC website, 2016)  

Moreover, 10 main facilities were provided to assist the evaluation process: 

1. Developing a nation-wide framework to ensure that the education 

outcomes are efficiently associated with the job market and the various 

learners’ qualifications are unified  

2. Developing public education quality system to evaluate the quality of 

education by setting quality standards and indicators  

3. Developing the professional license system for those who work at school 

4. Revise and accredit the applied educational programs in schools 

5. Accrediting schools according to PEEC standards 

6. Developing public education curriculum criteria to improve students 

learning content  

7. Evaluating educational organisations 

8. Evaluating the educational programs provided by the Ministry of 

Education and ensuring its efficiency  
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9. Evaluating various school performance characteristics, such as teacher 

performance and student achievement 

10. Evaluating the efficiency of the public education system by gathering data 

from various sources  

Based on the preceding discussion on teacher quality in different countries, 

there is a clear indication that there are numerous characterisations of quality 

teachers and quality teaching. The skills and knowledge required by professionally 

competent quality teachers in the USA are clearly defined in legislation in the USA. 

Although the descriptions or delineations of quality teachers provided by 

organisations, states, and federal entities use different terms to explain and present 

these attributes, they essentially bring to the fore obvious and complementary, if not 

substantially the same, issues regarding teacher quality. A quality teacher in practice 

is one who has mastery or competency above par with regard to the knowledge, 

behaviour, attitudes, and skills required in the teaching profession and in terms of 

their tasks inside the classroom, school, and general community. Overall, a teacher 

fits the description of a quality teacher when they are capable of bringing about 

student learning (Watson, 2005).  

A cursory look at various perceptions of what it means to be a quality teacher 

can provide an understanding of what quality teaching is. However, there are 

multiple frameworks regarding the qualities of effective teachers. In the literature 

review chapter, a general overview of these frameworks will be presented and then, 

the framework adopted for this study will be detailed. The adopted framework 

operates on the premise that a quality teacher may have certain inherent 

characteristics while one can acquire other characteristics through practice. 

Exploring the Study Gap 

The aim of schooling is teaching students to think generally and reasonably 

as well as justify and make connections in particular (Bingolbali & Bingolbali, 

2015), not just provide students with knowledge or concepts. Moreover, teaching 

must help them develop skills and appropriate behaviours that can enable them to 

cope with and serve their society (Noddings, 1995; Hirst & White, 1998). The 

development of individuals and communities depends on the quality of teaching and 

learning (Fisher, 2005). According to Shulman (1999), teachers can convert 
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understanding, desirable attitudes, and performance skills into pedagogical 

explanations and actions.  

In light of the above discussion regarding teacher effectiveness, I argue that 

certain quality factors for effective teachers, in particular among female Saudi 

teachers in girls’ secondary schools, should have priority because they impact and 

enhance teachers to become effective in their classrooms. 

Statement of the Study Problem 

KSA is undertaking large efforts and increasing finance in the educational 

sector to ensure the country’s future development and prosperity, which provides 

evidence of the government’s focus on education. According to an economic report, 

the Kingdom spends a larger segment of its total domestic product on education than 

most wealthy countries (Jiffry, 2013). On the other hand, despite the large spending 

on education, the TIMSS findings show that Saudi students are perhaps not achieving 

as much as they should in mathematics and science, implying that educational 

development still needs to improve, especially in teaching. The priority of the sixth 

five-year development plan in KSA (1995–1999) was education quality. 

Furthermore, the seventh five-year development plan (2000–2004) included the 

importance of achieving quality education through improving teachers’ skills. The 

eighth five-year development plan (2005–2009) aimed to increase the standard of 

higher education and increase the quality of Saudi education. Finally, in the ninth 

five-year development plan (2010–2014), there was a general tendency to work 

towards quality by improving the quality of all teachers (“About KSA: Development 

Plans,” 2014; Almunajjed, 2009). Moreover, teachers are the policy executers and 

the real agents for changing the classroom. Therefore, this study focussed on the 

effective qualities of female teachers in girls’ secondary schools in the capital city of 

KSA, Riyadh.  

Purpose of the Study 

The main purpose of this study is to investigate and identify the most 

powerful and essential quality factors for effective teaching that enhance female 

teacher effectiveness in girls’ secondary schools in KSA. Moreover, it is hoped that 

the findings of this study will raise teacher professional education standards in KSA 

and bring international practices to the Kingdom, enabling reforming the education 
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section (Alnahdi, 2013). Moreover, this could lead to enhanced curriculum standards, 

student achievement, education innovations, researchers, and teaching aids in the 

Saudi educational system.  

Research Question 

The question of this study is: 

What are the most important quality factors that enhance female teachers’ 

effectiveness in girls’ secondary schools in KSA based on ranking these quality 

factors from the most important to the least important? 

Significance of the Study 

This study is significant in the following ways: 

1. This study focuses on the education sector, one of the most important sectors 

in KSA because it has a direct influence on comprehensive development.  

2. This study can help enhance and improve teacher effectiveness. Since 

teachers are educators of future human wealth, proper teaching 

methodologies need to be researched.  

3. This study will help teachers and decision makers direct their efforts and 

focus on the powerful factors that can attain effectiveness.  

4. This study will open the path for more research on the future of education in 

the Saudi context.  

5. This study will provide Saudi educators empirically grounded understandings 

of teacher quality and indicate the key factors for effective teaching. 

6. This study will enable policy makers make decisions based on research-based 

findings.  

Objectives of the Study 

The study seeks to fulfil the following objectives: 

1. Understand the factors that enhance teacher effectiveness. 

2. Rank these factors from the most important to the least important in order to 

help teachers and decision makers direct their efforts. 

3. Identify the main priorities of the ranking factors and provide a sound 

understanding of them. 
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4. The ranked list could be used as an assessment for teachers.  

Contributions of the Study to Existing Knowledge 

The study contributes to practical teaching professionalism in classrooms and 

expands upon previous research outcomes by drawing evidence from Saudi female 

teachers’ perceptions. This is a quantitative study investigating the quality factors for 

effective teaching that enhance female teacher effectiveness in the classroom in girls’ 

secondary schools. Previously, no study has examined the qualities of effective 

teaching in the Saudi context. This study seeks to specify those factors and 

accordingly highlight them for the consideration of decision makers to direct efforts 

and to help Saudi teachers provide effective learning environments. 

This study was motivated by two important concerns. First, it will make a 

contribution towards educational practice in the Saudi context by detailing Saudi 

teachers’ perceptions regarding quality teachers. Second, in the applied context, this 

study will provide additional insights to improve the quality of Saudi teachers and 

help enhance effectiveness in classrooms. The gained knowledge will help Saudi 

female teachers direct their efforts towards improving their teaching and achieve 

effectiveness on the basis of local research findings.   

Researcher Personal Interest and Previous Experience 

As an educational researcher, I am concerned about teacher qualities in the 

context of teacher effectiveness in the KSA. My interest stems in part from my own 

experiences as a secondary school teacher. I worked as a teacher for three years. My 

short experience in teaching has given me awareness of the importance of teacher 

effectiveness. However, when I reviewed research studies that investigated 

enhancing teacher effectiveness among secondary schools, I discovered that little 

research has been done in the KSA context about this important issue. This study is 

thus intended to improve the understanding of the qualities that enhance female 

teachers’ effectiveness in girls’ secondary schools in KSA. 

I am a government-sponsored student and my sponsor required me to 

research the field of teacher effectiveness because it is related to my job practices. 

The Ministry of Education gave me the chance to complete my master’s and PhD 
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degrees in my field. I obtained my master’s degree in Education from Griffith 

University in Queensland, Australia, where I researched teacher qualities.  

Organisation of the Thesis 

This study is organised into eight chapters as follows: 

Chapter One: Contains an introduction, research background from different 

countries, exploring gaps, a statement of the problem, the purpose of the study, 

research question, significance of the study, objectives of the study, the contribution 

of the study to knowledge, the researcher interest and previous experience, 

description of the study quality factors for effective teachers, and the organisation of 

the study. 

Chapter Two: Provides an overview of the study setting, the KSA. It 

highlights the country’s history, culture, and religion and describes the educational 

system and the education administrations of both the Ministry of Education and the 

Ministry of Higher Education. It also presents information about the organisation of 

all educational levels with an emphasis on teacher colleges. Lastly, a chapter 

summary is provided.      

Chapter Three: Presents a review of the relevant literature, a conceptual 

framework for teacher effectiveness, the study framework, and the qualities of the 

study’s framework. 

Chapter Four: Provides a description of the methodologies and procedures 

used in the study. The Statistical Package for the Social Sciences (SPSS) was used to 

analyse the general teacher’s questionnaire, the Analytic Hierarchy Process (AHP) to 

analyse the expert teacher’s questionnaire, and the Pareto Principle technique was 

applied to the AHP results.  

Chapter Five: Presents the general teacher data analysis using the SPSS. In 

this chapter, the study used Descriptive Statistics Analysis to describe the sample, 

Confirmatory Factor Analysis, and Measurement Scale Reliability by using Internal 

Consistency and Item-Total Correlations. The results revealed a new hierarchy model 

consisting of five main quality groups and twenty-one factors, which were used in 

the second phase with expert teachers.  



18 

 

Chapter Six: Presents the expert teachers data analysis using AHP and the 

results of Pareto Principle technique. In this chapter, the new hierarchy model was 

used with expert teachers with the purpose of ranking the factors from the most 

effective to the least effective factor. Then, the Pareto Principle technique was used 

on the ranking list to define 80% of the factors and name the main priorities that can 

enhance female teacher effectiveness in their classroom.  

Chapter Seven: Presents the discussion of the study results, which focus on 

13 main priorities of the quality factors for effective teachers according to the Pareto 

principle results. These 13 main priorities as sequences were Caring, Fairness and 

Respect, Interaction with Students, Enthusiasm and Motivation, Dedication to 

Teaching, Reflective Practice, Classroom Management, Classroom Organisation, 

Disciplining Students, Time Allocation, Teachers Expectations, Planning for 

Instruction, and Instructional Strategies. Each factor of the main priorities was 

supported by the participants perspectives, which was gathered during the data 

collection phases or through open-ended questions. The open-ended questions 

involve participants attractive, and participants agreed on aspects, such as problem 

facing, solutions, and procedures. Moreover, the two questionnaires had the 

following open-ended question: “What is the quality factor that was not included in 

this questionnaire and you think will enhance teacher effectiveness among Saudi 

female teachers in girls’ secondary schools in KSA?” This open-ended question led 

to two additional factors: Attending Workshops and Training and Using a Variety of 

Technology. These two additional factors have been discussed in chapter seven. 

Chapter Eight: The conclusion and the recommendations of the study. This 

chapter contains an introduction, summary of the study, strengths of the study, 

limitation of the study, and conclusion and finally makes some recommendations for 

the Ministry of Education, Saudi female teachers, and future researches.  

Summary of the Chapter 

In this chapter, I have provided a general introduction to the study. Teacher 

quality differs between several international conceptions. Therefore, a variety of 

differences in countries, such as USA, Australia, New Zealand, and the Kingdom of 

KSA, were outlined as a background of this study. Moreover, the problem statement 

showed that the TIMSS findings indicated that Saudi students are perhaps not 
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achieving as they much as they should in mathematics and science because of 

teaching. Further, one of the goals of the ninth five-year development plan in KSA 

(2010–2014) was a general tendency to work towards quality by improving the 

quality of all teachers. Therefore, this study focussed on the effective qualities of 

female teachers in girls’ secondary schools in the capital city of KSA, Riyadh. The 

purpose of the study is to investigate and identify the most powerful and essential 

quality factors for effective teaching. The significance of the study is that it focuses 

on the education sector, helps increase teacher effectiveness, helps teachers and 

decision makers direct their efforts by focusing on the powerful factors that lead to 

effectiveness, paves the way for more research on the future of education, provides 

Saudi educators with empirically grounded understandings of teacher quality, and 

enables policy makers to make decisions based on research-based findings. The 

objectives of the study is to understand the factors that enhance teacher effectiveness, 

rank these factors from the most important to the least important, identify the main 

priorities of the ranking factors, and provide a sound understanding of them. This 

ranked list could be used as an assessment for teachers. Exploring the gap of the 

study, the researcher argues that certain quality factors for effective teachers should 

have priority because they encourage teachers to become effective in their 

classrooms. The contribution to knowledge is practical teaching professionalism in 

classrooms. It expands upon previous research outcomes by drawing evidence from 

Saudi female teachers’ perceptions. The researchers’ personal interests and previous 

experiences were presented as a secondary school teacher who worked for three 

years and was interested in the importance of teachers’ effectiveness. However, she 

discovered that little research has been conducted in the KSA context regarding this 

important issue. This encouraged her to research how to improve the understanding 

of the qualities that enhance female teachers’ effectiveness in girls’ secondary 

schools in KSA. The research question of this study seeks to understand the most 

important quality factors that enhance female teachers’ effectiveness in girls’ 

secondary schools in KSA through ranking these quality factors from the most 

important to the least important. Finally, the organisation of the thesis was provided. 

The following chapter provides information about the study’s setting, the KSA. 
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Chapter 2 

Study Setting: KSA 

Introduction 

This study takes place in the Kingdom of KSA. The sample was selected from 

female teachers in girls’ secondary schools in Riyadh city. As introduced in the first 

chapter, the aim of this study is to identify the most powerful quality factors that 

enhance teacher effectiveness in the classroom. This chapter presents an overview of the 

history and culture of KSA as well as its religion, the relationship between education 

and culture, and information about the education sector. The chapter also provides an 

in-depth explanation of the educational systems before and after the country was united 

by the Saudi government, the types of educational administrators in KSA, and the 

organisation of the education system. Moreover, the education in KSA is unique 

because of the gender segregation rules that were put in place due to the high cultural 

homogeneity built on tribal and Islamic affiliations. Therefore, this chapter also places 

emphasis on feminists in KSA and how the culture, religion, and government view it. In 

addition to the study’s strength, the critiques and weaknesses of teacher effectiveness 

were presented as well.   

Overview of KSA 

The KSA is an Islamic country and the fountainhead of Islam (Oyaid, 2009). 

KSA is a paradox, an ancient country and the homeland for both Arabs and Islamic 

people (AL-Silami, 2010). Moreover, KSA is considered to be a developing country and 

a young modern state that has grown considerably since the mid-20th century in all 

aspects, such as health, education, transportation, and population. KSA is the biggest 

country in the Middle East and is one of the Gulf countries. Additionally, KSA is 

located in South Western Asia and occupies a large proportion of the Arabian Peninsula 

in the heart of three continents – Asia, Africa, and Europe (Al-Gahtany et al., 2001). 

Therefore, KSA occupies an important position owing to its location, along the border 

of the Red Sea and the Arabian Gulf, with the Suez Canal on the north-west border. On 

23rd September, 1932, King Abdul-Aziz Al-Saud consolidated the Arabian Peninsula 

and announced it as the KSA, with that date now being known as KSA’s National Day 

(AL-Silami, 2010).  
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Tucker (2012) indicates that developed countries agree that the quality of a 

country’s teachers is key to high student achievement. Student achievement in Arabian 

Gulf countries is considered to be low because of the teachers in the region (Wiseman & 

Al-Bakr, 2013). This was demonstrated in a 2007 report called the Trends in 

International Mathematics and Science Study (TIMSS), which compared each Gulf 

country to the international mean of USA student achievement in mathematics and 

science (Martin, Mullis, Foy, & Olson, 2007). Therefore, educational policy makers in 

Gulf states responded to this low performance by focusing on teacher quality as the 

main factor for educational reform. As a result, this response has led to the Gulf states 

adopting global educational agendas for teacher standards and empirical measures of 

teacher quality. 

Almost all Saudi citizens are Muslims and the official language is Arabic; 

however, in the medical context, English is generally used. The population in KSA has 

grown dramatically, increasing the demand for teachers as well as additional schools 

and classrooms. According to the Central Department of Statistics’ Demographic 

Survey, the population of KSA in 2014 was 30.7 million – 20.7 million Saudi citizens 

and 10 million expatriates (54.3% male and 45.7% female) (CDSI, 2014). KSA covers 

nearly 2,250,000 square kilometres with its land and sea borders. KSA borders Kuwait, 

Jordan, and Iraq in the north; the Arabian Gulf, Qatar, Bahrain, and the United Arab 

Emirates in the east; Oman and Yemen in the south; and the Red Sea in the west. The 

terrain in KSA is made up of coastal plains in the west and in the east, cold mountains, 

highlands, hot sandy desert. There are no rivers or lakes, and more than 95% of the 

country is desert and semi deserts. 

Additionally, KSA is divided into 13 regions, which include more than 5000 

cities and villages; each region has a Provincial Council system. The capital of KSA is 

Riyadh city, which is located in the centre of the kingdom. Jeddah is the main city and 

port in the Red Sea region in the west of KSA and Dammam is the main city and port 

on the Arabian Gulf in the east. Makkah and Al Madinah (Mecca and Medina) are two 

holy cities located in the west of KSA. Makkah and Madinah make KSA a destination 

focus for Muslim pilgrims from all over the world and have an extended history of 

scholarship, which has influenced a nation of young people in KSA. Pilgrims began 

visiting the two holy cities regularly as part of their religious observance; some decided 

to stay in these holy cities instead of going back to their original cities. 
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KSA takes its place in world economy forums as the richest country in terms of GDP in 

the Middle East and North Africa. The Saudi economy has developed rapidly and 

depends greatly on oil as its main resource of wealth, which provides more than 80% of 

KSA’s national income. The high oil income gives the Saudi Government the 

opportunity to provide their citizens with free health and education. In addition, KSA is 

the undisputed leader of international oil production, providing more than 25% of the 

world’s oil reserves. This makes KSA one of the most important economic and political 

powers in the region. Education in KSA is considered the path to the future security and 

prosperity of the nation; therefore, in 1946, KSA joined as a member of the United 

Nations Education, Scientific and Cultural Organisation. This section has provided an 

overview of the KSA and the next section discusses its history, culture, and relationship 

with religion.  

History, Culture, and Religion of KSA 

In the Arabian Peninsula, human history changed after the ice age, leading to 

agricultural life in the mountain valleys and oases. Further, trade routes across the 

peninsula were crucial to the area’s development. Agricultural goods were transported 

to the Mediterranean Basin, Mesopotamia, and the Nile Valley through these trade route 

networks (for example, almonds, dates, frankincense, and myrrh). In addition, spices 

shipped from India across the Arabian Sea were transported via Asir Province, Makkah, 

and Al-Madinah by caravans to urban centres in the north and west. Moreover, pilgrims 

often stayed in Makkah and Al Madinah because trade has remained important in these 

two holy cities. All these factors, that is, trade routes, transporting goods, and pilgrims, 

make the Arabian Peninsula the heart of the confluence of passers-by, the recovery of 

commerce, and education 

The Islamic Empire was broken into smaller statelets in the 17th century until 

King Abdul-Aziz Al-Saud united the area in 1932. After the Saudi regime was 

established, the country’s infrastructure began to be built, funded through the services 

provided to pilgrims on the Hajj and trade routes. Therefore, the country has witnessed 

much development in terms of roads, health care, housing, universal education, modern 

technology and agriculture, and communication systems. Islam dominates all aspects of 

Saudi lives, including culture, beliefs, and customs. Islam emerged when the prophet 

Muhammad (peace be upon him) unified the tribes of Makkah and Al-Madinah. The 

official language in the Arabian Peninsula is Arabic, which has also played an essential 
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role in developing the peninsula’s culture and contributed to various fields, such as 

medicine, astronomy, literature, and arts.  

The Saudi government is a monarchy based on the Muslim holy book (The 

Quran) and Shariah law. The king is the head of the government and the Council of 

Ministers, which consists of the country’s executive and administrative bodies. The 

government’s rights and responsibilities are laid out in the 1992 Basic Law. Currently, 

the king and prime minister is Salman bin Abdul-Aziz Al Saud. KSA also has 22 

ministries, with each ministry being in charge of a different part of the government, for 

instance, health, finance, defence, and education. There is a Council of Ministers that is 

made up of the king’s advisors, appointed by him every four years. The largest Council 

is Majlis Al-Shura, which has 150 members and represents the cities and districts. 

Before the discovery of oil, Saudi life was simple, without any natural resources or 

economy. People adopted a traditional Bedouin lifestyle. However, the quality of life 

improved rapidly (Al-Garni, 2012) when oil was discovered in 1937. After the Second 

World War, oil was exploited and used to fund a massive national development 

program. This transformed KSA from a subsistence economy to one that facilitated 

continuous high spending and improved a variety of fields such as health, 

transportation, and education. In 2005, KSA was listed as the 149th member of the 

World Trade Organisation, opening the door for the Saudi economy to stand out among 

the rest of the world.  

The Saudi government has recognised the importance of education and invests a 

large amount of its budget in the education sector for the purpose of strengthening Saudi 

academic and human resources. Moreover, education employees as well as those in the 

field of medicine and military are paid the highest salaries compared to other 

professional positions. In 2015, the Saudi government allocated around US $57.9 billion 

(217 SR) for the education sector, which represented 25% of the country’s yearly 

spending. This large budget included new building projects and contributions to existing 

projects – 500 projects rehabilitating existing school buildings, 11 projects rehabilitating 

existing sport centres, completing and rehabilitating college campuses in several 

universities, the opening of three new universities, building new vocational and 

technical colleges, and a scholarship program for higher education (Kingdom of KSA 

Ministry of Finance, 2015). Since 2000, increases in the education budget have 
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indicated the significance of education in developing the country and the government’s 

attention and focus on the education sector (Al-Silami, 2010).  

All Saudi citizens receive free education from kindergarten to university, and all 

schools and colleges are provided with books, transportation, technological supplies, 

and health services, except private schools that have their own fees. Moreover, the 

Saudi government encourages university students to pursue further education with a 

monthly financial support of between US $225 and $250. The government also offers 

scholarships for students to study abroad; for instance, in 2013, more than 148,000 

students received scholarships to complete their studies abroad in 24 developed 

countries including USA, UK, and Australia (Ministry of Higher Education, 2013). The 

Saudi government’s awareness regarding the importance of education to develop the 

country and the fact that oil resources will deplete one day has led to this heavy 

investment in education and the provision of incentives for citizens to continue their 

schooling. Therefore, education is viewed in KSA as the foundation for building a 

knowledge-based economy that will support sustainable development and economic 

growth (Alrashidi & Phan, 2015). 

Within KSA, the Islamic religion and culture are inherently intertwined; 

therefore, it is impossible to understand educational issues without referring to religious 

beliefs and Islamic codes. Al-Shawan (1985) stated that “it is impossible to study 

education in any Islamic nation without considering the close relationship between 

religion and education, because the two are inseparable” (pp. 11–12). This fundamental 

link affects the identity of social and cultural life in KSA. Saudi citizens have unique 

cultural characteristics that distinguish them, such as strong family ties, submission to 

the will of God, and tribal relationships. This means that Islam influences all aspects of 

human life in KSA, including education. Education in Islam is considered a religious 

duty and is equal for males and females.  

Religion and education are seen as inseparable because both have their roots in 

Islamic heritage. According to Burnett and Meacham (2002), “conceptions of quality 

teaching vary with location, time, culture, and the age of the student concerned” (p. 

142). In KSA, education for boys and girls is separate in accordance with Islamic law, 

making it one the few countries that supports a single-sex school system. The single-sex 

school system is based on the values of both the Islamic religion and the Arabic culture. 

Importantly, both sexes receive equal educational quality and facilities, follow the same 



25 

 

curriculum, and take the same annual examinations. This section has provided 

information about Saudi history and government as well as the influence of culture and 

religion in KSA and its relationships with education. The next section illustrates in 

detail the education system in KSA in the past and present.  

Administration of Education in KSA 

Schools and education in KSA, as described previously, are separated into two 

based on gender. Thus, males and females are separated from primary school to college, 

including the teaching staff (Al-Gahtany et al., 2001b). The purpose of this system is to 

satisfy the needs of the society through representing the beliefs, cultural values, and 

ideology of its people. Moreover, it provides a continuation of its Islamic educational 

heritage through basic education for all Saudis by teaching students fundamental 

Islamic principles and preparing them to work in different fields. Moreover, in KSA, all 

education policies, syllabi, textbooks, and curricula fall under government control and 

are uniform across the country.  

The Ministry of Education 

All aspects of life in KSA, such as political, economic, and social rules, are 

based on Islam. Therefore, the education system also faces pressure to participate in the 

economic growth of the nation. Nevertheless, due to KSA’s continuous economic 

growth, the aims and structure of the education system have changed in both general 

and secondary education. The original aims have been retained; however, certain 

aspects have changed in a way that ensures alignment with the developed world. 

Additionally, the curriculum has also been developed several times because of changes 

in the nation’s social and economic conditions in order to fit with the continuous 

progress. The Ministry of Education is currently responsible for the education of boys 

and girls as well as teacher training, junior colleges, providing for special needs 

students, and adult education. The ministry has 42 educational districts that provide 

links between the ministry and local schools. The fundamental aim of the Ministry of 

Education has been to provide essential education for all Saudi students and strengthen 

and emphasis on religious knowledge. This means that the Saudi education system has 

to provide a continuation of its education on Islamic heritage. In fact, the Ministry of 

Education holds all responsibility regarding the educational policy in KSA. For 

example, it is responsible for school infrastructure, including the organisation of 
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construction and maintenance work. In addition, all school equipment, school materials, 

and student textbooks are supplied by the Ministry of Education (Oyaid, 2009). 

From the above, it can be seen that education in KSA is an essential factor to 

enhance the society. In the last decades, the educational development in KSA has 

rapidly improved. Therefore, the Ministry of Education developed a “Ten Year Plan” 

(2004–2014) that laid out the following goals:  

1. Consider the education of kindergarten and four to six-year-old children as 

an independent stage from other education stages in terms of the 

infrastructure and syllabi  

2. Distribute all age categories from six to 18 at different stages of education to 

increase the number of teachers according to the expected needs estimate 

3. Deepen the spirit of loyalty and pride in the country through intellectual 

awareness based on an understanding of the country’s issues to enhance 

teachers’ role in achieving national loyalty  

4. Accomplish advanced posts internationally in the fields of mathematics and 

science through preparing students academically and culturally for various 

age categories and taking international test standards into account 

5. Prepare girls for technical education 

6. Develop the educational system for students with special needs  

7. Develop and enhance Ministry employees’ training in education and 

administration  

8. Improve the internal and external sufficiency of the educational system  

9. Develop syllabi based on Islamic values to develop male and female student 

personalities, aide incorporation into society, and enhance achievement of 

scientific and thinking skills as well as life skills 

10. Improve teacher quality for both male and female teachers by increasing the 

citizens’ rate of joining the education sector and using all Saudi human 

resources, which will help improve teaching and education approaches, 

educational supervision methodologies to develop the education system; 

improve and periodically administer integrated standard tests to teachers, 

build and improve particular standards for teacher performance, and achieve 

a 95% rate of Saudization, i.e., all teachers are Saudi in all education stages 
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11. Meet quantitative and qualitative changes by developing the educational 

structure and renewing the school plan in each stage to substitute the 

government’s school buildings with modern, equipped ones and improve the 

school building facilities in view of the vision of future schools 

12. Develop the infrastructure of information and communication technology 

and employ them in education and learning 

13. Erase illiteracy in male and female adult education 

14. Achieve comprehensive administrative development of the Ministry 

15. Grow social contribution in education to prepare students and teachers for 

participating in the universal scientific forums and conferences 

16. Establish integrated systems for accountability 

The Ministry of Higher Education 

In 1975, the Ministry of Higher Education was established to supervise all 

higher education learning segments in KSA. Before that, universities were also 

controlled by the Ministry of Education. The Ministry of Higher Education supervises 

international academic relations, scholarships, and educational offices abroad. There are 

21 universities in KSA. University students in social sciences or arts spend four years 

obtaining a bachelor’s degree; to obtain a bachelor’s degree in other sciences, such as 

engineering and medicine, students spend five or more years. Universities and teachers’ 

colleges are the main educators of school teachers (Oyaid, 2009). 

Educational System in KSA 

Understanding the education system in KSA requires familiarisation with its 

historical background (Hussain, 2007). Before 1925, there was no organised educational 

system in the Arabian Peninsula. Post 1925, however, there were limited private 

schools, called “Kuttabs”, which were located in mosques. The purpose of the Kuttabs 

was to recite the Holy Quran and teach children Islam through the Quran along with 

simple reading, mathematics, and writing (Al-Gahtany, 2001). Kuttab teachers were 

simple, pious, and had a basic knowledge of the Quran and Hadith (sayings of Prophet 

Muhammad (PBUH)). Moreover, their teaching methods were simple, but they enforced 

harsh discipline. They usually had between 10 to 20 students in a class and received a 

fee per student of between two to five rupees (Sonbol, 2012). 
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In 1925, the Directorate of Education was established, which facilitated the 

establishment of primary schools for boys. On the other hand, girls’ education was not 

chartered by the Directorate of Education and was primarily only provided by rich 

families as private schooling. From that time onwards, the framework of pedagogy, 

which included standards for curricula and education, was formalised. In 1953, the 

Directorate of Education became the Ministry of Education, which continued to provide 

public education for boys. In 1960, the Presidency of Girls’ Education was established 

as a separate and independent organisation to manage all public girls’ schools and 

education. In 2002, the Ministry of Education for boys merged with the Presidency of 

Girls’ Education. The first Minister of Education was Prince Fahad (later, King Fahad).  

In the 1950s, after the discovery of oil and the influence of petrodollars, the 

Saudi government found that there was a shortage of labour that was required to build a 

modernised state. As a result, it employed expert and unskilled labourers to address 

these instant needs. The expert labour came from Western countries, and the untrained 

labourers were from South and Southeast Asian countries (Hussain, 2007). At the same 

time, the Saudi government recognised the importance of training its own citizens to 

build a modernised economy, which was undertaken by improving school systems 

(Hussain, 2007). The government expanded education expenditure and employed 

teachers from other countries, such as Egypt and Syria, increased the number of 

educational facilities, and provided free school equipment, leading to KSA spending the 

highest percentage of its national GDP on education in the world (MOE, 2006). 

Due to the inflow of petrodollars and increased spending on education, the Saudi 

society and education has been greatly transformed in the last 40 years (Al-Gahtany, 

2001). Currently, national education systems have been exploring teacher quality and 

have made efforts in educational reform in KSA. Developing the national educational 

system is also being effectively explored (Wiseman & Al-Bakr, 2013). However, 

academic policymakers, researchers, and reformers in the Gulf are struggling to 

emphasise that improving teacher quality will lead to improved education overall 

(Wiseman & Al-Bakr, 2013). According to a McKinsey and Company report (2007), 

“the quality of an educational system cannot exceed the quality of its teachers” (p. 16). 

In the Gulf system, which includes KSA, primary and secondary teachers are at the 

heart of the debate and research about educational development aimed at raising the 
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quality of education, improving the skills of teachers, and managing school system 

performance. 

The Saudi government has laid emphasis on education for the purpose of 

developing the country, educating and recruiting its citizens to serve the country and 

enhance its quality. In KSA, the education system is divided into two main, separately 

administered systems – the Ministry of Education and the Ministry of Higher Education. 

The next section will provide more information about these two systems.  

The Organisation of the Education System in KSA 

In KSA, education is compulsory for all children aged between six and 15 years 

old. The majority of children study in state schools (public education), which are 

distributed throughout the kingdom in cities, villages, and towns and are divided into 

four stages. Stage one is pre-school for children between three and six years and is not 

compulsory for children. Pre-school prepares children, both boys and girls, for primary 

education. The children spend two years in this stage and enrol at the age of four. 

Consequently, children can start primary school directly without passing this stage. 

Stage two is primary school for children between six and 12 years and consists 

of six years of study. Primary school education is compulsory in KSA, and it is 

considered to be the foundation of the development of all children and the education 

system. Grades one to four are excused from examination and are instead regularly 

assessed by their teachers. The daily primary school schedule has six 45-minute classes 

and the same standard curriculum is studied by both boys and girls but in separate 

schools. 

Stage three is intermediate school for teenagers between 13–15 years, which 

consists of three years of study. The intermediate stage comes after the primary stage 

and aims to raise children’s cultural awareness and Islamic values through faith, mind, 

body, and character. The Word Data on Education (2011) states that “the intermediate 

stage gives the students the opportunity to learn more about culture. The student’s 

abilities are enhanced so that they can make a better choice of their future academic or 

vocational direction” (p. 8). Moreover, this stage takes into account the growth and 

characteristics of the teenage phase.  
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The objectives of intermediate education in KSA are as follows (Al-Gahtany et 

al., 2001a): 

1. Provide children with the values of Islamic education to improve body, mind, 

and soul by instilling respect for social life as marked by fraternity, 

collaboration, and the feeling of duty and responsibility 

2. Teach students skills and knowledge that align with the development of their age 

and stage 

3. Motivate students to search for knowledge through meditation and scientific 

reasoning 

4. Improve, adjust, and refine students’ intellectual skills 

5. Train students to help their societies and country and strengthen their loyalty to 

the Monarchy 

6. Train students to utilise their time towards useful reading, spend their leisure 

time in positive activities, and work toward strengthening and advancing their 

Islamic character 

7. Prepare students for the next stage of life (p. 18) 
 

Stage four is the secondary school for teenagers from 16–18 years and involves 

three years of study (Oyaid, 2009; Hussain, 2007). This stage is important because 

students are prepared for learning in higher education institutions and for real life, 

equipping students with the knowledge and skills they need for employment in the 

labour market and to meet the needs of both individuals and groups in society 

(Alsumbel, Alkhateeb, Metwalli, & Abdelgawad, 1998). In the first year in this stage, 

all students study the same curriculum, and in the second and third year, boys have the 

choice to follow one of the following areas: Islamic and Arabic studies, Management 

and Social Sciences, Natural Sciences, and Technological Sciences. On the other hand, 

girls only have the following two areas as options: Islamic and Arabic studies and 

Natural Sciences. Under the supervision of the head teacher, teachers are responsible for 

preparing the final examinations for all subjects. Students must pass all subject 

examinations to gain high school certification; students who obtain high marks are 

given priority to join university or college (Oyaid, 2009). Secondary schools in KSA 

have highly structured days, with school starting at 7:00 AM and ending at 1:30 PM, 

five days a week from Sunday to Thursday. Every school day is divided into eight 

periods of classes and two breaks. Furthermore, the allocated time for each subject is 
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pre-determined by the Ministry of Education and specifies the number of classes for 

each subject per week. Each period lasts 45 minutes, except the last period which lasts 

for 30 minutes. The first break is for 30 minutes after the third period and the second 

break is for 15 minutes after the sixth period.  

The secondary school stage receives many benefits according to the improved 

and developed curricula implemented in “The General Project of Curriculum 

Development”. The purpose of the secondary school stage is to improve specific human 

resources, instructional design approaches, technical capabilities, and design and 

develop high quality educational curriculum. New curricula aim to improve students’ 

skills, analytical thinking, and encourage students’ creativity to achieve the needs of all 

students (Oyaid, 2009). The secondary school curriculum has been reformed several 

times with the purpose of addressing individual student needs as well as national needs 

under the supervision of educational policy makers and curriculum planners. 

The secondary school stage is the bridge to university; this stage thus has a 

number of major objectives:    

1. Strengthening the faith in God  

2. Increasing students’ abilities and guiding them in a suitable manner  

3. Encouraging students to continue their studies at a variety of levels in higher 

education through providing them tertiary opportunities   

4. Preparing students to work in different fields  

5. Taking care of students through their thinking, coping with emotional problems, 

and helping them achieve a successful future according to Saudi culture  

6. Increasing the positive consciousness of students, so they can face subversive 

ideas and deceptive trends  

7. Instilling good values through useful reading and using free time in activities to 

encourage an extended scope of knowledge and improve students’ character and 

their community conditions  

8. Building solid Islamic families through family solidarity  

9. Creating strength of research via development of knowledge and experience of 

scientific methods, systematic analysis, using reference sources, and practicing 

academic methods (Oyaid, 2009) 

In intermediate and secondary schools, students are evaluated in two steps. Step 

one involves 40% of the final marks being for each student’s work during the semester 
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and in step two, 60% of the final marks is taken from the final examination. Students 

cannot move to the next year level without passing all exams in all subjects. However, if 

an elementary or secondary student fails, examinations are also held during the 

holidays. On the other hand, primary school students are continuously evaluated during 

the academic year without final examinations.  

The education system in KSA is centralised by the administration. The Ministry 

of Education has a curriculum department responsible for the development of 

curriculum and preparation of subject textbooks. Curricula are unified throughout the 

kingdom and textbooks for each subject and every grade must be used throughout all 

schools, both public and private. The academic year is divided into two semesters, each 

with an 18-week period. The first 16 weeks are for teaching and learning and the last 

two weeks for the final examinations. Teachers are required to set exam questions from 

the textbook and students are required to prepare using the textbooks to give these 

exams. Teachers are not allowed to cover any topic not included in the textbooks. 

Details regarding each stage of education are given below. 

Educational Policy in KSA 

The educational policy in KSA (Alexander et al., 2008), states that Saudi 

education should emphasise the flowing:   

1. Reinforce the faith in God, Islam, and the Prophet Mohammad 

2. Enhance and strengthen the Islamic concept of creation, humans, and life, that is, 

the whole world is subjected to God’s laws and must fulfil its responsibility 

without any interruption of misperception 

3. Emphasise that the Muslim life is a phase of work and investment and tomorrow 

is the judgment of the work  

4. Announce that the prophet Mohammad’s message is to ensure pleasure and 

protect people from corruption  

5. Instil the Islamic ideals of a valid human 

6. Create the faith in the human dignity as commanded by the Holy Quran 

7. Support the duty of all Muslims to seek education and the duty of the 

government to provide education in all its stages  

8. Integrate religious education as a fundamental element in all education stages 

and keep Islamic culture as a basic right in all higher education years 
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9. Integrate Islamic trend in all education forms, such as curricula, writing, and 

teaching, which guarantee harmony with sound Islamic thinking 

10. Encourage the use of human knowledge to uplift the level of living and to 

accomplish the human goal in world cultural progression in light of Islam 

11. Enhance complete faith in the Islamic nation and its identity, regardless of 

colour, race, and distance 

12. Teach the national history and its importance, protect the heritage of the Islamic 

religion, and learn from the experiences of our ancestors as a direction for our 

present and future 

13. Strengthen the collaboration among Muslim people to protect them against risks 

14. Respect all general rights guaranteed by Islam in order to preserve law and 

system and achieve good stability for the Muslim society in its religion, spirit, 

family, mind, honour, and property 

15. Call for social solidarity among the society of Muslim nation through 

collaboration, love, and brotherhood; moreover, place general interest over 

private interest 

16. Highlight the belief that God has given KSA special responsibilities: 

a. Protector of the holy places in Islam 

b. Defender of the soil where the inspiration descended on the Prophet 

Mohammad (peace be upon him) 

c. Adopter of Islam as creed, religion, rule, constitution, and path of life 

17. Islamic preaching is the duty of the state and its citizens throughout the world 

18. Strengthen the faith, personality, and body because that leads to strong faith and 

is closer to God’s heart than weak faith (p. 6) 

Feminism in KSA 

KSA has a complex and unique culture because of great cultural homogeneity 

built upon tribal and Islamic affiliations. Besides, women have a special position in the 

society depending upon the Saudi historical, socio-economic, and political conditions. 

Women’s inequality has been traditionally designed in society, and this deep, 

embedded, and complex nature of gender inequality should be taken into account. The 

role of women is basically maintaining the family structure and therefore of society. 

Saudi women were considered as an extension of their male guardians. The first 

appearance of a woman’s identity is in her father’s family identity card. If her father 
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was dead, she is added to the nearest male relative’s card; if she is married, she is added 

to her husband’s card. It is difficult to distinguish between Islamic values and Arabic 

customs. For example, women driving cars is not related to Islamic law but is embedded 

in culture. In this section, feminist theory, feminism in Islam, Quran status, women’s 

position in the Saudi society, and political issues will be detailed.    

Feminist theory. Feminism is not accepted universally and has many different 

definitions (Hurley et al., 2008). Feminism is a social, political, and economic belief 

about the equality between genders. Gender inequality is the focus of feminism through 

women’s social roles, social relations with males, experiences, and the promotion of 

women’s rights. Feminist theory is the movement born from the need to empower 

women around the world (Hurley et al., 2008). Moreover, feminism seeks to create 

gender equality and reveal women’s importance and role in the society, as women in the 

past have been dependent on their male counterparts. Generally, feminists battle for 

gender equality and state that women should have an equal share in societal 

opportunities.  

The philosophical understanding of feminist theory explains the worldview of 

gender inequality. Feminist scholars are known because of the political attention they 

received within protests against women’s oppression. In addition, their scholarly effort 

is viewed as a support to complete the understanding of why and how women’s freedom 

should be achieved. Therefore, feminism direction is both scientific and political. The 

theory defines women’s roles in society, including their feminist politics and 

experiences in different field dialogues. The main significance of feminist theory is to 

describe and analyse the critical opportunities associated with gender inequality. 

Feminism states that women’s position in society is affirmed by institutional and social 

aspects. Furthermore, there are sufficient signs indicating that women have been treated 

as lower citizens. The foundation of feminism is the connection between social 

institutions, which affect individuals’ daily life and the need for social change.  

In KSA, the government fights against gender segregation to ensure that 

education processes change with the major stakeholders and promoting equality by 

institutionalising more female learning institutions. This leads to increasing the number 

of Saudi women attaining higher education. Furthermore, in Saudi society, there is an 

education equity, which is clear through establishing more higher learning institutions 

for women, circulation the curricula for girls’ education institutions and integrating 
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issues and career fields in this society that do not distinguish between male and female 

interaction (Hamdan, 2005).   

Islamic feminism. Feminism in Islam support and work with Islamic value, not 

against them; however, applying feminism in a Muslim society can be challenging. 

According to Margot (2011), feminism in Islamic societies is viewed as a secular and 

western ideology and is therefore, often not supported. Moreover, achieving equality 

among Muslim families is a major challenge for Muslim feminists. Further, Ahmadi 

(2006) explains that in many countries, some level of equality has been achieved, but 

gender inequality in families is still sustained by government laws and Islamic beliefs. 

Religious scholars pressurise society to bend according to their requests about women’s 

position, that is, placing women in the home, which limits and restricts their educational 

and professional levels. Further, they attempt to silence women’s voices in the name of 

Islam and keep them secluded. This is in contrast to what the Islamic history shows, 

where women participated in all aspects of life, politically, socially, and economically. 

Feminism empowers women universally and changes the norm of male 

dominion by requesting the foundation of Islamic feminism to outline Muslim women’s 

roles. Principally, this is required to support women’s rights through social justice and 

gender equality in the Islamic view. Arabian countries, including KSA, were established 

based on the dominion of male bigots and by ignoring women leadership. Currently, in 

KSA, the education system is being restructured, because it supports knowledge, 

achievement, and equality. That was the main agenda in girls’ curricula and for diverse 

fields, such as architecture, medicine, engineering, and other technological fields.  

The core idea in Islamic is expansion of knowledge for Muslim women, which 

is what the feminist paradigm is geared towards. This leads to reducing the male 

progress and perpetuating naturalisation towards the goal of recuperating gender 

equality (Mehran, 2003). Islamic feminist paradigm offers a model for Muslim women, 

where the power of Muslim women stems from their ability to describe their 

educational needs rather than having passive common knowledge and engaging in their 

religious practices, such as (ijtihad) rethinking Islam, without thinking and considering 

their gender (Alhareth, 2015). Therefore, Saudi women are learning the “legitimate 

language”, the religious language, so males cannot challenge them attaining their goals. 

They are studying Islamic law to make them able to speak in the name of Islam, which 

is a powerful way to stab the mouths of religious extremists. This has shaped women’s 
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progress in KSA but not prevented them from pursuing an education. Currently, the 

limitations of education lead to increasing the awareness of the importance of 

knowledge and skills garnered while preparing to implement education system reforms. 

Status of the Quran. Quran is the holy book of the Islamic religion and has 

provided various definitions of Muslim women’s place in the society. For instance, it 

has classified males as superior than women, given men a degree above women in many 

ways, given men a double share of the inheritance, and enabled male dominance by 

specifying gender roles. On the other hand, in in many chapters of the Quran, there is 

justice for woman, such as against female infanticide and abortion being prohibited as 

inhumane. Additionally, in the Quran, men and women must receive the same 

education, which shows equality in education in Islam. Moreover, the Quran explains 

how husbands treat women with kindness and describes men who treat their wives best 

as ideal believers. This is the real understanding of the Quran, which has sadly been 

manipulated to suppress women and enforce male dominance. 

Humankind is equal in the eyes of Allah, and there is no distinction between 

men and women. It is clear that men and women are equal by the essence of righteous 

deeds and righteous Muslim men and women have been described in Quran with 

enormous respect. Historically, Islamic teachings describe women’s role in the 

community as serving the religion through health care, teaching, the military, and 

leadership. Women’s nature was considered as being different than men; therefore, only 

certain jobs, such as teaching and nursing, are open to Saudi women. They work in 

segregated spheres, where they cannot be seen by strange men. Islamic beliefs describe 

equality between men and women based on their physical differences and emotional 

strengths not about the dominance. Therefore, the Quran supports women’s rights by 

letting them make their own decisions regarding things that are suitable for them, but 

societal structure gives men the power. 

Women’s position in Saudi society. In Saudi society, women’s issues and 

gender inequalities are obvious in the education system. They are institutionalised and 

difficult to remove through individual action (Hamdan, 2005). Saudi women’s position 

is complex and difficult to distinguish, because the Saudi society is built around tribal 

and Islamic affiliations. Islamic laws and Arabic traditional norms are mixed and 

companied. In many Arab societies and some Western societies, there is a place for 

women at every level, but they have no power in any position due to their training and 
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education being lower and subordinate to that of men. In western societies, men are 

given a licence to exclude women voices (Smith, 1987); in Islamic societies, religious 

scholars view women as irrational and incomplete beings. This point to an urgent need 

to ignore racial, class, and cultural differences and cross the borders to challenge gender 

inequalities and encourage Saudi women to learn and collaborate with each other to 

overcome male dominance. Further, they must create their own strategies that will help 

them face gender inequality and achieve social justice in all aspects of life apart from 

education.  

Saudi women’s position in society is subject to massive norms of male 

guardianship regardless of age. Accordingly, this phenomenon impacts Saudi women’s 

higher as well as international education. Saudi women’s participation and decision 

making regarding their life or doing things important to them is restricted by their 

family and male counterparts. They are excluded from participating and deprived from 

getting their rights. Thus, enhancing women’s ability by reinforcing their power is 

essential. The power inequity between men and women is not stated in Saudi laws 

because it is embedded in social practice and government structures. Saudi women rely 

on their male counterparts because they lack access to the justice system. This 

imbalance affects women’s education due to the barriers that they face when they wish 

to voice any concerns about the existing education system. Clearly, this signifies limited 

access for women, which needs to be improved. Moreover, the overall freedom of 

women is an important area that is limited, which also needs improvement. For 

instance, Saudi women cannot travel beyond their home, which affects their access to 

overseas education. Further, women’s access to commercial and employment 

opportunities lacks equality; social and religious aspects limit women from managing 

their own wealth. Consequently, women position prevents them from taking up 

education opportunities. Overall, big cities in KSA are less conservative than small 

towns and remote areas, except Riyadh city, which is the capital city and is seen as more 

conservative as the heart of Wahhabism (Wahhabism has been KSA’s dominant faith, 

described as a rigid form of Islam that insists upon a literal interpretation of the Quran). 

In Saudi society, sharia laws and tribal culture define gender roles, which help shape 

women’s position and subject women to gender segregation. According to the 

government poll in 2006, 80% (a majority) of Saudi women are against reforms in 

society (Alhareth, 2015), such as driving or working in the same environment as men. 
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However, a group of women living in the main cities, having attained higher education 

from abroad, or those not pleased with women’s position in society are extremely 

motivated to improve their situation by placing pressure on the government to change 

and improve their position in the community by calling women to drive cars despite the 

government and society laws. As a result, there is some change happening in Saudi 

community with regard to women’s position, such as allowing 30 women to take place 

in the Shura Council during the reign of King Abdullah, encouraging women to move 

forwards.   

Women in KSA differ from other women in Islamic communities, as they get 

less rights and freedom. For example, Indonesian women obtain their higher education 

and work with male counterparts, drive cars, and receive international education or 

employment. This is viewed by the Saudi government and society as a moral decline of 

Indonesian Muslims. In fact, among Islamic countries, KSA has achieved the highest 

economic development of women’s workforce, with 21% of the workforce constituted 

by women, but with limited independence (Alhareth, 2015). This has been caused by a 

transformation in male dominion, permitting equitable resource allocation between 

genders and greater gender parity, and increasing the number of women receiving 

higher education. However, Saudi women still have limited political and social rights. 

Political Issues 

It is essential to identify some important political and social events that have 

contributed to Saudi women’s educational position. The Middle Eastern region, 

especially the Gulf nations, has experienced some major social upheavals. First, the 

discovery and production of oil in the 1930s introduced significant changes in the 

society, such as opening the door for boys and girls regarding education, a trend 

towards education abroad, and changing lifestyles. As a consequence, the structure of 

society was affected by the oil income and had an unimaginable influence on KSA. 

Second, the event surrounding the attempt to seize the holy mosque in Mecca by a 

Muslim extremist who wanted to put an end to Western influence in the country. Before 

the siege, newspapers and magazines were publishing articles on hot topics written by 

men and women. For instance, women’s rights in public life, such as driving cars, 

where they could and should work, freedom, mobility, and appropriate education. Third, 

the Gulf wars – the first Gulf War with Iran and Iraq, the second Gulf War with Iraq and 

Kuwait, and recently, the USA battle against Iraq – has affected Saudi women in society 
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through changes in policies regarding women. Social and political events in KSA have a 

big influence in women’s education and progress. All these events led to an American 

presence in KSA, which began with oil production in 1979. Discovering oil led to the 

establishment of the Arabian American Oil Company (ARAMCO) on the east coast of 

KSA, Dhahran city, were most American companies are located. Most American 

engineers and oil managers brought their families and built western-style houses, 

schools, and compounds. American women practiced life as normal, without any of the 

restrictions placed on Saudi women. They drove cars, shopped in malls, and were 

unveiled, which was all forbidden for Saudi women. This encouraged Saudi women to 

ask for the same rights, and these were placed on a formal level. Moreover, American 

presence was visible during and after the Gulf War of 1990. In Riyadh, the capital city, 

and in Saudi-Kuwaiti borders, American women were seen driving cars. Further, 

Kuwaiti sisters who had fled their country enjoyed the freedom of driving cars, which 

led to change and affected the entire county in different aspects. Furthermore, as a result 

of the Mecca siege, the government’s stance on women rights and role in Saudi 

development was fuelled. Therefore, women’s participation in the notion of 

development was forbidden along with broadcasting images of unveiled women on 

television and women conducting their own business without male representative.  

Upon comparing women’s place in the Saudi society and in the Quran, it was 

found that Quran associates women with many life spheres and raises their status while 

ignoring gender ideology. However, Saudi society and the Muslim world belittles 

women’s achievements by exercising male dominion over female as well as over 

education. In fact, in the Quran, there is no segregation prohibiting intermingling 

between women and men, but women in Saudi society have their own private lives and 

do not mix with men except their relatives. Many practises in Saudi society are not 

supported or linked to the Quran, such as traveling without men, studying, working, and 

marry. Women are required to first gaining authorisation from their male guardian. 

Accordingly, the male guardian role is essential and transferred from one male to 

another. For example, women without male relatives cannot be responsible for 

themselves, and judges become responsible for them. Some practices pertaining to 

capability need to be removed while some need to be improved, such as women’s 

independence when it is not identified as a threat for the family. In many aspects of 

Islamic teaching and in the Quran, gender is equal. However, in Saudi society, some 
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practices are related to cultural reasons more than religion ones, such as driving cars and 

travelling.    

Saudi society is a unique mix of religion and culture; moreover, it gives men the 

power to control women’s capabilities. This leads to women’s education being difficult 

and complicated, with a lot of barriers, because of male authority, which is the opposite 

of what is stated in the Quran. Therefore, women’s status and chance to complete their 

education in society needs to be improved. On the path to achieving good education for 

women in KSA, all women’s issues should be considered by understanding traditional 

role, social structures, and religion. Religion in KSA is vital to understanding changes 

in the society related to women. Moreover, religious scholars influence public policy. 

Therefore, sex segregation is one of the core issues of women’s education. On the other 

hand, this segregation gives women a professional advantage in jobs at women’s 

schools, bank, and universities.   

Critiques and Weaknesses of Teacher Effectiveness Studies and Policies 

The main issue in education is the lack of a suitable method for gauging the 

effectiveness of teachers. Thus, it is difficult for any faculty to establish how effective a 

teacher is and how to improve the situation. Teacher effectiveness can be determined by 

the manner in which teachers produce the required learning results for a particular 

student population. Teachers can be said to be effective if they can achieve the planned 

goals and tasks according to the school goals. Their effectiveness is also referred to in 

terms of their focus on student outcomes. The attainment of learning outcomes mainly 

depends on the students’ background and the specific results that the teacher describes 

depending on the circumstances of the course being taught. It is necessary for 

significant measures of teacher effectiveness to detach the impact of the teacher from 

the other issues that affect the achievement of educational outcomes. Measuring teacher 

efficiency should depend on the definition and the goal of the measurement.  

Examination of learners’ improvement or learning achievement using tests can 

be used to determine value-added indicators of teacher effectiveness. However, these 

only show limited evidence since they do not reflect the wider goal and results of 

education. Determining teacher effectiveness should not be based on student’s growth. 

Effectiveness can be gauged without considering what takes place in class and school. 

Teachers contribute to the success of students and the community in other ways, which 
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are not considered when measuring their effectiveness (Kim, Nimrod, & MacCann, 

2018). Different factors also affect teachers’ effectiveness; these factors can make them 

perform better or fail to deliver as required. The teachers’ effective can be influenced by 

the availability and accessibility of resources, school environment, and the background. 

Thus, their effectiveness cannot be gauged by students’ outcome alone. 

Teacher support can also determine their effectiveness. Teachers have the 

responsibility of providing support to learners in all aspects of development. The 

support given by the teachers depends upon their personality. Not all teachers have the 

personality to offer both personal and general support to students. However, this 

perception does not take into consideration the other factors that influence the teachers’ 

actions. Hence, it is not possible to know why the teachers may not support students 

(Caspersen, Smeby, & Olaf, 2017). This indicates that it is not the teachers’ personality 

that makes them support students; there are things, such as the learning environment, 

that can prevent them from supporting the learners as required (Kim et al., 2018). 

Teachers’ effectiveness should be a focus after all other things have been catered for. 

The school environment should be good enough to support the teachers’ work.  

Effective teachers should be knowledgeable and in a position to impart 

knowledge to the learners. Teachers should undergo training to ensure that they have the 

knowledge and skills required for handling students. Such teachers should provide 

holistic education to the students; thus basing teacher effectiveness only on the outcome 

does not provide meaning to what education is. An effective teacher should cater for all 

aspects of development in learners. Apart from academics, teachers also have the 

responsibility of nurturing learners. For instance, teachers should help learners develop 

physically, socially, emotionally, and spiritually; thus, all these aspects of learning 

should be considered when measuring teachers’ effectiveness (Moss, Kelcey, & 

Showers, 2014). Those assessing teachers’ effectiveness should weigh all these aspects, 

as this will encourage teachers to work on their learners holistically. However, when 

emphasis is only placed on classroom performance, learners may not develop as they 

should, which will affect them and the society as a whole. 

Sometimes teachers’ effectiveness is measured using the learners’ perception of 

them. However, students’ perception may vary and thus cannot determine the 

effectiveness. There are students who may not like their teachers due to the type of 

subjects that they teach. Such students may view the teachers negatively, which may 
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make the teachers appear ineffective in their work. The teachers’ effectiveness should 

be measured based on the improvement they bring about in the school and the student 

and not by how the students perform. 

Another issue that illustrates the weakness of teaching quality measurement is 

the background. Some areas are faced with hardship, such as poverty, war, or famine. 

Teachers from such regions are not expected to deliver like those in good areas. 

Teachers’ effectiveness may be affected by environmental factors that hinder them from 

delivering effectively (Moss et al., 2014). Teachers in such areas cannot be said to be 

ineffective since, even if they try, they cannot deliver like other teachers from other 

regions. Thus, the standard for measuring teachers’ effectiveness should not be 

universal since this will not indicate the reality of efficiency in teaching. Their 

effectiveness should be measured considering the social factors. 

Measurement of teacher effectiveness should not be based only on the student 

performance without considering other factors that might affect learning. Sometimes, 

teachers may not have the required resources to offer lessons to the students; students 

who lack resources may not perform like those who have them. In such a case, teachers 

teaching without teaching material may be better, but the learners’ outcome cannot be as 

high as those who can access them. Before gauging the teachers’ effectiveness, it is 

necessary to check for such factors that might hinder or promote learning in the school 

environment. Apart from the external factors, there are individual differences that may 

also affect the learners’ perception. In such cases, the teacher cannot be blamed for 

learners’ performance since learners are gifted in different areas and not all perform the 

same way. 

Summary of the Chapter 

This chapter highlighted the study setting of the KSA. The KSA is an Islamic 

country that is considered to be a developing country. It is the biggest country in the 

Middle East and is one of the Gulf countries. It holds an important position because of 

its location. Student achievement in Arabian Gulf countries is considered to be low 

because of the teachers in the region, which was shown in the TIMSS report. Therefore, 

educational policy makers in Gulf states responded to this low performance by focusing 

on teacher quality as the main factor for educational reform. All Saudi citizens are 

Muslims and the official language is Arabic. The capital of KSA is Riyadh city, located 
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in the centre of the kingdom. KSA takes its place in world economy forums and is the 

richest in terms of GDP in the Middle East and North Africa. This is an overview of the 

KSA. The history, culture, and religion in KSA play a significant role in the education 

system of the country. Feminism in KSA has been shaped by a mix of religion, culture, 

and history. This leads to women’s rights and freedom being limited because of the sex 

segregation in education. Therefore, feminism in KSA is different than Western 

feminism due to the complexity and conflicts. It is powerful and focuses on systemic, 

structural change to permit women to practice Islam and fight for their place within 

Saudi society. On the other hand, the lack of a suitable method for measuring effective 

teachers was the main issue in education; thus, creating and improving an effective 

teacher is difficult. This leads to the present critiques and weaknesses of teacher 

effectiveness. The human life changed in the Arabian Peninsula owing to the trade 

routes across the peninsula, which were crucial to the area’s development. Because 

KSA is an Islamic country, Islamic aspects frame all Saudis lives, such as culture, 

beliefs, and customs.  

After the Saudi regime was established, the country’s infrastructure began to be 

built in terms of roads, health care, housing, universal education, modern technology, 

agriculture, and communication systems. The Saudi government recognised the 

importance of education and invests a large amount of its budget in the education sector 

for the purpose of strengthening Saudi academic and human resources. Since 2000, 

increases in the education budget have indicated the significance of education in 

developing the country and the government’s attention and focus on the education 

sector. A description of the Administration of Education in KSA was provided. It is 

divided into two main, separately administered systems – the Ministry of Education that 

is currently responsible for boys’ and girls’ education as well as teacher training, junior 

colleges, providing for special needs students, and adult education and the Ministry of 

Higher Education that supervises international academic relations, scholarships, and 

educational offices abroad. Next, educational system organisations were also presented. 

The educational system in KSA requires familiarisation with its historical background. 

The Educational System organisation in KSA is compulsory for all children between six 

and 15 years, and the majority of children study in public schools. The education in 

KSA is divided into four stages as follows: Stage one is pre-school for children between 

three and six years and it is not-compulsory for children. Stage two is primary school 

for children between six and 12 years and this stage consists of six years of study. Stage 
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three is intermediate school for teenagers aged 13–15 and consists of three years of 

study and stage four is the secondary school for teenagers aged 16–18 and involves 

three years of study. The educational policy in KSA was categorised into a variety of 

points, which were presented in advance. The following chapter focuses on the global 

literature regarding teacher quality. 
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Chapter 3 

Literature Review 

Introduction 

Concern over the quality of teachers can be traced back to the early 20th century 

(Gitomer, 2007). From then until now, the concepts of quality teaching and quality 

teachers have been an intense topic of debate worldwide. However, there has rarely 

been any careful analysis on the concepts related to the topic (Crabbe, 2007). In general 

terms, the prevalence of research and academic evidence indicates that effective 

teachers are indeed capable of inspiring students to achieve greater learning gains, 

particularly when compared with other teachers (Dzubay, 2001; Moreno, 2009; Stronge 

et al., 2004). In Chapter 1, I have provided the research background regarding the 

concepts of quality teachers and teaching by answering the questions, who is a quality 

teacher and what is quality teaching? This was answered by examining government 

documents, studies, and reports from four countries – USA, Australia, New Zealand, 

and Kingdom of Saudi Arabia (KSA).  

Effective teacher studies are a hot topic of debate around the word as mentioned 

previously. Therefore, this chapter aims to provide this study with results from other 

studies regarding the topic. With regard to effective teachers, the researcher found many 

studies; I then narrowed down the focus to factors of effective teachers. This made the 

study more effective regarding the study gap, which was illustrated in Chapter 1, which 

is that certain quality factors for effective teacher should have priority. The next section 

will explore the literature regarding definitions of an effective teacher and construct and 

justify the conceptual framework for the current study drawing upon relevant literature.  

Effective Teachers and Conceptual Framework 

Stronge’s (2007) study is one of the presented frameworks adopted as the 

framework for this study but in a different context. Stronge’s study was conducted as a 

meta-review of effective teacher qualities. He constructed a framework containing 26 

research-based qualities organised into six quality domains – prerequisites for effective 

teaching, the teacher as a person, classroom environment, organising for instruction, 

implementing instruction, and monitoring student progress. Each domain has its own 

factors that have been illustrated individually and in detail in the literature review. The 
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review emphasised that Stronge’s (2007) model covers the most comprehensive 

structure and organisation for the qualities of effective teachers and has therefore, been 

chosen and adopted as the conceptual framework for this study. In addition, the 

literature review has shown that Stronge’s framework for qualities of effective teachers 

is correlated to student achievement. Therefore, the literature review was structured 

around Stronge’s framework as the conceptual framework for quality factors of teacher 

effectiveness.  

Teaching is a complex craft, and it is difficult to define attributes of a good 

teacher in a few pages. Nothing is fundamental for achieving good teaching than 

effective teachers. Effective teachers are leaders of the classroom, where they can show 

their effectiveness and success with students. It is important for every teacher to have a 

clear understanding of what teaching practice means. An effective teacher is careful 

about every student being well taught, which will be achieved when an effective teacher 

strives to motivate and engage all students in learning. 

Building positive relationships between teachers and students has been found to 

be a fundamental human need. This relationship grows during the academic year. 

Effective teachers know each student’s interest, development, and progress and treat 

them with respect. Stronge’s (2007) study found that positive interactions between 

teachers and students were effective both socially and academically and showed 

fairness, respect, and caring. This relationship encourages students to focus on positive 

thinking and behaviours and nurtures student efforts and talents. The notion of a 

genuine bond between teachers and students is supported by research and according to 

Wilder (1999), “students thrive where caring relationships are meaningful, purposeful, 

and personal” (p. 357). Furthermore, Garza et al. (2014) stated that students appreciated 

personal interactions with teachers. 

Effective teachers take care about the learning environment, that is, the 

classroom. The classroom is the first place where the teacher meets students and is a 

centre of improvement efforts. The classroom includes students with different levels of 

learning abilities, and it is not fair to treat them all the same or to deprive some students 

of opportunities that are offered to others. Therefore, effective teachers who are fair 

believe in each student’s ability to learn; understand each student’s diverse learning due 

to cultural and background factors as well as abilities; and encourage each student to 

achieve the highest possible level of success by providing all students the same 
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opportunities. Students’ methods of learning must be respected because that is one of 

the most authentic ways to respect students (Lickona, 1996). According to Kyriacou 

(1998), mutual respect is a vital feature in the classroom to create the appropriate 

climate for effective teaching and learning. This creates a safe environment as the most 

important feature of an effective teacher and consists of emotional and physical factors. 

When students feel safe and confident in the classroom, they learn best and attempt new 

tasks.  

Exemplary teachers are ones who care about students, provide assistance to 

every person, and are always there when students need them. Further, exemplary 

teachers love and care about their students and show acute awareness of the significance 

of knowing and connecting with students. This point is comparable to Rodabaugh’s 

(1996) observation that students believe teachers should listen to them, consider them 

carefully, and reply to their ideas; otherwise, the teacher will lose the students’ respect. 

According to Kyriacou (1998), mutual respect is a vital feature in the classroom to 

create the appropriate climate for effective teaching and learning. Noddings (2002, 

2013) supported the idea that moral education is based on teachers caring about their 

students as individuals and showing respect. Therefore, effective teachers treat students 

in a polite manner by respecting them regardless of their ethnicity, race, gender, socio 

economic status, or individual characteristics or abilities. 

Effective teachers have high expectations of the students’ level of learning and 

behaviour and also of themselves. Effective teachers care about their students’ 

achievements by monitoring each student’s progress. Monitoring students can be done 

by providing them regular feedback and giving them valuable information. Moreover, 

effective teachers use techniques in teaching directed towards encouraging students to 

engage and challenge them to achieve their personal best. They use techniques to 

provide students opportunities to learn from sources outside the school environment, 

which are more readily accessible through technology. Besides, effective teachers are 

knowledgeable about their teaching content and skills, which inspire students to love the 

learning. Effective teachers use this knowledgeably with regard to using techniques to 

address different instructions and methodologies, which allows students to improve at 

their own pace. This can be achieved when teachers write clear and direct lesson 

learning objectives that are linked to students’ abilities. These objectives can then be 

used as the basis for designing lessons, assignments, and exams. These are some of the 
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effective teacher factors or characteristics; effective teachers should have a certain 

number of them. A good way to sort these factors is using conceptual frameworks.      

Conceptual framework is the understanding of how certain variables connect 

with each other in the study. A conceptual framework is the “map” of the study and 

helps identify the variables required in the research investigation by pursuing the 

investigation. It is important to pay attention to the current theories and research studies 

that are relevant to the study, because these are the key sources for understanding the 

phenomena. 

Conceptual frameworks can be used for four objectives – to point practice; as a 

foundation of research projects; for pedagogic aims; and in administrative status 

(Fawcett, 1997). Additionally, conceptual frameworks have the advantages discussed by 

Nye and Berardo (1966). First, conceptual frameworks provide appropriate definitions 

of concepts, which lead to accurate measurements. Second, conceptual frameworks help 

and facilitate the researcher by providing an arrangement of ideas. Third, it is important 

for those using the results to understand both the substantive results of the research and 

the essential concepts. Fourth, the conceptual framework enables effective 

communication among international researchers due to the different languages and 

explains expectations and ideas without considering other readers. Finally, conceptual 

frameworks permit clarification of expectations, frames of reference, and implied 

variables.  

Several studies have built conceptual frameworks that organise and classify 

positive teacher behaviours and attributes connected to student achievement. These 

frameworks, regardless of their differences, support a number of research-based 

practices and characteristics of effective teachers. In this section, a sample of these 

frameworks has been presented and discussed. It is difficult for these frameworks to be 

similar because the investigators have used different names for similar behaviours and 

attributes and have different theoretical opinions regarding organising them (Ornstein & 

Lasley, 2000; Stronge, 2007). Nevertheless, despite the variations in the organisation 

and structure of these frameworks, there is significant overlap of content. 

Comparison of Conceptual Frameworks 

Several studies have built conceptual frameworks that organise and classify 

positive teacher behaviours and attributes that are connected to student achievement. 
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These frameworks, regardless of their differences, support a number of research-based 

practices and characteristics of effective teachers. In this section, a sample of these 

frameworks has been presented and discussed, including that of Davis and Thomas 

(1989), Danielson (1996), Hopkins and Stern (1996), Lasley and Ornstein (2000), 

Marzano (2007), Stronge (2007), and Liu and Meng (2009).   

Davis and Thomas (1989) provided a summary of effective teacher behaviours 

by dividing them into three sets. The first set involves behaviours that enhance 

academic engagement. For instance, organising and presenting objectives, classroom 

management skills, teacher expectations, and instructional pacing. The second set of 

behaviours is related to organising learning experiences to enhance the clarity of 

instruction. This set includes checking for understanding, instructional relevance, and 

monitoring student progress. The third and last set involves a wide variety of behaviours 

ranging from providing feedback to caring and respecting students as individuals.  

Danielson (1996), an administrator of the Educational Testing System (ETS) in 

Princeton, New Jersey, outlined the measures perceived by her as being relevant to 

quality teaching. She organised these measures into four domains and clarified the 

components of each domain. The first domain is planning and preparation. Its 

components include the teacher’s demonstration of knowledge of content and pedagogy 

and of the age group, approaches to learning, skills and knowledge, and the 

understanding the interests and cultural heritage of the students. The teacher’s selection 

of instructional goals that have value, clarity, and balance and are suitable to a diverse 

range of students also falls under this domain. This domain also consists of the teacher’s 

demonstration of knowledge of resources for teachers and students, designing of 

coherent instruction using appropriate learning activities, instructional materials and 

resources, utilising appropriate instructional groups and lesson and unit structures, and 

effective assessment of students’ learning using techniques congruent with instructional 

goals, criteria, and standards. The second domain is the classroom environment. This 

domain’s components are the creation of a classroom environment that focuses on 

respect and rapport in both student–teacher and student–student interactions; the 

establishment of a culture for learning, instilling the importance of content and student 

pride in work, and setting expectations for learning and achievement; management of 

classroom procedures, such as instructional groups, transitions, materials and supplies, 

performance of non-instructional duties, and supervision of para-professional and 
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volunteers; management of student behaviour, monitoring behaviour, and responding to 

misbehaviour; and organising physical space safely in a way that enhances the effective 

use of physical resources for learning.  

Danielson’s third domain is instruction. This domain is composed of clear and 

accurate oral and written communication regarding directions and procedures using 

questioning and discussion techniques to encourage student participation; engagement 

in learning through representation of content, activities and assignments, student 

grouping, instructional materials and resources, and structure and pacing of instruction; 

provision of accurate, substantive, constructive, and specific feedback to students in a 

timely fashion; and demonstration of flexibility and responsiveness in adjusting lessons. 

The fourth and the last domain is pertinent to the professional responsibilities of 

teachers. Under this domain, the components reflect upon the practice of teaching – 

maintaining accurate records of student work and progress; communicating with 

students’ families to provide information about the instructional program and individual 

students and to engage families in the instructional program; contributing to the school 

and district’s growth and professional development in terms of enhanced knowledge 

and pedagogical skill and service to the profession; and exhibiting professionalism 

through service to students, advocacy, and decision making (Danielson, 1996).  

Hopkins and Stern (1996) recognised that teachers are at the centre of any effort 

to achieve educational improvement and that any benefits that accrue to students as a 

consequence of educational policies necessitate enabling action of teachers. Hopkins 

and Stern’s framework identifies the collective factors that enhance quality teaching. 

These collective factors are the personal characteristics and attribute of teachers and 

environments within which the teaching is done, that is, the schools, society, and 

education policies. Hopkins and Stern (1996) described quality teachers as possessing 

commitment, love of children, a mastery of subject didactics and multiple models of 

teaching, the ability to collaborate with other teachers, and a capacity for reflection. 

Moreover, they describe the schools that support quality teachers to be characterised by 

a consensus on vision and values, organisations of teaching and learning, which 

implement coherent management arrangements and facilitate formal and informal 

leadership, staff development focused on the workplace, and effective relationships with 

the community. Finally, they indicate that the renewal of the theories of individual 

learning, technologies and new roles for teachers and schools makes teachers’ quality a 
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“moving target” (Hopkins & Stern, 1996). This reflects negatively on policy 

formulation and makes policy formulation more difficult. Therefore, policy 

implementation is strongly mediated and occasionally stymied by the local school 

context. Initiatives to improve teacher quality thus emerge from a variety of sources: 

individual teachers, individual schools, and external policies enacted by local, regional, 

or national education authorities (Hopkins & Stern, 1996). 

Lasley and Ornstein (2000) published a book for pre-service teachers, which 

divided effective teaching into two elements – the art of teaching and the science of 

teaching. The framework they established contained a mixture of degree research on 

effective teaching strategies. Lasley and Ornstein’s framework focuses on the science of 

teaching and details research-based teaching skills, such as developing instructional 

objectives, planning for instruction, grouping students for instruction and assessing, and 

evaluating student work. They discuss that it is difficult to measure the art of teaching 

because it includes behaviours and attitudes, which are not easily noticeable or apparent 

in student achievement for some time. However, the art of teaching includes significant 

factors of effective teaching. Therefore, the authors highlight that effective teachers are 

masters of both the art and science of teaching (Ornstein & Lasley, 2000). 

Marzano’s (2007) teacher evaluation model is based on a number of  previous 

related works including “What Works in Schools” (Marzano, 2003), “Classroom 

Instruction That Works” (Marzano, Pickering, & Pollock, 2001), “Classroom 

Management That Works” (Marzano & Pickering, 2003), “Classroom Assessment and 

Grading That Work” (Marzano, 2006), “The Art and Science of Teaching” (Marzano, 

2007), and “Effective Supervision: Supporting the Art and Science of Teaching” 

(Marzano, Frontier, & Livingston, 2011). All these studies were created from a 

synthesis of research and theory. Therefore, Marzano’s model can be considered as a 

collection of research evidence related to elements that have traditionally been shown to 

be connected to student academic achievement. The model includes four domains;  

1. Domain one: Classroom strategies and behaviours  

2. Domain two: Preparing and planning  

3. Domain three: Reflection on teaching  

4. Domain four: Collegiality and professionalism  

The four domains include 60 elements: Forty-one in domain one, eight in domain two, 

five in domain three, and six in domain four. The defining characteristic of the model is 
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its unique granular approach that allows for specific feedback and guidance to teachers 

that can be provided by administrators and instructional coaches. Finally, the model is 

designed to help teachers systematically improve weakness in their instructional 

practices over an extended period of time (Marzano, 2007). 

Stronge (2007) conducted a meta-review of effective teacher qualities and 

constructed a framework containing 26 research-based qualities organised into six 

domains:  

1. Domain one: Prerequisites for effective teaching, including verbal ability, 

knowledge of teaching and learning, certification status, content knowledge, 

and teaching experience  

2. Domain two: The teacher as a person, including caring, fairness and respect, 

interactions with students, enthusiasm and motivation, dedication to 

teaching, and reflective practice  

3. Domain three: Classroom environment, including classroom management, 

classroom organisation, and disciplining students  

4. Domain four: Organising for instruction, including time allocation, teachers’ 

expectations, and planning for instruction  

5. Domain five: Implementing instruction, including instructional strategies, 

grouping, communication complexity, questioning, and student engagement 

6. Domain six: Monitoring student progress, including homework, providing 

feedback, and using assessment (Stronge, 2007) 

Finally, a qualitative study was conducted by Liu and Meng (2009) on teacher 

effectiveness in China. Open-ended survey questions were given to teachers, students, 

and parents as participants, and a framework was organised around four matching 

themes developed from the data:  

1. Theme one: Teacher ethics, the way teachers interact with students, such as 

being patient, respectful, caring, being responsible, showing fairness, having 

good relationships with students and peers, and being dedicated to what they 

teach  

2. Theme two: Professional skills that relates to particular teaching methods, 

such as being knowledgeable and creative and having effective teaching 

skills  
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3. Theme three: Professional development, that is, continual teacher learning, 

such as engaging in in-service learning and keeping up-to-date with new 

educational theories 

4. Theme four: Teacher effect, which concerns the test scores that students 

achieve  

Moreover, Liu and Meng maintain that the first three categories show 

commonality with American models of effective teachers. The last category is unique to 

China because of the difficult Chinese examination process, which heavily emphasises 

upon test scores. 

It is difficult for previous frameworks to be similar because investigators have 

used different names for similar behaviours and attributes and have different theoretical 

opinions for organising them (Ornstein & Lasley, 2000; Stronge, 2007). Nevertheless, 

despite the variations in the organisation and the structure among these frameworks, 

there is significant overlap of content. For example, all seven frameworks share an 

understanding that effective teachers create classroom environments that enhance 

respect for students. In the same manner, all highlight reflection as a behaviour of 

effective teachers. Furthermore, the systematic review of these frameworks has 

strengthened the claim that teacher behaviours and attributes are qualities of effective 

teachers. The review has also highlighted that Stronge’s (2007) model covers the most 

comprehensive structure and organisation for the qualities of effective teachers and has 

therefore been chosen and adopted as the conceptual framework for this study. Table 1 

summarises the qualities of each model discussed above and demonstrates that 

Stronge’s is the most comprehensive of the seven. 
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Table 1  

Comparison of the Frameworks of Teacher Effectiveness 
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Qualities Factors 

Prerequisites for 

Effective Teaching  

Verbal Ability       

Educational Coursework       

Certification Status       

Content Knowledge       

Teaching Experience       

Teacher as Person Caring        

Fairness and Respect       

Interaction with Student       

Enthusiasm and 

Motivation 

      

Dedication to Teaching       

Reflective Practice       

Classroom 

Environment 

Classroom Management       

Classroom Organisation       

Disciplining Students       

Organising for 

Instruction 

Time Allocation       

Teacher Expectations       

Planning for Instruction       

Implementing 

Instruction  

Instructional Strategies       

Grouping       

Communication       

Complexity       

Questioning       

Student Engagement       

Monitoring Student 

Progress  

Homework       

Providing Feedback       

Using Assessment       

 

This literature review has shown that Stronge’s (2007) framework of qualities of 

effective teachers are correlated to student achievement. Therefore, the next phase of the 

review focuses on the six domains of quality upon which the framework have been 

built. Each domain contains quality factors as discussed below. 

Literature Review 

In this chapter, I present Stronge’s conceptual framework of effective teacher 

qualities. The literature review is a systematic inquiry structured around this adopted 
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framework. In order to adhere to the requirements of scientific research, empirical 

evidence has been rigorously collated and summarised to allow this study to generate its 

own contribution to the ongoing debate on the qualities of effective teachers. The 

literature review has also been based on a protocol so that it may be replicated by other 

researchers if necessary (Hemingway & Brereton, 2009). The protocol used in this 

study consisted of several steps. First, relevant published research evidence, both 

quantitative and qualitative, was identified. Second, the selected materials for inclusion 

were relevant studies and reports. Third, the findings from the included reports and 

studies were synthesised into various coherent categories and themes. Last, the findings 

were interpreted and have been presented as a balanced summary with due attention 

being given to any flaws in the evidence (Hemingway & Brereton, 2009).  

Quality Factors for Teacher Effectiveness 

Focusing on the qualities of effective teachers aims to increase teacher 

performance in teaching and student learning opportunities. The growing research on 

teacher effectiveness supports the notion that characteristics and behaviours matter in 

teaching in terms of teacher achievement. The qualities of effective teachers put forth by 

Stronge (2007) include characteristics dealing with the teacher as an individual and as a 

professional as well as focusing on aspects of teachers’ job responsibilities and 

practices. The following sections explore each quality in detail and discuss the 

indicators and factors relating to each domain.   

Prerequisites for effective teaching. In the present day, there is a lot of 

discussion regarding how to recruit and train teachers (Stronge, 2007). Many decision 

makers in the education field have sought to determine whether traditional pre-service 

programs prepare teachers to maintain excellent instructional programs that enhance 

student achievement (Stronge, 2007). The purpose of devising alternative programs that 

recruit and prepare teachers has enabled researchers to compare the effectiveness of 

teachers from different styles of preparation backgrounds. The foundation of teachers’ 

abilities to educate and adapt to changes positively within the complexities of classroom 

environments is usually established through their individual abilities and experiences 

(Stronge, 2007). Accordingly, individual abilities and experiences can be highlighted as 

prerequisites. These prerequisites are competencies that are acquired and demonstrated 

before teachers start teaching at school. Prerequisites of effective teaching are 

frequently considered in relation to novice teachers, and the focus is on the impact of 
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background and professional training on teacher effectiveness. In fact, prerequisites 

reflect the accumulated competencies and experiences novice and experienced teachers 

bring to the classroom. It is important to note that the prerequisites of effective teaching 

do not include the personal characteristics of effective teachers. The ‘Prerequisites for 

Effective Teaching’ as a quality domain has five factors – verbal ability, educational 

coursework, certification status, content knowledge, and teaching experience. 

Definitions, descriptions, and examples of these factors are provided in the sections 

below; capable and effective teachers base their teaching on the majority of the 

following teacher abilities. 

Verbal ability. Verbal ability is usually defined as the ability to write and speak 

well; put ideas into words, both oral and written; and have a strong vocabulary with the 

ability to choose appropriate words that help deliver the nuances of meaning to students; 

and arrange words in logical ways (Andrew, Cobb, & Giampietro, 2005). Through 

words and actions, teachers can connect with their students. Effective teachers’ verbal 

ability form high communication skills that enables them to communicate meaningfully 

with their students, both individually and collectively. Teachers with high verbal ability 

can communicate ideas to students more effectively in a clear and convincing manner 

(Stronge, 2007). 

Verbal ability has been connected with students’ achievement. Over several 

decades, investigators have explored the relationship between teacher ability and 

student achievement as indicated by teachers’ scores on aptitude tests, such as the 

Graduate Record Exam (GRE) or Scholastic Assessment Tests (SAT) (Stronge, 2007). 

Some of these studies have shown that a high level of verbal ability has a positive 

impact on student achievement; this is seen as an indicator of teacher effectiveness 

(Darling-Hammond, 2000; Hanushek, 1971). Likewise, Rice (2003) takes note of the 

established correlation between teachers’ own test scores and student achievement. It 

has been found that tests that assess the verbal abilities of teachers indicate a connection 

between effective verbal communication skills and high levels of student achievement. 

Studies have also shown that state mandated tests of basic skills and/or teaching abilities 

are less consistent predictors of teacher performance (Rice, 2003). However, some other 

studies have shown no association beyond the level of basic skill knowledge (Darling-

Hammond, 2000; Hanushek, 1971). The Abell report entitled “Teacher Certification 

Reconsidered: Stumbling for Quality” (2001) has provided key arguments about aspects 
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of quality teaching. The report maintained that backgrounds and attributes that 

characterise effective teachers are more likely to be found outside the discipline of 

schools and education. Further, the teacher attribute found to be most consistently 

related to raising student achievement was verbal ability (Walsh & Podgursky, 2001). 

Perhaps not unexpectedly, in many cases, teachers’ high verbal test scores did not just 

associate with measures of teacher effectiveness because the relationships are complex 

and there are usually a range of confounding factors (Darling-Hammond, 2001).  

Moreover, the relationship between teacher effectiveness and teachers’ verbal 

ability is not new (Hanushek, 1971). One teaching skill that previous studies have 

consistently determined to be related to student achievement is verbal ability, which has 

been hypothesised to be a more sensitive measure of teachers’ effectiveness as it is 

related to the movement of ideas in clear and convincing ways. In fact, researchers 

claim that verbal ability is one of the most important characteristics of effective 

teachers, because without communicating the idea and concept precisely, student 

outcomes will not be achievable (Goldhaber & Brewer, 2000). Nevertheless, in general, 

successful communicators are effective teachers and a positive relationship has been 

found between student achievement and teachers with high verbal ability. Therefore, 

teachers who perform well on basic skill tests tend to be able to encourage their students 

to do better on academic measures (Hanushek, 1971).  

Educational coursework. Educational coursework describes the courses that 

teachers take as part of their preparation program or postgraduate work in order to 

obtain their teaching certification. However, educational coursework does not stop after 

teachers start their job because teachers must continue to develop their professional 

skills and knowledge by taking graduate classes in education, engaging in professional 

development opportunities, and attending conferences. If teachers fulfil job 

requirements, such as completing teacher preparation program or obtaining teaching 

certificates (Sass, 2011), they can enhance student learning in their classrooms (Stronge, 

2007). A positive relationship occurs between student achievement and teachers who 

engage in professional development opportunities, for instance conferences and 

workshops (Hanushek, 1971). According to Ferguson and Womack (1993), educational 

coursework is a stronger predictor of teacher effectiveness than grade point averages 

and test scores.  
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The American National Council on Teacher Quality (NCTQ) maintains that 

established training courses, taken before teaching, have little impact on the 

effectiveness of the teachers. Teacher preparation programs have been found to reflect 

the eventual cognitive ability of a teacher. Studies suggest that the selectivity or 

importance of the institution that trains the teacher has a positive impact on student 

achievement, especially on secondary level students (Rice, 2003). Moreover, Steiner 

(2003) argued that educational policies have taken varying forms. For example, in USA, 

to ensure there are highly qualified teachers in every classroom, some states have 

strengthened their traditional teacher-preparation programs and developed systems to 

and hold those programs accountable. An example of these programs is the requirement 

that teachers pass a subject-knowledge test or major in college in the subject(s) that they 

teach before they receive their teaching license.  

Hence, pre-service education courses may help some aspiring teachers to be 

more effective than they would have been otherwise. However, there is no evidence to 

support policies that prevent individuals from becoming a teacher just because they lack 

such coursework and, by implication, other credentials or experiences may add just as 

much or more value. Along the same line of contention, it has been argued that the 

traditional routes to teaching do not seem to produce more effective teachers than other 

pathways.  

Teacher preparation has a variety of formats, from traditional four-year college 

elementary programs to postgraduate alternative programs. The common factor is 

methods classes that train future teachers on how to bring subject matter and skills into 

quality learning experiences, instruction, and assessment strategies along with 

discovering how students learn (Scherer, 2001). Furthermore, teachers who have not 

prepared for teaching agree that education majors are better at lesson planning, 

classroom management, and instructional differentiation (Ferguson & Womack, 1993). 

Therefore, teachers who graduated from five-year programs are more effective than 

teachers who graduate from four-year education programs (Darling-Hammond, 2000). 

Educational methods courses have been positively related to student achievement in 

mathematics and science. For example, education methods courses for mathematics 

teachers have more powerful effects on student achievement than courses in the content 

area (Monk, 1994).   
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Cochran-Smith and Fries (2001) observed that two distinct policy agendas have 

emerged not only in Australia but also in other parts of the world concerning what 

should be done to bring about improvement in the quality of teaching. The second 

agenda is to deregulate the preparation for teachers. The second agenda has been 

pursued in USA and the UK. It has reduced the monopoly of teacher education 

institutions over professional teacher preparation and directed funding for teacher 

education to other authorities – primarily schools themselves. The basic presumption of 

the advocates of this agenda is that university-based teacher preparation programs have 

been out of contact with schools and failed in preparing teachers adequately for the 

reality of classrooms. Moreover, teacher preparation in schools has established strong 

classroom management skills and increased understanding of how to align content with 

student needs (Ferguson & Womack, 1993). Using concrete measures, the UK 

government has assumed control over all aspects of teacher education and moved the 

amount of time allocated in teaching courses for teacher preparation within schools 

from fifty to seventy per cent.  

Teachers’ coursework is maintained to be an equally essential factor. Teacher 

coursework in both the subject area and pedagogy contributes to positive education 

outcomes. It has been established that pedagogical coursework seems to contribute to 

teacher effectiveness at all grade levels, especially when combined with content 

knowledge. The importance of content coursework is most pronounced at the high-

school level. When studies in a specific field and the experience component of teacher 

education are not designed to reveal causal relationships, they suggest positive effects in 

terms of opportunity to learn the profession and reduced anxiety among new teachers 

(Rice, 2003).  

Certification. In many countries, individuals must have a certification to teach in 

a public school. This certification must be gained or accepted by the state in which an 

individual wishes to teach. Traditional certification is attained through completing an 

approved program at an accredited college or university (Mueller, 2012). Since 1839, 

when the first public school was established in Lexington, Massachusetts in USA, 

teacher education has changed extensively with the education and training requirements 

for teachers increasing (Angus, 2001). As a result, in the late of 20th century, USA had 

the highest levels of education in the world with 40% of public school teachers holding 

a master’s degree (Angus, 2001). However, NCTQ puts forward that advanced degrees 
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do not actually make teachers more effective, and it has been found that a master’s 

degree does not necessarily enhance teacher quality. This raises the issue of teachers’ 

pay based on qualifications and not necessarily on being an effective teacher. 

Furthermore, a variety of studies have found that factors, such as mathematics licensure 

test scores, mathematics certification, undergraduate or graduate degree in mathematics, 

and mathematics-focused professional development, have some relationship with 

student scores (Hurst, 2004).   

Certification and licensure are important and debated issues that are also 

connected to the educational preparation of teachers. Teacher certification status is 

linked to educational background, content knowledge, or pedagogical test scores. The 

certification that schools require is an important step in ensuring quality teaching 

(Darling-Hammond, 2001; Wayne & Youngs, 2003). Currently, the National Board for 

Professional Teaching Standards in America is the most well-known organisation that 

uses performance-based accountability. Receiving National Board certification means 

passing a multi-part assessment that includes evidence of teaching performance. The 

National Board does not certify all teachers – only those who have confirmed 

outstanding performances through their assessment policy. The results from one study 

of National Board-certified teachers indicated that 75% of students taught by certified 

teachers grasped concepts compared to only 30% of students taught by teachers without 

National Board certification (Schacter, 2001). 

Teacher certification has also been listed as a factor of effective teaching by 

Rice (2003). Research has demonstrated a positive effect of certified teachers on 

secondary level mathematics achievement, particularly when the certification is in 

mathematics (Baumert et al., 2010). The Abell report examined 150 studies from the 

past 50 years of research in this area and explored the relationship between teacher 

preparation and student achievement. It concluded that teacher certification is neither an 

efficient nor an effective means by which to ensure a competent teaching force, which 

means that it is often counterproductive. Moreover, Tournaki et al.’s (2009) report 

reviewed a number of studies (Boyd, Grossman, Lankford, Loeb, & Wyckoff, 2006; 

Goldhaber & Brewer, 2000) and also found no differences in student achievement based 

on teacher certification.  

Personal attributes of quality teachers are part of professional standards and 

certifications that establish expectations of what teachers should know, understand and 
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be able to do both when they are initiated into the profession and throughout their 

professional careers (Santiago, 2005). In other words, these certifications or licensing 

serve to measure teachers’ qualifications, combining aspects of knowledge about the 

subject matter and about teaching and learning (Darling-Hammond & Youngs, 2002). 

Therefore, quality teaching is positively served by these standards and certifications, 

even though they vary from one place to another. 

There are several reports, laws, or standards that have been derived from USA, 

which have a bearing on the definition of quality teacher certification. To begin with, in 

USA, the federal “No Child Left Behind Act” of 2001, particularly mandates that every 

teacher of core academic subjects, working in a public school, must be highly qualified.  

Moreover, as mentioned before with regard to the educational coursework 

factor, Cochran-Smith and Fries (2001) observed two distinct policy agendas. The first 

agenda was to improve the professional status of teachers by professionalising teaching 

and teacher education courses. In effect, it lobbied for higher status and pay schemes for 

teachers, improved opportunities for professional development, and higher levels of 

formal educational qualifications (Watson, 2005). The “Ramsey Report” in New South 

Wales, Australia also emphasised the need to develop a professional structure that better 

defined the roles of universities and employers pertinent to educating teachers and to 

cultivating leadership and a professional culture among teachers (Ramsey, 2000). 

Nevertheless, a number of studies have defended traditional certification and 

mentioned the need to continue proven practices, including professional training, 

subject-matter knowledge, and high levels of pedagogical training (Darling-Hammond, 

2000). Their argument is that these skills are best developed through a traditional 

teacher-education program. They further confirm that the delivery of quality instruction 

in the classroom is collaborated by alternative preparation programs. However, 

supporters for alternative certification programs maintain that many talented and 

potentially successful teaching candidates who possess high levels of subject matter 

knowledge can improve the quality of teaching if allowed to enter the classroom 

without the completion of the traditional certification process (Mueller, 2012).  

Content knowledge. Researchers investigating teacher effectiveness have 

identified strong content knowledge as an essential factor in teaching performance 

(Stronge, 2007). The idea that teaching performance is positively affected by subject-
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matter knowledge is, however, not surprising in and of itself. Nevertheless, teacher-

preparation programs that focus on content-knowledge acquisition and ignore 

pedagogical coursework are less effective in preparing teachers than programs that offer 

both content and pedagogical knowledge.  

Competence in content knowledge has been given high priority in a study 

surveying educational stakeholders regarding teacher effectiveness (Johnson Jr, 1997). 

Subject-matter knowledge helps teachers go beyond textbook content and involve 

students in useful discussions and better, student-directed activities. Some scholars 

debate that the definition of subject-matter proficiency must include the ability to 

convey and teach content to others along with a deep understanding of the concepts and 

ideas being taught (Peart & Campbell, 1999; Stronge, 2007). Moreover, a strong 

background in content and subject matter supports teachers in planning and organising 

lessons that are sequential and interactive. The importance of subject-matter knowledge 

in describing effective teaching can be seen through students’ achievement, teachers, 

principals, and school board members (Monk, 1994). In specific subjects, such as 

mathematics and science, student achievement is positively related to content-area 

preparation and teachers with higher subject-matter knowledge tend to ask higher level 

questions that engage students in the lesson (Wenglinsky, 2000). Moreover, deep 

content-area knowledge is a teacher attribute that is believed to have a positive impact 

on student achievement. Goldhaber and Brewer (2000) found that this is specifically the 

case for mathematics teachers and their students. Accordingly, in the areas of secondary 

science and mathematics, higher student achievement is connected to teachers who have 

a major or minor in their content area (Wenglinsky, 2000). Teachers’ instructional 

practices are also affected by content knowledge (Kleickmann et al., 2013). Studies 

focusing on student achievement results have generated a demand for K-12 teachers to 

be better prepared to teach basic concepts in mathematics and science.  

Currently, professional associations produce publications and position 

statements that show an obvious emphasis on the importance of content knowledge for 

mathematics and science teachers (Moyer, Packenham, & Westenskow, 2012). For 

example, well-qualified mathematics and science teachers are defined by the Council of 

Scientific Society Presidents (2004) as knowing and understanding mathematics and 

science profoundly. In addition, there are numerous recommendations for elementary-, 

middle-, and high-school mathematics teacher published by the Conference Board of the 
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Mathematical Sciences (2001) that emphasise the mathematics coursework preparation 

standards. The National Council of Teachers of Mathematics (NCTM) and the National 

Science Teachers Association (NSTA) emphasise the importance of mathematics and 

science content knowledge and expertise (NCTM, 2005; NSTA, 2004). 

Teaching experience. Teaching experience matters in teacher effectiveness and 

can lead to positive student outcomes. From the list of measurable characteristics that 

have been isolated for study and research, teaching experience has consistently been 

linked to higher student achievements (Esch et al., 2005). It may be true that older 

teachers stop growing and learning and may grow tired in their jobs, but it has also been 

found that the benefits of experience may interact with educational opportunities. This 

means that veteran teachers belonging to a setting that places emphasis on continual 

learning and collaboration can continue to improve their performances (Darling-

Hammond, 2000).     

Rice’s (2003) broad categories of teacher quality include teacher experience as 

the first category. The definition of teacher experience varies greatly across the limited 

literature. Novice teachers are clearly defined as those with little or no classroom 

experience; for example, student teachers or teachers who have less than two years of 

teaching experience (Gatbonton, 2008). It is more complex to define experienced 

teachers. They might be defined by teachers and administrators as those who have 

taught for several years and are capable of motivating students, grasping their attention, 

managing their classroom efficiently, and changing the course in the middle of the 

lesson to take advantage of unexpected opportunities to increase student learning (Jay, 

2002). However, in the literature, the definition of experienced teachers generally 

depends on the number of years taught. Overall, most studies have identified 

experienced teachers as those who have around five or more years of classroom 

experience (Gatbonton, 1999; Martin, Yin, & Mayall, 2006; Richards, Li, & Tang, 

1998; Rodriguez & McKay, 2010; Tsui, 2003, 2005). 

Experienced teachers differ in their experiences and gain these differences 

through actual experiences, classroom practice, and time. These teachers usually have a 

greater archive of methods to monitor students and create flowing, meaningful lessons. 

Experienced effective teachers are experts because they know the content and their 

students, use efficient planning strategies, practice interactive decision making, and 

embody effective classroom management skills. They often do not need to employ 
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multiple strategies before they can find one that achieves good learning outcomes. 

Experienced effective teachers can do more in less time than novice teachers (Stronge, 

2007).  

Basically, the findings of empirical research on teacher experience are varied. 

Several studies have found a positive effect of experience on teacher effectiveness, 

especially the “learning by doing” effect, which is most obvious in the early years of 

teaching (Rice, 2003). Studies investigating the effects of teacher experience on student 

learning have argued for the link between teacher effectiveness and years of experience 

(Nye, Konstantopoulos, & Hedges, 2004). Scholars have also indicated that teachers 

transform from novices to masters at different rates, and it can take from five to eight 

years to master the art, science, and craft of teaching (Darling-Hammond, 2000). In 

addition, it has been acknowledged that teachers in the first year of teaching often 

perform slowly and only slightly better in the second year of teaching (Steven, Rivkin, 

Hanushek, & Kain, 2005). Moreover, the NCTQ holds that a few years of experience 

make a teacher more effective. In general, novice teachers produce smaller learning 

gains in their students than their more seasoned counterparts; most studies maintain that 

teachers need at least five years to grow in their effectiveness in carrying out their 

pedagogical responsibility (Hurst, 2004). However, Tsui (2003) argues that the number 

of teaching years does not guarantee expertise as a teacher. Some experienced teachers 

can be considered experts while others experienced non-experts (Tsui, 2003). 

Therefore, the number of years that a teacher spends in the classroom does not 

necessarily indicate whether they are an expert. To consider teachers as experienced, 

one study recommends considering the ability to apply book knowledge from pre-

service training to both common and exceptional classroom situations being visible 

(Bucholz, 2010). The ability to improvise is a more common characteristic in 

experienced teachers than beginner teachers (Cohen, 2011). In addition, flexibility and 

adaptability are more important for energetic classrooms than a well-written lesson plan. 

In fact, effective teachers can go beyond the plan with ease, whereas novice teachers 

hesitate to deviate from a plan (Stronge, 2007). Teaching experience plays an essential 

role in teaching efficiently and leads to generating an effective classroom.  

Teacher as a person. Most current studies examining teacher effectiveness have 

concentrated on teacher behaviours related to student achievement (Stronge, 2007). 

Moreover, Stronge indicated that the essential factors of effectiveness are instructional 
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and management processes. However, teachers’ effective characteristics and positive 

social and emotional reactions are more effective in student achievement than 

pedagogical practices. Some characteristics, such as love for students, love of work, and 

intimate communication with students and colleagues, create a feeling of happiness. 

Teacher happiness affects the classroom environment and student achievements 

positively and the psychology of teachers is linked to student achievement (Noddings, 

2005).     

Teachers’ personal qualities are described as “fuzzy” variables (Williams, 2010). 

However, there is evidence of teachers’ fairness, levels of care, and enthusiasm are 

strong in influencing student learning outcomes. Marzano and Marzano (2003) claimed 

that there was a misconception about the personal qualities of effective teachers and 

cautioned that effective teachers are not described based on their acceptable 

personalities or by the degree to which students love them. Rather, effective teachers 

demonstrate behaviours that positively influence student learning, such as honesty, 

dedication, and caring. In fact, the ways in which teachers interact with or observe 

students influence the learning atmosphere. Walker’s (2008) study identified the 

qualities of effective teachers by analysing who had the greatest influence on pre-

service teachers’ lives. He summarised his findings into twelve qualities of effective 

teachers, which took over 15 years to obtain. Nine of the twelve qualities reflected 

personal qualities, which means that these teacher qualities have sufficient impact on 

motivating students (Walker, 2008). Moreover, Stronge's (2007) framework indicates 

that personal qualities are linked to student learning achievement. The following 

sections illustrate an effective ‘Teacher as a Person’ through different factors such as 

caring, fairness and respect, interactions with students, enthusiasm and motivation, 

dedication to teaching, and reflective practice.  

Caring. Effective teachers care about their students. Caring is a broad 

expression that involves the different ways teachers can show students they care about 

them. Caring means an action of bringing out the best in a student through affirmation 

and encouragement (Peart & Campbell, 1999). Students’ learning achievements can be 

increased when they are taught by well-prepared teachers who incorporate their content 

knowledge and instruction with a profound sense of caring about the students. Teachers 

send different verbal and nonverbal messages to students, which communicate their 

levels of competence, trustworthiness, and caring (Teven & Hanson, 2004). Moreover, 
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students link teacher caring behaviours to teaching competency (Teven, 2007); teachers 

who display such behaviours encourage students to undertake greater effort toward their 

schoolwork (Lumpkin, 2007). These behaviours consist of encouragement, academic 

support, interest in students as individuals, listening, and building relationships (Cassidy 

& Bates, 2005; Ferreira, 2000; Hayes, Ryan, & Zseller, 1994; Lumpkin, 2007; 

Noddings, 2006).  

Several studies have described effective teachers as warm, friendly, and caring 

(Colker, 2008; Stronge, 2013; Walls et al., 2002). Caring is displayed through 

behaviours (Noddings, 2005). Students observe caring behaviours in terms of the 

behaviour that teacher displays toward the student. These behaviours represent 

relationships and are not often centred on content or curriculum (Ferreira, 2000). The 

perspectives and contexts that each factor brings to the exchange also carry the meaning 

of caring. For example, when a teacher displays behaviours that they think demonstrate 

care, but students do not interpret these actions as caring, the behaviour fails to be 

transfer (Ferreira, 2000). Therefore, caregivers and the cared-for distinguish certain 

caring behaviours as being important. Caring behaviour can also be affected by culture, 

ethnicity, and socio-economic conditions, which means that there are differences 

between minority and non-minority students’ rating of certain teacher behaviours 

(Hayes et al., 1994). For instance, African-American students described teachers who 

encouraged competition in the classroom as less caring than those who promoted 

interdependence. These findings show that caring, to some measure, is a cultural 

construct. Accordingly, teachers must recognise the cultural context of their actions in 

order to effectively convey to students that they care for them. 

Effective teachers also listen to their students to show that they care about them, 

either in the classroom or in general life (Stronge, 2007). Teachers actively listen when 

they pay attention and understand what the students are saying. Teachers understand 

their concerns and questions and are highly valued by students. By showing they care, 

effective teachers can bring a better life to students. Researchers have found that 

children like teachers who are kind, gentle, and encouraging because children need to be 

supported (Stronge, 2007). Students need teachers to listen to students’ perspectives and 

help them solve their problems (Noddings, 2013). Further, students are interested in 

teachers who respect them and share their own personal lives or experiences (Goodison, 

2013). However, listening and understanding is not enough to show care towards 



67 

 

students. Effective teachers must know their students individually, for example their 

personalities, likes and dislikes, and personal circumstances, as these factors can affect 

student behaviour or achievement. Effective teachers express their care through 

listening, understanding, respecting, and knowing their students. Several reasons 

encourage teachers to take care of their students – first, because they are human and 

second, because they are students. Moreover, caring teachers establish relationships 

with students that improve their learning progress (Peart & Campbell, 1999).   

Students report good feelings and positive attitudes about school when they have 

teachers who care about them (Cassidy & Bates, 2005). On the other hand, when 

teachers are not caring, such as being forgetful and failing to recall student names, 

students are affected in a negative way. Teachers who behave in these ways push 

students to feel that they do not care about them (Banfield, Richmond, & McCroskey, 

2006). Therefore, teachers who engage in caring behaviour have the most influence on 

effective student learning and motivation (Comadena, Hunt, & Simonds, 2007). 

Researchers have also found that effective and ineffective teachers are similar with 

regard to respecting students, but effective teachers are better at listening and expressing 

their feelings (Emmer, Evertson, & Anderson, 1980). After nearly 20 years, researchers 

also found that caring was key to teacher effectiveness and was reported by adults 

regarding their most effective teachers (Peart & Campbell, 1999). Caring is a significant 

quality for effective teachers, and students must be able to receive, understand, and feel 

cared for in their regular communication with teachers.  

Fairness and respect. Fairness and respect are two qualities that need ongoing 

effort to maintain (Stronge, Ward, & Grant, 2011). Every individual deserves to be 

treated in a fair and respectful manner. For example, when teachers take disciplinary 

action in the classroom, it can be observed as fair or unfair. For determining fairness 

and respect in the classroom, perception is a very powerful tool and individuals have 

their own inner definition of what forms such values.   

There are a variety of ways for effective teachers to demonstrate respect in the 

classroom, beginning with teacher behaviours towards students and how they act with 

student families. Respectful teachers recognise their students by name, appreciate their 

individual talents and abilities, have awareness about students’ moods and 

characteristics, and respond to observed changes (Stronge, Tucker, & Hindman, 2004). 

In addition, students’ sense of pride is protected and strengthened with the help of 
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respectful teachers. Teachers can show respect to students by treating them as more than 

members of a classroom and focusing on their unique personal qualities instead of just 

their weaknesses. Effective teachers can also convey their respect for students by being 

polite, regarding students’ opinions, and not stereotyping or embarrassing students 

(Schulte, Slate, & Onwuegbuzie, 2008). Effective teachers must respect and understand 

student differences while expecting more from student achievement (Cassidy & Bates, 

2005). Most humans, including students, look forward to being acknowledged and 

respected for their unique talents or qualities. 

Fairness means treating people the same way regardless of their personal 

characteristics, such as gender, race, ethnicity, or disability. Students report that 

effective teachers care about them by respecting their differences and treating them with 

fairness (Cassidy & Bates, 2005; Ferreira, 2000). Likewise, teachers report that the most 

important aspect of their responsibilities is caring and respecting their students 

(Williams, 2010). Fairness is a popular area of debate at teacher in-service meetings, but 

not enough literature has addressed this issue (Welch, 2000). Fairness as a discussion 

point is complex as has several meanings. Deutsch (1975) illustrated three kinds of 

fairness – equality, equity, and need. Equality means treating everyone the same way. 

Equity means that rewards are proportionate to input and can be received when students 

contribute to the most activities or record a high score. Need means that the greatest 

need will receive greatest reward. Suldo (2009) examined the negative and positive 

influences of teaching practices and how these affect students’ social well-being. 

Fairness was one of 12 useful ideas reported by student participants. Additionally, the 

absence of fairness has been found to create a harmful psychological classroom 

atmosphere that can prevent student success. Accordingly, it is extremely important that 

effective teachers not just demonstrate behaviours related to fairness but also stop or 

correct unfairness that might arise in the classroom (Suldo et al., 2009).  

Respect and fairness are similar concepts but are distinguished through some 

important differences. Respect appears through behaviours that prove recognition and 

acceptance of uniqueness, which can apply to race, culture, gender, and religious 

beliefs. Moreover, treating students with kindness and politeness shows that teachers are 

respectful. Students expect teachers to treat them equally, particularly with regard to 

discipline and expectations. The notion of fairness extends to teachers’ personal 

behaviour towards students and might also be considered in the context of curriculum 
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and content. Students perceive teachers as unfair when they display poor pedagogy and 

engage in unqualified classroom behaviours (Murdock, Miller, & Kohlhardt, 2004). In 

summary, effective teachers are consistent and equitable with discipline, non-

judgmental toward student differences, and impartial while making classroom decisions. 

Interactions with students. Effective teachers make students feel important and 

unique by respecting them as individuals and by paying attention to their personal lives. 

Social interactions between teachers and students create a positive learning environment 

in the classroom and the whole school. When teachers interact positively with students, 

it allows students to make important connections with teachers, which is then reflected 

in terms of students’ social and academic processes in school. This correlation is 

described as higher stages of engagement and motivation (Furrer & Skinner, 2003) and 

leads to better academic and social learning. Studies have shown that when teachers 

interact in an encouraging way with students, the effects in both elementary school 

(Hamre & Pianta, 2005) and middle school (Barney, 2005; Midgley, Feldlaufer, & 

Eccles, 1989) are positive. Similar results have been supported at the high-school level 

as well (Beishuizen, Hof, Putten, Bouwmeester, & Asscher, 2001; Pressley, Raphael, 

Gallagher, & DiBella, 2004). Although the majority of teacher and student interactions 

are spent on academic activities, academic and social interactions and the way teachers 

show caring, fairness, and respect all play an important role in teachers’ effectiveness 

(Stronge, 2007).  

Effective teachers engage with students beyond the classroom by using different 

interactional strategies. Students have indicated that an effective teacher pays attention 

to their lives and spends time working with them individually (Peart & Campbell, 

1999). For example, teachers who attend sports, events, concerts, and other 

extracurricular activities that students participate in are appreciated by students. 

Moreover, a sense of humour and sharing jokes are important in some contexts as 

effective teacher characteristics (Peart & Campbell, 1999). Additionally, teachers’ 

awareness about their own interaction style provides a useful learning environment to 

challenge every student to success.     

Jiugbo and Elicker’s (2005) study divided the interactions between teachers and 

students into two types. First, parallel interactions, when teachers and students interact 

in parallel roles and have equal status. Second, inclination interactions, when teachers 

and students interact as educators and the educated. When positive relationships occur 
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between teachers and students in elementary grades, it increases student achievement 

and reduces student misbehaviour (Spilt, Koomen, & Thijs, 2011). On the other hand, 

negative relationships between teachers and students in the early grades inhibit students’ 

academic learning progress and can lead to future student misbehaviour (Hamre & 

Pianta, 2001; Silver, Measelle, Armstrong, & Essex, 2005). Nevertheless, poor 

relationships between teachers and students can be mended by effective teachers by 

providing students with emotional support (Hamre & Pianta, 2005).  

Emotional support from teachers helps improve students’ academic and social 

skills. Positive relationships and interactions with students is linked to teachers 

providing emotional support. Effective teachers who establish a dynamic relationship 

with students are friendly, understanding, and confident (Wubbels, 1997), which creates 

a trusting and respectful relationship (Marzano, Pickering, & McTighe, 1993; McBer, 

2000). Sizer (1999) indicated that “we cannot teach students well if we do not know 

them well” (p. 6), which means that students do not learn as effectively if they do not 

observe trust (Stronge et al., 2004). Wolk and Reading (2003) also support that 

“teachers need to allow students to see them as complete people with emotions, 

opinions, and lives outside of school” (p. 18). Positive social interactions created 

through useful discussion and sharing of interests and experiences can occur in the 

classroom, lunch time, or during extracurricular activities. Moreover, solid connections 

between teachers and students can reduce classroom management issues (Wolk, 2002).  

Enthusiasm and motivation. Effective teachers centralise their efforts to 

increase student achievement by distributing enthusiasm and energy in the classroom to 

increase student interest and motivation to learn (Patrick, Hisley, & Kempler, 2000). 

Good and Brophy (2000) have suggested that enthusiastic teachers help increase 

students’ attention and performance. Effective teachers encourage their students by 

using their own enthusiasm as a tool for the subject and are passionate about their 

teaching content (Peart & Campbell, 1999). Furthermore, this enthusiasm can be 

conveyed to students through the activities chosen by teachers, the energy they project, 

and their proficiency in their subject area. Motivation is critical to strengthening and 

enhancing student learning (Stronge et al., 2004). When effective teachers motivate 

students rather than just presenting the materials, it can help students succeed in 

obtaining new knowledge (Ford & Trotman, 2001).  
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There are diverse ways that teacher enthusiasm can be demonstrated by, 

including subject knowledge proficiency, contributing to activities relating to course 

content outside of school, knowing students’ individual interests, and providing active 

and dynamic presentations (Long & Hoy, 2006). Showing enthusiasm for teaching has a 

stronger effect on instructional quality than enthusiasm for content (Kunter et al., 2008). 

As a result, content knowledge alone is not enough to engage in effective teaching. 

Long and Hoy (2006) argued that content interest and enthusiasm must be undertaken 

and displayed through truthful interest and passion for students. 

Kunter (2008) describes enthusiasm as reflecting “the degree of enjoyment, 

excitement and pleasure that teachers typically experience in their professional 

activities" (p. 470). In fact, when teachers enjoy teaching, they show different classroom 

behaviours that are not exhibited by those who do not enjoy teaching. Moreover, 

teachers who are motivated and enjoy their jobs are recognised by students. A selection 

of qualitative studies supports the idea that students (Alazzi, 2007) and teachers (Walls, 

Nardi, von Minden, & Hoffman, 2002) recognise enthusiasm as an indicator of effective 

teaching. 

When teachers are enthusiastic, their students record high levels of classroom 

engagement and essential motivation (Kunter et al., 2008; Long & Hoy, 2006; Patrick et 

al., 2000). To create enthusiasm and encourage motivation in the classroom, effective 

teachers must present their enthusiasm as multidimensional constructs. Effective 

teachers engage students actively in the learning process and foster motivation and 

enthusiasm to learn. Furthermore, a high level of teacher motivation is connected to 

high levels of student achievement (Stronge, 2007). Teachers’ enthusiasm for their 

learning and subject matter are important factors for student motivation and are also 

connected to student achievement (Monk & King, 1994). Bain and Jacob’s (1990) study 

suggested that enthusiasm is a particularly important factor with adult students; 

however, effective teachers in primary schools also display enthusiasm as part of their 

effectiveness.  

Student motivation is often recognised as a topic of interest because academic 

motivation cannot be applied using the same methods for all students and effective 

teachers must share the responsibility for the successes and failures of students 

(Williams, 2010). The American-based National Council on Teacher Quality (Walsh & 

Tracy, 2004) presented a list of seven personal attributes common to teachers who 
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produced the most learning gains – high-achieving, responsible, critical thinker, 

organised, motivating, respectful, and shares the goals of the organisation. The fifth 

personal attribute is that teachers should be motivating – have the ability to influence 

others to action and lead students to take on extracurricular activities, such as student-

run organisations and athletic teams. High social interaction of teachers with students is 

connected to high teacher motivation (Rowan, Chiang, & Miller, 1997); the connection 

between increasing teacher motivation and greater student success cannot be 

underestimated (Bishay, 1996). Peck, Fox, and Morston (1977) suggested that the 

relationship between teacher motivation and student self-esteem was evidenced by the 

correlation between students with high self-esteem and teachers with strong positive 

attitudes about teaching; teachers who are pleased with their teaching practice seem to 

be effective teachers (Bishay, 1996). 

Teachers can motivate students in different ways to work hard and challenge 

their abilities. Dolezal, Welsh, Pressely, and Vincent (2003) reported that teachers often 

showed supportive motivational practices in highly engaged classrooms. For example, 

these practices involved dynamic presentations, activities that were challenging and 

related to the content, providing useful feedback, and paying positive attention to every 

student. However, the opposite was also shown by Dolezal et al., that is, teachers in low 

engaging classrooms often displayed practices that damaged student motivation. An 

example of undermining practices included poor classroom management, such as 

regular threats of punishment, weak organisation, poor and simple planning, and 

unchallenging tasks. Consequently, effective teachers reduce behaviours and practices 

that weaken student motivation (Dolezal, Welsh, Pressley, & Vincent, 2003). Therefore, 

effective teachers know how to support and motivate students and investigate ways to 

provide students with further motivation if they needed (Stronge et al., 2004). 

Dedication to teaching. In association with the previous point on enthusiasm 

and motivation, when discussing teacher quality, dedication and commitment have been 

acknowledged as important qualities. Dedication towards both teaching and students is 

a key feature of teacher effectiveness and professionalism in the classroom (Stronge, 

2007). Effective teachers can demonstrate their commitment and dedication to the 

teaching profession in a number of ways. Stronge (2007) indicated that effective 

teachers “learn and grow as they expect their students to learn and grow… and serve as 
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powerful examples of lifelong learners” (p. 29). This means that they are dually 

committed to their own and to their students’ learning.  

Dedicated teacher are leaders who often help in the professional improvement of 

their peers. Gareis and Grant (2008) describe teacher leadership as “the constructive 

influence of one teacher on the professional practice of one or more other teachers” (p. 

185). This means that teachers have many opportunities to perform as teacher leaders. 

In general, teachers learn from their experiences and representing professional expertise 

to other teachers shows leadership. Furthermore, dedicated teachers usually work in 

formal and informal collaborative teams or groups. Such groups provide opportunities 

for effective teachers to share and acquire knowledge and skills from other groups. 

Formally assigned roles and informal collaboration can support teachers to exhibit 

teacher leadership. As a result, effectively encouraging change at the classroom level 

can been done by teacher leaders because they are better prepared to evaluate and 

contribute in teacher-led reforms (Williams, 2010). Collaborative teachers who 

participate with colleagues lead to a strong environment that can assist other participants 

learn and grow professionally; such a contribution may be done through words or 

actions. Moreover, working collaboratively leads to positive relationships in which 

effective teachers can come forward to guide work teams and advise new teachers.   

A strong sense of self-efficacy is also an indicator of teacher commitment (Ross 

& Bruce, 2007). Tsui and Cheng (1999) undertook a study of a Dutch government 

agenda. One of their findings was that commitment to teaching positively affected 

teacher performance and quality of education. Teacher commitment has been 

distinguished into three dimensions – commitment to the teaching profession, 

commitment to the school organisation, and commitment to students (Dannetta, 2002; 

Firestone & Rosenblum, 1988). Previous studies have found a positive correlation 

between commitment to teaching and teacher self-efficacy (Coladarci, 1992; Evans & 

Tribble, 1986); teachers who were dedicated to their job believed in their own capacity 

to reach educational aims.   

Effective teachers invest in their personal education, which is an effective and 

useful way to indicate teacher dedication. They convey the value of education and 

learning to their students by attending lessons and contributing to professional 

development, conferences, and in-service teaching. Furthermore, effective teachers 

check the activities they use in advance with students in order to generate positive 
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learning. Bratton and Samuel (1998) stated that effective teachers spend extra time 

preparing and reflecting on instruction, which can positively impact student 

achievement and learning. Moreover, effective teachers hold students responsible while 

also accepting responsibility themselves (Allington, 2002).     

Peer teaching, for instance, provides paired teachers the chance to notice and 

explore one another’s teaching. This type of peer learning, when combined with 

professional development, encourages preparedness to change classroom practice and 

improve teacher effectiveness (Bruce & Ross, 2008). However, peer learning without 

organisation will not affect student achievement (Murray, Ma, & Mazur, 2009) and can 

result in the augmentation of poor practice. Thus, there are a number of ways that 

teachers can display dedication to the profession, and these seem to positively impact 

student learning (i.e., effective teaching). 

Reflective practice. Reflectivity is closely related to dedication, is the heart of 

quality teaching and learning, and is one of the characteristics of effective teachers. 

Reflecting on their practice helps teachers increase their ability to plan, arrange their 

ideas, think critically, observe, and generate. Consequently, reflectivity supports 

teachers to learn and discover new strategies for teaching and learning. O’Connor and 

Diggins (2002) define reflective practice as thinking about what teachers prepare in 

order to reconsider their actions and improve their practices according to these thoughts. 

Reflective practice is a cycle of ongoing learning that occurs when we take the time to 

“stop, think, and change” (O’Connor & Diggins, 2002, p. 9). It helps teachers evaluate 

and improve their teaching. Boud and Walker’s (1998) study found that reflective 

teachers are critical of their individual practices; when teachers systematically 

interrogate their teaching methods or strategies, they can create meaningful teaching and 

learning in the classroom.  

It has also been shown that teachers who are reflective have higher levels of 

thinking and problem-solving skills, which can be used to improve student learning 

(Ahmad et al., 2013). This means that effective teachers are also successful learners and 

describe themselves as students of learning. Furthermore, they are often inquisitive 

about broader things like art, science, and themselves as effective teachers. They 

regularly improve lessons, think about how to be close to particular children, and set 

new methods to attain the student requirements (Stronge, 2007). Reflective teachers are 

more effective in assisting their students because they have a better understanding of 
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educational issues and serve students with different materials to encourage their 

learning and experiences (Knights, 1985). One of the values of reflective teachers is an 

awareness of their students’ intentions, which involves planning for students learning 

experiences in relation to their needs and expectations to help gain their attention during 

teaching and learning (Heron, 1985).   

Reflective teachers are concerned about curriculum aims, and they develop 

attractive tools for teaching to support the meaning of learning (Hole & McEntee, 

1999). Atherton (2005) has debated that reflective practitioners brighten classrooms in 

different ways, such as creating challenging, interesting, and stimulating learning 

environments for students. Moreover, teachers’ creative skills are also developed 

through reflective practice. Therefore, teacher’s reflective practices are often mentioned 

as a segment of effective teaching factors. The description of reflection and its role has 

been mentioned repeatedly in studies of teacher effectiveness. The role of reflective 

teachers can be described as a coach (Ahmad et al., 2013). These roles include 

understanding the personal histories of students, discussion journals, and group 

discussions about their experiences, whether small or large. These roles are used by 

reflective teachers to coach students effectively.   

Dobbins (1997) indicated that teaching is a dynamic process. Therefore, 

reflective teachers develop an achievable relationship between students’ needs and 

specific actions. This approach helps teachers distinguish between the needs of students 

to encourage them to be successful in the classroom. Moreover, reflective teachers are 

practical when assessing learning processes (Clift, Houston, & Pugach, 1990). When 

reflective teachers themselves engage in sessions of self-evaluation, they can better 

understand their own actions. Using a mixture of teaching strategies and responses, they 

can motivate themselves and students (Clarke, 1995). Additionally, reflection on 

teaching supports teachers in becoming self-directed professionals (Atkins & Murphy, 

1993). Boud and Walker (1998) state that reflecting on teaching assists teachers to 

discover their inner capabilities and students’ needs. Reflective teachers are effective 

teachers because they constantly and critically interrogate their teaching through 

collegial and individual processes aimed at improving their teaching practices (Ahmad 

et al., 2013). 

Classroom environment. The classroom is the vehicle carries students from 

where they are (when they enter the school doors) to where they need to be one 
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academic year later (Stronge et al., 2004). According to Alkhalaf (2013), the classroom 

environment is a learning environment that includes the class, student, teacher, and 

technology used to generate an effective environment. It is affected by a range of 

influences, including the instructions set for its operation, the users, and the physical 

elements. Teachers frequently have little control over some of the issues, such as 

temperature and physical characteristics of the building; these issues have a great effect 

on the operation of their classrooms. Effective teachers expertly manage and organise 

their classrooms and also expect their students to contribute in a positive and productive 

manner. It is prudent to pay careful attention to the classroom climate because it can 

impact student learning (Wang, Haertel, & Walberg, 1993). Effective teachers spend a 

lot of time on the first day of school and in the beginning of the year (Emmer, Evertson, 

& Worsham, 2003; Stronge et al., 2004) setting up classroom management, classroom 

organisation, and expectations for student behaviour; these are the foundations of the 

learning environment. 

Danielson (1996) outlined the measures that she perceived to be relevant to 

quality teaching. These included classroom management – a critical aspect of the 

classroom environment. Danielson organised these measures into four domains 

designed to support student accomplishment and professional best-practice – planning 

and preparation, classroom environment, instruction, professional responsibilities. The 

second domain is the classroom environment. The components of this domain are:  

1. The creation of a respectful classroom environment with good rapport in 

both student–teacher and student–student interactions  

2. The establishment of a culture for learning, which instils the importance of 

content, student pride in their work, and setting of expectations for learning 

and achievement  

3. Effective management of classroom procedures through instructional groups, 

transitions, materials and supplies, performance of non-instructional duties, 

and supervision of para-professionals and volunteers  

4. Managing student behaviour by setting clear expectations, monitoring 

behaviour, and responding to misbehaviour 

5. Organising a safe classroom physical space and enhancing the effective use 

of physical resources for learning 
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6. The final component is divided into three factors – classroom management, 

classroom organisation, and disciplining students. These are now briefly 

discussed in turn. 

Classroom management. Classroom management refers to the actions and 

strategies that teachers use to solve classrooms problems (Doyle, 1986) and to ensure 

that students are actively involved in learning; effective teachers use rules, procedures, 

and routines to this end (Marzano & Pickering, 2003). However, successful classroom 

management involves more than just rules and discipline. Classroom management 

researchers are convinced that effective teachers are proactive not reactive and that they 

care about student behaviour and encourage students to engage in creating and 

maintaining positive roles and routines (Stronge, 2007). Dolye (1986) defined 

classroom management as “the actions and strategies teachers use to solve the problem 

of order in classroom” (p. 397). In addition, an essential element of effective classroom 

management is readiness, and effective teachers are ready to respond to students during 

the ebb and flow of lessons. Generating a creative classroom environment also needs 

practical planning, such as arranging functional floor plans, care of wall spaces, and 

putting furniture in the optimal location to achieve the benefit of the learning.  

Effective classroom management has been found to be a major factor of 

effective teaching in various studies that have explored student achievement as well as a 

range of meta-analyses studies focusing on effective teaching qualities (Corbett & 

Wilson, 2002; Dubner, 1980; Wang et al., 1993). The elements of effective classroom 

management encourage students to engage actively in the learning process, for instance, 

using routines and procedures to limit disruptions and the amount of time taken from 

teaching and learning, keeping the momentum and the difference of the instructional 

practices along with monitoring and responding actively to students (Marzano & 

Pickering, 2003; Marzano, 2003). Essentially, effective teachers use their classroom 

management skills to encourage and guide student behaviour in a positive manner, not 

to control student behaviour, which will set the stage for effective instruction (Stronge 

et al., 2004).   

Recent research has also indicated that effective classroom management 

involves preventing problems from occurring in the first place, not just responding 

when problems occur. Accordingly, this avoidance is achieved mostly by good 

planning, curriculum pacing, and instruction, which keep students successfully engaged 
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in appropriate activities. Moreover, instruction is involved in most aspects of classroom 

management to generate effective classroom management. Classroom management can 

be discussed separately from instruction; however, these two key teaching tasks are 

interdependent (Ibrahim, 2015). Successful classroom teachers have been found to help 

their students achieve high performances on achievement tests because students spend 

much of their time engaging in academic tasks and make the most of the opportunities 

to learn academic content (Brophy, 1983; Aliakbari & Bozorgmanesh, 2015). In fact, if 

students in the classroom are disengaged, it means that strong instructional skills may 

not matter. Therefore, classroom management is considered to be a high priority and an 

area of concern for both novice and experienced teachers.  

Classroom organisation. Classroom Organisation focuses on the physical 

environment. Effective teachers organise a safe classroom environment (Stronge et al., 

2004) and place furniture, learning centres, and materials appropriately so they can be 

accessed easily and facilitate learning. Prepared teachers organise class routines, 

behaviours, and materials to optimise student learning and reduce distractions.  

In the first week of school, effective teachers prioritise creating the learning 

environment by establishing rules, procedures, and routines over academic lessons 

(Emmer et al., 2003). Strong (2007) indicates that when teachers use routines for 

everyday tasks, their students obtain higher achievement, and when materials are well 

organised so that students can move smoothly between activities, it helps increase the 

amount of time spent on academic tasks. As a result, classroom management problems 

can be greatly reduced because students are focused on academic engagement. An 

organised classroom can be easily identified because established routines and 

procedures will allow the classroom to operate automatically and help students make 

decisions and know what to do and when. This kind of organisation also allows teachers 

to apply differentiated instruction when required and handle routine tasks immediately 

and efficiently (Cotton, 2000). When a classroom is organised as an effective learning 

space, it will provide teachers strategies to organise lessons, create safe classroom 

environment, and students will start to participate in daily procedures (Freiberg, 

Templeton, & Helton, 2013). 

Disciplining students. Effective teachers have the ability to manage the class in 

order to avoid negative student behaviours, and this is an important skill for an 

organised teacher. Insufficient discipline in the classroom hinders learning and can lead 
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to high teacher stress levels and lower teaching quality (Williams, 2010). Stronge’s 

(2007) study indicated that most problem behaviours occur because students do not 

have routines or procedures that support the notion that the most effective way to avoid 

discipline problems is proactive classroom management. Disciplinary action is rarely 

required when there is a respectful classroom environment, and this is a critical factor 

for creating an effective learning environment.  

Establishing and maintaining effective student discipline is a requisite to 

successful instruction (Williams, 2010). An effective classroom manager was described 

by Marzano and Marzano (2003) as a teacher who balanced their personal control over 

and collaboration with students. To reduce misbehaviour and increase engagement, 

effective teachers use various proactive and reactive strategies. Proactive strategies 

make expectations clear to students, and reactive strategies are used when misbehaviour 

occurs, requiring effective responses. The majority of teachers have behavioural 

expectations of their students, which are identified in classroom rules and procedures in 

order to preserve a positive learning environment and to avoid disruptions (Peart & 

Campbell, 1999; Stronge, 2007). These rules and procedures are clearly identified and 

carefully taught to students at the beginning of the year (Williams, 2010) and 

consistently enforced and reinforced. 

Regardless of teacher efforts to avoid disruptions caused by misbehaviour, 

teachers need to respond to students who disrupt the class routines and impinge upon 

student learning. Effective teachers recognise when discrepancies between expectations 

and student behaviour are large enough to require intervention (Brophy & Good, 1984; 

Williams, 2010), as not all student misbehaviours require the teacher’s attention and 

cause loss of instructional time. However, students expect teachers to preserve control 

of the classroom and keep students on task (Brophy & Good, 1984) through positive 

classroom management. 

Organising for instruction. Teaching is a complex profession that involves 

careful preparation of materials, planning objectives, and designing hourly, daily, and 

weekly activities. Carefully considering the curriculum and their students helps 

effective teachers identify key instructional points for their classes (Hall, 2002). 

Planning and organising instruction demonstrate high expectations of students and 

assists teachers with selecting appropriate teaching strategies. Effective teachers usually 

prepare their instruction consistently over time and specify their goal with a focus on 
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academic learning (Stronge et al., 2004). Moreover, effective teachers believe that 

students must be challenged and experience success. Organising instruction also 

involves the awareness of teaching and learning as the central focus of classroom 

activity. There is certainly more to planning and organising learning that can be 

discussed here; nevertheless, it is critical to effective teaching. In the next sections, 

some aspects of organising for instruction – time allocation, teacher expectations, and 

planning for instruction – are briefly outlined and illustrated.  

Time allocation. Teachers have a fixed time with students in the classroom and 

it is often difficult for them to achieve curriculum goals and meet student needs in the 

allocated time frame (Stronge, 2007). Thus, effective teachers need to manage and use 

this time in an appropriate manner. Designing and planning activities allows the goal of 

the lesson to be achieved in an accessible way. In the classroom, students have two 

common activities – listening and waiting. This negative finding was put forward in a 

study by Fisher (2009) undertaken in five classrooms in one high school, where half of 

students’ time in the classroom was spent listening and receiving information from 

teachers. After that, students were waiting for something to happen. Thus, students 

spent 65% of class time listening and waiting (Fisher, 2009). From the teachers’ side, 

Perie et al.’s (1997) study found that 70% of their time was spent on the core 

curriculum, which meant that 30% of the time was spent completing tasks such as 

gathering money for school fund-raisers, applying classroom rules and procedures, 

contributing to school wide gatherings, and listening to school wide declarations (Meek, 

2003; Perie, Baker, & Bobbitt, 1997). Together, these studies show that a lot of 

classroom time can be lost to learning purposes; effective teachers minimise this 

wastage. 

Written plans are the best approach to remain focused on instructional 

organisation. The aims of written plans are to link the goals of learning to activities, 

allotting suitable time to complete and achieve activities, and alleviating any expected 

difficulties related to instruction (Cotton, 2000). Moreover, effective teachers have well-

organised and thoughtfully built lesson plans that are conveyed to their students in a 

positive manner, in turn, teaching them how to plan for their own learning. A written 

plan can assist teachers with using the class time efficiently and being an effective 

leader in the classroom (Williams, 2010). Class time is designed to focus specifically on 

learning goals and lesson plans are a blueprint for instruction. Managing the allocated 
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time effectively can be enhanced by planning carefully, so effective teachers have pre-

knowledge and make arrangements to plan and address students’ learning needs. For 

example, using a planning calendar for entire terms, weeks, and days helps teachers 

remember and helps students plan for work.   

However, Good and Brophy (2000) found that achievement did not depend on 

allocated time but on engaging time. Nevertheless, effective teachers are keen on using 

the limited time they have in the classroom efficiently. To make better use of classroom 

time, effective teachers have routines; the purpose of these routines is to make easy 

moves for implementing instruction and carefully targeted questioning strategies. 

According to Burden and Byrd (1994), classroom routines can be classified into four 

categories – activity, instruction, management, and executive planning – which clearly 

help teachers maximise learning time. The first three routines relate to teachers’ 

expectations about spending time with students; however, the fourth routine, executive 

planning, is related to teachers’ success in using their limited planning time. In fact, 

effective teachers use routines to make the most of classroom time for teaching and 

learning (Burden & Byrd, 1994). At the beginning of the year, effective teachers 

organise schedules, choose procedures, and establish routines (Brophy & Good, 1984). 

Further, effective teachers prepare materials in advance in order to use class time 

efficiently (Bain & Jacobs, 1990; Walls et al., 2002). Effective teachers ensure that 

knowledge is communicated smoothly and directly to students (Brophy & Good, 1984; 

Wang et al., 1993; Zahorik, Halbach, Ehrle, & Molnar, 2003). Effective teachers use 

different techniques and strategies to effectively maximise the learning time by 

organising materials for future activities. Maximising time can enhance student 

achievement (Taylor, Pearson, Clark, & Walpole, 1999; Walberg, 1984). Some teachers 

maintain the same routine in every class period, such as revising homework, introducing 

the new concept, applying the new skills in activities, and doing independent practice. 

However, others use visual cues, such as playing music, ringing a bell, and flashing 

lights, to inform the student that they need to complete a task before moving on to the 

next activity.  

Teachers’ expectations. Teacher expectations emerge from a diversity of 

sources and have an obvious impact on student outcomes (Rosenthal & Jacobson, 

1968). Expectations are formed by teachers’ beliefs and attitudes about their students, 

and these beliefs and attitudes are influenced by the cultural complexities of where they 
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teach (Teklu & Kumar, 2013). Effective teachers believe that their students can learn, 

which encourages students to learn positively (Stronge, 2007). After reviewing more 

than 130 studies on teacher expectations, Harris and Rosenthal (1985) concluded that 

when teachers hold positive expectations towards a student, they “tend to display a 

warmer socio emotional climate, express a more positive use of feedback, provide more 

input in terms of the amount and difficulty of the material that is taught, and increase 

the amount of student output by providing more response opportunities and interacting 

more frequently with the student” (p. 377). 

Interestingly, a more recent study used hypothetical scenarios to conclude that 

teachers who teach wealthy students had higher expectations of their achievement than 

they did for poorer students (Auwarter & Aruguete, 2008). Relatedly, Warren’s (2002) 

study established that teachers had low student achievement expectations in poor urban 

schools, and low expectations led to low effectiveness in teaching. Moreover, the 

teachers in this study believed that over the long-term period, they had little impact on 

their students’ success. In other studies, it was also found that teachers with low 

expectations had a negative impact, not just on student self-esteem and behaviour (Dee, 

2007) but also on their achievement (Good & Brophy, 1987). Rosenthal and Jacobson 

(1968) characterised the effect of low teacher expectations as a self-fulfilling prophecy, 

because low achievement conditions are connected to low expectations of achievement 

(Rosenthal & Jacobson, 1968; Friedrich et al., 2015). Unfortunately, it seems that a self-

fulfilling prophecy works both ways, which means that if a teacher believes that 

students are low performers, the student will perform poorly and not learn. Good and 

Brophy (1987) indicate that students in the top third of the class received the most 

teacher attention and encouragement, while on the other hand, students in the bottom 

third of the class had less encouragement because they received low expectations and 

attention from teachers (Good & Brophy, 1987).  

Teachers transfer their expectations to students every day through a variety of 

interactions, such as responding to student questions differently, providing different 

waiting times for student responses, and based on their own perceptions, grading 

student abilities differently (Good & Brophy, 1987). High expectations have been 

identified as the key factor of student achievement (Cotton, 2000; Johnson Jr, 1997; 

Peart & Campbell, 1999), which helps improve and develop classroom learning. 

Teacher expectations are powerful enough to affect teacher behaviours, student 
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expectations, and performance. When teachers communicate with a student in a way 

that reflects high expectations, students will also have high expectations and high 

achievements. When teachers’ and parents’ high expectations align, it strengthens their 

power (Benner & Mistry, 2007).  

Teachers also deal with students with different backgrounds, abilities, and 

personalities. Thus, teachers’ expectations about their students can affect their academic 

performance in the future (Lewis & Ecob, 2013). The majority of teachers prevent their 

expectations from clashing by treating students in an appropriate way (Lewis & Ecob, 

2013). Numerous studies have shown the relation between teacher expectations and 

student achievement. It seems that teacher perceptions are the foundation of teacher 

beliefs about student capacity not actual student achievement (Peart & Campbell, 1999). 

A study of ethnically varied students in New Zealand indicated that the relation between 

teacher expectations and actual achievement and student academic ability did not 

correspond (Rubie‐Davies, Hattie, & Hamilton, 2006). Positive and negative 

expectations from teachers can be beneficial or harmful for student performance (de 

Boer, Bosker, & van der Werf, 2010). This occurrence can be particularly troublesome 

when teachers stereotype students based on specific characteristics, such as race, 

gender, or socio-economic status. Effective teachers establish and follow through on 

appropriate expectations for learning outcomes and the pace at which learning should 

proceed. High expectations are necessary but not sufficient, and it is counterproductive 

when not supported by quality teaching. 

Planning for instruction. Planning for instruction means organising content and 

activities in a meaningful way to achieve the learning goals (Cotton, 2000). This can be 

achieved by understanding the content and student needs, and then designing 

instructional activities to fit with content and make it accessible to students (Danielson, 

1996). Accordingly, effective teachers must have a good knowledge of their students, 

and be responsible for planning what to deliver to the students in the classroom 

(Thompson, 2002). All segments of education, such as school district curriculum, state 

standards, and national standards, influence what students need to learn (Jackson & 

Davis, 2000). However, it is the teacher’s responsibility to structure how students learn 

it. Planning helps teachers be well-prepared before they walk through the classroom 

door for the day. Preparing materials and organising the time in advance is considered a 

significant feature of effective teaching, and effective teachers follow an instructional 
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plan but constantly adjust it in response to student needs (Stronge, 2007). Effective 

teachers use a variety of plans to guarantee that knowledge, concepts, and skills are 

presented in sufficient time and a sequential manner. Team planning is also very useful 

to create valuable student learning experiences. When teachers are involved in team 

planning, they work in collaborative environment to examine important issues and 

improve instructional approaches (Jackson & Davis, 2000).  

Objectives are the initial guides for planning instruction; Marzano (2007) 

indicated objective as learning goals. He defined objectives as “a statement of what 

students will know or be able to do” (p. 17). When teachers set objectives for the lesson 

and follow these objectives, it can mitigate instructional aimlessness (Williams, 2010). 

Objectives help teachers know what to teach; at the same time, these objectives must be 

linked to student learning. Effective teachers set clear lesson and learning objectives and 

carefully link them to activities, which has been recognised as essential for effective 

teaching (Cotton, 2000; Wang et al., 1993). Developing objectives, questions, and 

activities will reflect high-level and low-level cognitive skills as appropriate planning 

for contents and students (Brophy & Good, 1984). When there is a lack of student 

learning abilities, revisiting and revising plans is required. This supports the idea that 

planning instruction should be more circular than linear. As a result, measuring student 

learning is an integral component of a teacher’s instruction planning ability (Gareis & 

Grant, 2008). Planning lessons with clear goals leads to logically structuring and 

improving the content step-by-step (Zahorik et al., 2003).    

There is little doubt that students are not similar in their learning style. The 

analogy of “one size doesn’t fit all” has been used for years in education because 

students are different from one another with regard to their physical abilities and social 

development (Gregory & Chapman, 2012). However, novice teachers may face 

difficulties in planning instruction while responding to individual students’ needs. They 

tend to plan using a “one-size-fits-all” approach, whereas experienced teachers use 

multiple plans for differentiation and contingencies at different points during the lesson 

(Good & Brophy, 2000). Planning instruction consists of preparing a specific lesson 

carefully as well as long-term planning to guarantee curriculum coverage. Some studies 

indicate that student achievement is related to the amount of content coverage (Dunkin, 

1978; Dunkin & Doenau, 1980) and careful planning can help ensure that all content is 

covered. Fuchs, Fuchs, and Phillips’ (1994) study investigating teacher expectations 
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showed that teachers who had planned in response to individual student performance 

had high classroom standards that were connected to student success. In fact, when 

teachers plan instruction depending on student performance and interest levels, they can 

fulfil student and cognitive needs effectively.   

Implementing instruction. Implementing instruction refers to what teachers do 

in the classroom with regard to training, classroom management, organisation skills, 

and supporting student learning. The qualities discussed earlier focused on the major 

personal qualities and social and societal behaviours surrounding the teaching process 

and teacher preparation, relationship with students, and techniques for managing a 

classroom, which are all linked to classroom success. Nevertheless, the actual act of 

teaching is an important consideration when it comes to assessing a teacher’s 

effectiveness. This section provides a fundamental underpinning for academic success. 

Details of effective teachers’ instructional practice are provided in terms of key 

elements of teaching, such as implementing instructional strategies, grouping, 

communicating high expectations to students, understanding complexity, and 

questioning, and engaging students.    

Instructional strategies. After planning for instruction, teachers then interact 

with students around the curriculum. Many teaching process elements have been linked 

to teaching effectively, including using appropriate pedagogical strategies, providing 

clear explanations and feedback, and asking questions (Hattie, 2013). Furthermore, the 

methods and strategies to keep students focused and engaged are necessary to 

implement instruction effectively. Several studies have highlighted the significance of 

implementing successful strategies that are appropriate for the content and instructional 

goals as well as the early planning that precedes instructional delivery (Taylor et al., 

1999). Moreover, effective teachers understand that one style of instructional strategies 

cannot be used in all situations (Bain & Jacobs, 1990; Cotton, 2000; Peart & Campbell, 

1999). Effective teachers apply a wide range of instructional strategies to meet their 

students’ needs (Williams, 2010), that will reach more students and take them through 

different learning styles and student interests (Tomlinson, 2000) to accommodate 

students’ different means of learning.     

Educational efforts in that context are directed toward students’ individual needs 

(Scott, 2010). As a result, matching instructional strategies to individual learning 

preferences helps maximise student learning efforts. This preference is connected to 



86 

 

students’ essential characteristics and is mentioned as a learning style. This means that 

when instruction is built upon learning styles, it can produce significant increases in 

student achievement and learning attitudes (Williams, 2010). Over 20 years of studies 

on learning style were brought together in a meta-analysis conducted by Lovelace 

(2005), which showed that instruction that was adjusted to learning styles led to 

significant effects in student achievement. Likewise, Kaya et al. (2007) engaged in an 

experimental design among science students in middle school and found that when 

instruction was based on multiple intelligences, it created higher student achievement 

and attitudes in the experimental group (Kaya, Dogan, Gokcek, Kilic, & Kilic, 2007). 

Effective teachers recognise their students’ learning styles and then choose the 

appropriate instructional strategies to enhance student learning.  

Direct instruction is the most common technique for delivering instruction using 

lectures or demonstrations of the material and is an effective instructional technique. 

However, effective teachers use suitable techniques based on the content, students, time, 

and resources. This was supported by Zahorik et al.’s (2003) study investigating the 

effectiveness of instructional strategies. It indicated that effective teachers used direct 

instruction, but the most effective teachers used mixed strategies, such as direct 

instruction and experiential learning techniques (Zahorik et al., 2003). Effective 

teachers are also capable of engaging in problem solving across the curriculum, and 

modelling and coaching are the additional characteristics of an effective teachers’ 

strategies (Allington, 2002; Taylor et al., 1999). This means that effective teachers 

model behaviours that they want from their students and when students practice these 

behaviours, effective teachers are able to coach them along the way. An example is a 

reading teacher who reads to a large group of children and models positive reading 

behaviours by highlighting the main ideas or linking the pictures in the book to the 

words on the page. Effective teachers emphasise the importance of higher mental 

processes by using techniques, such as problem solving, analytical thinking skills, and 

creativity, in order to apply basic principles in their lesson. The National Assessment of 

Educational Progress in the area of science and mathematics indicates that when 

teachers use hands-on learning strategies, their students out-perform their peers 

(Wenglinsky, 2000). Students demonstrate higher achievement when teachers focus on 

meaningful conceptualisation.      
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Grouping. Grouping students based on their academic ability has long been a 

tradition and is a widely used method in many countries. The aim of using this approach 

is to organise students for instruction purposes. Grouping students is a debated topic 

among educators, politicians, and parents. There is the belief that all student 

achievement can be improved if teaching, learning support, curriculum, resources, and 

teacher proficiency are aimed at grouping students according to similar ability level 

(Quillin, 2009). However, numerous concerns have also been expressed about the 

potentially negative effects of ability grouping, particularly regarding equality of 

opportunity and access to curriculum, resources, and instructional expertise (Hattie & 

Anderman, 2013). Some argue for ability grouping; for example, a meta study (Allan, 

1991) showed that grouping has a significant advance among gifted students and high 

academic achievement, while middle and low achievement groups have few or no 

effects. This conflict between studies shows that the benefit of ability grouping appears 

to be mixed. Therefore, the matter of whether ability grouping tends to increase or 

decrease school learning experience is of particular educational importance (Esposito, 

1973). 

The most effective decision regarding implementing instruction is grouping 

students. Dividing students into groups encourage students to investigate new ideas and 

opinions and challenge other students’ beliefs (Alkhalaf, 2013). Whole-group 

instruction can be used to deliver instruction; however, an overuse of this approach 

leads to neglecting many actual student needs in the classroom and can result in a lack 

of interest and frustration (Ornstein & Lasley, 2000). Taylor et al. (1999) confirmed that 

less effective teachers spent significantly more time using whole-class instruction 

compared to highly effective teachers. Therefore, effective teachers must be able to link 

instructional strategies to student needs. It is very important to note that the same 

curriculum is accessed by all students even if they were grouped. 

Alternatively, small-group instruction allows both students and teachers to be 

active in the classroom and teachers to monitor learning (Ornstein & Lasley, 2000). Lou 

et al. (1996) undertook a meta-analysis of related literature and showed that students 

who engaged in small groups achieved a higher level of learning than others who stayed 

within whole-group instruction. Creating small group requires teachers to decide how to 

organise groups for maximum learning, which is the purpose of classroom management. 

When students stay in the same group ability, it has been found over time to be 
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ineffective (Good & Brophy, 1987). Quillin’s (2009) Massachusetts study showed that 

when schools tracked students based on their ability, they produced high scores on the 

end-of-year state tests. On the other hand, others have the opposing view that grouping 

students based on their ability may not benefit all students. For example, low-ability 

students may achieve successful growth when they are engaged in heterogeneous 

grouping, average-ability students may show successful growth from homogeneous 

grouping, and high-ability students might gain high levels of achievement regardless of 

grouping (Lou et al., 1996; Saleh, Lazonder, & De Jong, 2005). Homogeneous grouping 

relates to the organisation of instructional classes depending on students’ similarity 

within one or more specific characteristics. However, homogenous-ability grouping can 

lead to mistakenly organising students by socioeconomic backgrounds and across racial 

lines (Hattie & Anderman, 2013). There are different forms and presentations to engage 

students in homogenous ability groups. For example, grouping students by ability 

within the classroom and obtaining distinguished instruction. Heterogeneous grouping 

can be applied if a teacher organises instructional classes that reflect a rich mixture of 

students who differ regarding a variable or set of variables (Esposito, 1973).  

Communicating high expectations to students. Students need to know what is 

important regarding content concepts and what they have to do to be successful in the 

classroom (Johnson Jr, 1997). Therefore, effective teachers communicate high 

expectations of what students need to know and do. A teacher’s ability to provide 

students with clear and focused descriptions and clarify expectations for achievement is 

an important factor of effective instructional delivery. Effective teachers take the 

responsibility to encourage students to learn, which is enhanced when they clarify what 

is expected to the students. Effective teachers implement high standards and ensure that 

there is a challenging curriculum for all students and the related skills of clarity of 

description and expectations are separate skills in regard to teacher effectiveness.  

Communication is the basic element of any profession that requires interactions 

among people and inside organisations. Demonstrating clarity regarding explanations is 

an important communication skill that has two aspects within the teaching process. The 

first aspect is the teacher’s ability to describe and illustrate content clearly and in a 

focused manner. The second aspect is a teacher’s clarity in explaining activities to 

students and how to complete them (Stronge, 2007). Moreover, a teacher’s job has the 

additional requirement of providing clear communication of expectations, caring, and 



89 

 

encouragement. This communication is not just related to teachers but also extends to 

both students and parents. Therefore, effective teachers notify parents about the 

expectations of their student’s growth and communicate how students are evaluated for 

improvement (Allington, 2002). Effective teachers communicate facts, essential skills, 

and relevant information regarding student lives. This means content communication in 

teaching is not just about information and goes further, such as understanding subject 

matter but also helping students deeply understand subject matter (Stronge, 2007). 

Further, when teachers themselves have a deep understand of the subject matter, it will 

help them in planning and instructional delivery. Additionally, effective management 

and student learning are obviously correlated to communicating expectations.  

Effective communication involves communication from teacher to student, 

student to teacher, and student to student. When effective teachers answer student 

questions, it can foster a positive relationship and reinforce a high-expectation 

environment in the classroom. Moreover, effective teachers who communicate 

effectively encourage classroom discussion between both teacher and student and 

between student and student (Molnar et al., 1999). An effective teacher’s classroom 

includes both one-way and two-way communication. One-way communication (i.e., 

teacher to students) is used to create high expectations. For example, writing lesson 

objectives on the board. Unfortunately, an insufficient number of teachers clarify 

objectives to students and it is even rarer for teachers to write the objectives on the 

board so that they are meaningful to students (Gamoran & Nystrand, 1992). Two-way 

communication (i.e., a dialogue) is often ignored as part of the teaching procedure but is 

an essential part of the learning process. Two-way communication is important because 

it provides students with the opportunity to express and direct what they know, why it is 

significant, how it relates to other knowledge, and what it means to them. Dialogue is 

one of the best vehicles for encouraging an advanced level of thinking.  

Complexities. Teaching is complex (Stronge, 2007) and effective teachers need 

to understand how to interact with students in a positive manner. Therefore, effective 

teachers must have sufficient knowledge about subject matter, teaching, and learning. 

Moreover, learning also involves more than memorising facts, which means effective 

teachers should be able to connect facts with cognitive frameworks. This deep learning 

style needs instruction that is filled with both facts and skills to understand, apply, 

analyse, create, and evaluate those facts.    
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When teachers understand the complexities of this sufficient knowledge, that is, 

subject matter, teaching, and learning, it will prevent them from trivialising content. 

Teaching happens at an intersection of complex disciplines and involves interacting 

with diverse and complex student learners. Effective teachers should understand that 

each student is multifaceted and understand that individual students convey a lifetime of 

ideas and experiences in the classroom from outside or inside school. Moreover, 

effective teachers recognise that the classroom is a dynamic, complex entity, involving 

numerous personalities and developing into a corporate personality of its own. Overall, 

all these understanding contribute to teachers’ communication with students, their 

management of the environment through effective preparation and performance, and 

their preparation and differentiation of students’ learning needs. 

In a video study of the third international mathematics and science study, 

TIMSS 1999 provided a working example of the complexity of teaching. This study 

indicated that in USA, mathematics teachers focus their teaching on what students have 

already learned as low-level content, routine exercises, and procedures. Mathematics 

students in USA spend 34% of their time per lesson applying what they have learned as 

compared to Japanese students who spend 74% of their time in application. Procedure is 

an important part of learning; therefore, effective teachers know how to lead students 

from simple to complex learning.     

Effective teachers encourage students to join activities, answer questions, and 

discover their own understanding rather than memorising (Marzano et al., 1993). To 

address higher and lower levels of cognitive complexities, teachers present and engage 

students in the content by using several levels of involvement, objectives and activities, 

and actives and questions. As students are unique in their individual strengths, 

weaknesses, and previous experiences, effective teachers meet students where they are 

and move them forward with the appropriate level of challenge and support.   

Engaging students. Engaging students when implementing instruction in the 

classroom leads to high level of interest and participation of students. High-level 

engagement is an indicative factor of success for both students and teachers; at the same 

time, high levels of teacher support also led to high levels of engagement (Akey, 2006). 

Effective teachers show a high level of interest to the lesson to engage students. It is 

significant for teachers to establish a learning environment that encourages student 

engagement because student engagement is linked to achievement. A study has shown 
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that classrooms where teachers provided distinguished instruction, which includes all 

elements of the instructional, generated higher engagement (Connor, Crowe, & 

Meadows, 2009). 

Effective teachers use a variety of strategies to encourage students to participate 

and engage in activities and lessons. For example, calling students in random order, 

providing explanation and illustration when needed, using positive words with students 

when interacting or responding, group activities, projects, and hands-on activities 

(Williams, 2010). One study showed that effective teachers usually used four or more 

instructional activities for each instructional segment (Zahorik et al., 2003). These 

strategies can create greater engagement than traditional instructional methods and 

lessons that encourage students to interact with their peers result in higher levels of 

engagement (Akey, 2006). Teacher behaviour also impacts student engagement. 

Marzano (2007) described enthusiasm as a catalyst for engagement because students 

must be encouraged and interested before engaging. As a result, teachers who aim to 

improve student achievement and engagement should link activities with practices in 

their classrooms. Students who have a more positive classroom environment report 

being more engaged in school (Stronge, 2007).  

Powerful instructional practices often make the instruction relevant to real-world 

problems, which can increase student learning engagement (Williams, 2010). Positive 

classroom environments create more engagement for students (Fullarton, 2002). 

According to Gregory and Weinstein (2004), effective teachers try to make modest 

efforts to build a personal connection with their adolescent students, which can 

dramatically reinforce student engagement. Moreover, when adolescent students are 

requested to demonstrate higher-order thinking skills rather than memorising and 

applying knowledge and procedures to deal with problems, they learn more (Gregory et 

al., 2014).  

Questioning. Questioning is an instructional strategy that is commonly and 

widely employed. Questions and answers move from teachers to students and back 

again, representing an academic interaction. Teachers use questions to verify student 

understanding and motivate future learning. Good questions check students’ 

understanding for basic information and encourage them to think critically and 

creatively about what they have been taught. Johnson et al. (2012) conducted a meta-

analysis of instructional strategies in science classrooms, which revealed that 
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questioning strategies were the most effective motivation to student achievement 

(Schroeder, Scott, Tolson, Huang, & Lee, 2007). 

Questions can be a part of one or more of the following three categories: 

instruction, classroom management, and assessment (Larson & Keiper, 2012). The 

purpose of asking questions is to assist students to move between higher-order and 

lower-order thinking, to encourage students to contribute as a challenge, and to develop 

student learning. Moreover, questions can be used for classroom management to 

generate an open and inviting atmosphere, encourage self-monitoring of behaviour, and 

manage and direct classroom. Finally, questioning is used during lessons to check 

student understanding, summative as a test, and to support teachers’ reflections upon the 

effectiveness of a lesson (Larson & Keiper, 2012).    

Questions encourage thinking as an essential element of learning, and student 

thinking can be encouraged at a variety of cognitive levels. This involves using 

appropriate questioning techniques and matching questioning to cognitive instructional 

objectives. Thus, questions reflect the instructional objectives and looked-for learning 

results (Cawelti, 2004). Some teachers follow the classification of Bloom’s Taxonomy 

to generate questions. Bloom’s Taxonomy is a multi-tiered model of classifying 

thinking into six cognitive levels of complexity. The lowest three levels are knowledge, 

comprehension, and application and the highest three levels are analysis, synthesis, and 

evaluation (Forehand, 2010). When teachers ask questions, students’ responses reflect 

the depth of their thinking. For example, yes or no questions encourage student to 

remember the answer without any thinking or analysing. This type of questions is not 

entirely desirable because it can limit the opportunity to think in higher levels about 

content and reduce student achievement. Questioning should be focused on recalling to 

shape understanding of the foundations when student learn a concept. The questions 

students ask also encourage thinking. Effective teachers train their students to frame 

high-level questions to motivate their thinking and learning. Teachers who direct 

students on how to create high-level questions give students a marked academic 

advantage over other students (Williams, 2010). Unfortunately, investigators have 

shown that teachers often govern classroom discussions and ask most of the questions. 

In general, questions should be considered as a sequence in planning, implementing, 

and assessing lessons not as an isolated part (Walsh & Sattes, 2005).  
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Past and more recent studies have shown the relation between questioning and 

student achievement. In 2009, Bitter et al. discovered a positive correlation between 

high-level questioning and elementary students’ reading achievements. This finding 

supported an older study by Wenglinsky (2000) that established that when teachers 

asked a higher-order thinking question, student achievement increased. Likewise, 

Stronge et al. (2007) found that ineffective teachers asked lower cognitive level 

questions as compared to effective peers. Moreover, Covino (1996) showed that 

teachers with more subject matter knowledge tended to ask high-level questions and 

involved students in discussion opportunities by using techniques such as redirection, 

asking for clarification, and prompting (Covino & Iwanicki, 1996).  

Teachers’ ways of asking questions, the type of questions, and how they 

responded to students can all lead to powerful enhancement of the student learning 

process. The amount of waiting time after asking questions also affects the number of 

participating students (Good & Brophy, 2000). A short waiting time is appropriate for 

basic recalling questions and a longer waiting time is required for higher-order 

questions. Moreover, effective teachers link questioning strategies to instructional 

objectives, train students to form their own high-level questions, and give them 

adequate time to think about their responses.  

Monitoring student progress. Effective teachers can recognise student 

performance in class and when a student struggles with something, they target this 

problem and provide remediation as needed. Monitoring students is not the only 

responsibility of effective teachers but is one of the main responsibilities (Williams, 

2010). Commonly, assessment is used to estimate student improvement in learning new 

skills or knowledge, and teachers must consider the planned results of instruction and 

develop appropriate assessments. To this end, effective teachers use a wide range of 

formal and informal assessment strategies. Informal assessment is used to monitor 

student understanding through strategies, such as questioning, interpreting body 

language, and listening to student questions, and formal approaches can be tests. 

Moreover, teachers can utilise formative and summative methods (Wiggins & 

MCTIGHE, 2005), where both teachers and students need essential feedback about the 

learning process and comparative scores on the mastery of specific information. 

Effective teachers frequently monitor student progress by interacting with them to track 

their learning and to fit instruction to meet student needs. Students respond better to 
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meeting stated expectations when they know their teacher notices their acquisition of 

knowledge and skills. The next sections discuss three factors related to monitoring 

student progress – homework, feedback, and assessment. 

Homework. The issue of homework as an assessment tool has a history of over 

100 years of debate in America. Proponents such as Gardner et al., the author of “A 

Nation at Risk” (1983), have claimed that homework is a crucial element of academic 

rigor and that the time spent in on homework is often used ineffectively, which might 

negatively affect student achievement (Gardner, Larsen, & Baker, 1983). On the other 

hand, critics have complained that giving too much homework damages students’ health 

and holds them back from engaging in activities outside school, which also provide 

them with valuable learning experiences (Vatterott, 2009). Moreover, critics argue that 

the majority of studies on the issue have suffered from design mistakes or 

misunderstandings and have lacked evidence showing that there is an essential causal 

link between homework and achievement. Rather, high-achieving students have greater 

capacity and motivation because of factors not related to homework achievement 

(Kohn, 2007). This notion was confirmed by Trautwein and Ludke’s (2007) study on 

student effort, which found that students produced a greater effort with their homework 

when it was given in classes they enjoyed or had achieved academic success before. 

Irrespective of public opinion, homework is paramount and teachers continue assigning 

homework because its provides learning opportunities outside school day borders 

(Marzano, Pickering, & Pollock, 2001).    

Homework has been supported by studies that argued that spending time doing 

homework is linked to academic success. A meta-analysis conducted by Cooper (1989) 

also found that in middle and high school, spending time doing homework was 

positively connected with student achievement. However, elementary students showed 

no significant relationship between homework and achievement (Cooper, 1989). 

Marzano, Pickering, and Pollock cited Cooper’s work and identified that homework was 

an effective learning and assessment tool for older students because the amount of 

homework quadrupled from fourth to tenth grade (Marzano et al., 2001). Teachers play 

an increasingly important role in fostering homework when students get older. When 

teachers plan related assignments and provide timely feedback, they can build positive 

attitudes toward homework (Trautwein & Lüdtke, 2007).  



95 

 

In 2006, Cooper et al. undertook an updated meta-analysis for Cooper’s (1989) 

earlier work. This updated work produced a similar result to the original study. The 

meta-analysis examined 69 studies, 50 of which confirmed a positive relationship 

between homework and achievement. In addition, for the second time, Cooper found no 

relationship for elementary students. The authors assumed that this outcome was linked 

to younger students’ underdeveloped study skills. Further, the assumption of the 

purpose of homework assignments is diverse between elementary and older students. 

Coulter’s (1985) study identified that practice, preparation, and elaboration are the basic 

purposes of homework. Practice-based homework can strengthen common concepts that 

need to be refined. Preparation-focused homework exposes students to concepts which 

are to be covered in class on the next school day or in the near future. Elaboration 

exercises encourage the search for related concepts. Another aspect regarding 

homework is that the quality of homework assignments is more important than the 

quantity (Senge, Cambron-McCabe, Lucas, Smith, & Dutton, 2012). Nevertheless, 

when discussing the effectiveness of homework, it is misleading to suggest that student 

characteristics and attitudes are the main determinants. In regard to the notion that 

teachers affect student attitudes toward homework (Trautwein & Lüdtke, 2007), 

Vatterott (2009) claimed that quality teaching matters most and how teachers use 

homework is a critical factor in how students understand homework.  

Effective teachers communicate the scope and purpose of homework 

assignments to improve student learning and often use homework to ensure student 

understanding and provide non-punitive feedback. When teachers provide students with 

feedback on all assigned homework, it means that teachers believe the assignments are 

important. Therefore, homework is an effective strategy that teachers use to increase 

student achievement. Like any strategy, it must be employed proficiently to achieve the 

desired results. To enhance student achievement to higher levels, effective teachers 

must connect homework assignments to classroom practice and student ability. 

Providing meaningful feedback. The importance of the feedback has been 

recognised by teachers (Johnson Jr, 1997). Feedback is the most powerful improvement 

technique to increase student learning outcomes (Walberg, 1984; Williams, 2010). 

Effective teachers provide students with feedback in an appropriate manner and the 

feedback should be related specifically to task criteria. Some studies have shown the 

importance of the amount of time between doing activities and giving feedback and how 
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that can affect student achievement (Berliner & Rosenshine, 1977; Walberg, 1984). 

Long delays in feedback on learning activities can be frustrating and unproductive for 

students (Good & Brophy, 2000). Consequently, long delays in giving feedback make 

students less likely to respond and leads to less learning enhancement. Feedback 

provided from effective teachers should be primarily corrective (Marzano et al., 2001), 

and effective teachers give specific descriptions about what students should and should 

not do in their learning (Chappuis & Stiggins, 2002). Matsumura’s study indicated that 

when students were given corrective feedback related to the assignment content, they 

accomplished higher quality of work than those who were not provided with corrective 

feedback (Matsumura, Patthey-Chavez, Valdés, & Garnier, 2002).     

The purpose of feedback is to improve student learning (Gareis & Grant, 2008). 

Like other forms of feedback, the purpose of assigning grades is to improve student 

learning (Gareis & Grant, 2008). Consequently, when grades are delivered as numbers, 

letters, check marks, or other symbols, the meaning of the grades should be uniformly 

noticeable to all involved parties, that is, teachers, students, parents, and administrators. 

These symbols convey a certain decision about student progress toward a particular 

planned learning outcome. Teachers must ensure that grades reflect actual learning as 

perfectly as possible because momentous decisions regarding students’ lives, such as 

student placement, retention, and even college acceptance, are often made primarily on 

the basis of grades.  

Providing students with feedback gives them a chance to be aware of the gaps 

between their current performances and planned learning outcomes. Effective teachers 

provide students with specific feedback related to the learning goals and then present 

instructions for students to improve and close the learning gaps (Hattie & Timperley, 

2007). Providing students with timely feedback can help them gain the advantages of 

positive reinforcement and direct correction. Gareis and Grant (2008) proposed four 

extra qualities of effective feedback. First, feedback must be truthful. This means if 

learning objectives were not achieved, the feedback should not deliver a sense of 

achievement. Second, feedback must be aligned to the expected learning outcomes. To 

achieve that, teachers must have a strong sense of what knowledge, skills, and 

temperaments are involved in achieving the learning outcomes. Third, feedback should 

be specifically linked to accomplishment criteria. For instance, grading research papers 

may contribute to something very simple to communicate achievement. Finally, 
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feedback should be constructive. Students should be supported with insight to improve 

their learning and motivation for them to do it. 

Teachers and students equally believe that teacher feedback is significant 

(Zacharias, 2007). However, they have different beliefs about the original purpose of 

the feedback. One study proved that feedback encouraged students to be aware of their 

mistakes, emphasised correct ways to develop and also informed them about the 

teachers’ expectations. Students reported that specific corrective feedback from teachers 

helped them revise their work to meet teacher expectations (Zacharias, 2007). 

Therefore, students use feedback in a positive way by reviewing their work quality and 

content to achieve higher marks. Lee (2009) established that teachers believed the 

possible benefit of providing corrective feedback on students’ written work was weak 

when students focused on receiving grades rather than focusing on the specific 

feedback. This leads to the suggestion that teachers place greater emphasis on the 

written feedback they provide than the grades they assign. This is supported by 

Guskey’s study that ranked the grades among the weakest indicators of student learning 

by teachers and administrators (Guskey, 2007). Moreover, Lee discovered that teachers 

continue to provide similar feedback on written assignments regardless of their belief 

that it is not effective. 

Effective feedback must be related to improving a specific task or performance 

(Hattie & Timperley, 2007). General feedback has only a small impact on narrowing the 

gap between current performance and planned outcomes. Gareis and Grant (2008) 

claimed that to deliver decisions through instructive meaning, expectations or criteria 

must be explained in regard to what is met and unmet. In fact, teachers usually provide 

feedback on associated but not central learning objectives. For instance, writing teachers 

provide additional feedback on writing mechanics rather than on the improvement of 

ideas and the writing process, even when the latter is the planned learning goal (Lee, 

2009; Matsumura et al., 2002; Zacharias, 2007). Therefore, Matsumura suggested that 

student results in the writing mechanics is improved when the feedback is provided to 

them, which means that feedback is a powerful learning tool. It is essential that teacher 

feedback is aligned to planned learning outcomes. 

Without doubt, gaining feedback from different educational sides (oneself, 

peers, teachers) enhances students’ learning progress. In addition, to monitor student 

growth, effective teachers apply several approaches. They also search for and collect 
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information from their work area, the schools, about the learners. Incorporating a 

diversity of techniques, such as mental notes, feedback, and work samples, helps 

effective teachers provide meaningful instruction and foster student improvement.  

Using assessment information to meet students’ needs. Effective teachers 

gather information about student achievement using a selection of assessments. Then, 

they evaluate or estimate student learning based on that information. The purpose of 

using assessment is to define the effectiveness of a lesson with respect to student 

learning and engagement, assess student progress, and as a foundation for ongoing 

instruction (Stronge, 2007). Additionally, making evaluations about student learning 

should occur frequently during the lesson or unit, in other words, not just serving as an 

end-cap to instruction. This is because when assessment and evaluation only take place 

after instruction is completed, it leads to insufficient time to correct student 

misunderstandings. Effective assessment of student learning not only consists of 

instruction both during and after but also involves evaluating students’ knowledge of 

content and skills, which should be taught in advance of instruction. Walberg (1984) 

found that teachers who use diagnostic and prescriptive methods to teach and assess 

could dramatically help student achievement. Moreover, continual assessment of 

student progress informs students and teachers about student misunderstandings and 

allows teachers to develop and refocus their instruction (Tomlinson, 2010). High-

performing schools have a common factor – they use assessment data to set 

instructional objectives and revise instruction at the school level.   

Effective teachers design their assessments in advance from the instruction 

planning. Wiggins and McTighe (2005) described the “Backward Design” process as 

follows: teachers first identify the preferred consequences, then define sufficient 

evidence of student learning, and ultimately design instructional experiences. The 

continuous development achieved through this model encourages teachers to think 

about assessment evidence as well as about instruction. The alignment of wanted 

outcomes, assessment procedures, and content standards assists to enhance the concept 

and content validity of assessments. Effective teachers guarantee this validity to serve 

students with instructional experiences that align with the learning results that they are 

expected to control.  

There are several methods that teachers can implement to evaluate student 

learning. However, teachers often depend on limited choices of traditional methods, for 
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instance, tests and quizzes. Tomlinson (2010) suggested that assessment is a form of 

communication and advised that it is essential for teachers to find an appropriate 

adjustment between students and the methods used to assess their learning. Teachers 

must enable students to communicate their learning in a manner best suited to their 

needs. Consequently, traditional paper-and-pencil tests affect all students’ ability to 

effectively communicate.  

Stiggins and Chappuis (2008) claimed that the real test of effective assessment 

for learning is whether it advises students about their personal learning. Little corrective 

response has been offered to students through traditional pencil-and-paper tests (J. 

Hattie, 2003). Guskey (2007) found that teachers and administrators believed student 

portfolios were the most significant kind of assessment tool to measure student learning. 

However, other teachers and administrators from district, state, and national 

assessments classified student portfolios as the last assessment type to use. In addition, 

homework ranked in the middle of Guskey’s assessment results, maybe owing to its 

connection to growth in student achievement as students progressed through grade 

levels (Williams, 2010).  

Assessment of various formats provides feedback to the teacher regarding the 

strategies that are working, the students who need more targeted assistance, and what 

content needs to be revisited. Effective teachers use diverse types of assessment 

practices to monitor student learning, such as formal and informal assessments and 

formative and summative assessments (Wiggins & MCTIGHE, 2005). Student 

development can be monitored through various techniques, for example, looking over 

and circulating around the classroom or having conversations with individuals or small 

groups about specific tasks or activities. Moreover, effective teachers make notes about 

difficulties they have faced and then spend time thinking about how they can improve 

and better reach students. Other ways of formally monitoring student progress include 

teacher-made or uniform tests, projects, and writing assignments. In fact, assessment is 

not just for individuals but also for student groups. Successful teachers know how to 

comprehend and use the information gained from standardised and teacher-made 

achievement tests. One common practice of effective teachers is counting how many 

students have incorrect answers for a question, then analysing the question to define the 

reason behind this mistake as it might have been a deceptive question or because 

students did not study the material. Likewise, teachers look for questions that students 
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answer wrong and consider if teaching test-taking skills can support students. As a final 

point, teachers can classify questions to groups according to the concept to help evaluate 

whether the whole concept needs to be retaught using a different instructional approach. 

Effective teachers confirm that assessment is not only aligned with curriculum but also 

with the actual instructions given (Stronge, 2007). 

Summary of the Chapter 

The aim of schooling is teaching students, and teachers are responsible for 

developing students’ skills, knowledge, and attitudes. Therefore, this literature review 

focused on the factors that influenced teacher effectiveness in the classroom to ensure 

the enhancement of education and student learning outcomes. However, there is no 

agreement among researchers about perceived qualities that have the greatest impact on 

teachers. According to Stronge (2007), effective teachers influence students’ 

motivation, performance, and achievement through the prerequisite qualities of effective 

teaching – teachers’ personal and professional behaviour, the classroom environment, 

organising for instruction, implementing instruction, and monitoring student progress. 

As a result, this study adopted Stronge’s framework and applied it in the Saudi context 

to specify the priority factors that enhance teacher effectiveness in the classroom. 

Accordingly, this chapter has provided an extensive literature review about those 

qualities and their related factors. In the next chapter, the methodologies and methods 

used to achieve the aim of this study have been outlined.   
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Chapter 4 

Research Methodologies 

Introduction 

This chapter presents the quantitative methodologies used in the research. 

Quantitative methodologies were used in this study to investigate the teacher quality 

factors that enhanced female teachers’ effectiveness in girls’ secondary schools in 

Kingdom of Saudi Arabia (KSA). The current study developed two phases of 

questionnaires to achieve the research objectives. The first phase was developed for 

general teachers and the second phase for expert teachers.  

Each questionnaire had its own sample and analysis techniques, and both 

included one open-ended question asked about participant perspectives: “What is the 

quality factor that was not included in this questionnaire and you think it will enhance 

teacher effectiveness among Saudi female teachers in girls’ secondary schools in 

KSA?” Participant perspectives were written in the open-ended question and used in the 

discussion chapter to support each factor and provide more detailed and reliable 

information for this study. 

Samples and Surveys Procedures 

This study targeted a very essential sample in the education field – female 

teachers in girls’ secondary schools in the capital city of KSA, Riyadh. This was an 

interesting task because the education in KSA is separate between boys and girls, and at 

the same time, teachers are separated depending on gender. The target, female teachers, 

requires more focus, especially with the new vision of 2030 in KSA. Therefore, this 

study provides a solid foundation for future studies. To achieve the aim of this study, 

two questionnaires were developed; each questionnaire had its own sample and 

techniques. Two kinds of contributors were needed in this study – general teachers for 

first phase and expert teachers for second phase. The data was collected by distributing 

a hard copy of the questionnaires among the identified teachers. To ensure that the 

questionnaire reached the exact number of participants, a phone call was made to the 

schools to obtain the participants’ attention and inform them that their opinions were 

very important to the study. In the first phase questionnaire, 294 general teachers 

participated. On the other hand, in the second phase, 30 expert teachers participated.  
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Saudi Expert Teacher Standards 

In KSA, teachers are divided into three levels – novice, first, and expert 

teachers. Novice and first teachers are those who have ten years of experience and in 

this study, they are called “general teachers” as an indicator in the Saudi context. This 

study was implemented in two phases of data collection. The first phase involved a 

quantitative questionnaire using Likert scales for general teachers (novice teachers and 

first teachers) in order to validate the framework quality factors for effective teachers 

used for this study. The survey data was analysed using the Statistical Package for the 

Social Sciences (SPSS). The second phase also implemented a quantitative 

questionnaire using a pair-wise comparison scale for expert teachers to rank the 

validated quality factors for effective teachers from the most important to the least 

important using the Analytic Hierarchy Process (AHP). Expert teachers are the ideal 

teachers who have a broad understanding of teaching and are leaders and entrepreneurs. 

Moreover, they play a leadership role at the school, district, and professional level and 

lead initiatives and actively evaluate and improve programs at the school level. They 

have a wide impact on their schools and make a significant contribution to the 

development, improvement, and effectiveness of peer practice and student learning 

outcomes. They contribute to the promotion and development of the profession. In this 

study, Saudi expert teachers are defined as follows:  

1. At least 17 years of experience 

2. An excellent statement in their function records (teachers’ performance), 

equalling 90% or more; this means that an expert teacher is an excellent 

teacher and their record must be no less than 90 (total scores and 

appreciation is as follows: 90–100, excellent; 80–89, very good; 70–79, 

good; 60–69, satisfied; less than 60, not satisfied) 

3. A bachelor’s degree in education (MOE, 2003) 

Overall Methodologies 

The overall methodology stages are presented in Figure 1, starting with the 

review of previous literature to gain knowledge of the research area, developing the 

research rationale and the research objectives. Then, a questionnaire was designed 

depending on hierarchy model, consisting of three levels – goal, main qualities, and 

factors to achieve the research objectives (see Figure 2). Next, data collection was 
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undertaken via the two phases of the quantitative questionnaire. Following this, data 

was analysed using three steps of analysis, and finally, the analysis results were 

presented. Based on the results of the study, recommendations and conclusions were 

made. 

 

 

 

 

 

 

 

Figure 1. Overall methodology stages.  
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Figure 2. The analytical hierarchy model.  
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Research Design 

This study is quantitative in nature. To analyse the gathered data from the study 

questionnaires, suitable techniques were considered and used for this study as follows: 

Descriptive Statistical Analysis, Confirmatory Factor Analysis (CFA), Cronbach’s 

Alpha and Item-Total Correlations, Analytical Hierarchy Process (AHP), and Pareto 

Principle Rule (80/20). 

The five stages of the adopted methodologies, presented in Figure 1, were 

undertaken to achieve the main objectives of this study: Stage 1, literature review; 

stage 2, questionnaire development; stage 3, data collection; stage 4; data analysis; and 

stage 5, results and conclusions. The following paragraphs describe the five stages in 

detail.  

Stage 1: Literature review. This stage involved an extensive review of the 

literature to identify the important quality factors of effective teachers. This literature 

offered an informative background of teacher effectiveness through different terms, 

such as teacher qualities, characteristics, factors, attributes, features, effective teachers, 

and good teachers; this has been described in detail in Chapter 3. Many frameworks that 

organise and classify positive teacher behaviours and attributes were also explored and 

compared in Chapter 3. From these, the most appropriate framework, Stronge’s (2007) 

framework, was adopted for this study. Therefore, the final review was structured 

around Stronge’s framework factors. A hierarchical model was developed from the 

adapted framework in this stage. This hierarchy model was used to create the 

questionnaires and the items at all levels of the hierarchy were based on six main 

qualities and 26 factors.  

Stage 2: Questionnaire development. This study involved two phases of data 

collection and each phase had its own questionnaire and sample. The first phase was 

targeted at general female teachers in secondary girls’ schools in Riyadh city in order to 

validate the framework quality factors. This first phase used Likert scale questionnaires 

and surveyed 294 general teachers. The second phase was targeted at expert female 

teachers in the same secondary girls’ schools in order to rank the validated quality 

factors that emerged from phase 1 from the most important to the least important. This 

second phase used a pair-wise comparison questionnaire and surveyed 30 expert 

teachers. Due to the limitation of using online surveys, weak internet connections, and 
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low practical knowledge and experiences from using online survey, this study utilised a 

paper questionnaire to ensure that maximum number of teachers participated in the 

study. 

A number of criteria have been suggested by Selvanathan (2005) to produce a 

sound survey: 

1. Keep the survey as short as possible to make it easier to complete 

2. Questions should be short, simple and clear 

3. Arrange the questionnaire in a logical order 

4. The questionnaire should include a cover letter to explain the purpose of the 

survey. 

All the questionnaires incorporated the above criteria. Each questionnaire had an 

introduction and brief outline of the research topic, purpose, and a description of the 

quality factors for effective teachers that ensure the participants’ motivation. Besides, 

participants were allowed to take the questionnaire with them. In addition to the second 

phase of the questionnaire, an example of how to complete the instrument was added in 

order to assist the respondents. Moreover, the two questionnaires were translated from 

English to Arabic (see Appendices A and B).  

First questionnaire: It was developed for general teachers using a Likert scale 

and consisted of two sections and an open-ended question (see Appendix A). Section 

one included six questions about the participants’ general and background information, 

such as age, years of experience, and school location. Section two had two parts, both 

based on Likert scales. Part one refers to level two in the hierarchy model and part two 

to level three in the hierarchy model. The questionnaire asked respondents to indicate 

their levels of agreement towards a declarative statement.  

This questionnaire used Likert odd-scales, 5‐point scale, which is the standard 

for surveying and most commonly used. The Likert scale was developed by the 

psychologist Rensis Likert (1932) and is commonly used in questionnaire surveys to 

collect ordinal data on strengths of attitudes, attributes, perceptions, and beliefs (Retief, 

Potgieter, & Lutz, 2013). The Likert method has gained popularity for a number of 

reasons. First, a Likert scale can be easily constructed and modified. Second, the 

numerical results can be directly used for statistical inference. Lastly, the measurements 

based on Likert scales have demonstrated good reliability. It is also convenient for 
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researchers because it can be employed using ordinary SPSS programs for data analysis. 

In general, with Likert scales, researchers can collect and analyse a large amount of data 

with minimal time and effort (Li, 2012). The scale in this questionnaire ranged from 

“Not Important” to “Very Important”, with “Important”, “Of Little Importance”, and 

“Moderately Important” in the middle (see Table 2 for an explanation of the relative 

scale measurement used in the Likert Scale questionnaire).  

Table 2  

The Relative Scale Measurement Used in Likert Scale Questionnaire 

 

 

Odd-scales deliver a choice for indecision or neutrality (Croasmun & Ostrom, 

2011) by giving participants a neutral response option. This may reduce the chance of 

answer bias and the tendency to support one response over others (Randall & 

Fernandes, 2013). Consequently, respondents do not feel forced to have a judgment if 

they do not have one. Further, the 5-point scale is used for three reasons. First, the 

questionnaire was developed for general teachers; therefore, the participants will stay 

focused on the questionnaire and respond with more honesty. Second, the 5-point scale 

is much easier to analyse the data. Third, based on existing literature, the 5-point scale 

is better than the 7-point scale (Revilla et al., 2013), because 7-point scales produce 

lower quality data.  

Second questionnaire: It was developed for expert teachers using a pair-wise 

comparison scale and consists of two sections and an open-ended question, the same as 

the Phase 1 questionnaire (see Appendix B). Section one included six questions about 

general and background information, similar to the general teachers’ questionnaire. 

Section two had two parts, both based on a pair-wise comparison scale (Saaty, 1970). 

Part one refers to level two in the hierarchy model and part two to level three in the 

hierarchy model. The questionnaire asked respondents to indicate which of the two 

elements they prefer.  

Rating Judgments of scales 

5 Very important 

4 Important 

3 moderately important 

2 of little importance 

1 Not important 
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This questionnaire used pairwise comparison, the 9-point scale, to measure the 

strength of preference by means of verbal judgments via comparing pairs of objectives 

and alternatives factors at one level of the model with respect to the previous level. 

Moreover, pair-wise comparison is a basic means to use the AHP technique. Pairwise 

comparison is used to draw a conclusion in an easy and elegant way. The 9-point scale, 

developed by Saaty (1980), states preferences between elements as equally, moderately, 

strongly, very strongly, or extremely preferred. These preferences are translated into 

pairwise weights of 1, 3, 5, 7, and 9, respectively, with 2, 4, 6, and 8 as intermediate 

values (Kwong & Bai, 2002). By using Saaty’s pairwise comparison, experts can decide 

which is more important and subsequently, how much more important. Therefore, the 

expert would use a scale of values such as those listed in Table 3 (explaining the relative 

scale measurement used in the questionnaire), and the 9-point scale developed by Saaty 

is presented in Figure 3 (demonstrates the pairwise comparison scale).  

Table 3  

The Relative Scale Measurement Used in Pairwise Comparison Questionnaire 

Rating  Verbal Judgments of scales 

9 Extremely preferred  

8 Very strongly to extremely 

7 Very strongly preferred 

6 Strongly to very strong 

5 Strongly preferred 

4 Moderately to strongly 

3 Moderately preferred 

2 Equally to moderately 

1 Equally preferred  

 

Figure 3.The pairwise comparison scale.  

Pairwise comparison is a procedure of reciprocal comparisons from which 

experts can rate a set of objects by comparing only two elements at a time. For example, 

if A and B are two elements in a pairwise comparison and if A is more likely to occur 

than B, it means B is less likely to occur than A. The brilliance of using pairwise 

Quality 

A 
9 8 7 6 5 4 3 2 1 2 3 4 5 6 7 8 9 

Quality 
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comparisons is to reduce the common-sense rule. Moreover, it is the most powerful and 

universal method to assessments and decision-making problems. Pairwise comparisons 

permit us to synthesise assessments of expert panels, steering committees, or other 

group decision making (Koczkodaj, 2015). In order to achieve all possible pairwise 

comparison in a set of n variables, n(n-1)/2 comparisons are required. In AHP analysis, 

if there are n qualities that need to be compared for a given matrix, then a total n(n-1)/2 

experts are needed to generate a comparison matrix. For example, the quality ‘Teacher 

as a Person’ was the largest group in this study and had six factors, so n = 6, meaning at 

least 15 experts are needed to judge this group. However, this study obtained double the 

required number of experts to ensure that the responses were more than or equal to the 

minimum number of required responses. Using pairwise comparison has several 

advantages, such as experts only need to consider two variables at a time; experts do not 

need to exceed the capabilities of the information processing (Miller, 1956), experts find 

pairwise comparison easy to use, and pairwise comparisons can provide a numerical 

analysis for qualitative data (Meyer & Booker, 2001).  

Stage 3: Data collection. Before data collection could begin, the researcher 

needed to gain permission from the Royal Embassy of KSA in Australia, Canberra (see 

Appendix E) and from the Ministry of Education in Riyadh city to enter the research 

sites (see Appendix F). After arriving at the study setting, a list of secondary girls’ 

school names, phone numbers, and locations were provided by the Ministry of 

Education in the capital city of KSA. Then, calls to the selected schools were made to 

seek approval to visit and meet the teachers. The researcher met the principals of the 

randomly selected schools and explained the purpose and importance of the study and 

how the results could be used to enhance teachers’ effectiveness in classroom and 

achieve high levels of performance. Then, the researcher set a meeting with teachers 

who were willing to participate in the study. A short introduction was provided by the 

researcher about the study topic and its importance in the teaching field. Then, the 

researcher distributed the questionnaire among the participants and explained how to 

complete it and answered the participants’ questions about the meaning of quality 

factors and the used scales. Participants were allowed to take the questionnaire with 

them and after finishing, they returned them to the main office. Each school was 

provided with two envelopes for each phase to collect the questionnaires from 

participants. After collecting the completed questionnaires from the first phase with 

general teachers, the second phase with the expert teachers was undertaken in the same 



110 

 

schools using the same procedures. Once the questionnaires were collected, letters 

thanking the school and to express appreciation for their assistance were sent. 

Riyadh city has five regions and the researcher selected four schools randomly 

from each region to visit. That is, 20 schools in total participated and were invited to 

join this study. Each selected school was visited twice within a three-month period. The 

first visit aimed to survey general teachers by using the Likert scale questionnaire 

survey and occurred in the first six weeks. The second visit aimed to survey expert 

teachers by conducting the pairwise scale survey, which occurred in the next six weeks. 

Each school needed one day to distribute the questionnaire, which means that each 

region required four days to distributing the questionnaires, starting from Sunday to 

Wednesday and then one day to collect the questionnaires, Thursday. This procedure 

covers each region for one week. In the first phase, 370 questionnaires were distributed 

among general teachers, 314 questionnaires were received, and 294 questionnaires were 

completed. In the second phase, 50 questionnaires were distributed among the expert 

teachers, 32 questionnaires were received, and 30 questionnaires were completed.  

Stage 4: Data analysis. The collected data was analysed using three steps. Step 

one was to use the analysed first phase questionnaire data to validate the framework 

factors by using descriptive statistical analysis, Confirmatory Factor Analysis (CFA), 

and using Cronbach‘s alpha and Item-Total Correlations. Step two was to use the 

analysed second phase questionnaire data for the purpose of ranking the validated 

factors that emerged from Phase 1 from the most important to the least important by 

using the AHP technique. Step three was revealing the most effective factors by 

applying the Pareto principle rule (80/20) to the ranked lists. In addition, the open-ended 

questions in the two questionnaires were analysed to determine the common and shared 

quality factors between general and expert teachers. The following sections provide 

detailed explanations of the steps and techniques used to analyse the collected data.  

Step one: To analyse the collected data from the Likert questionnaire that 

surveyed the general teacher participants in the first phase of the data collection, this 

study used suitable techniques such as descriptive statistical analysis, Confirmatory 

Factor Analysis (CFA), Cronbach’s alpha, and Item-Total Correlations. These 

techniques can provide an analysis of a complicated data set that has many variables 

(Tabachnick & Fidell, 2007). Further, this study uses CFA to examine the equality of 

the factor correlations. In this study, the analysis techniques were carried out to fulfil 
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three main objectives: (1) obtaining a sense of the data through descriptive statistical 

analysis; (2) employing CFA to evaluate the validity and uni-dimensionality of the 

qualities; and (3) testing the goodness of the measurement scale by measuring reliability 

using Cronbach’s alpha and Item-Total Correlations. The subsequent sections further 

describe these techniques.  

Descriptive data analysis. Descriptive data analysis was conducted using SPSS 

(Version 21) software to gauge the data and determine whether it meets the basic 

requisites prior to conducting the data analyses. The analysis provided an examination 

of the sample, respondent profiles, missing data analysis, and standard deviations as 

well as standard error of the mean. It also included a preliminary analysis of the mean 

values to acquire a broad picture of the respondent’s perceptions regarding each quality 

based on the entire survey population as well as on similar groups. Further, the 

descriptive data analysis was assessed, and the CFA was conducted.  

Confirmatory factor analysis (CFA). This is a subset of the Structural Equation 

Modelling (SEM) techniques and is the ideal method to perform the assessment given 

its ability to strongly provide a stricter interpretation. The aim of using a CFA was to 

examine whether the original structure of the instrument worked well in the new 

population (Harrington, 2008). This was important because the framework of the 

teacher qualities was developed from the literature that came from empirical studies 

conducted outside of the current context. The CFA specifies the number of factors and 

the pattern of indicator-factor loadings in advance as well as other parameters, including 

those bearing on the independence or covariance of the factors and indicator unique 

variances. CFA requires a strong empirical or conceptual foundation to guide the 

specification and evaluation of the factor model. The procedure included three assessing 

steps. First, assessing the model fit, whether the structure of each quality group fits the 

data by categorising them as absolute or incremental (Shah & Goldstein, 2006). Second, 

using a number of estimation methods indirectly to examine the model parameters and 

assess unidimensionality. Third, assessing the constructed validity that requires an 

inspection of the convergent validity and the discriminant validity (Brown, 2015). The 

CFA program used for the analysis was Amos, which specifies, estimates, assesses, and 

presents models in order to display the hypothesised relations among variables. The 

following sections provide the details about the three assessing steps analysis.     
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1. Assessment of the Model Fit. The main feature of a CFA is its capacity to 

examine how well a specific model represents the data, and this can be finalised by 

examining the model fit indices. The model is accepted if the fit indices are confirmed 

to be good. However, a model with insufficient fit indices will generally be re-specified 

in order to increase its fit. Fit indices are, in general, categorised as either absolute or 

incremental (Hoyle, 1995). First, absolute fit indices are concerned with the degree to 

which the hypothesised model reproduces the sample (Shah & Goldstein, 2006). Chi-

square X
2
 statistics are the most basic index of this type of measure and commonly 

contain the value of X
2
, degree of freedom, df, and significance level p-value. As per 

convention, the model fits the data when X
2 

is non-significant; therefore, the model is 

accepted. On the other hand, a significant X
2
 (p ˂ 0.05) suggests that the model does not 

fit and should be rejected. Due to these dichotomous rules, there are numerous 

ambiguities associated with interpreting X
2
 (Hoyle, 1995). Moreover, X

2 
itself is a 

function of the sample size. Therefore, when the sample size is large, it is considered 

sensitive and biased. Considering these issues, numerous alternative indices have been 

developed to quantify the degree of the model fit (Shah & Goldstein, 2006). Some 

common indices include – relative Chi-square X
2
/df; goodness-of-fit index GFI; 

adjusted-goodness-of-fit index AGFI; standardised root mean square residual SRMR; 

and root mean square error of approximation RMSEA. Second, incremental fit indices 

are concerned with the degree to which the model of interest is superior to these 

alternatives (Hoyle, 1995; Shah & Goldstein, 2006):  

1. The null model in which no covariance is specified among the variables 

2. The model that fits perfectly with the data 

Some of the most popular incremental fit indices are – Normed-fit index (NFI); Tucker-

Lewis index (TLI); Comparative-fit index (CFI); and Incremental-fit index (IFI).  

2. Estimation Methods. The estimation method requires accurately calculating 

the model parameters and fitting indices. A diverse range of estimation methods are 

available, such as maximum likelihood (ML), ordinary least square (OLS), generalised 

least square (GLS), weighted least square (WLS), and asymptotically distribution free 

(ADF). The choice of the estimation method generally depends on the distributional 

properties of the data, model complexity, and sample size (Shah & Goldstein, 2006). 

Each estimation method has computational advantages and disadvantages. For instance, 

ML assumes that the data is univariate as well as multivariate normal and, on the other 
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hand, relatively unbiased under moderate violation of normality (Bollen, 2014). WLS 

and ADF do not need the assumption of normal distribution; however, they demand an 

extremely large sample size for accurate estimates. OLS is considered the most robust 

method and requires no distributional assumption. Nevertheless, its scale is invariant 

and does not deliver fit indices or standard errors for estimates (Shah & Goldstein, 

2006).  

3. Assessment of Construct Validity. A CFA has the capability of evaluating the 

construct validity of a proposed measurement theory. Construct validity is the level to 

which a set of measured factors reveal the hypothetical latent construct in reality that 

those items are designed to measure (Hair et al., 2006). Thus, it deals with the accuracy 

of measurement. Assessing construct validity utilising CFA entails an inspection of the 

convergent validity and the discriminant validity. First, the convergent validity is the 

degree to which the measured factors of a specific construct share a high proportion of 

variance. The magnitude of the standardised quality loadings and their significance level 

represents the assessment of the convergent validity. According to Bollen (2014), the 

greater the quality loadings with corresponding significant t-values, the stronger the 

evidence that the measured factor represents the underlying construct. Hair et al. (2006) 

recommend that quality loading should be greater than 0.50; however, Koufteros (1999) 

claims that significant t-values should suffice for demonstrating the convergent validity. 

Moreover, the reliability of the factor can be determined by inspecting the R
2 

value as an 

indicator of the convergent validity in addition to significant quality loadings. Bollen 

(2014) recommended that factors should have an R
2
 value greater than 0.50 in order to 

demonstrate an acceptable reliability. Second, the discriminant validity refers to the 

extent to which a construct is truly distinct from other constructs (Hair et al., 2006). A 

construct is unique as a consequence of a high discriminant validity and this also allows 

the construct to capture some phenomena that other measures do not. Moreover, the 

inspection of the correlation coefficient between each pair of factors is an assessment of 

the discriminant validity (Kline, 2005). According to Tabachnick and Fidell (2007), if 

the value correlation coefficient is extremely high (greater than 0.850), the factors of 

interest might represent the same concept and should be combined as a single factor.  

According to Kline (2005), the sample size recommendation to conduct a CFA 

is more than 200. Consequently, the 294 cases in this study were adequate. In light of 

these data characteristics, ML was considered the most adequate estimation method. 



114 

 

Despite ML’s requirements, to be multivariate normal, the data distribution was still 

found to be robust under the condition of moderate non-normality (Shah & Goldstein, 

2006). Furthermore, these data characteristics also justified the use of the model fit 

indices X
2
/df, GFI, TLI, CFI, IFI, and RMSEA. For the model to be considered to have 

an acceptable fit, all six indices were measured against the following criteria: 

 X
2
/df ˂ 3.0 (Hair et al., 2006; Kline, 2005) 

 GFI, TLI, CFI and IFI ˃ 0.90 (Hoyle, 1995); and 

 RMSEA ˂ 0.80 (Hair et al., 2006). 

Measurement scale reliability. The scales of six main qualities were used in the 

survey instrument in phase one with the general teachers in order to measure the 

qualities proposed in the conceptual framework:  

1. Prerequisites for Effective Teaching; 

2. Teacher as a Person; 

3. Classroom Environment; 

4. Planning for Instruction; 

5.  Implementing Instruction; and 

6. Monitoring Student Achievement. 

To guarantee that the set of measurement scales consistently and accurately 

captured the meaning of the framework qualities, scale reliability was analysed by an 

assessing internal consistency and item-total correlations. First, to analyse the internal 

consistency, the Cronbach’s alpha coefficient was applied, which provided an estimated 

correlation between the set of items and true scores. As a guideline, Kline (2005) 

suggests that an alpha coefficient around 0.90 is excellent, around 0.80 is very good, 

and around 0.70 is adequate. Additionally, Hair et al. (2006) recommends that values of 

0.60 to 0.70 are at the lower limit of acceptability. Second, item-total correlation refers 

to the correlation of a variable, with the composite score of all variables forming the 

measure of the quality groups. According to Pallant (2007), a value of less than 0.30 of 

the corrected item-total correlation indicates that the variable is measuring something 

different from the construct as a whole.  

Step two: To analyse the collected data from the pairwise comparison 

questionnaire that surveyed the expert teacher participants in the second phase of the 

data collection, this study used the AHP technique. As mentioned, the pairwise 
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comparison questionnaire is the basic requirement to use the AHP technique. A 9-point 

scale was used to obtain relative scores for pairwise comparisons among the qualities 

and factors. The participants in this phase were asked to define the relative weights in 

the pairwise comparison scale against a given list of critical qualities and factors that 

have been observed to enhance teacher effectiveness in the classroom. The expert 

teachers allocated scores to each comparison using the scale. This procedure continued 

until all levels of the hierarchy were completed, and a series of judgment matrices were 

obtained for the critical qualities and factors in the end. In order to define the relative 

important qualities and factors, the judgment matrices were translated into the largest 

eigenvalue problems and then calculated with the normalised and unique priority 

vectors of weights with the aid of the Super Decision software (Saaty, 2005). The 

resulting priority weights determined the relative importance of the individual qualities 

and factors and, in turn, identified the points towards which decision makers and 

teachers should direct their efforts when teaching in the classroom. 

AHP was developed by Saaty in the 1970s and has been useful in analysing 

diverse decision making problems in business, administrative, and other institutional 

settings. AHP is a decision-aiding method that aims to prioritise a given set of factors or 

alternatives on a ratio scale based on the judgment of the decision maker and stresses 

upon the significance of the natural judgments of a decision maker as well as the 

stability of the comparison of the alternatives in the decision-making process. Since a 

decision maker bases their judgments on knowledge and experience to make decisions 

accordingly, the AHP technique aligns well with the behaviour of a decision maker. The 

power of this approach is that it systematises tangible and intangible factors in a 

systematic method and supplies a simple solution for decision-making problems 

(Skibniewski & Chao, 1992). In addition, by breaking up a dilemma into a reasonable 

style from large to small, the researcher is able to connect the small issues to the 

objectives through simple paired comparison judgments.  

A description of the AHP in terms of its stages and how it works is presented 

below. Saaty (1980) developed the following steps for applying the AHP: 

1. Define the problem and determine its goal. 

2. Structure the hierarchy from the top with the goal, then the objectives from an 

extensive perspective through the middle levels (main qualities) to the lowest 

level that usually contains a list of factors or alternatives.  
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3. Construct a set of pairwise comparison matrices. Each element in a higher level 

is used to compare the elements in the level immediately lower than it.  

4. In step 3, there are n(n–1) judgments required to develop the set of matrixes, 

where n is the number of qualities being compared in the same level with 

respect to the next higher level (Saaty, 1991).  

5. Hierarchical synthesis is now used to weigh the engine vectors by the weights 

of the criteria, and the sum is carried over all weighted engine vectors entries 

corresponding to those in the next lower level of the hierarchy. 

6. Having made all the pairwise comparisons, the consistency is determined by 

using the consistency ratio (CR). The CR is acceptable if it does not exceed 

0.10. If it is more, the judgment matrix is inconsistent. To obtain a consistent 

matrix, judgments should be reviewed and improved. 

7. For all levels in the hierarchy, steps 3–6 are performed  

To perform an AHP analysis, Super Decisions software was used in this study. 

The program provides a strong tool to manage the complexities of the mathematical 

equations in the prioritisation process in the AHP hierarchical decision structure (Saaty, 

2005). Based on expert judgments, the relative weights of quality factors were 

calculated. A hierarchy model that ranked these factors and created a solid foundation 

for effective teachers in KSA was constructed. Finally, a list of factors was provided as 

a result from this stage. After generating a ranking of quality factors for effective 

teachers, the Pareto principle rule (80/20) was applied to the ranking list as the last step 

in the data analysis. 

Step three: After validating the qualities from the first phase and ranking them 

from the second phase, this study used the Pareto principle rule (80/20) by applying it 

on the ranked list. The Pareto principle analysis is a statistical method in decision-

making used to select a limited number of tasks that create important overall effects. It 

was discovered by Vilfredo Pareto, an Italian economist and sociologist from the 19th 

century. He made the famous observation that 80% of the output or consequences are 

produced by 20% of the input or causes. His discovery has many names, such as the 

Pareto Principle, the Pareto Law, the 80/20 Rule, the Principle of Least Effort, and the 

Principle of Imbalance. The Pareto Principle already applies in many fields other than 

wealth distribution, such as management, economics, and business, to improve 

productivity and make better decisions. It is also used in computer science and human 

activity. It helps recognise that often the majority of consequences come from a 
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minority of inputs. The Pareto Principle was applied in this study to determine which 

quality should be given priority or more attention for standardisation, and the decision 

model was implemented to obtain the detailed solution for standardisation. In general, 

the Pareto technique is used to help decision makers take action to fix issues that are 

causing the most of problems. The value of the Pareto principle is that it highlights the 

factors that have 80% of the successful quality factors that enhance teacher 

effectiveness (Haughey, 2008). Therefore, the Pareto principle rule (80/20) was used for 

the AHP ranked list in order to determine the most effective quality factors that enhance 

female teacher effectiveness in girls’ secondary schools in KSA (Morris, 2008). More 

details about Pareto principle and analysis will be illustrated in chapter 6. 

Stage 5: Result and conclusion. After the data analysis stage, the results were 

discussed in depth in the discussion chapter under three sections. Section one focused 

on the 80% of the quality factors, which determined the Main Priorities for effective 

teachers. These Main Priorities, which are a set of 13 critical quality factors, were 

discussed in detail, and each factor of these priorities was supported by the participant 

perspectives that were expressed in the open-ended question. The factors of the Main 

Priorities can be used to guide decision makers in KSA education regarding which 

factors can enhance effective female teachers in girls’ secondary school and develop the 

desired education outcomes. Section two focused on the remaining factors, which form 

20% of the quality factors. Those remaining factors were named Low Priorities and 

were briefly covered because the aim of the study was to identify the most influential 

and essential quality factors for effective teachers. Section three focused on the 

additional quality factors, which emerged from the open-ended questions from both 

questionnaires. Finally, recommendations and conclusions were presented in the last 

chapter. Figure 4 illustrates the research methodology flowchart.  
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Figure 4. Research methodology flowchart.  

Identify the Most Important Factors of Teacher Quality that Enhance 

Female Teachers in KSA (Main Priorities) 

Literature Review 

 
Gaining Knowledge 

about Teacher 

Qualities 

Research Objectives 

and Scope 

Extracting Qualities of 

Teachers Effectiveness 

in Classroom 

Selecting methods and developing the Questionaries 

Distribution the Questionnaires and collecting data, then using Statistical Techniques SPSS 

program to analyse the data 

Quantitative Questionnaire Survey (Likert scale) for General Teachers 

 

Step 2 

Create a new framework with the validated factors 

Step 1 

Validate the framework factors 

Using Version 21 for SPSS Analysis Software 

Distribution the Questionnaires and collecting data then using Analytic Hierarchy Process AHP to 

analyse the data 

Quantitative Questionnaire Survey (pairwise comparison scale) for Expert Teachers 

 

Step 2 

Applying Pareto Principle Analysis 

 

Step 1 

Ranking Teacher Quality Factors 

Using Super Decision for AHP Analysis Software 

Phase 1 

Phase 2 
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Summary of the Chapter 

This chapter has presented the research methods that were employed in 

achieving the research objectives. The research methods were based on a Likert scale 

questionnaire for general female teachers in secondary girls’ schools and a pairwise 

comparison scale questionnaire for expert female teachers in the same schools. Each 

questionnaire phase had its own questionnaire, sample, and analysis methods. This 

study was a quantitative study, and the data analysis was divided into three steps, which 

were SPSS analysis, AHP analysis, and the Pareto principle rule (80/20).  
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Chapter 5 

Descriptive Statistical Analysis 

Introduction 

This chapter presents the procedures and the results derived from the analysis 

of the general teacher’s survey questionnaire. The main aim of this chapter is to 

present a list of the reliable quality factors that help improve teacher effectiveness in 

the classroom and to examine the essential characteristics of the data in order to 

ensure that it is appropriate for the statistical techniques that have been applied in the 

subsequent stages. Descriptive statistics involve techniques that assist researchers 

organise, summarise, and simplify the findings that are derived from a data set 

(Gravetter & Forzano, 2012). The beginning of this chapter provides details 

regarding the sample survey, respondents’ profiles, and missing data analysis and a 

description of the standard deviation and the standard error of the mean. 

Subsequently, the preliminary descriptive analysis findings, which have been 

interpreted from the mean value of each factor, are discussed. This is followed by 

highlighting the results from the CFA, which are presented to confirm and refine the 

identified structure of the model construct, in order to ensure its reliability, validity, 

and unidimensionality. Additionally, the details and results of the analysis of quality 

reliability, carried out through the assessment of internal consistency and item-total 

correlation, are also provided in this chapter. The results of the open-ended question 

are presented in the discussion chapter. Finally, a summary of the chapter is 

presented.  

Descriptive Statistics Analysis 

Descriptive statistics is the basis of virtually every quantitative data analysis. 

Descriptive statistics is described as inferential statistics and is usually used in the 

study to describe the basic features of the data and present a summary of the sample 

and the measurement. This description is the nature of the statistical technique to be 

applied, and it depends on the characteristics of the data. Descriptive analysis is 

needed due to the fact that it helps define the normality of the distribution and limits 

the generalisation to a particular group of individuals observed. No conclusions 

extend outside this group, and no similarity outside the group can be assumed. 
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Moreover, descriptive analysis involves considerably simple action research and 

provides valuable information regarding particular groups of individuals (Best & 

Kahn, 2003). 

In this study descriptive statistics was used to describe the sample and obtain 

a sense of the data. This analysis presented the participants’ demographic 

information and enabled the researcher to gain a general insight into the teaching 

experiences of general teacher participants. Moreover, the descriptive analysis 

included frequencies and percentages for the categorical groups. A description of the 

sample, the respondents’ profiles, missing data, and the standard deviation and the 

standard error of the mean are presented below.  

Sample. The questionnaire method was employed in the capital city of Saudi 

Arabia, Riyadh. The implementation of this questionnaire was directed to the general 

teachers, and it took six weeks to complete, from 26 January 2014 to 6 March 2014, 

in order to obtain representation from all parts of Riyadh city. Riyadh city consists of 

five regions, and each region has its own educational administration. For the study, 

four schools from each region were selected randomly. As a result, 20 schools 

participated in this questionnaire survey. In general, the teachers were excited about 

this study and interested in participating, and they strongly supported the aim of this 

study.  

In this phase of the study, 370 questionnaires were distributed among the 

concerned general teachers. The researcher received 314 questionnaires, achieving a 

response rate of 85%. In total, 294 of the questionnaires had been completed, which 

achieved a response rate of 79%. This rate was considered acceptable for quantitative 

research. It aligns with Bailey’s (1987) study, which sets 75% as the response 

necessary to confirm the adequacy of any data. The respondents’ demographic 

information is summarised in Table 4. 
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Table 4  

School Location, Age, Experience, Subjects, and Qualifications of Phase 1 

Participants 

 

Background Information 

 

Frequency 

(N=294) 

Percentages of female 

teaching participants 

(%) 

School Location 

Central of Riyadh 71 24.1 

North of Riyadh 47 16.0 

East of Riyadh 51 17.3 

South of Riyadh 59 20.1 

West of Riyadh 66 22.4 

Teachers Age 

21-30 years old 58 19.7 

31-40 years old 155 52.7 

41-50 years old 49 16.7 

51-60 years old 32 10.9 

Teachers Experience 

5-10 years 95 32.3 

11-15 years 67 22.8 

16-20 years 48 16.3 

21-25 years 46 15.6 

More than 26 years 38 12.9 

Subject Title 

Mathematics 60 20.4 

Science 59 20.1 

English Language 52 17.7 

History and Social Studies 57 19.4 

Information and Technology 66 22.4 

Teachers Qualifications 

Bachelor’s (Educational College) 137 46.6 

Bachelor’s (University) 111 37.8 

Master’s degree 46 15.6 

Note.* The percentage of general female teaching participants (N = 294) was compared to the 

percentage of female teaching population (N = 5836). The general participants comprise 5% of the 

population.    



123 
 

Respondent profiles. In order to show that the samples adequately 

represented the target population for the questionnaire, the respondent profiles are 

presented in Table 4. According to the Ministry of Education statistics in the KSA, 

the general female teacher population in Riyadh city, who are teaching in girls’ 

secondary schools, numbered at around 5836 (MOE, 2015). The general participants 

comprised 5% of the general female teacher population. The respondent profile table 

presents five pieces of demographic information, including school location, teachers’ 

age, teachers’ experience, subject title, and teachers’ qualifications. School location 

was the first piece of respondent demographic information. School location included 

five regions, which are centre of Riyadh, north of Riyadh, east of Riyadh, south of 

Riyadh, and west of Riyadh. Most of the participants were working in the central 

region of Riyadh city (24.1%), and the least number of participants were working in 

the north region (16%). For the other regions, the participants were divided in the 

following manner: 22.4% of the participants were working in the west region, 20.1% 

in the south region, and 17.3% in the east region. Overall, as shown, there was only a 

small difference between the percentages, which shows a good mix of respondents to 

cover all the schools in the capital city. 

Teachers’ ages constituted the second piece of respondent demographic 

information. Teachers’ ages were divided into four age groups, which were 21–30 

years, 31–40 years, 41–50 years, and 51–60 years. The majority of the participants 

were aged between 31 and 40 years (52.7%), and the least number of participants 

were aged between 51 and 60 years (10.9%). The age group of 21–30 comprised 

19.7% of the participants, and the age group between 41 and 50 contained 16.7% of 

the participants. As a result, it is apparent that the age group between 31 and 40 years 

contains half of the female teachers working in KSA secondary schools.   

Teachers’ experiences formed the third piece of respondent demographic 

information. Teachers’ experiences were divided into five experience groups, 

including 5–10 years, 11–15 years, 16–20 years, 21–25 years, and those having more 

than 26 years of experience. The majority of the participants were grouped in the 

category of 5–10 years of experience (32.3%), and the least number of participants 

were categorised as those having more than 26 years of experience (12.9%). Other 

participant groups had 22.8% of participants in the category of 11–15 years of 
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experience, 16.3% between 16–20 years of experience, and 15.6% between 21–25 

years of experience. This demographic information shows that there are a 

considerable number of new teachers in the domain of education, in comparison with 

experienced teachers. This revelation makes this study more significant for the 

education sector.   

The fourth piece of respondent demographic information was subject titles. 

Subject titles were divided into five subject areas, which are mathematics, science, 

English language, history and social studies, and finally information and technology. 

The majority of the participants (22.4%) were teaching information and technology, 

and the lowest number of participants were teaching English language (17.7% of the 

sample). Participants teaching both mathematics and science made up the same 

percentage, which amounted to 20% of the total sample for each. Teachers who teach 

history and social studies made up 19.4% of the sample. This demographic 

information shows no big difference between the relevant percentages, which 

exhibits a good mix of respondents to cover the subject area. 

Teacher qualifications were the final piece of respondent demographic 

information. Teacher qualifications were divided into three levels, including 

bachelor’s degree from an educational college, bachelor’s degree from a university, 

and master’s degree. The majority of the participants had graduated from educational 

colleges with a bachelor’s degree (46.6%), and the least number of participants had a 

master’s degree (15.6%). The rest of the participants made up 37.8% of the sample, 

and they had graduated from universities with a bachelor’s degree. 

The respondents’ profiles provided reliable and useful information pertaining 

to Saudi teachers in Saudi schools. Therefore, it was expected that the information 

concerning respondents from different categorised groups would likely be accurately 

reported. Additionally, respondents’ overview was unlikely to be seriously biased 

towards a specific type of group, as respondent profiles indicate their almost equal 

involvement in the variety of the subject title.   
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Missing data analysis. Missing data is relatively common in all research. 

The practical impact of missing data is that it limits the size of the sample that can be 

included in the analysis (Hair et al., 2006) and create a significant effect on the 

conclusions. Inclusion of missing data in the analyses presents various problems. 

First, the absence of data reduces the statistical power. Second, it causes bias in the 

estimation of parameters. Third, it reduces the representativeness of the sample. 

Fourth, it complicates the analysis. Each of these problems can threaten the validity 

of the trials and can result in invalid conclusions (Kang, 2013). Therefore, in this 

study, no missing data was included, as the questionnaires with missing data were 

rejected. This left 294 usable questionnaires for data analysis.   

Standard deviation and standard error of the mean. Descriptive statistics 

includes various procedures. The most commonly used ones are standard deviation, 

mean, and the standard error of the mean. The aim of descriptive analysis is to 

provide a description of the participants’ demographic information as well as to 

obtain a general understanding to the way in which the teacher participants 

experience teaching. Standard deviation involves measuring the way in which the 

data group is spread and the relation of the mean to the rest of the data (Field, 2009). 

A large standard deviation indicates that the scores are widely spread away from the 

mean, thereby implying that the mean may not be a good illustration of the data. 

However, a small standard deviation indicates a smaller spreading of the data away 

from the mean, which, in turn, indicates implies a more accurate representation of the 

data. Conversely, standard error of the mean indicates how well a particular sample 

responds to the population (Field, 2009). The standard error of the mean is 

represented by the variability of the sample mean. A large standard error of the mean 

indicates a large variation between the means of the different samples, which 

suggests that the sample is a poor representative of the population (Field, 2009). In 

contrast, a small standard error of the mean represents a situation in which most 

sample means are similar to the population mean (Shah & Goldstein, 2006). As a 

result, the sample is a good reflection of the population.  

The standard deviations for all qualities were as follows: ‘Prerequisites for 

Effective Teaching’ quality ranged from 0.75 to 1.08, ‘Teacher as a Person’ quality 

ranged from 0.59 to 0.90, ‘Classroom Environment’ quality ranged from 0.71 to 



126 
 

0.78, ‘Organising for Instruction’ quality ranged from 0.76 to 0.81, ‘Implementing 

Instruction’ quality ranged from 0.82 to 1.04, and ‘Monitoring Student Progress’ 

quality ranged from 0.85 to 0.99. Conversely, the standard error of the mean for all 

qualities were as follows: ‘Prerequisites for Effective Teaching’ quality ranged from 

0.04 to 0.06, ‘Teacher as a Person’ quality ranged from 0.03 to 0.05, ‘Classroom 

Environment’ quality had the value of 0.04, ‘Organising for Instruction’ quality 

ranged from 0.04 to 0.05, ‘Implementing Instruction’ quality ranged from 0.05 to 

0.06, and ‘Monitoring Student Progress’ quality ranged from 0.05 to 0.06. With 

regards to this study, all factors had relatively small standard deviations and standard 

errors of the mean values when compared with the means. Therefore, it can be 

reasonably concluded that the mean value can be used as a representative score for 

each factor in the dataset. Therefore, due to the small value for the standard error of 

the mean, the sample used in this study was sufficiently representative of the 

population. The descriptive statistics for each quality group has been presented in 

Tables 5 to 10 and outlined in the next section.  

Descriptive Statistics for the Factors 

As described in the previous section, the values of standard deviation for all 

variables were small; therefore, the mean values were determined to sufficiently 

represent the entire response of each factor. This section focuses on evaluating and 

interpreting the mean values of these factors. The mean values relate to a 5-point 

scale, with 5 (Very Important) holding the highest value and 1 (Not Important) 

representing the lowest value.  

Prerequisites for effective teaching. The ‘Prerequisites for Effective 

Teaching’ quality comprised five factors (Q1.1 to Q1.5), as shown in Table 5. The 

range of the mean values was from 3.97 to 4.61, which seemed to be strong for all 

the factors. The highest mean value was for the factor Content Knowledge (Q1.4; 

4.61), which indicates that the respondents strongly agreed on the importance of the 

Content Knowledge factor. The lowest mean value was for the Teaching Experience 

factor (Q1.5; 3.97), which is nonetheless quite strong. Moreover, the other three 

factors (Q1.1, Q1.2, and Q1.3) all had mean values greater than 4.00. This indicated 

that the general teachers agreed on the significance of the ‘Prerequisites for Effective 

Teaching’ quality. However, the factors of this quality were difficult to measure, as 
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they were already approved before entering the classroom and teaching. Moreover, it 

was difficult to improve or develop these factors after entering the classroom.  

Table 5  

Descriptive Statistics for the ‘Prerequisites for Effective Teaching’ Factors 

 

Factors 

 

N 

 

M 

5% 

Trimmed 

Mean 

 

∆M* 

 

SD 

 

SEM 

Q1.1: Variable Ability  294 4.45 4.55 0.09 0.80 0.05 

Q1.2: Educational Coursework 294 4.35 4.43 0.08 0.81 0.04 

Q1.3: Certification Status 294 4.09 4.21 0.11 1.08 0.06 

Q1.4: Content Knowledge 294 4.61
H 

4.72 0.10 0.75 0.04 

Q1.5: Teaching Experience 294 3.97
L
 4.09 0.10 1.07 0.06 

Note. *∆Mean = 5% trimmed mean – Mean; 
H 

Highest mean value; 
L 

Lowest mean value 

Teacher as a person. The ‘Teacher as a Person’ quality consisted of six 

factors (Q2.1 to Q2.6), as shown in Table 6. The range of the mean values was from 

4.19 to 4.71, which shows that they were strong, as they were all greater than 4.00. 

The highest mean value was for the factor Fairness and Respect (Q2.1; 4.71), and the 

lowest mean value was for the factor Caring (Q2.6; 4.19). Moreover, the other four 

factors (Q2.2, Q2.3, Q2.4, and Q2.5) had mean values greater than 4.00. This 

indicated that the general teachers strongly believed in the ‘Teacher as a Person’ 

quality, and this quality was important for general teachers, as it involves an emotion 

that helps enhance teacher effectiveness. As a result, general teachers were in 

agreement about this quality.  

Table 6  

Descriptive Statistics for the ‘Teacher as a Person’ Factors 

 

Factors 

 

N 

 

M 

5% 

Trimmed 

Mean 

 

∆M* 

 

SD 

 

SEM 

Q2.1: Fairness and Respect 294 4.71
H 

4.79 0.08 0.59 0.03 

Q2.2: Interaction with Student 294 4.56 4.65 0.08 0.70 0.04 

Q2.3:Enthusiasm and Motivation 294 4.64 4.74 0.09 0.66 0.04 

Q2.4: Dedication to Teaching 294 4.42 4.52 0.09 0.81 0.05 

Q2.5: Reflective Practice 294 4.21 4.31 0.09 0.90 0.05 

Q2.6: Caring  294 4.19
L
 4.27 0.08 0.85 0.05 

Note. *∆Mean = 5% trimmed mean – Mean; 
H
 Highest mean value; 

L
 Lowest mean value 
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Classroom environment. The ‘Classroom Environment’ quality consisted of 

three factors (Q3.1 to Q3.3), as shown in Table 7. The range of the mean values was 

from 4.30 to 4.45. All of them were greater than 4.00. The highest mean value was 

for the factor Classroom Organisation (Q3.2; 4.45), and the lowest mean value was 

for Classroom Management (Q3.1; 4.30). The factor Disciplining Students (Q3.3; 

4.42) was between the highest and the lowest mean. This highlighted what general 

teachers believe about ‘Classroom Environment’ and gives an indication of the 

importance of organising the classroom factor for enhancing teacher effectiveness in 

the classroom.  

Table 7  

Descriptive Statistics for the ‘Classroom Environment’ Factors 

 

Factors 

 

N 

 

M 

5% 

Trimmed 

Mean 

 

∆M* 

 

SD 

 

SEM 

Q3.1: Classroom Management 294 4.30
L 

4.37 0.06 0.78 0.04 

Q3.2: Classroom Organisation 294 4.45
H 

4.52 0.07 0.71 0.04 

Q3.3: Disciplining Students 294 4.42 4.49 0.07 0.75 0.04 
Note. *∆Mean = 5% trimmed mean – Mean; 

H 
Highest mean value; 

L 
Lowest mean value 

Organising for instruction. The ‘Organising for Instruction’ quality 

consisted of three factors (Q4.1 to Q4.3), as shown in Table 8. The range of the mean 

values was from 4.08 to 4.38, which showed that they were all greater than 4.00. The 

highest mean value was for the factor Time Allocation (Q4.1; 4.38), and the lowest 

mean value was for the factor Teachers’ Expectations (Q4.2; 4.08). The factor 

Planning for Instruction (Q4.3; 4.30) was in the middle of the range, between the 

highest and the lowest mean. The value of means for these factors appears to be 

strong, and the high mean value indicates that the Time Allocation factor is 

important, as effective teachers must use the time effectively while organising 

instruction. General teachers in Saudi Arabia were supportive of ‘Organising for 

Instruction’ as an important quality to enhance the effectiveness of teachers.   

 

 



129 
 

Table 8  

Descriptive Statistics for the ‘Organising for Instruction’ Factors 

 

Factors 

 

N 

 

M 

5% 

Trimmed 

Mean 

 

∆M* 

 

SD 

 

SEM 

Q4.1: Time Allocation 294 4.38
H 

4.46 0.07 0.76 0.04 

Q4.2: Teachers Expectations 294 4.08
L 

4.13 0.05 0.81 0.05 

Q4.3:Planning for Instruction 294 4.30 4.38 0.07 0.81 0.05 
Note. *∆Mean = 5% trimmed mean – Mean; 

H 
Highest mean value; 

L 
Lowest mean value 

Implementing instruction. The ‘Implementing Instruction’ consisted of six 

factors (Q5.1 to Q5.6), as shown in Table 9. The range of the mean values was from 

3.89 to 4.39, and this range is strong despite the fact that one factor Q5.2 was slightly 

lower than 4.00. Conversely, the other factors of this quality (Q5.1, Q5.3, Q5.4, 

Q5.5, and Q5.6) were all greater than 4.00, which showed that this quality is strong. 

The highest mean value was for the factor Student Engagement (Q5.6; 4.39), and the 

lowest mean value was for the factor Grouping (Q5.2; 3.89). The highest mean value 

indicated that it is necessary to engage students during the instruction process, and 

the lowest mean value indicated that grouping students in the classroom while 

implementing instruction was viewed by the general teachers as exerting a small 

amount of influence on teacher effectiveness. In summary, the ‘Implementing 

Instruction’ quality was perceived to be important by the surveyed sample of general 

teachers.  

Table 9  

Descriptive Statistics for the ‘Implementing Instruction’ Factors 

 

Factors 

 

N 

 

M 

5% 

Trimmed 

Mean 

 

∆M* 

 

SD 

 

SEM 

Q5.1: Instructional Strategies 294 4.17 4.25 0.08 0.91 0.05 

Q5.2: Grouping 294 3.89
L 

3.97 0.08 1.04 0.06 

Q5.3: Communication 294 4.24 4.30 0.06 0.82 0.05 

Q5.4: Complexity 294 4.28 4.38 0.09 0.89 0.05 

Q5.5: Questioning 294 4.20 4.29 0.08 0.86 0.05 

Q5.6: Student Engagement 294 4.39
H
 4.49 0.10 0.86 0.05 

Note. *∆Mean = 5% trimmed mean – Mean; 
H 

Highest mean value; 
L 

Lowest mean value  
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Monitoring student progress. The ‘Monitoring Student Progress’ quality 

consisted of three factors (Q 6.1 to Q 6.3), as shown in Table 10. The range of the 

mean values was from 3.96 to 4.30, which seemed to be strong for all the factors. 

The highest mean value was for the factor Using Assessment (Q6.3; 4.30), and the 

lowest mean value was for the factor Homework (Q6.1; 3.96). The factor Providing 

Feedback (Q6.2; 4.21) was in the middle of the range, between the highest and the 

lowest mean.   

Table 10  

Descriptive Statistics for the ‘Monitoring Student Progress’ Factors 

 

Factors 

 

N 

 

M 

5% 

Trimmed 

Mean 

 

∆M* 

 

SD 

 

SEM 

Q6.1: Homework 294 3.96
L 

4.05 0.08 0.99 0.06 

Q6.2: Providing Feedback 294 4.21 4.29 0.08 0.85 0.05 

Q6.3: Using Assessment  294 4.30
H
 4.39 0.09 0.87 0.05 

Note. *∆Mean = 5% trimmed mean – Mean; 
H 

Highest mean value; 
L 

Lowest mean value 

Additionally, as mentioned above, descriptive statistics includes various 

procedures and tables presented standard deviation, standard error of the mean, 

mean, and 5% trimmed mean (∆ mean). The “5% trimmed mean” presents the mean 

value after removing 5% of the scores from the top and the bottom. As a result of 

comparing the 5% trimmed mean to the mean, you can identify if extreme scores 

such as outliers are having an influence on the variable. The great difference between 

the mean and the 5% trimmed mean (> 0.20), which indicates a high value of (|z|), 

creates a problem with the data (Pallant, 2007). All ∆ mean values were 

comparatively small, ranging from 0.05 to 0.11, which did not create any problems in 

the dataset. The Standard Deviation values of all variables were not large, while the 

standard error of the mean values was comparatively small in comparison with the 

means. This means that the standard error of the mean indicated that the study 

sample was sufficiently representative of the population under investigation.   

Confirmatory Factor Analysis 

Confirmatory Factor Analysis (CFA) is an analytical technique. It is a subset 

of the Structural Equation Modelling (SEM) techniques. CFA is known to be an 
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effective way to analyse whether hypothesised factors match real data (Hair et al., 

2006; Schumaker & Lomax, 2004). Additionally, CFA was the ideal method for this 

assessment due to the fact that it provided a stricter interpretation (Gerbing & 

Anderson, 1988) and it is employed to sufficiently evaluate the validity of each 

quality and unidimensionality. The usage of CFA has a number of advantages, as it 

allows for testing hypotheses regarding a particular factor structure, in order to 

confirm the number of factors or dimensions underlying its items, test the relations 

between particular items and particular factors, and analyse the association between 

factors.  

According to Hair et al. (2006), CFA is a technique to test how well a priori 

quality structure and its related pattern of loading match certain data. Furthermore, 

CFA can test an identified dimensional structure in a complementary population and 

can be used to improve an existing theoretical perspective (DiStefano & Hess, 2005). 

In this study, the process involved assessing how well the quality structure of each 

quality group fitted the data and examined the model parameters. As a result, the 

quality structure was treated as a CFA model, such that it could describe a set of 

relationships showing how the measured factors represented the model factors (Hair 

et al., 2006). The results of the CFA are presented below.   

The main characteristic of the CFA is its capability to determine how well a 

particular factor model represents the related data. This can be accomplished by 

examining the model fit indices. In order to confirm that the model fit indices is good 

and the model is accepted, this study used numerous goodness-of-fit indicators to 

assess the model, as mentioned in Chapter 4. Some common fit indexes are the 

following: chi-squared (x
2 

), degree of freedom (df), relative chi-square (x
2
/df), 

comparative fit index (CFI),Tucker-Lewis index (TLI), incremental fit index (IFI), 

goodness of fit index (GFI) and root mean square error of approximation (RMSEA). 

Nevertheless, a model with insufficient fit indices will generally be respecified in 

order to improve the model fit. Fit indices are generally categorised as either absolute 

or incremental (Hoyle, 1995), and the indices for this study are described below. 
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CFA results. Table 11 presents the CFA results, and Figure 5 presents the 

model. Table 11 presents the quality loading, t-value, and the significant level of 

each construct. Moreover, the table presents a measure for convergent validity and 

R
2
, which highlight the reliability of the factors. Figure 5 displays the structure of 

input factors and standardised factor weights for this study. It also presents the values 

of the correlations between qualities that indicate the discriminant validity. Besides, 

the model fit indices are presented for the unidimensionality assessment. From Table 

11 and Figure 5, the data appears to have a sufficient fit: X
2
 = 522.958; df = 278; 

X
2
/df = 1.881; CFI = 0.934; TLI = 0.923; IFI = 0.935; GFI = 0.885; and RMSEA = 

0.055. According to Cohen’s (1988) study, the standardised factors weights ≥ 0.50 

are categorised as a large effect size. As a result, the factors in the CFA model had a 

large loading to their qualities. The quality loading range was from 0.51 to 0.82, 

which is higher than the threshold level of 0.50. Additionally, all qualities were 

significant at a p ˂ 0.001 level, which suggests convergent validity. The R
2
 values 

ranged from 0.30 to 0.72, which means that some of the values were lower than 0.50; 

however, their loadings were large and highly significant, as shown in Figure 5, 

thereby justifying their retention in the final CFA model. The correlation coefficients 

between each pair of qualities was less than 0.85, ranging between 0.76 and 0.85, 

which indicates discriminant validity, as shown in Figure 5. Therefore, since the 

model fit indices were acceptable, unidimensionality of the construct was supported.  

The CFA results confirmed the validity of the constructs. Moreover, all the fit 

indices proved to be acceptable, which, in turn, confirmed the unidimensionality of 

the constructs. In summary, the results from the rigorous CFA procedures generated 

the final quality structures with adequate reliability, validity, and unidimensionality 

for the model.  
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Table 11  

Construct Validity of the Six Qualities 

Qualities and Factors Factor 

Loading 

t-value* 𝑹𝟐 

Q1: Prerequisites for Effective Teaching 

              Q1.1:Verbal Ability 0.65 5.04* 0.42 

              Q1.2:Educational Coursework 0.67 5.10* 0.45 

              Q1.3:Certification Status 0.51 4.71* 0.30 

              Q1.4:Content Knowledge 0.52 4.74* 0.30 

              Q1.5: Teaching Experience 0.57 f.p. 0.32 

Q2: Teacher as a Person 

              Q2.1: Fairness and Respect 0.61 9.95* 0.42 

              Q2.2: Interaction with Students 0.67 10.80* 0.45 

              Q2.3: Enthusiasm and Motivation  0.72 11.63* 0.52 

              Q2.4: Dedication to Teaching 0.82 13.30* 0.72 

              Q2.5: Reflective Practice 0.71 11.50* 0.50 

              Q2.6: Caring 0.72 f.p. 0.52 

Q3: Classroom Environment    

              Q3.1: Classroom Management 0.53 8.64* 0.30 

              Q3.2: Classroom Organisation 0.69 11.41* 0.56 

              Q3.3: Disciplining Students 0.78 f.p. 0.61 

Q4: Organising for Instruction 

              Q4.1: Time Allocation 0.75 13.46* 0.62 

              Q4.2: Teachers’ Expectations 0.75 13.36* 0.62 

              Q4.3: Planning for Instruction 0.80 f.p. 0.64 

Q5: Implementing Instruction 

              Q5.1: Instructional Strategies 0.70 12.30* 0.50 

              Q5.2: Grouping 0.61 10.62* 0.42 

              Q5.3: Communication 0.76 13.63* 0.68 

              Q5.4: Complexity 0.76 13.60* 0.68 

              Q5.5: Questioning 0.79 14.20* 0.62 

              Q5.6: Student Engagement 0.78 f.p. 0.61 

Q6: Monitoring Student Progress 

              Q6.1: Homework 0.55 7.20* 0.30 

              Q6.2: Providing Meaningful Feedback 0.78 12.31* 0.61 

              Q63: Using Assessment 0.73 f.p. 0.53 
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Figure 5. Input factors’ structure and standardised factor weights.  

Note.* Model fit indices: X 
2 

= 522.958, df = 278, X
2
/df = 1.881, CFI = 0.934, TLI = 0.923, IFI = 

0.935, GFI = 0.885, RMSEA = 0.055, f.p. is fixed parameter for estimation; *p < 0.001 
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Measurement Scale Reliability 

In order to measure the proposed construct in the conceptual model, six 

independent scales (called Qualities) were used in the general teachers’ survey 

questionnaire, namely ‘Prerequisites for Effective Teaching’, ‘Teacher as a Person’, 

‘Classroom Environment’, ‘Organising for Instruction’, ‘Implementing Instruction’, 

and ‘Monitoring Student Progress’. In order to ensure that such a set of measurement 

qualities consistently and correctly captured the meaning of the model constructs, an 

analysis of quality reliability was performed through an assessment of internal 

consistency and item-total correlation in the next two sections.  

Internal consistency. Internal consistency refers to the level to which 

responses are consistent across the factors within a single measurement quality. In 

order to test the internal consistency, Cronbach’s alpha is frequently performed since 

it estimates the correlation between a set of factors and true scores. When 

Cronbach’s alpha coefficient for a factor is lower than 0.70, it means that the factor 

performs poorly in representing the construct. Moreover, it indicates that the factors 

may be heterogeneous. According to Kline’s (2005) suggestion, Cronbach’s alpha 

coefficient around 0.90 is excellent, around 0.80 is very good, and around 0.70 is 

adequate.  

The results of the Cronbach’s alpha coefficient outcomes are presented in 

Table 12. The first quality, which is ‘Prerequisites for Effective Teaching’, was 

removed from the constructs in this study for several reasons. First, it had a low 

Cronbach’s alpha coefficient (α = 0.644), which does not meet the 0.70 requirement. 

Second, as mentioned in the “Preliminary Findings of the Descriptive Analysis” 

section, the factors for this quality were difficult to measure, as they are all already 

approved before entering the classroom to teach. Moreover, the factors of this quality 

are also difficult to improve or develop after entering the classroom. Finally, 

Williams (2010) removed this quality, ‘Prerequisites for Effective Teaching’, from 

his study model, as this quality and its indicators are difficult for a teacher to alter in 

order to improve his or her practice. Conversely, other qualities, which were 

‘Teacher as a Person’, ‘Classroom Environment’, ‘Organising for Instruction’, 

‘Implementing Instruction’, and ‘Monitoring Student Progress’ had Cronbach’s alpha 
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coefficients ranging from 0.70 to 0.87, which are very good according to Kline’s 

(2005) view.  

Table 12  

Reliability of the Qualities 

Qualities Number of 

Cases 

Number of 

Variables 

Cronbach’s 

Alpha (α) 

Q2: Teacher as a Person 294 6 0.86 

Q3: Classroom Environment 294 3 0.70 

Q4: Organising for Instruction 294 3 0.78 

Q5: Implementing Instruction 294 6 0.87 

Q6: Monitoring Student Progress 294 3 0.71 

Therefore, a new analytical hierarchy model was constructed. The new model 

is presented in Figure 6, and it is consisted of five main qualities, which are ‘Teacher 

as a Person’, ‘Classroom Environment’, ‘Organising for Instruction’, ‘Implementing 

Instruction’, and ‘Monitoring Student Progress’. After generating the new model, the 

values of the alpha coefficients for all the five qualities were calculated. The alpha 

coefficients ranged between adequate and excellent, from 0.70 to 0.87, which means 

that they were above the acceptable lower limit. Thus, the measurement qualities 

appeared to consist of a set of consistent variables for capturing the meaning of the 

model constructs.  
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Figure 6. The new analytical hierarchy model with three levels: goal, main qualities, and factors.  
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Item-total correlations. Item-total correlation refers to the correlation of a 

factor with the composite score of all the factors that shape the measurement of the 

construct (Lu et al., 2007). If all the factors share a common core of the same construct, 

the score of each factor and that of the entire construct should be highly correlated 

(Churchill, 1979; Koufteros, 1999). This kind of analysis should be undertaken in order 

to filter and cleanse the measurements by removing low-correlating factors before 

determining the factors that stand for the construct. This approach helps avoid the 

redundant production of more qualities than can be conceptually defined.  

According to Koufteros (1999), the corrected item-total correlation omits the 

score of a factor of interest while calculating the composite score. A corrected item-total 

correlation value of less than 0.30 indicates that the factor is measuring something 

different from the construct as a whole (Pallant, 2007). Tables 13 to 17 present the item-

total correlation results that show all the factors to be greater than 0.30. All the factors 

within the ‘Teacher as a Person’ quality measure the actual construct, as their corrected 

item-total correlations ranged between 0.59 and 0.73 and were thus greater than 0.30.  

Table 13  

Item total Correlation of the ‘Teacher as a Person’ Factors 

Factors Corrected Item-Total 

Correlation 

Cronbach’s Alpha if 

Item Deleted* 

Q2.1: Fairness and Respect 0.62 0.84 

Q2.2: Interaction with Students 0.67 0.83 

Q2.3: Enthusiasm and Motivation 0.69 0.83 

Q2.4: Dedication to Teaching 0.73 0.82 

Q2.5: Reflective Practice 0.59 0.85 

Q2.6: Caring 0.66 0.83 
Note. *To be compared with Cronbach’s alpha of the ‘Teacher as a Person’ Quality (0.861) 

All the factors within the ‘Classroom Environment’ quality measure the actual 

construct, as their corrected item-total correlations ranged between 0.46 and 0.58 and 

are higher than 0.30. 
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Table 14  

Item total Correlation of the ‘Classroom Environment’ Factors 

Factors Corrected Item-Total 

Correlation 

Cronbach’s Alpha if 

Item Deleted* 

Q3.1: Classroom Management 0.46 0.68 

Q3.2: Classroom Organisation 0.51 0.61 

Q3.3: Disciplining Students 0.58 0.52 
Note. *To be compared with Cronbach’s alpha of the ‘Classroom Environment’ quality (0.702) 

All the factors within the ‘Organising for Instruction’ quality measure the actual 

construct, as their corrected item-total correlations ranged between 0.57–0.71 and are 

greater than 0.30. 

Table 15  

Item total Correlation of the ‘Organising for Instruction’ Factors 

Factors Corrected Item-Total 

Correlation 

Cronbach’s Alpha if 

Item Deleted* 

Q4.1: Time Allocation 0.57 0.76 

Q4.2: Teachers Expectations 0.59 0.73 

Q4.3: Planning for Instruction 0.71 0.60 
Note. *To be compared with Cronbach’s alpha of the ‘Organising for Instruction’ quality (0.785) 

All the factors within the ‘Implementing Instruction’ quality measure the actual 

construct, as their corrected item-total correlations ranged between 0.64 and 0.71 and 

are higher than 0.30. 

Table 16  

Item total Correlation of the ‘Implementing Instruction’ Factors 

Factors Corrected Item-Total 

Correlation 

Cronbach’s Alpha if 

Item Deleted* 

Q5.1: Instructional Strategies 0.68 0.85 

Q5.2: Grouping 0.64 0.86 

Q5.3: Communication 0.67 0.85 

Q5.4: Complexity 0.71 0.85 

Q5.5: Questioning 0.70 0.85 

Q5.6: Student Engagement 0.69 0.85 
Note. *To be compared with Cronbach’s alpha of the ‘Implementing Instruction’ quality (0. 878) 
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All the factors within the ‘Monitoring Student Progress’ quality measure the 

actual construct, as their corrected item-total correlations ranged between 0.39 and 0.60 

and are greater than 0.30. 

Table 17  

Item total Correlation of the ‘Monitoring Student Progress’ Factors 

Factors Corrected Item-Total 

Correlation 

Cronbach’s Alpha if 

Item Deleted* 

Q6.1: Homework 0.39 0.67 

Q6.2: Providing Meaningful Feedback 0.60 0.43 

Q6.3: Using Assessment 0.48 0.58 
Note. *To be compared with Cronbach’s alpha of the ‘Monitoring Student Progress’ quality (0.718) 

The results of measuring the quality reliability. As shown above, the 

Cronbach’s alpha coefficient outcomes for the first quality, which is ‘Prerequisites for 

Effective Teaching’, was α = 0.644. This was lower than 0.70, and was not acceptable 

according to as Kline’s recommendation. Therefore, this quality and its related variables 

were removed from the framework of this study. Conversely, the Cronbach’s alpha (α) 

value for the other five groups were very high, ranging from 0.70 to 0.87; thereby 

affirming the reliability of these constructs. Consequently, the quality reliability for the 

new framework, consisting of five main qualities and 21 factors, was measured.   

Previously, the CFA was performed on the six quality groups and the results 

confirmed the quality structures. However, after removing the ‘Prerequisites for 

Effective Teaching’ group and its related factors, all the fit indices presented by the 

CFA for the new five groups proved to be acceptable. These results led to a new 

framework consisting of five main qualities and 21 factors, as shown in Figure 6, which 

was used for the AHP analysis for expert teacher survey. The results of the AHP 

analysis are presented in the next chapter. 

Summary of the Chapter 

In summary, this chapter detailed the analysis procedures and the assessment 

results. The general teachers’ questionnaire data was analysed using the SPSS 

descriptive statistics, including frequencies, percentages of respondents, mean, standard 

deviation, and standard error of the mean. Moreover, CFA was also used to validate the 

measurement quality. The assessment results indicated that the specified measurement 
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model possessed acceptable levels of fit, convergent validity, and discriminant validity. 

Finally, in order to measure the proposed construct, an analysis of the quality reliability 

was performed by assessing internal consistency and item-total correlation. The 

assessment of the quality reliability showed that the measurement qualities were 

reliable, as indicated by the high values of Cronbach’s alpha for each individual 

construct, and that they were used to capture the meaning of the model constructs. The 

item-total correlations of all the factors were also substantial, thereby indicating that 

each factor adequately measured its underlying construct. However, reliability is only a 

necessary, not a sufficient, condition for validity. This led to the emergence of a new 

framework, which consisted of five main qualities and 21 factors. These were used in 

the next analysis using AHP.  
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Chapter 6 

Analytic Hierarchy Process 

Introduction 

This chapter presents the procedures incorporated for the analysis of the 

expert teacher’s survey questionnaire and the results. The chief aim of this chapter is 

to identify and prioritise the most effective factors that affect successful teachers in 

Saudi Arabia. This aim was achieved through the generation of a ranked list of the 

quality factors for effective teaching, which were already validated, as described in 

Chapter 5. In order to generate the ranked list, expert teachers of girls’ secondary 

schools were invited to provide their perspectives regarding the quality factors for 

effective teaching, in order to carry out pairwise comparisons. In this study, two 

stages were utilised to analyse the collected data from the experts’ questionnaire. The 

first stage was the implementation of AHP to rank the factors, and the second stage 

was the use of the Pareto principle rule (80/20), in order to prioritise the most 

effective quality factors that enhance teachers’ effectiveness in the classroom. This 

chapter begins with a description of the questionnaire and then provides details of the 

sample survey characteristics and respondent profiles. Subsequently, data analysis 

through two stages are presented through the use of analysis program images, tables, 

and charts. The details and results of the AHP data analysis and the Pareto principle 

rule are presented alongside a summary of the chapter. The open-ended question 

results are presented in the discussion chapter. 

Questionnaire Survey 

AHP is a theory of measurement over pairwise comparisons and depend on 

the judgements of experts to develop priority qualities. The aim of using AHP is to 

resolve choice problems in a multi-criteria environment. AHP translates each 

preference into ratio-scale weights, which are transformed into linear additive 

weights for associated alternatives. These subsequent weights are used to rank the 

alternatives, which assists the decision-maker in making a choice. This phase 

questionnaire was directed to only expert teachers in the same schools that 

participated in the first questionnaire survey. All the factors had already been 
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validated, as explained in Chapter 5. The expert teachers were asked to rate a set of 

objects by comparing only two elements at a time. As presented in Chapter 4, 

pairwise comparison is essential in using the AHP technique, and it allows expert 

teachers to decide which of the element in the pair is more important and also how 

much more important. Pairwise comparison is used to measure the strength of 

preference by means of verbal judgments via comparing pairs of objectives and 

alternative factors at one level of the model with respect to the immediately earlier 

level. Moreover, pairwise comparisons determine the relative importance of one 

quality against another in meeting a goal. Each of the pairwise comparisons represent 

an estimate of the ratio of the weight of the two qualities being compared (Aksorn & 

Hadikusumo, 2008).  

Sample. The questionnaire survey was conducted in the capital city of Saudi 

Arabia, Riyadh. The implementation of this questionnaire was directed to the expert 

teachers, and it took six weeks to complete, from 16 March 2014 to 24 April 2014, in 

order to obtain representation from all parts of Riyadh city. Riyadh city is divided 

into five regions, and each region has its own educational administration. The 

researcher revisited the same 20 schools that had been visited during the first phase, 

in order to initiate the second phase with expert teachers. In general, expert teachers 

were excited about this study topic and interested about the technique used, which 

was especially designed for them. Moreover, they strongly supported the aim of this 

study. The same procedures that were used in phase one were repeated in this phase, 

but with a different sample.  

In this phase of the study, 40 questionnaires were distributed among the 

expert teachers and 32 questionnaires were returned. However, two of the returned 

questionnaires were unusable, as they were incomplete. This left the researcher with 

30 completed questionnaires and a response rate of 75%. The respondent 

demographic information is summarised in Table 18. 
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Table 18  

School Location, Age, Experience, Subjects, and Qualifications of Phase 2 

Participants 

 

Background Information 

 

Frequency 

(N=294) 

Percentages of 

Female Teaching 

Participants (%) 

School Location 

           Central Centre of Riyadh 7 23.4 

           North of Riyadh 6 20.0 

           East of Riyadh 6 20.0 

           South of Riyadh 4 13.3 

           West of Riyadh  7 23.3 

Teachers Age 

           21-30 years 0 0 

           31-40 years  10 33.3 

           41-50 years  17 56.7 

           51-60 years  3 10.0 

Teachers Experience 

           5-10 years 0 0 

           11-15 years 0 0 

           16-20 years 12 40.0 

           21-25 years 9 30.0 

           More than 26 years 9 30.0 

Subject Title 

           Mathematics 4 13.3 

           Science 8 26.7 

           English Language 3 10.0 

           History and Social Studies 10 33.3 

           Information and Technology  5 16.7 

Teachers Qualifications  

         Bachelor’s (Educational College) 15 50.0 

         Bachelor’s (University) 11 36.7 

         Master’s 4 13.3 

Note.* The percentage of female teaching participants (N = 30) was compared to the percentage of 

female teaching population (N = 637). The expert participants make up 4.7% of the population. 

Respondent profiles. In order to show that the samples adequately 

represented the target population of the questionnaire, respondent profiles are 

presented in Table 18. According to the Ministry of Education statistics in KSA, the 

population of expert female teachers in Riyadh city, who are teaching in girls’ 

secondary schools, was around 637 (MOE, 2015). The expert participants comprised 

4.7% of the population. The respondents’ profile table consists of five criteria of 

demographic information, including school location, teachers’ age, teachers’ 

experience, subject title, and teachers’ qualifications. School location was the first 

piece of respondent demographic information. School location was divided into five 
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regions, which are centre of Riyadh, north of Riyadh, east of Riyadh, south of 

Riyadh, and west of Riyadh. As shown in the table, the participants who were 

working in the central and west region of Riyadh city made up 23% each of the 

participants, the participants working in the north and east region made up 20% each 

of the participants, and the participants working in the south region of Riyadh city 

made up 13% of the entire population. Overall, there was no big difference among 

the participant number, which shows a good mix of respondents to cover the schools 

in the capital city. Moreover, these percentages show that a wide range of school 

locations within the capital city of Saudi Arabia were covered by this study.  

Teachers’ ages was the second piece of respondent demographic information. 

Teachers’ ages was divided into four age groups, which are 21–30 years, 31–40 

years, 41–50 years, and 51–60 years. As shown in the table, the majority of the 

participants were aged between 41 and 50 years (56.7%), and no one aged 21–30 

years participated, as this questionnaire was designed only for expert teachers. A 

small number of participants were aged between 51 and 60 years (10%), and the age 

group of 31–40 years contained 33.3% of the participants. Therefore, the age group 

of 41–50 years contained half of the participants. This indicates that the half of the 

expert teachers in this study were between the ages of 41 and 50.  

Teachers’ experiences was the third piece of respondent demographic 

information. Teachers’ experiences was divided into five experience groups, 

including 5–10 years, 11–15 years, 16–20 years, 21–25 years, and those having more 

than 26 years of experience. Since this study targeted expert teachers and proceeded 

according to the Saudi Expert Teacher Standards, which is presented in Chapter 4, 

there was zero participation from two groups, which are 5–15 and 11–15 years of 

experience. Moreover, 40% of the participation was from the group with 16–20 years 

of experience, and the groups with 21–25 years of experience and with more than 26 

years of experience each had 30% participation. This demographic information set 

expert teachers standards, which reveals that expert teachers had at least 17 years of 

experience. Moreover, the education arena has only a few expert teachers in the 

selected schools, which makes it worth sharing their judgments in the education 

field, and this makes this study more significant for the education sector.   
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Subject titles were the fourth piece of respondent demographic information. 

Subject titles was divided into five subject areas, which are mathematics, science, 

English language, history and social studies, and information and technology. The 

majority of the participants (33.3%) were teaching history and social studies, and the 

lowest number of participants were teaching English language, constituting 10% of 

the sample. Other subject areas were shown as the following: science teacher 

participants made up 26.7% of the sample, information and technology teachers 

made up 16.7% of the sample, and 13.3% of the participants were teaching 

mathematics. This demographic information shows that all subject areas were 

covered by expert teachers. Moreover, all subject areas had a couple of expert 

teachers, and this was significant because each subject needs a leader to help and 

direct general teachers.  

Finally, teacher qualifications was the last piece of respondents’ demographic 

information. Teacher qualifications was divided into three levels, which were 

bachelor’s degree from educational college, bachelor’s degree from university, and 

master’s degree. The majority of the participants had graduated from educational 

colleges with a bachelor’s degree (50%), and the least number of participants had a 

master’s degree (13.3%). The remaining participants made up 36.7% of the sample, 

and they had graduated from universities with a bachelor’s degree. As a result, this 

demographic information achieved another standard of expert teacher standards, 

which is the possession of bachelors’ degree in education, and this was presented as 

half the total number of participants. 

Data Analysis and Results 

This phase of analysis aimed to identify and prioritise the most effective 

factors that affect successful teachers in Saudi Arabia. Based on experts’ judgments, 

the relative weights of qualities and factors were computed. The hierarchy model 

used was validated for the purpose of ranking these factors. It created an approach 

for effective teaching in Saudi Arabia. Therefore, the collected data in this phase of 

the research was analysed through two stages. Stage one constituted the AHP that 

provided a ranked list of the quality factors. Stage two included implementing the 

Pareto principle rule analysis on the provided ranked list, which determined the most 

effective quality factors that contributed towards enhancing teacher effectiveness in 
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the classroom. The results of these stages of the analysis are presented in the 

following sections.   

Stage one: Analytic Hierarchy Process (AHP). Hierarchical model for 

quality factors of effective teachers: As presented in the literature review, effective 

teacher qualities are complicated attributes. This is due to the variety of qualities and 

elements that can affect and enhance teacher effectiveness in the classroom. AHP is a 

powerful technique that uses expert judgment to solve complex problems. The 

benefit of using AHP can be in defining priorities among qualities and factors that 

are critical to making sound decisions. Moreover, there is the ability to measure the 

degree of consistency for each expert. In total, this study model involved five main 

qualities and twenty-one factors, which were the result of Chapter 5, in three levels. 

Level 1 stated the goals of the problem, level 2 consisted criteria, which were the 

main qualities, and level 3 involved alternatives that were the factors for individual 

critical quality. These qualities and factors were validated and modified as an 

adopted framework of Stronge (2007) for this study. The qualities and factors in this 

study were considered reliable, and the hierarchical model was built on these 

qualities and factors. In order to determine the relative importance of individual 

qualities and factors, and thereby identify the points on which organisations should 

concentrate their efforts throughout the process, judgment matrices were translated 

into the largest eigenvalue problems. Then, the normalised and unique priority 

vectors of weights were computed with the aid of the Super Decision software 

(Saaty, 2005).  

Using super decisions software: The developed hierarchical model in this 

study was used in the super decisions software by representing all levels. The 

following section provides a detailed example of one expert judgment and shows 

how the researcher enters it in the Super Decision software, in order to start the AHP 

analysis.   

In order to start the Super Decision software, we need to make a hierarchy in 

the model by starting to design clusters. The hierarchy model starts with the goal 

(level 1), then goes to the criteria (level 2), which were the qualities, and then to the 

alternatives (level 3), which were the factors. Every node in a level is the parent of 
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every node in the next level. These were linked together by using arrows going in 

one direction, from top to bottom, in order to start the pairwise comparison that is 

shown in Figure 7.  

Figure 7. Hierarchical super decisions model cluster.  

After the AHP model development, the comparison process was conducted. 

In this study, there were six pairwise comparison assessments for each expert. These 

six pairwise comparison assessments included the following: 

1. Comparisons among criteria, which were the qualities in level 2, with respect 

to the goal of the study (level 1) 

2. Comparison among alternatives, which were the factors in level 3, with 

respect to the main criteria ‘Teacher as a Person’ quality (level 2) 

3. Comparison among alternatives, which were the factors in level 3, with 

respect to the main criteria ‘Classroom Environment’ quality (level 2) 

4. Comparison among alternatives, which were the factors in level 3, with 

respect to the main criteria ‘Organising for Instruction’ quality (level 2) 

5. Comparison among alternatives, which were the factors in level 3, with 

respect to the main criteria ‘Implementing Instruction’ quality (level 2) 

6. Comparison among alternatives, which were the factors in level 3, with 

respect to the main criteria ‘Monitoring Student Progress’ quality (level 2) 
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All the pairwise comparison assessments above were conducted using Super 

Decision. All participant judgments were filled out in the pairwise comparison form. 

The judgments were shown as decimal numbers, rounded off to the nearest tenth. A 

one-expert-participant-questionnaire-comparison-screen was shown as an example, 

and this was explained from Figure 8 through to Figure 13. Figure 8 shows the expert 

judgments about the Qualities (level 2) with respect to the study goal (level 1). The 

pairwise comparison assessments were among the Qualities (level 2), which are 

‘Teacher as a Person’, ‘Monitoring Student Progress’, ‘Organising for Instruction’, 

‘Implementing Instruction’, ‘Classroom Environment’, with respect the goal of the 

study (level 1). As presented, expert judgment was entered by choosing the quality 

that is the more important one, and then, how much more is it important.    

 

Figure 8. Comparisons among criteria which were the Qualities in level 2 with 

respect to the goal of the study (level 1).  

Figures 9 to 13 present the pairwise comparison assessments for alternatives 

(level 3), with respect to the Quality (level 2). Figure 9 shows the pairwise 

comparison assessment of the alternatives, which are caring, fairness and respect, 

interactions with students, enthusiasm and motivation, dedication to teaching, and 

reflective practice, with respect to the ‘Teacher as a Person’ Quality. As presented, 

expert judgment was entered by choosing the alternative that is more important, and 

also how much more important.  
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Figure 9. Comparisons among alternatives which were the factors in level 3 with 

respect to the main criteria ‘Teacher as a Person’ Quality (level 2).  

Figure 10 shows the pairwise comparison assessment of the alternatives, 

which are classroom management, classroom organisation, and disciplining students, 

with respect to the ‘Classroom Environment’ Quality. As presented, expert judgment 

was entered by choosing the alternative that is more important and also how much 

more important.     

 

Figure 10. Comparisons among alternatives which were the factors in level 3 with 

respect to the main criteria ‘Classroom Environment’ Quality (level 2).  

Figure 11 presents the pairwise comparison assessment of the alternatives, 

which are time allocation, teachers’ expectations, and planning for instructional, with 

respect to the ‘Organising for Instruction’ Quality. As presented, expert judgment 

was entered by choosing the alternative that is more important and also how much 

more important.     



151 
 

 

Figure 11. Comparisons among alternatives that were the factors in level 3 with 

respect to the main criteria ‘Organising for Instruction’ Quality (level 2).  

Figure 12 presents the pairwise comparison assessment of the alternatives, 

which are homework, providing feedback, and using assessment, with respect to the 

‘Monitoring Student Progress’ Quality. As presented, expert judgment was entered 

by choosing the alternative that is more important, and also how much more 

important.     

 

Figure 12. Comparisons among alternatives that were the factors in level 3 with 

respect to the main criteria ‘Monitoring Student Progress’ Quality (level 2).  

Figure 13 shows the pairwise comparison assessment of the alternatives, 

which are instructional strategies, grouping, communication complexity, questioning, 

and student engagement, with respect to the ‘Implementing Instruction’ Quality. As 

presented, expert judgment was entered by choosing the alternative that is more 

important and also how much more important.     
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Figure 13. Comparisons among alternatives which were the factors in level 3 with 

respect to the main criteria ‘Implementing Instruction’ Quality (level 2).  

Note.* same procedures were used for all experts’ questionnaires, and all pairwise comparisons had 

already been completed. 

The software also determined the consistency ratio (CR), which is the degree 

to which the pairwise comparisons are consistent. During judgment filling for each 

participant, the consistency index estimation changes. According to Saaty (1994), 

people are often not consistent in their judgements. However, the recommended level 

of CR should be less than 0.10 for pairwise comparisons among more than four 

elements. If the CR is less than 0.10, it means that no correction of judgments is 

needed and is acceptable with a satisfaction of judgments. However, if it is more than 

0.10, it implies that the judgment matrix is inconsistent and should be reviewed and 

improved. A discussion about the CR was carried out with participants, in order to 

inform participants that their judgments in each pairwise comparison should be 

consistent. Otherwise, in order to resolve the inconsistencies, some or all of their 

judgments for the comparisons must be repeated. The inconsistency improvement is 

always done from the matrix mode. The CR of each comparison in the AHP for this 

research study was within the acceptable range. Figure 14 shows the achieved 

inconsistency index for this study Qualities (level 2), which was 0.090. Since it is 

less than 0.10, no correction of judgment was needed. 
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Figure 14. The result of pairwise comparison in level 2 (main Qualities).  

Figure 15 presents the achieved inconsistency index for this study alternatives 

(level 3), which was applicable for all alternatives with respect to its main Quality. 

All were less than 0.10, which means no correction of judgments was needed. This 

was kept in mind while performing the pairwise comparison for all the items.  

 

 

 

 

 

 

 

 

 

The inconsistency 

index is shown here. 

0.090 is less than 

0.1.So, no correction 

of judgments was 

needed. 
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Figure 15. The result of pairwise comparison for level 3 factors.  

After completing the expert teachers’ pairwise comparison assessment, the 

software analysed these numbers through mathematical calculations, which were 

based on the numbers in the matrix mode, in order to provide weighted priorities for 

all qualities and factors. The Normalised column presents the results in the form of 

priorities. It reflects the preferences of the participants who made the judgments. 

The inconsistency index must be less than 0.1. 
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Their personal values and desires were incorporated together, and no objective 

assessment of the relative value was done. This result also matches our perception. 

According to the Figure 16, the ‘Teacher as a Person’ quality has the highest 

normalised weight, which means that it is an effective quality for the decision maker. 

As a final point, the software provided a list of all the main qualities and factors, as 

shown below in Figure 16.  

 

 

Figure 16. The priority list of all main qualities and factors in the AHP model.  

To summarise, for all the results of the previous steps for the expert teachers, 

Microsoft Excel was used to perform the calculations and present the result of the 

AHP process for 30 experts. Table 19 presents all the 30 participants, AHP weights, 

and ranks for each Quality (level 2). As shown, each expert has his own ranking 

Local Weight  

Global Weight  

All twenty-one 

quality factors  

The main five 

qualities  
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among the Qualities of ‘Teacher as a Person’, ‘Monitoring Student Progress’, 

‘Organising for Instruction’, ‘Implementing Instruction’, ‘Classroom Environment’. 

In order to solve this issue, the average value of the AHP weights of the Qualities 

was taken for each level and presented in Table 21.  
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Table 19  

Prioritising the Main Qualities (Level 2) in the AHP Model for Each Expert 

Main qualities Expert 1 Expert 2 Expert 3 Expert 4 Expert 5 

AHP 

Weight 

Rank AHP 

Weight 

Rank AHP 

Weight 

Rank AHP 

Weight 

Rank AHP 

Weight 

Rank 

Teacher as a Person 0.27905 2 0.2431 2 0.31694 2 0.16502 2 0.32299 2 

Classroom Environment 0.16345 4 0.237 3 0.15668 3 0.15618 3 0.10908 4 

Organizing for Instruction 0.28213 1 0.24543 1 0.3314 1 0.53036 1 0.06507 5 

Implementing Instruction 0.18914 3 0.04563 5 0.10732 4 0.08659 4 0.15138 3 

Monitoring Student Progress 0.08623 5 0.23631 4 0.08765 5 0.06185 5 0.35148 1 
 

Main qualities Expert 6 Expert 7 Expert 8 Expert 9 Expert 10 

AHP 

Weight 

Rank AHP 

Weight 

Rank AHP 

Weight 

Rank AHP 

Weight 

Rank AHP 

Weight 

Rank 

Teacher as a Person 0.162 4 0.31175 1 0.21306 3 0.24107 2 0.21829 2 

Classroom Environment 0.34964 1 0.22057 2 0.22194 2 0.16678 3 0.11902 4 

Organizing for Instruction 0.23705 2 0.13023 5 0.34677 1 0.05901 5 0.45908 1 

Implementing Instruction 0.06644 5 0.14844 4 0.09465 5 0.09724 4 0.07685 5 

Monitoring Student Progress 0.18487 3 0.18901 3 0.12358 4 0.4359 1 0.12675 3 
 

Main qualities Expert 11 Expert 12 Expert 13 Expert 14 Expert 15 

AHP 

Weight 

Rank AHP 

Weight 

Rank AHP 

Weight 

Rank AHP 

Weight 

Rank AHP 

Weight 

Rank 

Teacher as a Person 0.21085 3 0.2346 3 0.12337 4 0.13837 5 0.0393 5 

Classroom Environment 0.11178 4 0.20729 4 0.17624 3 0.16699 3 0.13305 3 

Organizing for Instruction 0.26284 2 0.24301 2 0.31101 2 0.29539 1 0.49495 1 

Implementing Instruction 0.11042 5 0.05787 5 0.32181 1 0.15057 4 0.27843 2 

Monitoring Student Progress 0.30411 1 0.25723 1 0.06758 5 0.24867 2 0.05427 4 
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Main qualities Expert 16 Expert 17 Expert 18 Expert 19 Expert 20 

AHP 

Weight 

Rank AHP 

Weight 

Rank AHP 

Weight 

Rank AHP 

Weight 

Rank AHP 

Weight 

Rank 

Teacher as a Person 0.46567 1 0.3815 1 0.43925 1 0.51448 1 0.08362 5 

Classroom Environment 0.25372 2 0.28272 2 0.12909 3 0.07018 4 0.49052 1 

Organizing for Instruction 0.0744 4 0.15183 3 0.35635 2 0.26631 2 0.22728 2 

Implementing Instruction 0.03948 5 0.08957 5 0.03175 5 0.03399 5 0.11284 3 

Monitoring Student Progress 0.16673 3 0.09438 4 0.04356 4 0.11503 3 0.08573 4 
 

Main qualities Expert 21 Expert 22 Expert 23 Expert 24 Expert 25 

AHP 

Weight 

Rank AHP 

Weight 

Rank AHP 

Weight 

Rank AHP 

Weight 

Rank AHP 

Weight 

Rank 

Teacher as a Person 0.22345 3 0.09452 4 0.25695 2 0.20995 2 0.28251 1 

Classroom Environment 0.22575 2 0.08591 5 0.33098 1 0.51167 1 0.21135 2 

Organizing for Instruction 0.16192 4 0.38687 1 0.13346 4 0.0878 4 0.12346 5 

Implementing Instruction 0.24158 1 0.25105 2 0.04668 5 0.02717 5 0.18911 4 

Monitoring Student Progress 0.14729 5 0.18164 3 0.23193 3 0.16341 3 0.19357 3 
 

Main qualities Expert 26 Expert 27 Expert 28  Expert 29  Expert 30 

AHP 

Weight 

Rank AHP 

Weight 

Rank AHP 

Weight 

Rank AHP 

Weight 

Rank AHP 

Weight 

Rank 

Teacher as a Person 0.32122 2 0.215 3 0.18923 3 0.26058 2 0.34904 1 

Classroom Environment 0.40443 1 0.2025 4 0.38681 1 0.26835 1 0.08956 5 

Organizing for Instruction 0.11006 4 0.2772 2 0.23396 2 0.25601 3 0.33702 2 

Implementing Instruction 0.03408 5 0.06551 5 0.07501 5 0.05246 5 0.1179 3 

Monitoring Student Progress 0.13021 3 0.2523 1 0.11498 4 0.1626 4 0.10648 4 
 



159 
 

Table 20 presents all the 30 participants, AHP weights, and the ranks of all 

the 21 alternatives (level 3). As shown, each expert has his own ranking for the 

alternatives of caring, fairness and respect, interaction with students, enthusiasm and 

motivation, dedication to teaching, reflective practice, classroom management, 

classroom organisation, disciplining students, time allocation, teachers’ expectations, 

planning for instruction, instructional strategies, grouping, communication, 

complexity, questioning, student engagement, homework, providing meaningful 

feedback, and using assessment information. To solve this issue, the average value of 

the alternative AHP weights was taken for each level and presented in Table 22.  

 



160 
 

Table 20  

Prioritising the Quality Factors (Level 3) in the AHP Model for Each Expert 

Factors Expert 1 Expert 2 Expert 3 Expert 4 Expert 5 

AHP 

Weight 

Rank AHP 

Weight 

Rank AHP 

Weight 

Rank AHP 

Weight 

Rank AHP 

Weight 

Rank 

Caring  0.017312 10 0.005814 21 0.014282 18 0.104067 7 0.000675 21 

Fairness and Respect  0.05119 3 0.079615 8 0.076168 8 0.034329 15 0.042866 11 

Interaction with Student 0.057995 2 0.093233 7 0.01705 17 0.051433 10 0.015664 14 

Enthusiasm and Motivation 0.018858 8 0.026649 13 0.064243 10 0.010397 20 0.108464 7 

Dedication to Teaching 0.026421 7 0.05544 11 0.03322 14 0.035878 14 0.003462 20 

Reflective Practice  0.014671 13 0.017178 14 0.037395 13 0.02544 16 0.004927 18 

Classroom Management  0.011065 17 0.012185 16 0.007161 20 0.012196 19 0.004252 19 

Classroom Organization  0.049327 4 0.009902 20 0.028628 15 0.03977 12 0.009833 16 

Disciplining Students  0.039347 6 0.010136 14 0.01289 14 0.023362 17 0.04876 10 

Time Allocation  0.012666 15 0.012739 17 0.054131 11 0.01446 18 0.034625 12 

Teachers Expectations  0.002798 20 0.015493 15 0.005253 21 0.002059 21 0.008998 17 

Planning for Instructional  0.069475 1 0.011893 18 0.018061 16 0.037784 13 0.010165 15 

Instructional Strategies  0.043307 5 0.07831 9 0.25793 3 0.25407 5 0.03327 13 

Grouping  0.002069 21 0.04776 12 0.0701 9 0.04533 11 0.15632 5 

Communication  0.015637 12 0.13112 3 0.11986 6 0.06657 9 0.0512 9 

Complexity  0.011916 16 0.07134 10 0.17305 5 0.14391 6 0.12727 6 

Questioning  0.014196 14 0.54822 2 0.04917 12 0.07333 8 0.26628 4 

Student Engagement  0.004143 19 0.12325 4 0.3299 2 0.41677 4 0.36566 2 

Homework  0.004269 18 0.10313 6 0.09141 7 0.15618 3 0.07796 8 

Providing Meaningful Feedback 0.017671 9 0.10781 5 0.69096 1 0.18517 1 0.63484 1 

Using Assessment Information  0.015666 11 0.78906 1 0.21764 4 0.65865 2 0.2872 3 
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Factors Expert 6 Expert 7 Expert 8 Expert 9 Expert 10 

AHP 

Weight 

Rank AHP 

Weight 

Rank AHP 

Weight 

Rank AHP 

Weight 

Rank AHP 

Weight 

Rank 

Caring  0.008408 19 0.002667 21 0.010903 16 0.003946 18 0.022234 11 

Fairness and Respect  0.059327 2 0.069119 1 0.060673 3 0.065042 2 0.049982 2 

Interaction with Student 0.125358 1 0.06065 2 0.084792 1 0.056188 4 0.0224 10 

Enthusiasm and Motivation 0.010507 15 0.060381 3 0.035482 5 0.019698 9 0.013753 13 

Dedication to Teaching  0.040637 3 0.014041 15 0.016161 9 0.006394 17 0.027234 8 

Reflective Practice  0.023186 6 0.009967 19 0.044559 4 0.003212 20 0.041253 5 

Classroom Management  0.037965 4 0.026491 5 0.013424 13 0.008393 14 0.008889 17 

Classroom Organization  0.021682 7 0.01068 17 0.061569 2 0.003467 19 0.030947 6 

Disciplining Students  0.013706 10 0.014533 14 0.014054 11 0.017839 11 0.007998 19 

Time Allocation  0.011498 12 0.023142 7 0.012752 14 0.018807 10 0.028222 7 

Teachers Expectations  0.010289 16 0.015483 13 0.003723 20 0.039458 5 0.010167 15 

Planning for Instructional  0.011166 13 0.026374 6 0.010375 17 0.035794 6 0.045411 3 

Instructional Strategies  0.008634 18 0.03662 4 0.007734 18 0.024211 8 0.025391 9 

Grouping  0.003287 21 0.00582 20 0.003179 21 0.008911 13 0.005441 20 

Communication  0.01015 17 0.01556 12 0.011737 15 0.070973 1 0.012156 14 

Complexity  0.010878 14 0.023069 8 0.025537 7 0.006572 16 0.005038 21 

Questioning  0.011749 11 0.022923 9 0.021104 8 0.031761 7 0.008179 18 

Student Engagement  0.019881 8 0.021984 10 0.006816 19 0.058692 3 0.017754 12 

Homework  0.037081 5 0.012734 16 0.015232 10 0.008157 15 0.009678 16 

Providing Meaningful Feedback 0.004994 20 0.01579 11 0.013576 12 0.009508 12 0.065621 1 

Using Assessment Information  0.019617 9 0.011972 18 0.026619 6 0.002978 21 0.04225 4 
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Factors Expert 11 Expert 12 Expert 13 Expert 14 Expert 15 

AHP 

Weight 

Rank AHP 

Weight 

Rank AHP 

Weight 

Rank AHP 

Weight 

Rank AHP 

Weight 

Rank 

Caring  0.006335 20 0.010076 17 0.008127 16 0.014929 19 0.022918 7 

Fairness and Respect  0.052016 1 0.031479 5 0.043705 6 0.034593 4 0.004144 16 

Interaction with Student 0.024201 12 0.05593 2 0.043878 5 0.03349 5 0.005859 15 

Enthusiasm and Motivation 0.032768 4 0.01375 15 0.014258 9 0.017296 16 0.001653 20 

Dedication to Teaching 0.015554 16 0.005764 20 0.065557 3 0.035925 2 0.073015 3 

Reflective Practice  0.024298 11 0.014568 14 0.020836 8 0.018453 15 0.024358 6 

Classroom Management  0.005617 21 0.016938 12 0.01191 11 0.016699 18 0.012952 9 

Classroom Organization  0.030964 5 0.021715 10 0.00507 17 0.023741 10 0.110602 1 

Disciplining Students  0.024482 10 0.018641 11 0.070036 2 0.01922 13 0.04903 4 

Time Allocation  0.02607 8 0.030779 6 0.03233 7 0.033399 6 0.047715 5 

Teachers Expectations  0.011839 18 0.047689 3 0.000835 21 0.012965 20 0.002085 19 

Planning for Instructional  0.020643 14 0.072069 1 0.003721 18 0.017296 17 0.013851 8 

Instructional Strategies  0.009342 19 0.007829 18 0.078348 1 0.018822 14 0.012355 10 

Grouping  0.038488 2 0.007029 19 0.001342 20 0.010254 21 0.004089 17 

Communication  0.037396 3 0.023931 9 0.00936 15 0.021768 11 0.001589 18 

Complexity  0.021387 15 0.002466 21 0.012521 10 0.037644 1 0.07783 2 

Questioning  0.027045 7 0.024534 8 0.009394 14 0.026119 8 0.010645 11 

Student Engagement  0.022115 13 0.014623 13 0.010396 13 0.027552 7 0.008031 14 

Homework  0.015174 17 0.010809 16 0.002462 19 0.025678 9 0.000697 21 

Providing Meaningful Feedback 0.025678 9 0.039416 4 0.044157 4 0.019414 21 0.008541 12 

Using Assessment Information  0.028589 6 0.029965 7 0.011756 12 0.035232 3 0.008041 13 
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Factors Expert 16 Expert 17 Expert 18 Expert 19 Expert 20 

AHP 

Weight 

Rank AHP 

Weight 

Rank AHP 

Weight 

Rank AHP 

Weight 

Rank AHP 

Weight 

Rank 

Caring  0.001843 19 0.002684 21 0.00433 16 0.005205 18 0.002911 18 

Fairness and Respect  0.166959 1 0.026037 6 0.167168 1 0.124611 1 0.03181 5 

Interaction with Student 0.063406 2 0.07068 2 0.018861 8 0.008429 14 0.175869 1 

Enthusiasm and Motivation 0.050564 4 0.11922 1 0.036509 5 0.108857 2 0.003412 17 

Dedication to Teaching 0.010846 10 0.011689 13 0.069559 2 0.041484 4 0.02179 7 

Reflective Practice  0.009384 11 0.016875 8 0.031404 6 0.014155 9 0.009858 12 

Classroom Management  0.055391 3 0.0434 4 0.005972 13 0.007363 15 0.053262 2 

Classroom Organization  0.006649 14 0.022329 7 0.019041 7 0.044172 3 0.05034 3 

Disciplining Students  0.00369 17 0.01528 9 0.009453 12 0.012019 10 0.016204 9 

Time Allocation  0.008065 12 0.03534 5 0.039712 4 0.019297 7 0.016131 0 

Teachers Expectations  0.003908 16 0.006248 18 0.001947 18 0.009311 13 0.002231 19 

Planning for Instructional  0.015314 8 0.045491 3 0.015947 9 0.023774 5 0.006589 14 

Instructional Strategies  0.014119 9 0.014928 11 0.002037 17 0.001192 21 0.004398 16 

Grouping  0.002224 18 0.00796 17 0.005142 14 0.005173 19 0.00214 20 

Communication  0.004259 15 0.005382 20 0.000645 21 0.011161 12 0.004514 15 

Complexity  0.001929 20 0.01493 10 0.004388 15 0.003786 20 0.035817 4 

Questioning  0.016907 7 0.010384 16 0.011308 10 0.014826 8 0.001779 21 

Student Engagement  0.038137 5 0.011072 14 0.001423 19 0.01159 11 0.022951 6 

Homework  0.017929 6 0.006143 19 0.001317 20 0.005456 16 0.009253 13 

Providing Meaningful Feedback 0.000953 21 0.01179 12 0.009517 11 0.0052 17 0.018553 8 

Using Assessment Information  0.007525 13 0.010652 15 0.044321 3 0.02294 6 0.010186 11 
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Factors Expert 21 Expert 22 Expert 23 Expert 24 Expert 25 

AHP 

Weight 

Rank AHP 

Weight 

Rank AHP 

Weight 

Rank AHP 

Weight 

Rank AHP 

Weight 

Rank 

Caring  0.00441 20 0.008109 16 0.013449 12 0.001282 21 0.015755 11 

Fairness and Respect  0.04242 3 0.036541 6 0.01771 10 0.050852 3 0.077682 2 

Interaction with Student 0.065939 1 0.029877 7 0.038253 4 0.120782 1 0.011891 12 

Enthusiasm and Motivation 0.03732 4 0.004143 19 0.094099 2 0.044423 5 0.033931 6 

Dedication to Teaching 0.01468 14 0.037076 5 0.004397 20 0.009436 12 0.008312 16 

Reflective Practice  0.015385 13 0.021103 9 0.007277 17 0.012819 7 0.003412 21 

Classroom Management  0.026168 8 0.009839 13 0.009984 13 0.021392 6 0.07491 2 

Classroom Organization  0.021178 10 0.017247 12 0.019166 7 0.005601 14 0.023578 8 

Disciplining Students  0.060395 2 0.022522 8 0.009629 14 0.010119 10 0.04464 3 

Time Allocation  0.020769 11 0.00324 21 0.117254 1 0.11366 2 0.018876 9 

Teachers Expectations  0.010372 17 0.018694 10 0.007622 16 0.004474 15 0.010216 13 

Planning for Instructional  0.037242 5 0.006577 17 0.016666 11 0.009702 11 0.029641 7 

Instructional Strategies  0.03027 6 0.085129 1 0.007643 15 0.001339 20 0.042008 4 

Grouping  0.025628 9 0.003394 20 0.004168 21 0.002323 18 0.009259 15 

Communication  0.009552 18 0.006441 18 0.04229 3 0.004041 16 0.010809 14 

Complexity  0.030197 7 0.017876 11 0.006066 18 0.002125 19 0.007906 17 

Questioning  0.007003 19 0.009163 14 0.022503 5 0.00879 13 0.040127 5 

Student Engagement  0.017338 12 0.044563 4 0.017647 8 0.050949 4 0.018593 10 

Homework  0.003755 20 0.008566 15 0.021735 6 0.01113 9 0.007778 18 

Providing Meaningful Feedback 0.012652 16 0.060834 2 0.00509 19 0.002781 17 0.005321 20 

Using Assessment Information  0.012658 15 0.049067 3 0.017352 9 0.01198 8 0.005353 19 
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Factors Expert 26 Expert 27 Expert 28 Expert 29 Expert 30 

AHP 

Weight 

Rank AHP 

Weight 

Rank AHP 

Weight 

Rank AHP 

Weight 

Rank AHP 

Weight 

Rank 

Caring  0.005353 16 0.0099 21 0.010938 15 0.007484 17 0.01623 10 

Fairness and Respect  0.088304 2 0.042846 6 0.052034 3 0.02927 5 0.086901 1 

Interaction with Student 0.130271 1 0.043844 4 0.07492 2 0.079651 1 0.02114 8 

Enthusiasm and Motivation 0.059114 3 0.049046 2 0.019855 10 0.021566 7 0.064029 3 

Dedication to Teaching 0.015382 8 0.01005 17 0.023065 7 0.008882 15 0.026541 8 

Reflective Practice  0.020604 6 0.041507 7 0.021011 9 0.015851 11 0.012331 14 

Classroom Management  0.017233 7 0.010175 16 0.032724 4 0.033451 4 0.003744 20 

Classroom Organization  0.006373 15 0.053012 1 0.026681 6 0.07889 3 0.015801 12 

Disciplining Students  0.00744 14 0.013515 11 0.027862 5 0.007336 18 0.030333 4 

Time Allocation  0.054711 4 0.047229 3 0.085762 1 0.021073 8 0.019894 9 

Teachers Expectations  0.011031 10 0.01144 13 0.005623 18 0.009396 14 0.010198 17 

Planning for Instructional  0.013191 9 0.009357 19 0.022728 8 0.079451 2 0.023589 6 

Instructional Strategies  0.008517 12 0.008514 20 0.007272 17 0.016439 10 0.005747 18 

Grouping  0.002186 19 0.012494 12 0.002606 19 0.002883 20 0.001973 21 

Communication  0.003068 18 0.018238 9 0.010642 16 0.020336 9 0.012609 15 

Complexity  0.001083 21 0.010727 15 0.002372 20 0.002456 21 0.022869 7 

Questioning  0.030733 5 0.029105 8 0.01911 12 0.026613 6 0.013212 13 

Student Engagement  0.007991 13 0.011433 14 0.018611 13 0.014059 12 0.011404 16 

Homework  0.010093 11 0.043445 5 0.001396 21 0.008013 16 0.003846 19 

Providing Meaningful Feedback 0.002171 20 0.009359 18 0.015958 14 0.003165 19 0.081385 2 

Using Assessment Information  0.00515 17 0.01477 10 0.019327 11 0.013733 13 0.016227 11 
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Due to the variety of AHP weights among expert teachers, the average value 

of the AHP weights was taken for each level. Table 21 presents the names of the 

qualities and the average AHP weights of all qualities and their ranking. First, the 

‘Teacher as a Person’ quality was ranked as number one, with the highest weight of 

0.250. Second, the ‘Organising for Instruction’ quality was ranked at the second 

position, with the weight of 0.249. Third, the ‘Classroom Environment’ quality was 

ranked as number three, with the weight of 0.221. Fourth, the ‘Monitoring Student 

Progress’ quality was ranked as number four, with the weight of 0.167. Last, the 

‘Implementing Instruction’ quality was ranked as number five, with the weight of 

0.113. These weights and ranks are presented in a chart in Figure 17.  

Table 21  

Average AHP Weights for All Main Qualities and their Prioritising (Level 2) 

Main Qualities Avg. AHP Weight Rank 

Teacher as a Person 0.250 1 

Organizing for Instruction 0.249 2 

Classroom Environment 0.221 3 

Monitoring Student Progress 0.167 4 

Implementing Instruction 0.113 5 

 

 

Figure 17. The priority for main qualities (groups) based on the average value of 

AHP weight.  
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Additionally, Table 22 presents the factor names and the average AHP 

weights of all factors and their ranking. First, the caring factor was ranked as number 

one, with the weight of 0.0597. Last, the using assessment information factor was 

ranked as number twenty-one, with the weight of 0.0072. The rest of the factors were 

ranked in the order between those two factors depending on their AHP weights, 

which were ranged between 0.0597 and 0.0072. These weight and ranks are 

presented in a chart in Figure 18. The result of the ranking was dependent on the new 

value of the AHP weight. 

Table 22  

Average AHP Weights for All Factors and their Prioritising (Level 3) 

Factors Avg. AHP Weight Rank 

Caring  0.0597 1 

Fairness and Respect  0.0567 2 

Interaction with Student 0.0398 3 

Enthusiasm and Motivation 0.0338 4 

Dedication to Teaching 0.0289 5 

Reflective Practice  0.0256 6 

Classroom Management  0.0253 7 

Classroom Organization  0.0225 8 

Disciplining Students  0.0209 9 

Time Allocation  0.0201 10 

Teachers Expectations  0.0197 11 

Planning for Instructional  0.0195 12 

Instructional Strategies  0.0194 13 

Grouping  0.0192 14 

Communication  0.0191 15 

Complexity  0.0149 16 

Questioning  0.0146 17 

Student Engagement  0.0121 18 

Homework  0.0112 19 

Providing Meaningful Feedback 0.0104 20 

Using Assessment Information  0.0072 21 
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Figure 18. The priority for all factors (groups) based on the average value of AHP weight.  
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Stage two: Pareto principle. The Pareto principle helps the AHP process to 

shrink the factors in order to make a quick account. Pareto analysis is a statistical 

method of decision making, which is used for the selection of a limited number of 

tasks that create important overall effects. The Pareto principle has several uses in 

quality control. It is one of the key tools used in total quality control, by guiding 

corrective action and helping the project team take action to fix the problems. 

Generally, the Pareto technique is used to prioritise and enhance the most critical 

factors and help decision-makers recognise a specific number of factors that cause an 

important number of problems. Thus, effective teachers can be more effective in 

correcting problems by directing their efforts only at the most significant factors. The 

key technique of identifying these factors is the 80/20 rule, which suggests that focus 

should be on 80% of the factors. Therefore, 21 ranked factors of effective teacher 

factors were analysed with the application of the 80/20 rule. This led us to focus on 

13 factors in order to get the 80% of the whole quality through the reduction of the 

effort and raising of the performance. There were eight factors that could be ignored 

or eliminated, as these formed the remaining 20%. 

The final rank of all the 21 factors was determined from the new value of the 

AHP weight. The Pareto principle stage aimed to obtain the most important factors 

from the list of the 21 ranked factors. As shown in Table 23, the ranks for all factors, 

based on their new value of the AHP weight, were presented. The cumulative AHP 

weights were identified to account for the first 80% of the important factors. By 

examining the cumulative percentages of the AHP weight column, it can be seen that 

13 factors contributed to around 80% of the cumulative AHP weights. This means 

that they were perceived as the most significant factors for effective teachers in the 

classroom.  
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Table 23  

Cumulative Average AHP Weight for all Factors 

No Factors Average AHP 

Weight 

Cumulative 

AHP weight 

Cumulative 

AHP weight 

% 

1 Caring  0.0597 0.119348 11.93 

2 Fairness and Respect  0.0567 0.232804 23.28 

3 Interaction with Student 0.0398 0.312415 31.24 

4 Enthusiasm and Motivation 0.0338 0.380039 38.00 

5 Dedication to Teaching 0.0289 0.437903 43.79 

6 Reflective Practice  0.0256 0.489095 48.91 

7 Classroom Management  0.0253 0.539717 53.97 

8 Classroom Organization  0.0225 0.584631 58.46 

9 Disciplining Students  0.0209 0.626347 62.63 

10 Time Allocation  0.0201 0.666553 66.66 

11 Teachers Expectations  0.0197 0.705885 70.59 

12 Planning for Instructional  0.0195 0.744371 74.44 

13 Instructional Strategies  0.0194 0.782762 78.28 

14 Grouping  0.0192 0.821088 82.11 

15 Communication  0.0191 0.859298 85.93 

16 Complexity  0.0149 0.889024 88.90 

17 Questioning  0.0146 0.918162 91.82 

18 Student Engagement  0.0121 0.942334 94.23 

19 Homework  0.0112 0.964740 96.47 

20 Providing Meaningful Feedback 0.0104 0.985530 98.55 

21 Using Assessment Information  0.0072 1 100 

 

The following is the list of 13 factors that must be focused on for giving 80% 

of the overall quality. The critical factors that significantly influence teacher 

effectiveness in Saudi classroom context were obtained and named as Main 

Priorities, which were: 

(1) Caring,  

(2) Fairness and respect,  

(3) Interaction with students,  

(4) Enthusiasm and motivation,  

(5) Dedication to teaching,  

(6) Reflective practice,  

(7) Classroom management,  

(8) Classroom organisation,  

(9) Disciplining students,  

80

% 
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(10) Time allocation,  

(11) Teachers’ expectations,  

(12) Planning for instruction, and 

(13) Instructional strategies 

Besides, the following is the list of eight factors that can be ignored or 

eliminated, as they give 20% of the overall quality. These factors were named as low 

priorities, which were: 

(1) Grouping,  

(2) Communication,  

(3) Complexity,  

(4) Questioning,  

(5) Student engagement,  

(6) Homework,  

(7) Providing meaningful feedback, 

(8) Using assessment information 

 

Figure 19 presents the cumulative column from Table 23 and illustrates the 

line at 80% on the y-axis parallel to the x-axis. A line at the point of intersection was 

dropped with the curve on the x-axis. This point on the x-axis separates the main 

priorities on the left and the low priorities on the right.  
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Figure 19. Interaction of the 80% line with the curve of the cumulative factors weight.  
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Summary of the Chapter 

This chapter presented the second phase of the questionnaire research data 

analysis and results, which were collected from 30 experts in different girls’ secondary 

schools in Saudi Arabia. Expert teachers were invited to present their judgments for 

pairwise comparisons among the quality factors for effective teaching in the classroom. 

Two different steps were used to analyse the collected data. Step one was the AHP 

technique, and step two was the Pareto principle rule. Using these two steps, the data 

analysis produced thirteen critical factors, which represented 80% of the quality of 

effective teachers that should be focused on for effective teaching in the classroom. 

These 13 critical factors were named as main priorities and were ranked on the basis of 

their degree of influence on successful teaching. As a result, a list of those main 

priorities was presented. However, the remaining factors, which were represented 20% 

of the quality, were also presented in a list that can be ignored or eliminated. Tables, 

chats, and images were illustrated. 
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Chapter 7 

Discussion 

Introduction 

In the previous Chapters 5 and 6, the quantitative results from the Likert scale 

questionnaire and the quantitative results from the pairwise comparison questionnaire 

were presented and discussed. This study identified and investigated a prioritised list of 

quality factors for effective teaching in girls’ secondary schools in Saudi Arabia. In 

order to attain the result, three steps were completed. First, the ranking list of quality 

factors for effective teachers was developed by asking general teachers to validate the 

quality factors. Second, expert teachers were asked to rank the validated factors from 

most important to least important. Third, the Pareto principle was applied to the ranked 

list in order to recognise the factors that had the greatest effect on teacher effectiveness. 

Based on the Pareto principle, 80% of the quality factors have the greatest effect and 

can enhance teachers’ effectiveness in the Saudi context. As a result, this 80% of the 

factors were named Main Priorities and the rest, which comprised 20%, were named 

Low Priorities.  

This chapter provides and presents a detailed discussion of the results of this 

study. Moreover, this study provides evidence to support that teachers in secondary 

girls’ school across Riyadh city, both expert and general, hold similar opinions about 

the quality factors that could enhance teacher effectiveness in the classroom. As 

indicated in Chapter 4, some participants wrote presented their opinions about these 

factors and stated certain problems that prevent them of adopting these factors as their 

perspectives in the open-ended question. All participant perspectives are presented in 

this chapter, and are categorised as the main ideas, examples, potential problems, 

solutions, and suggestions. These perspectives were integrated and presented to support 

each factor in the Main Priorities section. Therefore, this chapter discusses the 

perspectives of the female Saudi teacher participants, which were given as answers to 

the open-ended question regarding the main priority quality factors. Moreover, in this 

study, the term “participants” is used to indicate both expert and general teachers. 
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This chapter is divided into three sections of discussion. Section one starts with 

the main priorities, which consists of 13 quality factors for effective teaching. In 

sequence, these factors are caring, fairness and respect, interaction with students, 

enthusiasm and motivation, dedication to teaching, reflective practice, classroom 

management, classroom organisation, disciplining students, time allocation, teachers’ 

expectations, planning for instruction, and instructional strategies. The findings of this 

study enable Saudi secondary school decision-makers to recognise the most effective 

factors for Saudi female teachers, in order to direct their efforts towards promoting 

successful teaching and learning in their classrooms.  

Section two the low priorities, which may be ignored or eliminated. These low 

priorities were the remaining eight factors in the ranked list. These low priorities have 

been deemed to have only a combined 20% effect on teachers’ effectiveness. In 

sequence, these factors include grouping, communication, complexity, questioning, 

student engagement, homework, providing meaningful feedback, and using assessment 

information.  

In the third section, the open-ended survey question results are presented and 

discussed. The open-ended question emerged with two additional quality factors that 

both the expert and general teacher participants agreed on. As a result, those two extra 

quality factors, which were attending workshops and training and using a variety of 

technologies, were presented and discussed. These additional quality factors were not 

included in Stronges’ framework; however, the participants believed that they also 

impact teacher effectiveness in the Saudi context.  

Main Priorities Factors 

As explained above, 80% of the ranking list, which consisted of 13 factors, were 

effective according to the participants. The 13 factors are discussed in the following 

section in the sequence they appear in the ranking list. 

Caring. The findings showed that in secondary girls’ schools in KSA, the caring 

factor was ranked first on the list of quality factors for effective teachers by the expert 

teacher participants. Caring was defined in the questionnaire as the demonstration of 

concern for the physical and emotional well-being of students and a teacher’s capability 
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to know their students individually and understand their needs, rather than generalising 

what these needs could be. Ranking caring as the most important effective factor 

indicates that it is a significant quality for female teachers and has positive effects on 

educational outcomes and academic and social growth. The expert teacher participants 

explained that caring played an essential role in building positive relationships with 

students and was fundamental in establishing reciprocal relationships between the 

teacher and the student. The participants noted that the relationship between effective 

teachers and students moves beyond study to also spending time talking with students 

about personal or social issues. Furthermore, expert teacher participants mentioned that 

it was impossible for teachers to accomplish any progress in the classroom if they did 

not care about their students. This study adds to the existing empirical evidence that the 

caring quality factor plays an essential role in creating effective teachers out of Saudi 

female teachers in secondary schools. Paying attention to the Saudi culture, families 

consider school as a child’s second home, as the student spends around seven hours at 

school and the rest of the day with their family. Saudi parents expect their children to be 

safe and supported whilst in their second home.  

This result is consistent with the literature and studies pertaining to caring as the 

dominant factor. Schools have always been viewed as places that develop and nurture 

an ethic of caring (Heid & Kelehear, 2007; Noblit, Rogers, & McCadden, 1995; 

Noddings, 1995, 2013). Battistich et al. (1997) stated that schools need to become 

caring communities. Similarly, Schaps et al. (2004) used the phrase “caring community 

of learners” to refer to the occurrence of positive relationships, norms, and values within 

a school. More recently, Noddings (2013) has called for the categorisation of ethics of 

care as a quality, as caring teachers listen and respond differently to their students as 

required (Noddings, 2006). In this study, teachers’ perspectives on caring help support 

an important vision that the structure of the learning environment needs caring teachers 

who support students’ opportunities for success. 

The idea of a genuine bond between teachers and students is supported by 

research, and according to Wilder (1999), “students thrive where caring relationships 

are meaningful, purposeful, and personal” (p. 357). Therefore, teacher–student 

relationships are founded on the fundamental human needs of knowing that, at the heart 

of learning, teachers genuinely care. This kind of relationship encourages students to 
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focus on positive thinking and behaviours and encourages students’ efforts and talents. 

This has also been supported by Garza et al. (2014), who stated that students 

appreciated personal interactions with teachers. Moreover, Pink’s (1987) study 

investigating exemplary teachers in junior high schools indicated that the reason a 

student would consider a school to be “exemplary” was that the teachers cared about the 

students, provided assistance for every person, and were always there when the students 

needed them. More recently, Gentry et al. (2011) described exemplary teachers as those 

who loved and cared about their students and showed acute awareness of the 

significance of knowing and connecting with the students. Caring goes beyond 

“niceness” and maintaining effective control, as caring teachers work hard and go out of 

their way to help and make the classroom calm and emotionally safe (Ferguson, 2010).  

To summarise, caring as a quality provides emotional support to students in the 

classroom in promoting the classroom as a family that encourages student engagement 

and deterring behavioural distractions (Garza et al., 2014). Correspondingly, caring 

reduces anxiety and boosts a sense of positive affiliation and belonging. In general, 

caring teachers make a positive difference in their students’ lives, and a positive, caring 

atmosphere is the foundation for effective teaching (Brooks, 2000). Knowing students 

personally helps teachers become effective. This result affirms that, in Saudi context, 

the quality of caring is also seen as critical. 

Fairness and respect. The findings showed that in secondary girls’ schools in 

KSA, the fairness and respect factor was ranked second on the list of quality factors for 

effective teachers by the expert teacher participants. Fairness and respect was defined as 

teachers treating all their students with fairness and respect. Teachers’ ability to 

demonstrate fairness entails showing respect for each student. Ranking fairness and 

respect as an important effective factor indicates that it is a significant quality for female 

teachers and has positive effects on educational outcomes and academic and social 

growth. The expert teacher participants were concerned with the importance of 

practicing fairness and respect in their classrooms in terms of providing an effective 

classroom environment that encourages student achievement. Moreover, the expert 

teacher participants stated that respect was one of the hallmarks of fairness and was 

conducive to facilitating a give-and-take process. This means that if teachers act fairly 

by treating all students equitably, they expect to be respected in return and students to 
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be willing to follow the teacher’s rules. In the KSA, like other Middle Eastern and 

oriental nations, teachers, have a special respected status, not because they are tough or 

harsh, but because the culture is built on respecting teachers. This respect for the 

teachers is deeply rooted in the Arabic society. As a famous Arabic proverb goes, “Who 

taught me a letter became my master”. This means that teachers should be polite and 

respectful to their students in order to receive politeness and respect in return. This 

would have a clear effect on the majority of students hoping to be a teacher in the 

future, especially girls (Jamjoom, 2010). In fact, Saudi education policy highlights 

respect in all general rights that are guaranteed by Islam, in order to preserve law and 

system and ensure the stability of the Muslim society in terms of its religion, spirit, 

family, mind, honour, and property, as presented in Chapter 2. Therefore, teachers are 

the window to illustrate this behaviour by adopting this quality and teaching it to 

students at school. In this context, it is not perhaps surprising that fairness and respect 

are seen as important qualities of an effective teacher. 

In terms of fairness, the expert and general teacher participants were in 

disagreement regarding how to treat students fairly. The classroom includes students 

with different levels of learning abilities, and it is not fair to treat them all the same or to 

deprive some students of opportunities that are offered to others. Therefore, effective 

teachers who are fair to students believe in each student’s ability to learn and encourage 

each student to achieve the highest possible level of success by providing all the 

students the same opportunities. The majority of the participants said that fair did not 

mean equality and mentioned that in some situations treating students differently entails 

fairness. An expert history and social studies teacher participant gave an example of 

treating students differently as rewarding students on the basis of how much 

improvement they made in learning specific skills. Some participants said that treating 

students should be equal despite their learning differences. Fairness concerns equal 

opportunity; however, it does not ensure equality. Most people define fairness as all 

people receiving the same treatment, whereas, fairness in reality means that every 

person obtains what he/she needs (Lavoie, 2004). From the researcher’s point view, 

indicators for fairness and equality are not the same, as fairness is related to justice and 

equality is related to sameness.  
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In terms of respect, students have various learning levels, skills, and ability to 

showcase; therefore, teachers must be respectful in their response, as that is one of the 

most authentic ways to respect students (Lickona, 1996). A climate of respect in a 

classroom reflects feelings of gratefulness from one person or a group. According to 

Kyriacou (1998), mutual respect is a vital feature in the classroom to generate the 

appropriate climate for effective teaching and learning. Showing respect inside the 

classroom is significant; however, displaying to students a sense of no-respect makes 

students uninterested in what the teachers teach. Respect for students was pointed out 

by the participants in this study as being essential for teachers to gain credibility with 

students in their ability and knowledge. For instance, when teachers respect their 

students, students will respect them and respect their knowledge. Respect is earned by 

treating others the way one would like to be treated. Therefore, effective teachers treat 

students in a polite manner by respecting them, regardless of their ethnicity, race, 

gender, socioeconomic status, or individual characteristics or abilities. Whitley et al. 

(2000) cited that respect includes treating students politely, and Noddings (2002, 2013) 

supported the idea that moral education is based on teachers caring about their students 

as individuals and showing respect. Participants mentioned that ridiculing a student or 

describing a student’s comment as stupid was inappropriate in all conditions, and 

described this as disrespectful teaching. This point is comparable to Rodabaugh’s 

(1996) observation that students believe teachers should listen to them, consider their 

ideas carefully, and reply to their ideas; otherwise, the teacher will lose the students’ 

respect. One general participant teacher who taught history and social studies assumed 

that the reason behind students acting disrespectfully was that they felt disrespected 

themselves. This assumption corresponds with Comer’s (1999) vision that emotions are 

spreadable. This means that when students do not feel teachers are listening to them, or 

do not feel appreciated or respected, they tend to pay it back. Additionally, respected 

teachers can show students that they are capable, committed, and interested in their 

progress. 

To summarise, fairness means considering different sides of students’ abilities, 

weaknesses, strengths, and emotions and not prejudging, as every student has the same 

rights and responsibilities in the classroom. Respecting students helps them take risks 

and use their creativity in classroom activities, that enhancing their opportunities to 

learn. Effective teachers treat their students fairly by not treating them the same way, as 
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all students are not the same. Therefore, effective teachers deliver the same 

opportunities to all students. In this way, students respect that they are treated fairly and 

respect the teacher. 

Interaction with students. The findings showed that in secondary girls’ schools 

in KSA, interaction with students was ranked third on the list of quality factors of 

effective teachers by the expert teacher participants. Interaction with students was 

defined as teachers interacting and fostering positive relationships with students, which 

creates positive interactions between teachers and students, thereby fostering valuable 

connections and encouraging students’ social and academic learning processes. Ranking 

interaction with students as an important effective factor indicates that it is a significant 

quality for female teachers and is seen to have positive effects on educational outcomes 

and academic and social growth in interacting with students.  

Social interaction between teachers and students reflects positively on the 

classroom atmosphere and helps teachers become acquainted with their students 

personally. The expert participants in this study indicated that girls at this particular age 

needed more than a teacher who imparted knowledge; they also needed personal 

interactions to feel confident and cared about. According to Berk (2006), girls are more 

compliant than boys in interacting with their teachers and peers in the Canadian context. 

In Saudi Arabia, teachers are committed to providing students with personal interactions 

(Al-Nofaie, 2010). An expert mathematics teacher participant stated that teachers should 

interact with students in a friendly, responsive and respectful manner, but not act as 

friends, such that the learning process is continuous. It would entail showing a sense of 

humour, albeit taking into account the student’s feelings. Personal connections between 

teachers and students create a trusting and respectful relationship (Marzano et al., 1993; 

McBer, 2001) and can lead to high engagement and motivation (Furrer & Skinner, 

2003). As presented in the literature, each stage of school is affected by positive 

interactions with teachers. For example, many studies have supported the idea that 

positive interactions will produce affirmative effects in elementary school (Hamre & 

Pianta, 2005), middle school (Barney, 2005; Midgley, Feldlaufer & Eccles, 1989), and 

secondary school (Beishuizen et al., 2001; Pressley et al., 2004).  
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Both the expert and general teachers provided evidence of positive social 

interaction in Saudi schools. For example, the Ministry of Education in KSA allows 

compulsory two hours a week for free time activity in every secondary school, as 

decision-makers believe that it can provide opportunities for positive interactions 

between teachers and students beyond the classroom walls and study goals. The aims of 

these two hours are to interact with society in a safe environment, to practice what 

students study as behaviours or skills, to train students on how to invest their free time 

to meet their spiritual, social, and psychological needs, and to develop experiences, 

enrich the culture, and activate creative abilities. All these aims are outside the scope of 

learning goals; however, they are still important, as they generate positive and strong 

interactions between teachers and their students. Jingbo and Elicker (2005) found that 

when teachers interacted effectively with students in the classroom, the students felt 

more self-assured and secure. Moreover, Stronge’s (2007) study found that positive 

interactions between teachers and students were effective both socially and 

academically and showed fairness, respect, and caring. Moreover, the participants in 

this study indicated that interactions with students in free activity time helped teachers 

think more about their students, in terms of the level of their knowledge and to teach 

them accordingly, evaluate students’ knowledge of facts, and their analytical skills, and 

to give them positive feedback. Positive social interactions also affect the academic 

process of students by creating a feeling of belonging in the classroom, encouraging 

students to care about topics and increasing student motivation,   

To summarise, interacting positively with students and knowing more about 

them helps create constructive relationships that help teachers teach effectively. This 

study indicates that similar qualities are also desirable in the Saudi context, and that 

positive interactions with students can create an advantage in the learning process by 

promoting long-term school success through high student academic achievement and 

the development of appropriate social skills. Interaction between teachers and students 

becomes extremely important for a successful relationship during the entire school year. 

Enthusiasm and motivation. The findings showed that in secondary girls’ 

schools in KSA, enthusiasm and motivation was ranked fourth on the list of quality 

factors for effective teachers by the expert teacher participants. Enthusiasm and 

motivation was defined as displaying excitement for teaching, learning, and the subject. 
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It additionally included a teacher’s capacity to hold the students’ attention for a long 

period of time and to encourage students to be interested and engaged. Ranking 

enthusiasm and motivation in the priorities as an important factor in this study indicates 

that it is a significant quality for female teachers and has positive effects on educational 

outcomes and academic and social growth.  

All of the participants agreed that highly effective teachers must be enthusiastic 

and motivated. The data revealed that among the participants, it seemed that the new 

teachers’ enthusiasm, namely those who had been teaching for five years or less, was 

higher than the experienced teachers. The new teachers were interested in their subjects 

and discussed their ideas during the data collection in a confident way. On the other 

hand, the experienced teachers said that they were no longer interested in teaching their 

subjects and were just satisfied to continue teaching by using the methods they had 

already learnt. They attributed their lack of enthusiasm to the lack of teacher workshops 

and training sessions. Teacher workshops and training sessions, as mentioned by 

participants, would help teachers become more motivated and enthusiastic. This gap 

between new and experienced teachers leads to a high demand for attending teachers’ 

workshops and training sessions. This demand was highlighted in the open-ended 

questions in the survey by both expert and general participants as an additional quality 

factor. Therefore, due to the high demand of teacher workshops and training sessions, it 

was given high priority as an aspect of teaching. Additionally, the participants provided 

this study with examples and suggestions related to the enthusiasm and motivation 

factor. First, an expert mathematics teacher participant mentioned that making lesson 

posters to set lesson goals was one of the hallmarks of an enthusiastic and motivated 

teacher. She stated that she had always written new mathematical equations on posters 

and hung them on the board for one week to keep them in the students’ minds, such that 

they could be revised at any time. These posters show the teacher’s enthusiasm and 

motivation in teaching the subject, encourage student engagement and motivation, boost 

retention of the lesson goals, and facilitate an active classroom. Second, expert and 

general teachers described enthusiastic and motivated teachers as those who varied their 

speaking voice. They expressed that it was boring to listen to someone using one tone of 

voice when giving a new idea, especially in the case of teachers, as students have heard 

their teachers talking every day and have become used to their voice. Also, if there is a 

lack of enthusiasm, the classroom may be uninteresting and students unmotivated. 
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Therefore, varying voice tone during speech and moving from quiet whispers to 

speaking louder helps hold listeners’ attention and convey enthusiasm and motivation to 

students. Both kinds of techniques make students more excited and engaged in the 

lesson, as suggested by the participants.  

Enthusiasm and motivation are vital for effective teachers in the classroom. 

Researchers have been acknowledged enthusiasm as an effective teaching feature 

(Kunter et al., 2008; Peart & Campbell, 1999; Walls et al., 2002) and an important 

motivation for student learning (Long & Hoy, 2006). Several studies have shown that a 

high level of enthusiasm in the teacher has a positive effect on student motivation (e.g., 

Frenzel et al., 2009; Kim & Schallert, 2014). According to Metcalfe and Game (2007) 

“teachers who change lives are invariably characterised by their passion and their 

enthusiasm” (p. 59). Teachers’ enthusiasm regarding a subject is the expression of 

teachers’ interests and can affect students’ lives positively. Therefore, motivated 

students are more likely to enjoy learning and report good academic achievement. 

Effective teachers are enthusiastic about their content and their subject knowledge, 

spend more time presenting and providing positive feedback, convey their enthusiasm 

through activities related to the subject area – both inside and outside the school, know 

their students individually, and engage in active and dynamic presentation (Long & 

Hoy, 2006). Motivated teachers enjoy their work (Bishay, 1996) and can also help 

students successfully gain new knowledge (Ford & Trotman, 2001). Student 

development and ability to learn is increased when their teachers exhibit higher levels of 

enthusiasm.  

To summarise, enhancing motivation in the classroom seems to encourage both 

students and teachers. As mentioned by the participants, effective teachers display their 

enthusiasm in the classroom by using various approaches, including speaking in 

expressive ways, not having a routine style, body movement, eye contact, and walking 

around the classroom. Effective teachers help students learn despite the variety in their 

learning motivations and seek motivating teaching practices. Motivated teachers build 

supportive environments, feelings of belonging, and forms of reinforcement, implement 

training, and develop resources to increase student self-efficacy.  
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Dedication to teaching. The findings showed that in secondary girls’ schools in 

KSA, dedication to teaching was ranked fifth on the list of quality factors for effective 

teaching by the expert teacher participants. Dedication to teaching was defined as 

demonstrating an on-going commitment to the profession. A teacher’s capacity and 

inclination to be dedicated, committed, and interested in the student’s education 

emerged as an important factor in this study. Ranking dedication to teaching in the 

priorities indicates that it is a significant quality for female teachers and is perceived as 

having positive effects on educational outcomes and academic and social growth.  

In fact, the participants were enthusiastic about this study and were particularly 

interested in a number of factors that had not previously been highlighted in the context 

of Saudi education. Dedication to teaching was one of these factors that had not 

previously been a focus of Saudi teaching, and the participants welcomed the adoption 

of this factor. The expert teachers stated that dedicated teachers were the same as 

committed teachers. Similarly, previous researchers in other countries had also found 

that the concept of committed teacher is used interchangeably with quality teachers 

(Razak, Darmawan, & Keeves, 2010) or as a synonym for a dedicated teacher 

(Frankenberg, Taylor & Merseth, 2009). The expert teachers also mentioned that 

committed teachers are prepared, manage time effectively, work hard, and are keen to 

deliver information. Moreover, a science expert teacher participant linked dedication 

with teachers who love teaching and consider anything they observed as potentially 

useful for future lessons. This means that teachers who love teaching and love students 

are dedicated towards obtaining the highest possible achievements. However, 

experienced teachers who had 16 to 20 years of experience demonstrated low dedication 

in their teaching, as the curriculum had not changed for a long time, thereby creating a 

sort of stability in their professionalism. In the last five years, the Saudi curriculum has 

been under annual revision, and this can potentially refresh experienced teachers and 

lead to improved professionalism and greater dedication.  

Teaching at the secondary school level can be exhausting and stressful; however, 

effective secondary teachers are faithful, dedicated, and patient, and their commitment 

and engagement within the teaching profession has been acknowledged as a significant 

factor in terms of student achievement (Chan, 2006; Oplatka, 2012; Nias, 2002). 

Dedicated or committed teachers promote high-quality education and have a natural 
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inclination towards professional development (Hightower et al., 2011), and they can be 

instructional leaders and an important resource for reforming education. Effective 

teachers feel responsible for students’ success, which means that they are dedicated to 

utilising different teaching strategies and plans. Dedicated teachers collaborate with 

other teaching staff members to serve society, share ideas, and help each other 

overcome difficulties. They often volunteer to lead group work and guide new teachers 

to reflect on their work, and are willing to strive to improve themselves and their skills.  

To summarise, dedicated teachers view teaching as a passion and a vocation, and 

not just as a job. This passion is what encourages teachers to continuously strive 

towards development and excellence. According to Dee et al. (2006), a high level of 

teaching commitment leads to improved dedication and more effort, which is related to 

educational effectiveness. Participants in this study were enthused about the dedication 

to teaching factor. Therefore, education-related decision-makers should highlight 

dedication and commitment as important qualities that enhance teacher effectiveness in 

the Saudi classroom. Teachers who are dedicated and make persistent efforts for their 

students need to be rewarded for their commitment and enthusiasm. 

Reflective practice. The findings showed that in secondary girls’ schools in 

KSA, reflective practice was ranked sixth on the list of quality factors for effective 

teachers by the expert teacher participants. Reflective practice was defined as teachers’ 

use of reflection to improve their own teaching practices. A teacher’s capability to 

understand their own practice, improve their teaching skills, and develop their 

knowledge and approaches emerged as an important factor in this study.  

Reflective practices among Saudi female teachers could be one way to 

understand how to improve teacher practices in the classroom and achieve better 

teaching outcomes. Expert teachers appeared to engage in more reflective practices than 

general teachers. This can be explained by the length of their teaching careers and the 

depth of expertise they have in terms of their teaching events. The expert teachers stated 

that Saudi female teachers reflected on their teaching in two ways: their own 

experiences and their students’ capabilities as fixed assumptions. The next section 

explains the reflective practice with relation to the two ways described by the 
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participants: first, expert teachers’ own experiences and second, fixed assumptions 

about their students’ classroom capabilities. 

First, the expert teacher participants seemed satisfied with their skills and 

attitudes concerning reflective practice, as they believed they had sufficient professional 

knowledge and abilities. However, they did not support their views with evidence 

drawn from theory or researchers; they used their own experiences from their daily 

practices to delve into deep thinking and to understand their own teaching process. 

Moreover, they described themselves as open-minded teachers, as they were open to 

teaching alternatives and innovative thoughts, and adoption of new strategies to help 

them evaluate their teaching and discover what they might be doing poorly. Conversely, 

general teacher participants tended to talk less about reflective practices. They stated 

that they had little time for reflection due to the fact that they were still in the early stage 

of their careers. However, they indeed believed that reflection led to better actions, and 

that reflective teachers were more effective. Additionally, general teacher participants 

mentioned the importance of attending workshops and training to improve their 

reflective practices, and expert teachers stressed the importance of workshops and 

training for general teachers as a learning resource.  

Second, the majority of Saudi expert and general teachers held fixed 

assumptions about their students’ classroom capabilities and tended to adopt harsh 

generalisations. One expert participant who taught mathematics stated that many 

teachers shared and agreed about the characteristics of each classroom they taught. 

Moreover, she believed that there were differences among classrooms that were created 

by the general classroom environment and not among the students themselves, and that 

this affected excellent students. According to Timperley et al. (2008), existing 

assumptions regarding students’ learning abilities and the curriculum can prevent 

teachers from examining the effectiveness of their own practices. Therefore, this fixed 

assumption restricts teachers from fully engaging in deeper reflection. Another expert 

participant who taught science stated that using different plans for excellent classrooms 

and lower-level classrooms could be a one option to cope with the shared fixed 

assumptions and serve to meet student needs. This reflection was arrived at after the 

acquisition of an extensive teaching experience.  
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Currently, reflective teaching is one of the reform areas in the Tatweer reform 

program of KSA education. This reform aims to provide training project planners an 

indication about empowering and developing teachers’ skills towards becoming 

reflective practitioners. Education in Saudi Arabia aims to constantly develop teaching 

practices that ensure best education for learners. The new trends in professional 

development programs for teachers in KSA have begun to focus on the concept of 

reflective teaching. Therefore, this study provides further encouragement for decision-

makers to focus on reflective practice as an important teaching quality factor that needs 

to be improved through workshops and training sessions. Effective teachers do not 

merely think about what they do or how they affect others; rather, they move a step 

further by reflecting on their actions and planning to work differently. Reflective 

practice encourages teachers to know and understand their students’ needs, abilities, and 

learning variations. Moreover, it encourages the growth of teachers’ professionalism, 

helps them learn in the classroom, and find the right solution to keep learning. 

Additionally, it helps teachers stop and think about their practices, analyse their 

decision-making process and reliance on theories, and link it to what they do in practice. 

Reflective practice is often cited as a professional part of effective teaching and 

thoughtfulness about one’s own teaching processes (Stronge, 2007).  

To summarise, reflection is an effective way to increase confidence and become 

a more active and qualified teacher. When teachers are involved in reflective practice, 

they are more likely to undergo knowledge growth and skill development, and this can 

expose them to different ways of thinking and understanding, making teachers more 

flexible and adaptable in their approach. This study revealed that expert teachers reflect 

on their experience; however, though general teachers are less reflective, they still 

believe in reflective practice as a feature of an effective teacher and are favourable to 

attending teacher workshops and training sessions concerning reflective practice. 

Moreover, Saudi female teachers held fixed assumptions about students’ classroom 

performances, which they considered in their planning, and that was unprofessional.  



188 
 

Classroom management. The findings showed that in secondary girls’ schools 

in KSA, classroom management was ranked seventh on the list of quality factors for 

effective teaching by the expert teacher participants. Classroom management was 

defined as maintaining order, routines, and physically and emotionally safe 

environments for students. A teacher’s capacity to manage classrooms effectively 

encourages students to actively engage in the learning process and allows teaching 

processes to run smoothly despite disruptive behaviour that may occur.   

Both expert and general teachers realised the importance of classroom 

management as a characteristic of quality teaching performance. Generally, as stated by 

the participants, Saudi female teachers tend to find it difficult to manage their 

classrooms effectively due to a range of difficult conditions. In this study, the 

participants unanimously agreed that there were two major problems hindering all Saudi 

female teachers from managing their classroom effectively. These problems include 

poor school buildings and crowded classrooms, which can facilitate students’ 

misbehaviour.  

First, in Saudi Arabian schools, there are two types of buildings: rented 

buildings and government buildings (Alolah, 2013). Rented buildings often do not meet 

basic school requirements and lack appropriate facilities. Rented buildings are not 

suitable at all for schooling due to tight rooms, overcrowded students, and poor 

educational tools, which prevent teachers from being able to manage their classes 

effectively. This is a major problem plaguing Saudi education. Additionally, 

government buildings also have several problems. As indicated in the Aldossari study of 

2013, the Ministry of Education stated that 40% of government school buildings do not 

meet the necessary standards and require more classrooms and equipment that use more 

advanced technology (Aldossari & Tared, 2013). One expert science teacher participant 

with more than 19 years of experience in rented schools stated that the quality of the 

school buildings and the classrooms made her frustrated. She mentioned that rented 

school buildings are built for the purpose of housing; however, the shortage of 

government buildings has led the Ministry of Education to rent these buildings for the 

purpose of schooling. Therefore, the expert teacher participants suggested that rented 

schools should be replaced by specifically designed schools that allow teachers to 

arrange desks in groups rather than using parallel desks. Additionally, other 
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environmental surroundings such as provision of air conditioning, better lighting, and 

improved cleanliness should be ensured.  

Second, secondary-school classrooms are usually crowded beyond their 

capacity. Each classroom accommodates up to 40 students, irrespective of whether it is 

a government building or a rented one. Due to this crowded condition, the traditional 

mode of teaching, where desks are arranged in parallel lines to make teachers visible to 

all the students, is the only option as teachers cannot adopt a group arrangement in their 

classes. All the expert and general teachers agreed that overcrowding was a serious 

problem that needed to be addressed by the Ministry of Education. Overcrowding 

prevent teachers from maintaining discipline, transferring knowledge efficiently, and 

moving through the classroom and using different desk arrangements.  

Recently, classroom management has received much attention in the KSA. The 

expert teachers in this study agreed that classroom management was an embarrassing 

matter in the Saudi education system and required improvement to ensure a more 

effective learning process. Expert teachers described teachers as the most important 

element in educational development process and as the leader who managed all 

classroom resources, whether human or material. This leader requires alternative plans 

at times and must be fully supported in their efficient performance of their duties. 

Therefore, teachers should be well equipped with classroom management skills in order 

to teach effectively. Moreover, Saudi expert and general participants highlighted the 

need to conduct workshops and training programmes about classroom managerial skills. 

According to Aldossari and Tared (2013), such training and development can help 

teachers manage their classrooms effectively, solve classroom management problems, 

and facilitate the adoption of varied student distribution systems according to the 

differences in educational approaches. The implementation of workshops and training 

programmes is considered an additional quality factor that enhances teachers’ 

effectiveness in classrooms.  

To summarise, classroom management plays a tremendous role in facilitating 

the teaching and learning process and making all other elements of a classroom function 

properly. Successful classroom management is dependent on teachers’ responsibilities 

and abilities. In this regard, effective classroom management can influence teachers’ 



190 
 

planning, organisation, supervision, follow-up, evaluation, and time management. 

Effective teachers can conduct effective classroom management, and an effective 

teaching environment is created consequently. Both the expert and general teachers 

appreciated the importance of classroom management and understood the relation 

between effective teachers and classroom management. Moreover, the participants 

related the classroom management issues in secondary classrooms to building 

appropriateness and over-crowding. Moreover, they claimed that more support was 

necessary to improve the effectiveness of classroom management and school buildings, 

and crowding problems need to be resolved by the government. 

Classroom organisation. The findings showed that in secondary girls’ schools 

in KSA, classroom organisation was ranked eighth on the list of quality factors for 

effective teachers by the expert teacher participants. Classroom organisation was 

defined as preparing materials ahead of time and having them ready to use. Teachers’ 

ability to arrange the physical environment in the classroom to improve the learning 

surroundings emerged as an important factor in this study and is clearly related to the 

previous factor.  

Classrooms in KSA are different from other European countries due to 

overcrowding and the implementation of traditional teaching methods. As mentioned 

above regarding the classroom management quality factor, the low quality of school 

buildings and overcrowding hinder teachers from managing and organising their 

classrooms in the ways of developed countries can. In the case of Saudi teachers, they 

try to organise their classrooms to be visible for all students to deliver content and 

receive answers. Moreover, Saudi teachers organise their classrooms in a way that 

ensures the control of the classroom and efficient delivery of the information. Both the 

expert and general teachers stated some examples of how they organised their 

classrooms in order to teach effectively. These examples included the colour of the 

classroom and bulletin boards, which are described below.  

First, expert teachers stressed the effect of classroom colour on both the students 

and the teachers as a solution for the classroom size problem. A history and social 

studies expert teacher stated that she was enthusiastic about her classroom colour 

because she believed that yellow made her students more excited and enthusiastic and 
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gave the impression of a wider classroom. She covered the tables with yellow, made 

yellow lines on the walls, set out wall posters, decorated the windows with yellow 

curtains, displayed the Saudi flag, and placed a world map and a globe. Additionally, 

she mentioned that her classroom won a medal for an effective classroom organisation 

competition among secondary girls’ schools in Riyadh city and many teachers have 

followed her classroom organisation techniques. Moreover, she stated that 

“overcrowding is limiting classroom organisation but I found that colour can make 

change”.  

Second, the expert teachers expressed that they liked to use bulletin boards when 

they organised their classrooms at the beginning of the year and chose a visible place 

for both teachers and students. The bulletin boards helped teachers organise their exams 

with other teachers without any conflict. For example, if a science teacher wants to give 

an exam, all she needs to do is put the exam information on the classroom bulletin 

board, such as the date, the day, the time, the period, and the sections that will be 

included in the exam. As a result, other subject teachers can see it and if they want to 

give an exam, they can choose another day. Additionally, this kind of organisation is a 

useful technique for students in grade 12, as it can help them to be more organised and 

independent before moving to university where students are expected to undertake 

independent study.  

Classroom organisation is an interesting topic for teachers and they seek helpful 

instructions on effective classroom organisation because an unorganised classroom can 

hinder student learning, especially in the case of overcrowded Saudi classrooms. 

Organising the classroom effectively can ensure a successful learning environment. The 

physical environment of a classroom is important for effective teachers, especially in 

secondary schools since it affects both teachers’ effectiveness and students’ content 

acquisition. The beginning of the school year is the perfect time to create an effective 

arrangement to prepare for the rest of the year (Dunbar, 2004). Effective teachers 

always rethink their classroom organisation in order to obtain an effective environment 

to manage students and generate a greater chance of success in applying teaching 

strategies. According to Savage (1999), classrooms should be organised to suit a diverse 

range of activities during the day and to meet the instructional goals that teachers have 

set. Good classroom organisation involves arranging the students in positions that allow 
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them to engage in the learning activities of the classroom, and it takes into consideration 

the diversity among students. 

To summarise, in KSA classrooms, using a variety of colours, colourful posters, 

and bulletin boards help decorate the classroom and creates a satisfying learning 

environment. The bulletin boards are useful to remind students about class rules, steps 

for beginning a lesson, or activity schedules. From the perspectives of expert teachers, 

Saudi teachers have well-organised classrooms despite the issues of the overcrowding 

and the buildings not being appropriate for schooling. 

Disciplining students. The findings showed that in secondary girls’ schools in 

KSA, Disciplining Students was ranked ninth on the list of quality factors for effective 

teachers by the expert teacher participants. This ranking came sequentially after 

classroom management and classroom organisation, which indicated that disciplining 

students effectively in the classroom is a result of managing and organising the 

classroom effectively. Disciplining students was defined as reinforcing positive 

expectations for student behaviour and responding to misbehaviour promptly. A 

teacher’s capacity to support positive student behaviour and reply to misbehaviour 

immediately emerged as an important factor in this study.  

Rules, routines, and procedures should be planned and introduced at the first day 

of the school to the classroom (Wong & Wong, 1991). The participants stated that rules 

were the essential foundation to managing student behaviour in crowded classrooms. 

The participants provided a sequence of steps regarding how they deal with 

misbehaviour students including having a friendly chat with students, separating 

students, sending students to the counsellor, and finally punishing them. First, expert 

teachers preferred to have a friendly chat with students outside the classroom when they 

misbehaved for the first time because some classroom misbehaviour can be solved by 

having a friendly chat. In fact, individual guidance is very important as a discipline 

(Sun, 2015). Secondary school is the highest school level and students are adolescents 

and girls at this age are usually sensitive, especially in front of their classroom 

colleagues. Therefore, having a chat outside the classroom could be positively affects. 

Moreover, expert teachers considered these friendly chats as an effective interaction 

with students, which was ranked as the third factor in the ranking list.  
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Second, separating students as a consequence of misbehaviour is the next step to 

discipline students. A general science teacher with more than 15 years of teaching 

indicated that if misbehaviour occurs, such as disruptive chatting, she directly and 

clearly lets students know her authority by imposing consequences such as separating 

students from each other. Immediately, the misbehaviour stops or at the least, it avoids 

the condition from worsening. Third, sending students to the counsellor is often the next 

step if the previous disciplinary steps have not worked. Both the expert and general 

teachers indicated that some behaviour needed to be referred to the relevant parties for 

further follow-up and this was an effective solution because the counsellor teachers 

have expertise in dealing with misbehaviour and can evaluate whether the student needs 

to be sent to the office. This is why, each school in KSA has a psychologist and a 

counsellor who work with students who have behavioural problems or family issues. 

Finally, punishing students was the last step to discipline students. Both the expert and 

general teachers agreed that in some cases when rules are broken, punishment is 

required. With regard to the expert teachers, they stated that if teachers did not follow 

the disciplinary steps before giving punishments, such as talking with the student, 

separating students or referring students to the counsellor teacher, the punishment 

would be meaningless.   

Effective discipline is described by Little and Akin-Little (2008) as strategies 

which do not just promote solutions when problems occur, but also stop problems 

before they occur. Usually every school has its own disciplinary rules which students 

should follow; however, each teacher is unique which means they should choose the 

classroom discipline strategies that work best in their classrooms. Effective teachers 

usually seek effective discipline techniques and try to establish disciplinary steps which 

maintain the learning process. Moreover, teachers should plan discipline rules, 

introduce them into the classroom from the first day and indicate the consequences if 

the rules are broken. Also, student discipline can be encouraged by rewarding students 

if they follow the rules. Discipline problems rarely occur in classrooms where teachers 

clearly define rules and procedures, therefore, discipline plans should be well-organised 

or teachers will react inappropriately to discipline problems (Edwards & Watts, 2010).  

According to Ullah et al, (2014), creating rules in the classroom is essential to reduce 

discipline problems. Moreover, effective discipline maintains a positive classroom 
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because it supports student learning and increases wanted behaviour instead of 

decreasing unwanted behaviour. 

To summarise, the participants agreed on the most important steps which Saudi 

female teachers follow to discipline students and work efficiently in girls’ classroom. 

These steps are; having a friendly chat with students, separating students, sending 

student to the counsellor, and punishing students. Generally, girls’ classrooms in KSA 

rarely suffer serious misbehaviour which allows Saudi female teachers to feel 

comfortable about disciplining students and creates an effective classroom environment 

(Arnold, McWilliams & Arnold, 1998). Moreover, effective discipline is possible when 

procedures have been set and if teachers are not disciplining their students, they are not 

effective teachers. 

Time allocation. The findings showed that in secondary girls’ schools in KSA, 

time allocation was ranked tenth on the list of quality factors for effective teachers by 

the expert teacher participants. This placed it before the planning instruction factor 

which means that the expert teachers believed that effective teachers need to allocate 

their time carefully and effectively when they plan their instruction. Time allocation 

was defined as the way that allocated teaching time is used effectively to teach students 

and prepare for classes. A teacher’s capacity to prioritise and allocate their time 

emerged as an important factor in the study 

As noted in Chapter 2, secondary schools teachers in KSA follow rigid 

schedules and they need to finish on time and move to other classes to let the new 

teacher go into the class and start her lessons. Moreover, all subjects are equal in their 

class time, 45 minutes for lesson, with no consideration given to the particularities of 

different subjects. Participants were divided into two groups, some were asked to 

consider the content of the lesson and the time and other were satisfied about the time. 

Both the expert and general teachers raised that the major problems they faced 

regarding allocating time were the amount of content. Moreover, they offered some 

solutions and gave examples about how they used their allocated time efficiently. 

To illustrate problems with time allocation, mathematics and science teachers 

were not satisfied about the allocated time; in contrast, other subjects such as English 

language, history and social studies, and IT teachers were satisfied about the allocated 
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time for their lessons. Both expert and general mathematics and science participants 

argued that the class periods were insufficient for their subjects. The large amount of the 

content made the 45-minute lessons inadequate to provide effective science and maths 

instruction. Therefore, they often needed to delay their content due to being unable to 

extend the time to complete the instruction. Expert mathematics participants shared 

some solutions regarding the lack of time which were; mathematics and science 

curriculums should be reduced to fit the allocated time to provide both teachers and 

students with opportunities to teach and learn efficiently. Alternatively, the allocated 

time for subjects likes mathematics or science needs to be extended to one hour instead 

of 45 minutes, because the length of the subject curriculum and the depth of the 

information. 

On other hand, other subject participants did not note a similar time pressure. 

For example, the English teachers indicated that these 45 minutes were sufficient to 

cover the lessons and activities and the length of the curriculum fit the allocated time to 

cover all teaching practice aspects. The general participants who taught English 

language and history and social studies usually divided the 45-minute periods into three 

parts. Five minutes at the beginning to revise the last lesson, 30 minutes to illustrate the 

new lesson, and 10 minutes at the end for a quick activity and evaluation of the students 

by asking questions related to the current lesson. This means two-thirds of the allocated 

time is used for instruction and one third is used to engage students in learning tasks. It 

is important that teachers allocate their time effectively, in order to maximise student 

learning in the key concepts of mathematics and science. Not all teachers had a problem 

with time allocation, therefore, Time allocation factor was ranked not near the top 

(ranked 10
th

 by the expert teachers) of the ranking but it was seen as important. This 

discrepancy may explain allocation according to Archer and Hughes (2011), an 

adequate quantity of instructional time is necessary, but not sufficient because both the 

quantity and the quality of the instruction are crucial for student success. Moreover, 

Archer and Hughes (2011) found that increasing the allocated class time had a small 

positive effect on student success. Therefore, adjusting content length to correspond 

with the allocated time is one option to teach effectively. Effective teachers challenge 

themselves to organise their instruction in the allocated time by planning their 

instruction effectively to fit with the allocated class times in order to enhance students’ 

knowledge across subject matters. Therefore, appropriate organisation of the allocated 
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time is an important aspect for instruction, as it allows teachers to increase the amount 

of time effectively without any extension.  

To summarise, the current amount of allocated time for subjects such as 

mathematics and science is seen as insufficient because the curriculum is large which 

makes it difficult to finish on time in a single lesson. Moreover, the expert mathematics 

teachers’ perspectives were that an experienced teacher could successfully manage and 

organise the allocated time by dividing the 45 minutes to efficiently illustrate 

instructions and finish on time, while new teachers often suffer due to the lack of 

allocated time.  

Teachers’ expectations. The findings showed that in secondary girls’ schools in 

KSA, Teachers’ expectations was ranked eleventh on the list of quality factors for 

effective teachers by the expert teacher participants. This rank came close to the end in 

the important ranking list; however, it is also defined by the Pareto principle an 

important quality factor which requires direct effort from decision makers and teachers 

in order to enhance teaching effectiveness. Teachers’ expectations was defined as: the 

teacher establishes and communicates high expectations for student achievement 

progress. A teacher’s ability to provide students with a clear and focused explanation of 

expectations for accomplishment emerged as an important factor in the study.  

Both the expert and general teacher participants during the questionnaires 

distribution indicated that Saudi female teachers differed in their expectations 

depending on the amount of teaching experience they had and their deep teaching 

content. Moreover, the participants agreed with classifying female Saudi teachers’ 

expectations into three categories; high expectations, average expectations, and low 

expectations. The expert participants indicated that most Saudi female teachers have 

either high expectations or average expectations. However, there are also teachers with 

low expectations who decision makers need to identify in order to help them raise their 

expectations. Moreover, the expert participants described teachers in the Saudi context 

who had high and average expectations as effective teachers who supported student 

learning by being very organised with their ideas and having a clear understanding of 

their content before students moved to do the activities.  
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 An expert mathematics participant who had taught for more than 20 years stated 

that “high expectation teachers were more effective than average expectation teachers. 

Despite the similarities, there were diversities between them which involved 

questioning students and providing them with feedback”. Then, she stated these 

diversities. First, questioning students, teachers with high expectations ask open-

questions because they expect the students to think and engage with difficult ideas and 

concepts, whereas teachers with average expectations tend to ask closed-questions. 

Open-questions help students to freely express what they might think about the topic, 

link their thinking to other related topics, elicit critical thinking, and engage students in 

dynamic thinking and learning. Closed-questions do not encourage reflective discussion 

or creative thinking, but rather should be used to find a specific answer and thus, help to 

define whether students understand the concept of the content. Research investigating 

effective teacher expectations have identified that asking open-questions is a valuable 

way to enhance students’ cognitive functions (Taylor et al., 2000; Topping & Ferguson, 

2005). Second, providing feedback, teachers with high expectations provide their 

students with regular, appropriate and timely feedback regarding what they have 

achieved and what they need for the next skill or how to improve their achievement. 

However, teachers with average expectations provide less feedback. According to Hattie 

(2013), teacher feedback is the most important teacher-located instructional method to 

improve student learning. Moreover, teacher feedback has been confirmed as an 

instrument to improve student progress (Bohn et al., 2004; Topping & Ferguson, 2005). 

To conclude, teachers with high expectations are effective because they keep 

learning outcomes in mind, ask themselves what kind of questions will achieve the 

lesson objectives and use open or closed questions depending on the purpose and are 

willing to restate questions or provide students with additional questions to help them 

figure the correct answer if the original answer was not correct. According to Rubie‐

Davies’s (2007) study, teachers with high expectations are more likely to rephrase the 

question or provide additional support in order to reach the correct reply. This can 

reflect positively on students’ higher order thinking compared to when students are 

taught by teachers with low expectations. Effective teachers should have high 

expectations about their students but also understand individual learner differences and 

monitor and give feedback regarding students’ progress (Peart & Campbell, 1999). 
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To summarise, teacher expectations are an important quality as defined by the 

Pareto principle and was also ranked eleventh in the list by the expert participants. 

Teachers with high expectations of their students ask clear questions and introduce 

lessons effectively by linking the aims to previous lessons. Moreover, the participants 

mentioned that teachers with high expectations give frequent feedback and use a high 

level of questioning, such as open-questions, to promote students’ cognitive thinking 

performance.   

Planning for instruction. The findings showed that in secondary girls’ schools 

in KSA, planning for instruction was ranked twelfth on the list of quality factors for 

effective teachers by the expert teacher participants. This quality factor was ranked 

sequentially after the teachers’ expectations factor because expert participants in this 

study indicated that before planning instruction, effective teachers should have high 

expectations about the content and their students. Planning for instruction was defined 

as linking classroom instruction to objectives and students’ real-life situations and 

considering student learning styles by planning instruction accordingly. Teacher’s skill 

in planning classroom instruction needs to be fluent; therefore, this emerged as an 

important factor in this study.  

The expert participants mentioned a number of important points that should be 

considered while planning their classroom instruction. These important points were 

setting syllabus, setting lesson objectives clearly, planning the progress of the 

instruction, designing appropriate related activities, providing students with 

opportunities to show their knowledge, considering different learning styles, and using a 

variety of assessments to reduce teacher stress and minimise disruptions. Moreover, 

expert participants in this study described experienced teachers as effective teachers in 

planning their instruction. An expert information and technology participant who had 

more than 17 years of experience stated that in the beginning of her teaching career, 

planning instruction was the biggest challenge for her. However, nowadays, after 17 

years of experience and after self-development, she is regarded as an expert teacher in 

planning instruction in the information and technology subject, and many new teachers 

ask her to direct them on how to plan their instruction. Additionally, she added that 

experienced teachers spend the majority of their instruction planning thinking about the 

curriculum goals and different learning styles and how to meet them, writing effective 
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objectives, preparing suitable materials and activities, and choosing appropriate 

assessments that help teachers to assess student achievement. Conversely, new teachers 

who have five years of experience or less may struggle in planning the instruction 

effectively, but they can ask experienced teachers to guide them on how to plan 

effectively. Additionally, the expert teacher participants stressed the importance of 

choosing appropriate assessments in planning instruction even though the assessment 

quality factor was a concept that was left out of the important ranked list in this study as 

defined by Pareto principle.     

Teachers are responsible for structuring what students should learn and how to 

communicate the curriculum to students in an effective way. Therefore, planning 

classroom instruction means the steps teachers are expected to follow and plan in 

advance will be difficult to achieve if teachers have not used appropriate instructional 

planning. Effective planning instruction helps teachers understand what they need to 

teach, how to teach it, how to cover the lesson smoothly and completely, and deliver all 

the content without missing an important point (Cotton, 2000; Stronge, 2007). 

Moreover, planning the lesson in advance allows teachers to teach effectively and 

produces excellent teachers. According to Yinger (1979), planning instruction involves 

decision making about selection, organisation, and sequencing. Currently, this 

description is similar to other studies’ conclusions however there is also the additional 

need of integrating digital technologies into instructional planning (McCutcheon & 

Milner 2002; Tubin & Edri 2004). As mentioned in the literature review, with regards to 

teaching and learning, “one size doesn’t fit all” (Gregory & Chapman, 2012), and the 

expert participants in this study mentioned considering students’ learning differences as 

an important point during planning instruction because students differ in their 

motivations, attitudes, and responses.  

To summarise, effective teachers plan a variety of instructions that 

accommodate both their students’ learning differences and their syllabus. This requires 

high expectations about the content and student differences. Therefore, the planning for 

instruction quality ranked directly after the teachers’ expectation quality because 

effective instructional planning helps teachers to deliver lessons to their students 

effectively.     
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Instructional strategies. The findings showed that in secondary girls’ schools 

in KSA, instructional strategies was ranked thirteenth on the list of quality factors for 

effective teachers by the expert teacher participants. This factor was the last important 

factor in the ranking list, as defined by the Pareto principle. Instructional atrategies was 

defined as employing a variety of techniques and instructional strategies to accomplish 

learning goals. The ability of teachers to use a variety of strategies to engage students 

and teach knowledge and skills in the classroom is clearly related to some of the 

previous factors, and it emerged as an important factor in this study.   

The expert participants agreed that no one strategy is the best to use; however, 

effective teachers use a variety of instructional strategies to keep students engaged, 

interested, interacting with the content, and achieving the learning objectives. The 

expert participants summarised instructional strategies with regards to two points. 

Lecturing is the most used instructional strategy, and using technological tools is the 

most needed instructional strategy. First, the majority of Saudi teachers use lecturing to 

deliver content to their students. However, teachers are required to think about 

supportive strategies to use with lecturing. These additional instructional strategies 

should be used to encourage students to engage with the material, support students to 

achieve the learning objectives, and prevent students from boredom. The expert 

participants provided examples for additional effective strategies to support lecturing, 

such as discussions to enhance student motivation, labs to give students opportunities to 

observe and learn procedural skills, doing exercises, and questioning. Using questioning 

strategies is the most effective motivation for student achievement (Johnson, 2012). 

These instructional strategies can be merged with lecturing in all-girls classrooms in 

secondary schools in KSA, in order to improve students’ analytic and creative thinking 

skills, as recommended by the expert participants in this study.   

Second, the participants indicated that using technological tools has become the 

most needed strategy in Saudi girls’ secondary schools. In particular, expert IT and 

science participants were excited about using technology tools more regularly. Expert 

participants provided examples of using technology tools in their classrooms, such as 

integrated activities that use the web, digital photography, Excel, and PowerPoint. 

Moreover, they stated that when teachers used technological tools in their classroom, 

students learnt more skills and could utilise them in their own projects. Furthermore, 
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using technology tools in the classroom was revealed from the open-ended questions as 

the second additional quality factor after the attending teacher workshops and training 

sessions factor.  

Instructional strategies equip teachers to make lessons more exciting, increase 

students’ willingness to learn by helping to activate student curiosity, and enable 

students to learn the course content. Effective teachers use appropriate instructional 

strategies that meet learning objectives and students’ development needs. They 

frequently recognise their students’ learning styles and identify their differences and 

adjust the appropriate strategies accordingly (Tomlinson, 2000; Stronge, 2007). 

Effective teachers try to strike a balance of teaching strategies and harmonise favourite 

learning styles to support positive learning (Alkhasawneh et al., 2008). This means 

effective teachers seek new and powerful strategies that enable all students to achieve 

high results.  

To summarise, effective teachers continuously search for relevant instructional 

strategies that help students actively engage with the content and facilitate students’ 

knowledge and skill acquisition. Good instructional strategies engage students and 

foster learning in a way that students can understand. In general, appropriate 

instructional strategies motivate students, engage them in the learning process, and 

allow them to achieve their learning goals. 

What do those Factors Mean for Teaching Overall? 

The results of this study support the validation of specific effective teacher 

factors that were discovered throughout the literature (see Danielson, 1996; Marzano, 

2007; Marzano, Pickering, and Pollock, 2001; Stronge, 2007). Strengthening the 

validity of effective teacher factors add to the growing the body of teacher effectiveness 

of knowledge. Specifically, the results of this study confirmed that expert teachers 

agreed that ‘Teacher as a Person’ is the most important quality of a teacher's 

effectiveness, which enhances teacher effectiveness and was supported by expert and 

general teachers’ perceptions. Additionally, expert teachers ranked ‘caring’ as the most 

important factor of the general alternatives, and it was also supported by the expert and 

general teachers’ perceptions. 
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The literature pertaining to teacher effectiveness is filled with research-based 

effective teacher qualities and classroom practices, which positively and significantly 

improve student learning. However, in the Saudi context, with regards to their unique 

cultural and separating genders, available research was scarce. Effective teachers must 

place more value on the empirical evidence of instructional practice than their own 

experiences in order to avoid harming students. Therefore, teachers’ personal 

experiences are an important issue to shape their professional practice. According to 

Williams (2010), the perceptions of effective teaching are extremely influenced by 

personal experience. The differences among teachers’ perceptions about teacher 

effectiveness can be considered as individual experience, which is the main factor of 

forming teacher perceptions. However, this study results showed the opposite, which is 

that the factors ranked shows homogeneity of perceptions among teachers across 

factors. This outcome supports the validation of research-based qualities of effective 

teachers, particularly those in Stronge's (2007) framework.  

The validation of effective teacher qualities offers a launching point for 

successful teacher practice. Education was observed as an input-process-output model, 

student learning the most important output, and teacher quality the most powerful 

process variable. Therefore, validating effective teachers’ qualities contributes to the 

knowledge by telling teachers what they should do to have the greatest impact on 

student learning. The corresponding teachers’ perceptions on effective teaching in this 

study with the literature helps administrators, decision-makers, and teachers who are 

concerned with student learning do so through the enhancement of teaching. 

After discussing the main priority factors as the findings of this study and using 

the participants’ perspectives to support each quality factor, the next section will present 

the remaining quality factors of the ranking list, which were named low priorities 

factors.  

Low Priority Factors 

The remaining quality factors on the ranked list of quality factors for effective 

teacher were named Low Priorities. These low priority factors were perceived to have 

only a 20% effect on teachers’ effectiveness in the Saudi context, based on the 80/20 

Pareto principle. These low priority factors consist of eight qualities including grouping, 
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communication, complexity, questioning, student engagement, homework, providing 

meaningful feedback, and using assessment. As presented above, some of these low 

priorities factors were mentioned by the participants and have been examined in this 

discussion chapter, as they should not be ignored, even though efforts should mainly be 

directed to the main priority quality factors that have more impact on teacher 

effectiveness. The aim of this study is to help and direct decision-makers’ efforts 

regarding ways to enhance Saudi teaching outcomes. Focusing directly on the main 

priority quality factors can have a positive impact on the effectiveness of Saudi teachers. 

The next section will present the additional quality factors that emerged from the 

open-ended questions.    

Open-ended Question: Additional Quality Factors 

“What is the quality factor that was not included in this questionnaire and you think it 

will enhance teacher effectiveness among Saudi female teachers in girls’ secondary 

schools in KSA?” 

Both the expert and general teachers were asked at the end of the questionnaire 

if they believed there were any additional quality factors for effective teachers that were 

not included in the questionnaire. The next section provides the open-ended question 

analysis and findings and an in-depth illustration of these additional quality factors.  

Analysis. General teachers: 95 general teachers (32%) answered the 

open-ended question. The answers were coded and compared to the descriptions of the 

quality factors for effective teachers in the questionnaire. Some teachers mentioned 

factors that were already included in the questionnaire. For example, one general IT 

teacher stated that, “teachers should know their student individually” and that was 

coded and compared to the caring factor, and was, therefore, rejected as an additional 

quality factor. As a result, after the open-ended coding was completed, answers that had 

repeated the quality factors in the questionnaire were deleted and any quality factors not 

included in the questionnaire were taken into consideration.   

Nine additional quality factors that were dissimilar to items on the general 

teachers’ questionnaire emerged from the open-ended question. These quality factors 
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were attending teacher workshops and training sessions; collaborating with peers; 

passion; using a variety of technology; flexibility; positive attitude; humour; good 

appearance; forgiving (see appendix C for the number of appearances for each quality 

factor).  

Expert teachers: 18 expert teachers (60%) answered the open-ended question. 

Similar to the procedures used for the general teacher responses, the additional quality 

factors were coded and compared to the descriptions of the quality factors for effective 

teachers in the questionnaire, and any quality factor that was repeated was deleted and 

any new quality factors were taken into consideration. 

Six additional quality factors that were not stated in the questionnaire emerged 

from the expert teachers’ responses. These quality factors were attending teacher 

workshops and training sessions; using a variety of technology; eye contact and body 

movement; parent communication; focusing on educational needs; rewards (see 

appendix C for the number of appearances for each quality factor).  

Findings. The comparison between the expert teacher participants’ additional 

quality factors and those offered by the general teachers revealed two common quality 

factors between them, which also had the highest number of appearances as additional 

quality factors. The first common quality factor was “attending teacher workshops and 

training sessions”, which appeared 40 times in the general teachers’ questionnaire and 9 

times for the expert teachers’ questionnaire. The second common quality factor was 

“using a variety of technology”, which appeared 35 times in the general teachers’ 

questionnaire and 7 times for the expert teachers. Therefore, the major findings of the 

open-ended question were that both expert and general teachers believed that effective 

female teachers in girls’ secondary schools in KSA should be attending teacher 

workshops and training sessions to improve their teaching skills and keep themselves 

updated about teaching effectively because this is the aim of teaching. Moreover, 

teachers must use a variety of technological tools in their classrooms due to today’s 

technological environment. Furthermore, teachers and students must be able to create, 

evaluate, and effectively use information and technology in order to achieve successful 

outcomes relevant to the 21st century context. 
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Discussion. First, attending teacher workshops and training sessions was 

forwarded by the expert and general teacher participants as being a significant quality 

factor that enhanced teachers’ effectiveness in the classroom. This additional quality 

factor was a popular topic among the participants, as Saudi female teachers tend to use 

external resources for teaching, such as the district workshop, instead of developing 

localised contextualised knowledge. Moreover, this additional quality factor was also 

mentioned as being necessary with regards to each of the main priority quality factors. 

This is not surprising because nowadays the education system in KSA has seen much 

improvement and teachers would not be aware of new developments if they were not 

supported with workshops or training sessions. Ongoing professional development 

keeps teachers up-to-date about new investigations into student learning, technology 

development for the classroom, and new curriculum resources. Therefore, the expert 

and general teachers held strong desires to participate in comprehensive workshops and 

training sessions, in order to share their expertise and leadership with other teachers. 

Attending teacher workshops and training sessions can give teachers a better 

understanding of their role in the classroom and at the same time give them the 

opportunity to become more effective in their teaching. Moreover, these workshops give 

teachers the chance to connect with other teachers, which can provide benefits such as 

enriching their experiences and reinforcing their self-confidence (Huling, 2001). 

Moreover, Pelgrum (2001) stated “it is known from previous research that educational 

innovations usually do not succeed if teachers are not provided with the skills and 

knowledge needed to carry them out” (p. 165). 

In the open-ended question, the participants wrote in-depth explanations about 

their need for workshops. For example, an expert English teacher, who had more than 

17 years of experience, wrote that “workshops and training can be facilitated by experts 

in education from abroad, not just by Saudi educational supervisors”. This was viewed 

as a successful way to exchange experiences and open the gateway to understanding 

other modern countries’ thoughts. Moreover, an expert science teacher raised an 

important point that “workshops and training should be practical not theoretical. I tried 

to apply what I learned in the workshop about classroom management, but I failed. I 

believe that teachers want such courses to be practical”. In addition, another expert 

science teacher critiqued the short time length and the limitations of the subjects in 

current workshops and wrote, “Saudi female teachers need to be provided with a full 
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free day to attend these workshops rather than have a 3 hour maximum”. This was also 

stated by an expert mathematics participant who had 20 years of experience: “the 

shortage of professional training programs and the narrowness of the scope of training 

areas made teachers uninterested and were ineffective”. These comments are compatible 

with Almazrawi’s (2014) study, which found that the Ministry of Education in KSA 

held short professional training programs on limited subjects because teachers work full 

time preparing lessons and teaching tools, assessing students and running their personal 

lives, and therefore, there remained no time to view the latest effective teaching updates 

or to practice new technology. In summary, Saudi female teachers are not satisfied with 

the quality and the quantity of the workshops and training sessions currently offered.  

In 2018, the Ministry of Education in KSA, with the new minister Dr. Ahmed 

Al-Eissa, highlighted the right way to implement and conduct workshops and training 

sessions for teachers in Saudi Arabia. Al-Eissa directed to carry out workshop programs 

during summer vacation to help teachers attend these workshops and develop 

themselves. In the beginning, the ministry of education under Al-Eissa direct set 91 

thousand seats, but there was a huge demand from teachers to raise the seats numbers, 

which lead the minister to direct again to increase the number of training seats to 120 

thousand seats (Sabq, 2018). This summer program allows each teacher to attend three 

workshops during summer vacation, with each workshop lasting for three days. This 

was a great solution and a bright idea to help teachers enhance their experience, and it 

was the first response to teacher demands by the Ministry of Education, which will 

make a big difference in effective teacher quality.  

Second, using a variety of technology in the classroom was the second highest 

common demand, which both the expert and general teacher participants agreed as 

being an effective quality factor. This quality factor was mentioned in particular with 

regards to the instructional strategies factor, as technological tools can be integrated 

with lecturing strategies. Using a variety of technological tools can rejuvenate lectures 

and help make the material more accessible. Teaching strategies, students’ learning 

styles, and communication between teachers and students have changed due to the 

proliferation of technology. Therefore, teachers must accept technology and innovation 

as a part of their daily teaching. Teachers often face difficulties trying to keep students 

engaged throughout the duration of the lesson; however, an expert IT participant wrote 
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that “from my experience, using technology in instruction makes student more engaged 

and narrows the amount of information missed which leads students to leave the 

classroom with more answers than questions”. Moreover, a science participant teacher 

wrote that, “nowadays, teachers and students are using technology in all their aspects of 

their lives; therefore, it is a priority to use technology in teaching”. Consequently, both 

the Saudi expert and general teachers agreed that integrating technology into a girls’ 

secondary school classroom can help teachers become more effective and help them 

engage students in learning. In summary, technology has made teaching easier for 

teachers to convey knowledge to the students and for students to obtain it. 

Attending teacher workshops and training sessions and using a variety of 

technologies are additional quality factors that the expert and general Saudi teacher 

participants both believed could enhance female teacher effectiveness in classrooms in 

the Saudi context. Currently, these two quality factors are under the consideration of the 

Ministry of Education in KSA. Moreover, this study stresses the importance of these 

factors for teachers in the Saudi context and provides guidance to decision-makers 

regarding how they can concentrate their efforts for ensuring teacher effectiveness.   

Summary of the Chapter 

This chapter provides decision-makers with 13 main priority teacher quality 

factors that were ranked as Main Priorities such due to the fact that they have the 

greatest impact on enhancing female teachers’ performances in their classrooms. Based 

on the Pareto principle, the 13 quality factors were those that were perceived to present 

80% of the effects on teacher effectiveness. The premise is that these quality factors can 

lead to an improvement in teacher effectiveness if effort is directed to them, more than 

the other quality factors that are ranked as Low Priorities. The highest ranked quality 

factor is caring. The participant teachers believed that caring from teachers is one of the 

hallmarks of effective teachers, especially in girls’ schools. Moreover, the expert and 

general teachers provided this study with two additional quality factors that were 

requested from Saudi teachers in order to enhance their effectiveness. Saudi female 

teachers are enthusiastic to develop their professional skills and the Ministry of 

Education welcomes research that can lead to improvements in learning quality. 

Therefore, the results of this study provide recognition, direction, enhancement, and 
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opportunities for development with regards to teachers’ performances in the Saudi 

context.  
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Chapter 8 

Conclusion and Recommendations 

Introduction 

This study identified and specified the most effective quality factors as 

perceived and ranked by Saudi female teachers. The current study outlined the results 

from teachers’ quantitative data using the general teachers’ questionnaire and the expert 

teachers’ questionnaire. Moreover, the teachers’ perceptions through the open-ended 

question were used to support the study results. This study is also significant in seeking 

the critical factors that would aid the construction of an effective teacher in Saudi 

education. The research question focused on investigating the most important quality 

factors that enhance female teachers’ effectiveness in girls’ secondary schools in KSA 

by ranking these quality factors from the most important to the least important.  

The previous chapter presented an in-depth discussion of the study results. This 

chapter synthesises the data and the findings that were outlined in this study by 

presenting the major findings of the study, which is followed by an outline of the 

strengths and the limitations of the study. It also includes the arrival at a final 

conclusion that has been drawn based on the quantitative finding of this study, and 

recommendations for Saudi teachers, which have been offered to the Saudi Arabian 

Ministry of Education and Saudi female teachers in girls’ secondary schools. In 

addition, this study suggests some prospects for future research.  

Effective teachers are able to facilitate positive student learning outcomes and 

help students have positive school experiences. As a consequence, teacher quality plays 

an essential role in enhancing teachers’ effectiveness in the classroom. In the last 

decade, there has been an increase in research regarding teacher quality worldwide. 

However, in the Arab countries, there has been a shortage of studies investigating 

teacher qualities. Moreover, international research, such as the TIMSS study, has 

indicated that student achievement in the Arabian Gulf countries is considered to be 

low, and this has been attributed to the teachers in the region. Therefore, educational 

policymakers in the Gulf States have responded to this low performance by focusing on 

teacher quality as the main factor for educational reform. This study is unique for Saudi 
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Arabia and has focused on teacher quality in the classroom to support educational 

reform. 

Major Findings of the Study 

The findings of this study were underpinned by the expert teachers judgments, 

and this therefore ensured that the findings were statistically significant. Further, since 

this study is significant of female teachers in the capital city of Saudi Arabia, Riyadh, 

the data told us something about the unique culture and social. Saudi Arabian 

government invests a lot of funds in the education sector; therefore, it is significant to 

focus on teacher quality in order to ensure that their progress with regards to educational 

development is successful. Currently, teacher professional standards and assessments 

tools in Saudi Arabia are under review and reform with the goal of enhancing teacher 

quality in KSA. For example, the purpose of the Tatweer project is to support education 

reform that aims at enhancing teaching and learning, establishing national indicators in 

relation to professional teacher development, enhancing educational outcomes in Saudi 

Arabia by improving the different aspects, of which teachers are a major part. 

Moreover, there are developing teacher professional standards and assessment tools to 

establish benchmarks for teaching quality, identification of training needs for beginning 

teachers, and evaluating teacher outcomes and preparation programs.   

Two main questionnaires were proposed in this study. Questionnaire 1 was 

related to the general teachers of secondary girls’ schools towards validated the 

framework factors. Questionnaire 2 was related to the expert teachers of the secondary 

girls’ schools towards the validated factors that were ranked from the most important to 

the least important. The participants’ perceptions were also sought through the open-

ended question, in order to determine whether the expressed opinions are supported or 

augmented the findings generated from the questionnaires data, in order to gain a better 

understanding of the current study. In this study, meeting Saudi teachers and collecting 

data has provided valuable insights into teachers’ perceptions of quality. Saudi teachers 

who participated in this study recounted stories about how they deal with teaching 

effectively and how these qualities create effective classrooms.  

The findings of this study confirmed that there were 13 main quality factors that 

were seen as significant in enhancing teacher performance in the classroom in the Saudi 
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context, especially in girls’ secondary schools. Furthermore, these 13 quality factors 

were perceived as helping both experienced and new teachers to be effective in their 

classrooms if they work to include or fine-tune these factors for and during daily 

teaching routines. These factors were caring; fairness and respect; interaction with 

students; enthusiasm and motivation; dedication to teaching; reflective practices; 

classroom management; classroom organisation; disciplining students; time allocation; 

teachers’ expectations; planning for instruction; and instructional strategies.  

The result of this study shone a light on the quality factor of caring, which was 

ranked as the first and most effective quality factor. Caring involves emotional support 

in which teachers share with their students, in order to promote the classroom as a 

family and to strengthen the link between teachers and students. Expert teacher 

perceptions about the quality factor caring was reported at a general level of satisfaction 

through the open-ended question. Participants held positive attitudes about this factor 

and advocated its consideration in the Saudi context. In particular, the caring quality 

factor relates to the nature of relationships between female teachers and their female 

students. Several issues were highlighted by the participants, which were holding them 

from achieving those factors. On other hands, some participants suggest a solution or 

give advises from their experience to solve those issues. Moreover, two new factors 

related to the Saudi context were emerged from the open-ended questions. Those new 

factors were attending workshops and training sessions and using a variety of 

technologies, which are needed to be recognised as a quality factors.  

Strengths of the Study 

The strengths of this study lie in the rarity of previous research pertaining to 

female teacher quality and a lack of studies investigating the most effective quality 

factors that enhance teacher effectiveness in girls’ secondary schools in the Saudi 

context. Moreover, this study’s strength also lies in the research methods that have been 

utilised. As mentioned, this study is a quantitative study that used some new and 

different methods in the education field – specifically the AHP and the Pareto principle. 

There are implications that may be derived from this quantitative study, which are that 

the AHP technique appears to be an appropriate analysis tool for identifying the 

perceived most effective factors for helping teachers and decision-makers to direct their 

efforts in ways that ensure teacher progress.  
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Limitations of the Study 

This study has a number of limitations, including the fact that it has been 

undertaken in one Saudi city. This study allows some generalisability of the findings 

across all Saudi Arabia regions due to the similarity in demographic characteristics; 

however, the broader application of these findings is limited due to cultural differences. 

Also, the participants were Saudi female teachers in secondary girls’ schools, and it is 

therefore not clear as to whether the same factors would emerge for male teachers in 

boys’ schools or indeed primary schools. 

This study has been undertaken in the Saudi context, with the data collected 

from public secondary schools in the capital city of Riyadh. As mentioned in Chapter 2 

and in the beginning of this chapter, the Saudi government spends much of its wealth in 

the education sector, but Saudi teachers still need to improve, as the TIMSS study 

indicated. Moreover, Saudi education is different from other education systems of Arab 

countries due to its unique culture and religion. According to Linde (2003), “teacher 

education has to be analysed and understood in the context of where it takes place” (p. 

110). The result of this study can be generalised around other regions of Saudi Arabia 

due to the similarity in demographic characteristics or be replicated in other geographic 

locations.   

The participants in this study were Saudi female teachers. For religious and 

cultural reasons, education in Saudi Arabia is separated between boys and girls. Even 

the teachers are separated based on gender from primary school through college. This 

system is implemented to satisfy the needs of society, as it represents the beliefs, 

cultural values, and ideology of the Saudi people. Consequently, and as the researcher is 

a female teacher, this study was undertaken with female teachers in Saudi Arabia in 

girls’ schools.     

Conclusion 

The findings of this study suggest that 13 quality factors can enhance teacher 

effectiveness in girls’ secondary schools in Saudi Arabia and influence teacher 

performance in the classroom. The 13 factors are caring, fairness and respect, 

interactions with students, enthusiasm and motivation, dedication to teaching, reflective 
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practice, classroom management, classroom organisation, disciplining of students, time 

allocation, teachers’ expectations, planning for instruction, and instructional strategies. 

The caring factor was ranked first on the ranking list. Caring is described as a 

positive interpersonal behaviour that promotes a sense of belonging and strengthens 

links between teachers and students and makes a positive difference in students’ lives. 

Knowing students personally is an example of being an effective teacher and occurs 

when there is a positive atmosphere in the classroom. The fairness and respect factor 

was ranked second on the ranking list. Fairness and respect mean not prejudging 

students, but rather giving all students the chance to show their abilities. Students are 

not the same; therefore, effective teachers treat their students fairly by not treating them 

the same way. Effective teachers respect and deliver the same opportunities to all 

students, and as a result, students respect that they are treated fairly and respect the 

teacher. The interaction with students factor was ranked third on the ranking list. 

Interacting positively with students and knowing more about them helps create 

constructive relationships that lead teachers to teach effectively. Interaction between 

teachers and students becomes extremely important for a successful relationship during 

the entire school year.  

The enthusiasm and motivation factor was ranked fourth on the ranking list. 

Effective teachers help students learn despite the variety in their learning motivations 

and seek motivating teaching practices. Motivated teachers build supportive 

environments, support feelings of belonging, utilise different forms of reinforcement, 

implement training, and develop resources to increase student self-efficacy. The 

dedication to teaching factor was ranked fifth on the ranking list. Dedicated teachers 

view teaching as a passion, and not just as a job. This passion is what encourages 

teachers to constantly strive towards development and excellence. Participants stated 

that dedicated teachers were the same as committed teachers. According to this finding 

and according to this ranking, education decision-makers should highlight dedication 

and commitment as important qualities that enhance teacher effectiveness in the Saudi 

classroom. The reflective practice factor was ranked sixth on the ranking list. Expert 

teachers reflect on their experience; however, general teachers are less reflective, 

despite the fact that they believe in reflective practice as a feature of an effective teacher 
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and are favourable to attending teacher workshops and training sessions about reflective 

practice.  

The classroom management factor was ranked seventh on the ranking list. 

Successful classroom management is dependent on teachers’ responsibilities and 

abilities. Effective teachers can create effective classroom management and an effective 

teaching environment is created as a result. Participants summarised classroom 

management issues in secondary schools as building appropriateness and overcrowding, 

which need to be solved by the government, as these issues are barriers to becoming an 

effective teacher. The classroom organisation factor was ranked number eight on the 

ranking list. Participants’ perspectives showed that Saudi teachers have well-organised 

classrooms despite the issues of the overcrowding and the buildings not being 

appropriate for schooling. Effective teachers use a variety of colours, colourful posters, 

and bulletin boards to create effective learning environments. The disciplining students 

factor was ranked ninth on the ranking list. Generally, girls’ classrooms in Saudi Arabia 

rarely suffer serious misbehaviour, which allows Saudi female teachers to feel 

comfortable about disciplining students and creates an effective classroom environment. 

However, there was agreement among the participants about the steps that should be 

followed in order to discipline students. These include having a friendly chat with 

students, separating students, sending students to the counsellor, and finally punishing 

students. Consequently, effective discipline is possible when procedures have been set, 

and if teachers are not disciplining their students, they are not effective teachers.  

The time allocation factor was ranked tenth on the ranking list. Currently, the 

amount of allocated time for subjects such as mathematics and science is insufficient, as 

the curriculum is large and classes are overcrowded, which makes it difficult to finish 

on time in a single lesson. Teaching experience plays an essential role in dealing with 

this issue. For example, expert teachers can manage their allocated time efficiently; 

however, new teachers may take a number of years to become effective in using the 

allocated time. The teachers’ expectations factor was ranked eleventh on the ranking 

list. Teachers with high expectations of their students ask clear questions and introduce 

lessons effectively by linking the aims to previous lessons. The planning for instruction 

factor was ranked as number twelve in the ranking list. Effective teachers plan a variety 

of instructions that accommodate both their students’ learning differences and their 
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syllabus. This factor ranked directly after the teachers’ expectations factor, as planning 

for instruction requires high expectations about the content and student differences. The 

instructional strategies factor was ranked as number thirteen and the last factor on the 

ranking list. Effective teachers continuously search for relevant instructional strategies 

that help students actively engage with the content and facilitate students’ knowledge 

and skill acquisition. Appropriate instructional strategies engage students and transfer 

learning in a way that students can understand.  

  This study also found that fostering teacher effectiveness requires an 

appropriate teaching and learning environment; therefore, two additional quality factors, 

which were attending workshops and training sessions and using a variety of technology 

in the classroom, were agreed upon by both the expert and the general study participants 

and added to this study. These additional factors highlight the importance of 

appreciating the value of teachers and permeate all school curriculums. First, attending 

teachers’ workshops and training sessions is a popular topic and need among the 

participants. Moreover, this additional quality factor was also mentioned as being 

necessary with regards to each ranked quality factor. Therefore, the Saudi female expert 

and general teachers held strong desires to participate in comprehensive workshops and 

training sessions to share their expertise and leadership with other teachers. It was under 

the consideration of the Ministry of Education that workshops and training sessions 

were conducted for all the teachers during the summer vacation. Second, using a variety 

of technology in the classroom can rejuvenate lectures and help make the material more 

accessible. Therefore, teachers must accept technology and innovation as a part of their 

daily teaching. Consequently, both the Saudi expert and general teachers agreed that 

integrating technology into girls’ secondary school classrooms in the Saudi context can 

help teachers become more effective and help them engage students in learning. 

The participants’ perspectives regarding the quality factors have added to the 

findings of this study by providing real classroom examples. Teachers’ perspectives 

emphasised the issues for decision-makers to concentrate on and direct their efforts 

towards being an effective teacher in the classroom. Expert teachers are more skilled 

and disciplined than their general teacher peers, and this occurs due to their teaching 

experiences and social environments. Therefore, this study concludes that expert and 

general teachers should work together to exchange their experiences and help improve 
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the teaching process. Moreover, attention to the 13 quality factors highlighted in this 

study is required in order to enrich the knowledge and experience among Saudi teachers 

and to ensure equality for all teachers. Focusing on this study’s ranking list of quality 

factors for effective teachers is particularly important in secondary schools, as they play 

a critical role in preparing students to become future citizens. Therefore, the decision-

makers in education should focus on this learning level, especially in terms of teacher 

quality as a resource for the future needs of the nation. In addition, the researcher is a 

teacher in a Saudi secondary school and her interest in this topic emerged from the 

limited amount of previous research available in the Saudi Arabian context with regards 

to this important issue. The Saudi Government and the Ministry of Education have 

recognised the huge development in education around the world, and as mentioned in 

the literature review, teachers are at the heart of any educational reform. This study has 

contributed empirical evidence, which adds to the current body of knowledge regarding 

quality teaching factors and provided recommendations for the Ministry of Education, 

Saudi female teachers in girls’ secondary schools, and future research. 

Recommendations 

Educational reform is a major focus for the Ministry of Education in Saudi 

Arabia. Recently, the King Abdullah Project has focused on educational reform for 

public education at a cost of 9 billion Saudi real (3 billion Australian dollars), which 

includes in-service teacher development over the next six years. The findings and 

recommendations put forward by this study can be considered and utilised in the current 

educational reform efforts.  

Recommendations to the Ministry of Education. The Ministry of Education in 

Saudi Arabia could consider the following recommendations: 

1. This study has emphasised the main priority factors as identified by teachers, 

and this can help the Ministry of Education develop assessment tools for 

teachers’ practices, as they have noted that educational reform involves 

teaching quality.  

2. It is necessary to engage teachers in developing the teachers’ practice 

assessments as participants, in order to empower teachers in their practice. 
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3. This study has developed an empirically-based ranked list that can be 

adopted to enhance teacher effectiveness in the classroom.  

4. Teachers must be supported with workshops and training sessions to update 

them with new teaching strategies and enable them to share their experiences 

with other teachers. Moreover, the Ministry of Education must allow enough 

time for teachers to attend workshops and training sessions, so that they can 

benefit from the experience. 

5. Supporting teachers with workshops and training sessions allows them to 

work in cooperation and exchange skills successful experiences with other 

teachers. 

Recommendations to female teachers in Saudi girls’ secondary schools. 

Saudi female teachers could become more effective if they considered the following 

recommendations:  

1. Secondary female teachers should focus on and adopt the main priority 

quality factors for effective teaching. 

2. Expert teachers should organise workshops for other teachers to highlight 

effective teaching practices and share their experiences. 

3. Teachers should have the chance to practice new assessment and teaching 

methods as a main part of their classroom practices. This practice can be 

made accessible through workshops and appropriate professional programs 

that aim to change teachers’ perspectives positively, present the benefits of 

developing their professional performances, and then practise specific skills 

to master them. 

Recommendations for future research. Available studies in Saudi Arabia 

pertaining to teacher quality in the classroom are scarce. Therefore, further research 

would have to be undertaken to gain more understanding regarding teacher quality in 

secondary education reforms. There are some recommended researches topics: 

1. This study has given two additional factors for effective teacher quality in 

the Saudi context, which are attending workshops and training and using a 

variety of technology, and future research should focus on the examination 

of these additional factors. 
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2. Similar studies can be undertaken in other stages of schooling, such as girls’ 

primary schools and intermediate schools. This study can also be conducted 

in boys’ schools. 

3. The results of this study can be examined by using a large sample of teachers 

around Saudi Arabia. 

4. In future research studies, interviews with teachers are needed in order to 

confirm and possibly extend the findings of this study.  

Finally, this journey toward a PhD looks like a quest and a search for treasure or 

a promised land. Moreover, this study has been a source enlightenment and discovery, 

and I am proud to have undertaken this journey. I recommend teachers to implement the 

findings of this study as a way to gain both individual and collective benefits. 

 

 

 



219 
 

References 

 

Ahmad, I., Said, H. B., Zeb, A., ur Rehman, S., Ahmad, S., & Khan, W. (2013). How 

reflective practice improves teachers’ classroom teaching skill? Case of 

community based schools in district Chitral, Khyber Pakhtunkhwa. education, 

4(1).  

Ailwood, J., & Follers, K. (2002). Proceedings from the Challenging Futures conference 

in The University of New England: Developing teacher professional learning 

communities: The case of education Queensland.. Armidale, NSW.  

Akey, T. M. (2006). School context, student attitudes and behavior, and academic 

achievement: An exploratory analysis. New York, NY: MDRC. 

Aksorn, T., & Hadikusumo, B. (2008). Critical success factors influencing safety 

program performance in Thai construction projects. Safety Science, 46(4), 709–

727.  

Al-Faris, E. A., Abdulghani, H. M., Abdulrahman, K. A., Al-Rowais, N. A., Saeed, A. 

A., & Shaikh, S. A. (2008). Evaluation of three instructional methods of 

teaching for undergraduate medical students, at king saud university, saudi 

arabia. Journal of Family & Community Medicine, 15(3), 133.  

Al-Gahtany, A. M. (2001). The present status of geography education in boys' 

intermediate schools of Riyadh, Saudi Arabia. Retrieved from 

http://adsabs.harvard.edu/abs/2001PhDT.......121A  

AL-Nofaie, H. (2010). The attitudes of teachers and students towards using Arabic in 

EFL classrooms in Saudi public schools-a case study. Novitas-Royal (Research 

on youth and language), 4(1).  

http://adsabs.harvard.edu/abs/2001PhDT.......121A


220 
 

Al-Shawan, A. M. (1985). Social studies goals at the intermediate-school level in Saudi 

Arabia: Present status and future needs. Michigan State University, Department 

of Teacher Education.  

Al-Silami, T. (2010). A comparison of creative thinking and reflective-impulsive style in 

grade 10 male students from rural and urban Saudi Arabia. Victoria University. 

Al-Sulaimani, A. A. (2010). The importance of teachers in integrating ICT into science 

teaching in intermediate schools in Saudi Arabia: A mixed methods study. RMIT 

University.    

Al Haadir, S., & Panuwatwanich, K. (2011). Critical success factors for safety program 

implementation among construction companies in Saudi Arabia. Procedia 

Engineering, 14, 148–155.  

Alazzi, K. (2007). Attitudes of Jordanian females students toward social studies 

education. Journal of Social Studies Research, 31(2), 3.  

Aldossari, A., & Tared, N. (2013). Classroom management approaches of primary 

teachers in the Kingdom of Saudi Arabia: Descriptions and the development of 

curriculum and instruction with a focus on Islamic education teachers. Durham 

University.  

Alexander, W., Abdullah, S., & Naif, H. (2008). Paper presented at the 3rd IEA 

International Research Conference 2008: Educational Indicators and National 

Development in Saudi Arabia. Taipei City, Taiwan. 

Alkhalaf, S. (2013). Creating effective e-learning systems for higher education in Saudi 

Arabia. (Doctoral dissertation). Retrieved from Griffith University. (Doctoral 

dissertation)   



221 
 

Alkhasawneh, I. M., Mrayyan, M. T., Docherty, C., Alashram, S., & Yousef, H. Y. 

(2008). Problem-based learning (PBL): Assessing students’ learning preferences 

using VARK. Nurse Education Today, 28(5), 572–579.  

Allan, S. D. (1991). Ability grouping research reviews: What do they say about 

grouping and the gifted. Educational Leadership, 48(6), 60–65.  

Allington, R. L. (2002). What I’ve learned about effective reading instruction from a 

decade of studying exemplary elementary classroom teachers. Phi Delta 

Kappan, 83(10), 740–747.  

Almunajjed, M. (2009). Women’s Education in Saudi Arabia The Way Forward.. 

Retrieved from 

http://www.ideationcenter.com/media/file/Womens_Education_in_SaudiArabia

_Advance_Look_FINALv9.pdf 

Alnahdi, G. H. (2013). Educational change in Saudi Arabia. Journal of International 

Education Research (JIER), 10(1), 1–6.  

Alolah, T., Stewart, R., Panuwatwanich, K., & Mohamed, S. (2013). Proceedings from 

the CIB World Building Congress 2013: Benchmarking Saudi Public Schools 

Using a Safety Balanced Scorecard (BSC) Approach. In S. K., K. Manley, & K. 

Hampson (Eds.). Brisbane, Australia. 

Alrashidi, O., & Phan, H. (2015). Education context and English teaching and learning 

in the Kingdom of Saudi Arabia: An overview. English Language Teaching, 

8(5), 33.  

Alshumaim, Y., & Alhassan, R. (2010). Proceedings from the Global Learn 2010: 

Current availability and use of ICT among secondary EFL teachers in Saudi 

Arabia: Possibilities and reality.  Penang: Malaysia. 



222 
 

Alsumbel, A., AlKhateeb, M., Metwalli, M., & Abdelgawad, N. (1998). The Education 

System in the Kingdom of Saudi Arabia (6th ed.). Riyadh: Alkheraiji Press. 

Alton-Lee, A. (2003). Quality teaching for diverse students in schooling: Best evidence 

synthesis.  Wellington, New Zealand: Ministry of Education. 

Andrew, M. D., Cobb, C. D., & Giampietro, P. J. (2005). Verbal ability and teacher 

effectiveness. Journal of Teacher Education, 56(4), 343–354.  

Angus, D. L. (2001). Professionalism and the public good: A brief history of teacher 

certification.  California; New York: ERIC. 

Archer, A. L., & Hughes, C. (2011). Explicit instruction: Effective and efficient 

teaching. New York: Guilford Press. 

Arnold, D. H., McWilliams, L., & Arnold, E. H. (1998). Teacher discipline and child 

misbehavior in day care: Untangling causality with correlational data. 

Developmental Psychology, 34(2), 276.  

Atherton, J. (2005). Learning and teaching: reflection and reflective practice. Bedford: 

De Montfort University. 

Atkins, S., & Murphy, K. (1993). Reflection: A review of the literature. Journal of 

Advanced Nursing, 18(8), 1188–1192.  

Auwarter, A. E., & Aruguete, M. S. (2008). Effects of student gender and 

socioeconomic status on teacher perceptions. The Journal of Educational 

Research, 101(4), 242–246.  

Bain, H. P., & Jacobs, R. (1990). Proceedings from the Streamlined Seminar (Vol.9, 

No. 1, p.n1): The Case for Smaller Classes and Better Teachers. Alexandria, 

VA.  



223 
 

Baker, D. P., Fabrega, R., Galindo, C., & Mishook, J. (2004). Instructional time and 

national achievement: Cross-national evidence. Prospects, 34(3), 311–334.  

Banfield, S. R., Richmond, V. P., & McCroskey, J. C. (2006). The effect of teacher 

misbehaviors on teacher credibility and affect for the teacher. Communication 

Education, 55(1), 63–72.  

Barney, D. (2005). Elementary physical education student teachers’ interactions with 

students. Physical Educator, 62(3), 130. 

Battistich, V., Solomon, D., Watson, M., & Schaps, E. (1997). Caring school 

communities. Educational Psychologist, 32(3), 137–151.  

Baumert, J., Kunter, M., Blum, W., Brunner, M., Voss, T., Jordan, A., . . . Tsai, Y.-M. 

(2010). Teachers’ mathematical knowledge, cognitive activation in the 

classroom, and student progress. American Educational Research Journal, 

47(1), 133–180.  

Beishuizen, J., Hof, E., Van Putten, C., Bouwmeester, S., & Asscher, J. (2001). 

Students’ and teachers’ cognitions about good teachers. British Journal of 

Educational Psychology, 71(2), 185–202.  

Benner, A. D., & Mistry, R. S. (2007). Congruence of mother and teacher educational 

expectations and low-income youth’s academic competence. Journal of 

Educational Psychology, 99(1), 140.  

Berk, L. (2006). Child development (7th ed.). New York: Pearson Education. Allyn & 

Bacon. 

Berliner, D. C., & Rosenshine, B. (1977). The acquisition of knowledge in the 

classroom. (Report No. IV-1). Washington, DC: ERIC. 



224 
 

Bingolbali, E., & Bingolbali, F. (2015). Principles of student centered teaching and 

implications for mathematics teaching 2015. Papers and posters for 

presentation in CERME 9-Ninth Congress of the European Society for Research 

in Mathematics Education.  Prague, Czech Republic. 

Bishay, A. (1996). Teacher motivation and job satisfaction: A study employing the 

experience sampling method. Journal of Undergraduate Sciences, 3(3), 147–

155.  

Bitter, C., O’Day, J., Gubbins, P., & Socias, M. (2009). What works to improve student 

literacy achievement? An examination of instructional practices in a balanced 

literacy approach. Journal of Education for Students Placed at Risk, 14(1), 17–

44.  

Bohn, C. M., Roehrig, A. D., & Pressley, M. (2004). The first days of school in the 

classrooms of two more effective and four less effective primary-grades 

teachers. The Elementary School Journal, 104(4), 269–287.  

Bollen, K. A. (2014). Structural equations with latent variables. New York: John Wiley 

& Sons. 

Boud, D., & Walker, D. (1998). Promoting reflection in professional courses: The 

challenge of context. Studies in Higher education, 23(2), 191–206.  

Boyd, D., Grossman, P., Lankford, H., Loeb, S., & Wyckoff, J. (2006). How changes in 

entry requirements alter the teacher workforce and affect student achievement. 

Education Finance and Policy, 1(2), 176–216.  

Bratton, J., & Samuel, E. (1998). How we’re using value-added assessment. School 

Administrator, 55(11), 30–32.  

Brooks, R. (2000). Education and “charismatic” adults: To touch a student’s heart and 

mind. Robert Brooks, Ph. D: Resilience, Motivation, & Family Relationships.  



225 
 

Brophy, J. E. (1983). Classroom organisation and management. The Elementary School 

Journal, 83(4), 265–285.  

Brophy, J. E., & Good, T. L. (1984). Teacher behavior and student achievement. 

Institute for Research on Teaching, Michigan State University. 

Brown, T. A. (2015). Confirmatory factor analysis for applied research. New York: 

Guilford Publications. 

Bruce, C. D., & Ross, J. A. (2008). A model for increasing reform implementation and 

teacher efficacy: Teacher peer coaching in grades 3 and 6 mathematics. 

Canadian Journal of Education/Revue canadienne de l'éducation, 31(2), 346–

370.  

Bucholz, C. (2010). Knowledge versus experience. Retrieved from 

http://crmoutsiders.com/2010/08/25/knowledge-versus-experience/ 

Burden, P. R., & Byrd, D. M. (1994). Methods for effective teaching. Boston: Allyn and 

Bacon. 

Burnett, P. C., & Meacham, D. (2002). Measuring the quality of teaching in elementary 

school classrooms. Asia-Pacific Journal of Teacher Education, 30(2), 141–153.  

Cassidy, W., & Bates, A. (2005). “Drop-outs” and “push-outs”: Finding hope at a 

school that actualizes the ethic of care. American Journal of Education, 112(1), 

66–102.  

Cawelti, G. (2004). Handbook of research on improving student achievement. 

Educational Research Service.  

CDSI. (2014). Latest statistical releases. Saudi Arabia: Central Department of Statistics 

and Information. Retrieved from http://www.cdsi.gov.sa/english/. 



226 
 

Chan, K. W. (2006). In-service teachers’ motives and commitment in teaching. Hong 

Kong Teachers’ Centre Journal 5, 112-128. 

Chappuis, S., & Stiggins, R. J. (2002). Classroom assessment for learning. Educational 

Leadership, 60(1), 40–44.  

Churchill, G. A. (1979). A paradigm for developing better measures of marketing 

constructs. Journal of Marketing Research, 64–73.  

Clarke, A. (1995). Professional development in practicum settings: Reflective practice 

under scrutiny. Teaching and Teacher Education, 11(3), 243–261.  

Clift, R. T., Houston, W., & Pugach, M. C. (1990). Encouraging reflective practice in 

education: An analysis of issues and programs. New York: Teacher’s College 

Press. 

Cochran-Smith, M., & Fries, M. K. (2001). Sticks, stones, and ideology: The discourse 

of reform in teacher education. Educational Researcher, 30(8), 1–3.  

Cohen, D. B. (2011). Improvising is good teaching. Retrieved from 

http://accomplishedcaliforniateachers.wordpress.com/2011/07/18/improvising-

is-good-teaching/ 

Coladarci, T. (1992). Teachers’ sense of efficacy and commitment to teaching. The 

Journal of Experimental Education, 60(4), 323–337.  

Colker, L. (2008). Twelve characteristics of effective early childhood teachers. Young 

Children, 63(2), 68–73.  

Comadena, M. E., Hunt, S. K., & Simonds, C. J. (2007). The effects of teacher clarity, 

nonverbal immediacy, and caring on student motivation, affective and cognitive 

learning. Communication Research Reports, 24(3), 241–248.  



227 
 

Comer, J. P., Hoxby, C., & Rawlings, H. P. (1999). Creating successful urban schools. 

Brookings Papers on Education Policy, (2), 327–370.  

Connor, C. M., Crowe, E. C., & Meadows, J. G. (2009). Instruction, student 

engagement, and reading skill growth in Reading First classrooms. The 

Elementary School Journal, 109(3), 221–250.  

Cool, V. A., & Keith, T. Z. (1991). Testing a model of school learning: Direct and 

indirect effects on academic achievement. Contemporary Educational 

Psychology, 16(1), 28–44.  

Cooper, H. (1989). Homework. White plains. NY: Longman.  

Cooper, H., Jackson, K., Nye, B., & Lindsay, J. J. (2001). A model of homework’s 

influence on the performance evaluations of elementary school students. The 

Journal of Experimental Education, 69(2), 181–199.  

Cooper, H., Robinson, J. C., & Patall, E. A. (2006). Does homework improve academic 

achievement? A synthesis of research, 1987–2003. Review of Educational 

Research, 76(1), 1–62.  

Corbett, D., & Wilson, B. (2002). What urban students say about good teaching. 

Educational Leadership, 60(1), 18–23.  

Cotton, K. (2000). The schooling practices that matter most. Retrieved from  

https://eric.ed.gov/?id=ED469234.   

Coulter, F. (1985). Homework. The International Encyclopedia of Education Research 

and Studies, 2289–2294.  

Covino, E. A., & Iwanicki, E. F. (1996). Experienced teachers: Their constructs of 

effective teaching. Journal of Personnel Evaluation in Education, 10(4), 325–

363.  

https://eric.ed.gov/?id=ED469234


228 
 

Crabbe, S. (2007). Quality teaching for Australia. Retrieved from http://stephen-

crabbe.suite101.com/quality-teaching-for-australia-a18683 

Croasmun, J. T., & Ostrom, L. (2011). Using Likert-type scales in the social sciences. 

Journal of Adult Education, 40(1), 19–22.  

Cruickshank, D. R., & Haefele, D. (2001). Good teachers, plural. Educational 

Leadership, 58(5), 26–30.  

Danielson, C. (1996). A framework for teaching: Enhancing professional practice. 

Association for Supervision and Curriculum Development: Alexandria, 

VA(ED403), 245.  

Dannetta, V. (2002). What factors influence a teacher’s commitment to student 

learning? Leadership and Policy in Schools, 1(2), 144–171.  

Darling-Hammond, L. (2000). How teacher education matters. Journal of Teacher 

Education, 51(3), 166–173.  

Darling-Hammond, L. (2000). Teacher quality and student achievement. Education 

Policy Analysis Archives, 8, 1.  

Darling-Hammond, L. (2001). Research and rhetoric on teacher certification: A 

response to “teacher certification reconsidered”. National Commission on 

Teaching & America’s Future. Retrieved from 

http://www.nctaf.org/publications/ abellresponse.pdf. 

Darling-Hammond, L., & Bransford, J. (2007). Preparing teachers for a changing 

world: What teachers should learn and be able to do. New York: John Wiley & 

Sons. 



229 
 

Darling-Hammond, L., & Youngs, P. (2002). Defining “highly qualified teachers”: 

What does “scientifically-based research” actually tell us? Educational 

Researcher, 31(9), 13–25.  

Davis, G. A., & Thomas, M. A. (1989). Effective schools and effective teachers. Boston: 

Allyn & Bacon. 

de Boer, H., Bosker, R. J., & van der Werf, M. P. (2010). Sustainability of teacher 

expectation bias effects on long-term student performance. Journal of 

Educational Psychology, 102(1), 168.  

Dee, J. R., Henkin, A. B., & Singleton, C. A. (2006). Organisational commitment of 

teachers in urban schools examining the effects of team structures. Urban 

Education, 41(6), 603–627.  

Dee, T. S. (2007). Teachers and the gender gaps in student achievement. Journal of 

Human Resources, 42(3), 528–554.  

DeRobertis, E. M. (2015). Becoming enthusiastic about learning for the first time as a 

child. Journal of Humanistic Psychology, 56(4), 394-413. 

doi:0022167815574430.  

Deutsch, M. (1975). Equity, equality, and need: What determines which value will be 

used as the basis of distributive justice? Journal of Social Issues, 31(3), 137-149.  

DiStefano, C., & Hess, B. (2005). Using confirmatory factor analysis for construct 

validation: An empirical review. Journal of Psychoeducational Assessment, 

23(3), 225–241.  

Dobbins, R. (1997). The challenge of developing a ‘reflective practicum’. Asia-Pacific 

Journal of Teacher Education, 24(3), 269–280.  



230 
 

Dolezal, S. E., Welsh, L. M., Pressley, M., & Vincent, M. M. (2003). How nine third-

grade teachers motivate student academic engagement. The Elementary School 

Journal, 103(3), 239–267.  

Doyle, W. (1986). Classroom organisation and management. Handbook of Research on 

Teaching, 3, 392–431.  

Dubner, F. (1980). Thirteen ways of looking at a gifted teacher. Journal for the 

Education of the Gifted, 3(3), 143–146.  

Dunbar, C. (2004). Best practices in classroom management. Michigan State 

University. Retrieved from https://msu.edu/~dunbarc/dunbar3.pdf.   

Dunkin, M. J. (1978). Student characteristics, classroom processes, and student 

achievement. Journal of Educational Psychology, 70(6), 998.  

Dunkin, M. J., & Doenau, S. J. (1980). A replication study of unique and joint 

contributions to variance in student achievement. Journal of Educational 

Psychology, 72(3), 394.  

Dzubay, D. (2001). Understanding motivation & supporting teacher renewal. 

Northwest Regional Educational Laboratory. Washington, DC. 

Edwards, C. H., & Watts, V. J. (2010). Classroom discipline & management: An 

Australasian perspective. Milton, Qld.: Wiley. 

Elford, G. (2012). Equality of status and distributive equality. The Journal of Value 

Inquiry, 46 (3), 353–367.  

Emmer, E., Evertson, C., & Worsham, M. (2003). Classroom management for 

secondary teachers.  

https://msu.edu/~dunbarc/dunbar3.pdf


231 
 

Emmer, E. T., Evertson, C. M., & Anderson, L. M. (1980). Effective classroom 

management at the beginning of the school year. The Elementary School 

Journal, 80(5), 219–231.  

Esch, C. E., Chang-Ross, C. M., Guha, R., Humphrey, D. C., Shields, P. M., Tiffany-

Morales, J. D., . . . Woodworth, K. R. (2005). The status of the teaching 

profession, 2005. Full Report. Center for the Future of Teaching and Learning. 

Santa Cruz, CA.  

Esposito, D. (1973). Homogeneous and heterogeneous ability grouping: Principal 

findings and implications for evaluating and designing more effective 

educational environments. Review of Educational Research, 43(2), 163–179.  

Evans, E. D., & Tribble, M. (1986). Perceived teaching problems, self-efficacy, and 

commitment to teaching among preservice teachers. The Journal of Educational 

Research, 80(2), 81–85.  

Ferguson, P., & Womack, S. T. (1993). The impact of subject matter and education 

coursework on teaching performance. Journal of Teacher Education, 44(1), 55–

63.  

Ferguson, R. (2010). Student perceptions of teaching effectiveness: A discussion brief. 

National Center for Teacher Effectiveness and the Achievement Gap Initiative, 

Harvard University. Retrieved from http://www. gse. harvard. 

edu/ncte/news/Using_Student_Perceptions_Ferguson. pdf.  

Ferreira, M. M. (2000). Caring teachers: Adolescents’ perspectives. Reterived from 

https://eric.ed.gov/?id=ED441682.  

Field, A. (2009). Discovering statistics using SPSS. CA, Sage publications. 

Firestone, W. A., & Rosenblum, S. (1988). Building commitment in urban high schools. 

Educational Evaluation and Policy Analysis, 10(4), 285–299.  

https://eric.ed.gov/?id=ED441682


232 
 

Fisher, D. (2009). The use of instructional time in the typical high school classroom. 

Paper presented at the The Educational Forum. In The Educational Forum, 

73(2), 168-176. Taylor & Francis Group. 

Fisher, R. (2005). Teaching children to learn. Cheltenham: Nelson Thornes. 

Ford, D. Y., & Trotman, M. F. (2001). Teachers of gifted students: Suggested 

multicultural characteristics and competencies. Roeper Review, 23(4), 235–239.  

Forehand, M. (2010). Bloom’s taxonomy. Emerging Perspectives on Learning, 

Teaching, and Technology.41, 47. 

Frankenburg, E., Taylor, A., & Merseth, K. (2009). Walking the walk: Teacher 

candidates’ professed commitment to urban teaching and their subsequent career 

decisions. Urban Education. 45(3), 312-346.  

Freiberg, H. J., Templeton, S. M., & Helton, S. (2013). Classroom management: A 

pathway to improving school climate in two British secondary schools. 

Advances in Research on Teaching, 18, 203–225.  

Frenzel, A. C., Goetz, T., Lüdtke, O., Pekrun, R., & Sutton, R. E. (2009). Emotional 

transmission in the classroom: Exploring the relationship between teacher and 

student enjoyment. Journal of Educational Psychology, 101(3), 705.  

Fuchs, L. S., Fuchs, D., & Phillips, N. (1994). The relation between teachers’ beliefs 

about the importance of good student work habits, teacher planning, and student 

achievement. The Elementary School Journal, 94(3),331–345.  

Fullarton, S. (2002). Student engagement with school: Individual and school-level 

influences.Reterivrd from 

https://research.acer.edu.au/cgi/viewcontent.cgi?referer=http://scholar.google.co

m/&httpsredir=1&article=1030&context=lsay_research.   

https://research.acer.edu.au/cgi/viewcontent.cgi?referer=http://scholar.google.com/&httpsredir=1&article=1030&context=lsay_research
https://research.acer.edu.au/cgi/viewcontent.cgi?referer=http://scholar.google.com/&httpsredir=1&article=1030&context=lsay_research


233 
 

Furrer, C., & Skinner, E. (2003). Sense of relatedness as a factor in children's academic 

engagement and performance. Journal of Educational Psychology, 95(1), 148.  

Gamoran, A., & Nystrand, M. (1992). Taking students seriously. Student Engagement 

and Achievement in American Secondary Schools, 40–61.  

Gardener, H. (1983). Frames of mind. New York: Basic Bo ks.  

Gardner, D. P., Larsen, Y. W., & Baker, W. (1983). A nation at risk: The imperative for 

educational reform. Washington, DC: US Government Printing Office.  

Gareis, C. R., Grant, L. W., & Grant, L. (2008). Teacher-made assessments: How to 

connect curriculum, instruction, and student learning. Eye on Education.New 

York. 

Garni, A., & Abdullah, A. (2012). Attitudes of future special education teachers toward 

gifted students and their education. Reterived from 

https://eprints.qut.edu.au/61859/.  

Garza, R., Alejandro, E. A., Blythe, T., & Fite, K. (2014). Caring for students: What 

teachers have to say. ISRN Education, 2014.  

Gatbonton, E. (1999). Investigating experienced ESL teachers’ pedagogical knowledge. 

The Modern Language Journal, 83(1), 35–50.  

Gatbonton, E. (2008). Looking beyond teachers’ classroom behaviour: Novice and 

experienced ESL teachers’ pedagogical knowledge. Language Teaching 

Research, 12(2), 161–182.  

Gentry, M., Steenbergen-Hu, S., & Choi, B.-Y. (2011). Student-identified exemplary 

teachers: Insights from talented teachers. Gifted Child Quarterly. 55(2), 111-

125. doi:0016986210397830.  

https://eprints.qut.edu.au/61859/


234 
 

Gerbing, D. W., & Anderson, J. C. (1988). An updated paradigm for scale development 

incorporating unidimensionality and its assessment. Journal of Marketing 

Research, 25(2), 186–192.  

Gitomer, D. H. (2007). Teacher quality in a changing policy landscape: Improvements 

in the teacher pool. Educational Testing Service (ETS), 1–30. 

http://www.ets.org/Media/Education_Topics/pdf/TQ_full_report.pdf 

Glen, S., Clark, A., & Nicol, M. (1995). Reflecting onreflection: A personal encounter. 

Nurse Education Today, 15(1), 61–68.  

Goldhaber, D. D., & Brewer, D. J. (2000). Does teacher certification matter? High 

school teacher certification status and student achievement. Educational 

Evaluation and Policy Analysis, 22(2), 129–145. doi: 

10.3102/01623737022002129. 

Good, T. L., & Brophy, J. E. (1987). Looking into classrooms. New York: Harper and 

Row. 

Good, T. L., & Brophy, J. E. (2000). Looking in classrooms. New York: Longman. 

Goodison, I. (2013). Studying teachers’ lives. New York: Routledge. 

Gravetter, F., & Forzano, L. (2012). Research methods for the behavioral sciences 

(International Ed.). Wadsworth, Cengage Learning..  

Gregory, A., Allen, J. P., Mikami, A. Y., Hafen, C. A., & Pianta, R. C. (2014). Effects 

of a professional development program on behavioral engagement of students in 

middle and high school. Psychology in the Schools, 51(2), 143–163.  

Gregory, G. H., & Chapman, C. (2012). Differentiated instructional strategies: One size 

doesn't fit all. CA: Corwin Press. 



235 
 

Guskey, T. R. (2007). Multiple sources of evidence: An analysis of stakeholders’ 

perceptions of various indicators of student learning. Educational Measurement: 

Issues and Practice, 26(1), 19–27.  

Hailikari, T., Katajavuori, N., & Lindblom-Ylanne, S. (2008). The relevance of prior 

knowledge in learning and instructional design. American Journal of 

Pharmaceutical Education, 72(5).  

Haines, S. S., & Thomas, S. (2005). The ‘New Basics’ in a traditional High School–

Teacher experiences in aligning curriculum, pedagogy and assessment. 

Hair, J. F., Black, W. C., Babin, B. J., Anderson, R. E., & Tatham, R. L. (2006). 

Multivariate data analysis (Vol. 6). Upper Saddle River, NJ: Pearson Prentice 

Hall. 

Hall, T. (2002). Differentiated instruction. Wakefield, MA: National Center on.  

Hamre, B. K., & Pianta, R. C. (2001). Early teacher–child relationships and the 

trajectory of children's school outcomes through eighth grade. Child 

Development, 72(2), 625–638.  

Hamre, B. K., & Pianta, R. C. (2005a). Can instructional and emotional support in the 

first-grade classroom make a difference for children at risk of school failure? 

Child Development, 76(5), 949–967.  

Hamre, B. K., & Pianta, R. C. (2005b). Can instructional and emotional support in the 

first‐grade classroom make a difference for children at risk of school failure? 

Child Development, 76(5), 949–967.  

Hanushek, E. (1971). Teacher characteristics and gains in student achievement: 

Estimation using micro data. The American Economic Review, 61(2), 280–288.  



236 
 

Harris, M. J., & Rosenthal, R. (1985). Mediation of interpersonal expectancy effects: 31 

meta-analyses. Psychological Bulletin, 97(3), 363.  

Hattie, J. (1999). Influences on student learning. Inaugural lecture given on August, 2, 

1999.  

Hattie, J. (2003). Teachers make a difference: What is the research evidence? 

Wellington: New Zealand: Australian Council for Educational Research 

Camberwell. 

Hattie, J. A. (2003). Teachers make a difference: What is the research evidence? 

Background paper to invited address presented at the 2003 ACER Research 

Conference, Carlton Crest Hotel, Melbourne, Australia, October 19-21, 2003. 

Available at: 

http://www.acer.edu.au/documents/TeachersMakeaDifferenceHattie.doc.  

Hattie, J. (2013). What is the nature of evidence that makes a difference to learning? 

Form@ re-Open Journal per la formazione in rete, 13(2), 6–21.  

Hattie, J., & Anderman, E. M. (2013). International guide to student achievement. New 

York: Routledge. 

Hattie, J., & Timperley, H. (2007). The power of feedback. Review of Educational 

Research, 77(1), 81–112.  

Haughey, D. (2008). Pareto analysis step by step. Retrieved from 

http://www.projectsmart.co.uk/pareto-analysis-step-by-step.html 

Hayes, C. B., Ryan, A., & Zseller, E. B. (1994). The middle school child’s perceptions 

of caring teachers. American Journal of Education, 1–19.  

Heid, K. A., & Kelehear, Z. (2007). The challenge to care in schools: An alternative 

approach to education. Studies in Art Education, 48(4), 412.  

http://www.acer.edu.au/documents/TeachersMakeaDifferenceHattie.doc


237 
 

Helding, L. (2009). Howard Gardner’s theory of multiple intelligences. Journal of 

Singing, 66(2), 193–199.  

Hemingway, P., & Brereton, N. (2009). What is a systematic review? Retrieved from 

http://www.medicine.ox.ac.uk/bandolier/painres/download/whatis/Syst-

review.pdf 

Heron, J. (1985). The role of reflection in a co-operative inquiry’, in D. Boud, R. Keogh 

and D. Walker (eds) Reflection: Turning Experience into Learning. London: 

Kogan Page.  

Hightower, A. M., Delgado, R. C., Lloyd, S. C., Wittenstein, R., Sellers, K., & 

Swanson, C. B. (2011). Improving student learning by supporting quality 

teaching. Retrieved from 

https://www.mona.uwi.edu/cop/sites/default/files/resource/files/Improving%20st

udent%20learning.pdf.  

Hirst, P. H., & White, P. (1998). Philosophy of education. Philosophy of Education: 

Philosophy and education, 1, 400.  

Hole, S., & McEntee, G. H. (1999). Reflection is at the heart of practice. Educational 

Leadership, 56(8), 34–37.  

Hopkins, D., & Stern, D. (1996). Quality teachers, quality schools: International 

perspectives and policy implications. Teaching and Teacher Education, 12(5), 

501–517. doi: 0742-051X(95)00055-0. 

Hoyle, R. H. (1995). Structural equation modeling: Concepts, issues, and applications. 

Sage Publications, CA. 

Huling, L., & Resta, V. (2001). Teacher mentoring as professional development. 

Washington, DC: ERIC Clearinghouse on Teaching and Teacher Education.  

https://www.mona.uwi.edu/cop/sites/default/files/resource/files/Improving%20student%20learning.pdf
https://www.mona.uwi.edu/cop/sites/default/files/resource/files/Improving%20student%20learning.pdf


238 
 

Hurst, M. D. (2004). ‘Count me in, special education in an era of standards’. Education 

Week, pp. 2–153.  

Hussain, T. (2007). Student achivement in Saudi Arabia: The importance of teacher 

factors. (master Master of public Public policyPolicy)., Washington, DC: 

Georgetown University, Washington, DC.    

Huyvaert, S. H. (1998). Time is of the essence: Learning in schools. Needham Heights, 

MA: Allyn and Bacon. 

Ibrahim, A. I. (2015). In-service staff training programme for effective science teaching. 

American Journal of Educational Research, 3(2), 185–190.  

International Update (No. 2) November 2011. (2012). Article 1. International Update. 

Retrieved from http://research.acer.edu.au/intupd/vol2/iss2/1  

Jackson, A. W., & Davis, G. A. (2000). Turning points 2000: Educating adolescents in 

the 21st century. New York: Teachers College Press.  

Jamjoom, M. I. (2010). Female Islamic studies teachers in Saudi Arabia: A 

phenomenological study. Teaching and Teacher Education, 26(3), 547–558.  

Jay, J. K. (2002). Points on a Continuum: An Expert/Novice Study of Pedagogical 

Reasoning. Professional Educator, 24(2), 63–74.  

Jiffry, F. (2013, 19, July). ‘Saudi schools lack quality science and math teaching’. Arab 

News. Retrieved from http://www.arabnews.com/news/458491 

Jingbo, L., & Elicker, J. (2005). Teacher–child interaction in Chinese kindergartens: An 

observational analysis. International Journal of Early Years Education, 13(2), 

129–143.  



239 
 

Johnson, C. C., Zhang, D., & Kahle, J. B. (2012). Effective science instruction: Impact 

on high-stakes assessment performance. RMLE Online: Research in Middle 

Level Education, 35(9), n9.  

Johnson Jr, B. L. (1997). An organisational analysis of multiple perspectives of 

effective teaching: Implications for teacher evaluation. Journal of Personnel 

Evaluation in Education, 11(1), 69–87.  

Jussim, L., & Harber, K. D. (2005). Teacher expectations and self-fulfilling prophecies: 

Knowns and unknowns, resolved and unresolved controversies. Personality and 

Social Psychology Review, 9(2), 131–155.  

Kaya, O. N., Dogan, A., Gokcek, N., Kilic, Z., & Kilic, E. (2007). Comparing multiple 

intelligences approach with traditional teaching on eight grade students’ 

achievement in and attitudes toward science. Paper presented at the annual 

meeting of the American Educational Research Association, Chicago, Illinois. 

Kim, T., & Schallert, D. L. (2014). Mediating effects of teacher enthusiasm and peer 

enthusiasm on students’ interest in the college classroom. Contemporary 

Educational Psychology, 39(2), 134–144.  

Kleickmann, T., Richter, D., Kunter, M., Elsner, J., Besser, M., Krauss, S., & Baumert, 

J. (2013). Teachers’ content knowledge and pedagogical content knowledge the 

role of structural differences in teacher education. Journal of Teacher Education, 

64(1), 90–106.  

Kline, R. B. (2005). Principles and practice of structural equation modeling. New 

York, NY: Guilford.  

Knights, S. (1985). Reflection and learning: The importance of a listener. In D. Boud, 

R. Kcogh & D. Walker (Eds), Reflection: Turning experince into learning (85-

90). London: Kogan Page.  



240 
 

Koczkodaj, W. W. (2015). Pairwise Comparisons Rating Scale Paradox. arXiv preprint 

arXiv:1511.07540.  

Kohn, A. (2007). Rethinking homework. PRINCIPAL-ARLINGTON-, 86(3), 35.  

Koufteros, X. A. (1999). Testing a model of pull production: a paradigm for 

manufacturing research using structural equation modeling. Journal of 

Operations Management, 17(4), 467–488.  

Kunter, M., Tsai, Y.-M., Klusmann, U., Brunner, M., Krauss, S., & Baumert, J. (2008). 

Students’ and mathematics teachers’ perceptions of teacher enthusiasm and 

instruction. Learning and Instruction, 18(5), 468–482.  

Kwong, C., & Bai, H. (2002). A fuzzy AHP approach to the determination of 

importance weights of customer requirements in quality function deployment. 

Journal of Intelligent Manufacturing, 13(5), 367–377.  

Kyriacou, C. (1998). Essential teaching skills, 2nd edn. Cheltenham: Stanley Thornes.  

Larson, B. E., & Keiper, T. A. (2012). Instructional strategies for middle and high 

school: New York: Routledge. 

Lasley, T., & Ornstein, A. (2000). Strategies for effective teaching. New York: McGraw 

Hill. 

LaTrice-Hill, T. (2002). No child left behind policy brief: Teaching quality. Denver, 

CO: Education Commission of the States.  

Lavoie, R. D. (2004). Understanding Learning Disabilities: How Difficult Can this Be? 

PBS Video. 



241 
 

Lee, I. (2009). Ten mismatches between teachers’ beliefs and written feedback practice. 

ELT Journal, 63(1), 13–22.  

Lewis, D., & Ecob, R. (2013). Teacher expectations. Teaching and Learning in the 

Secondary School, 138.  

Lewis, R., Romi, S., Qui, X., & Katz, Y. J. (2005). Teachers’ classroom discipline and 

student misbehavior in Australia, China and Israel. Teaching and Teacher 

Education, 21(6), 729–741.  

Li, Q. (2013). A novel Likert scale based on fuzzy sets theory. Expert Systems with 

Applications, 40(5), 1609–1618.  

Lickona, T. (1996). Eleven principles of effective character education. Journal of Moral 

Education, 25(1), 93–100.  

Likert, R. (1932). A technique for the measurement of attitudes. Archives of 

Psychology, 22 140, 55. 

Linde, G. R. (2003). The meaning of a teacher education reform: National story-telling 

and global trends in Sweden. European Journal of Teacher Education, 26(1), 

109–122.  

Lingard, B., Ladwig, J., Mills, M., Bahr, M., Chant, D., Warry, M., . . . Luke, A. (2001). 

Queensland school reform longitudinal study. Brisbane, Qld: Queensland 

Government.  

Little, S. G., & Akin‐Little, A. (2008). Psychology’s contributions to classroom 

management. Psychology in the Schools, 45(3), 227–234.  

Liu, S., & Meng, L. (2009). Perceptions of teachers, students and parents of the 

characteristics of good teachers: a cross-cultural comparison of China and the 



242 
 

United States. Educational Assessment, Evaluation and Accountability, 21(4), 

313–328.  

Long, J. F., & Hoy, A. W. (2006). Interested instructors: A composite portrait of 

individual differences and effectiveness. Teaching and Teacher Education, 

22(3), 303–314.  

Lou, Y., Abrami, P. C., Spence, J. C., Poulsen, C., Chambers, B., & d’Apollonia, S. 

(1996). Within-class grouping: A meta-analysis. Review of Educational 

Research, 66(4), 423–458.  

Lovelace, M. K. (2005). Meta-analysis of experimental research based on the Dunn and 

Dunn model. The Journal of Educational Research, 98(3), 176–183.  

Lowrey, A. (2012). Big study links good teachers to lasting gain. The New York Times.  

Lu, C.-S., Lai, K.-h., & Cheng, T. E. (2007). Application of structural equation 

modeling to evaluate the intention of shippers to use Internet services in liner 

shipping. European Journal of Operational Research, 180(2), 845–867.  

Lumpkin, A. (2007). Caring teachers the key to student learning. Kappa Delta Pi 

Record, 43(4), 158–160.  

Martin, M. O., Mullis, I. V., Foy, P., & Olson, J. F. (2008). TIMSS 2007 international 

mathematics report: Findings from IEA's Trends in International Mathematics 

and Science Study at the fourth and eighth grades. Chestnut Hill, MA: TIMSS & 

PIRLS International Study Center, Boston College. 

 

Martin, M. O., Mullis, I. V. S., Foy, P., & Olson, J. F., Erberber, E., Preuschoff, C., & 

Galia, J.). (2007). TIMSS 2007 international science report: Findings from 

IEA’s trends in international mathematics and science study at the fourth and 



243 
 

eighth grades. Chestnut Hill, MA: TIMSS & PIRLS International Study Center, 

Boston College. 

Martin, N. K., Yin, Z., & Mayall, H. (2006). Classroom management training, teaching 

experience and gender: Do these variables impact teachers' attitudes and beliefs 

toward classroom management style?. Online Submission.   

Marzano, R. (2003). What works in schools: Translating research into action. 

Alexandria, VA: ASCD. 

Marzano, R. J. (2006). Classroom assessment and grading that works. Alexandria, VA: 

ASCD. 

Marzano, R. J., Frontier, T., & Livingston, D. (2011). Effective supervision: Supporting 

the art and science of teaching: Alexandria, AV: ASCD.  

Marzano, & Pickering. (2003). Classroom management that works: Research-based 

strategies for every teacher: Alexandria, AV: ASCD. 

Marzano, Pickering, D. J., & Pollock, J. E. (2001). Classroom instruction that works 

(Vol. 5): Alexandria, VA: Association for Supervision and Curriculum 

Development. 

Marzano, R. J. (2007). The art and science of teaching: A comprehensive framework for 

effective instruction: Ascd. 

Marzano, R. J., & Marzano, J. S. (2003). The key to classroom management. 

Educational Leadership, Building Classroom Relationships, 61(1), 6-13. 

Marzano, R. J., Pickering, D., & McTighe, J. (1993). Assessing student outcomes: 

performance assessment using the dimensions of learning model. Alexandria, 

VA: Association for Supervision and Curriculum Development.. 



244 
 

Matsumura, L. C., Patthey-Chavez, G. G., Valdés, R., & Garnier, H. (2002). Teacher 

feedback, writing assignment quality, and third-grade students’ revision in 

lower-and higher-achieving urban schools. The Elementary School Journal, 103 

(1),3–25.  

McBer, H. (2000). Research into teacher effectiveness: A model of teacher 

effectiveness. Retrieved from 

https://www.education.gov.uk/publications/standard/publicationDetail/Page1/R

R216 

McBer, H. (2001). Research into teacher effectiveness. Early Professional Development 

of Teachers, 68.  

Mccutcheon, G., & Milner, H. R. (2002). A contemporary study of teacher planning in a 

high school English class. Teachers and Teaching: Theory and Practice, 8(1), 

81–94.  

McGraner, K. L., Amanda, V., & Lynn, H. (2011). Preparation of effective teachers in 

mathematics. National Comprehensivee Center for Tea-ching Quality, artikel 

dalam TQ Connection Issue Paper, Special volume.  

McKinsey & Company. (2007). How the world’s best-performing school systems come 

out on top. Retrieved from https://mckinseyonsociety.com/how-the-worlds-best-

performing-schools-come-out-on-top/ 

Meek, C. (2003). Classroom crisis: It’s about time. Phi Delta Kappan, 84(8), 592–595.  

Metcalfe, A., & Game, A. (2007). Teachers who change lives. Melbourne Univ. 

Publishing. 

Meyer, M. A., & Booker, J. M. (2001). Eliciting and analyzing expert judgment: a 

practical guide (Vol. 7). Philadelphia, PA: American Statistical Association and 

the Society for Industrial and Applied Mathematics. 



245 
 

Midgley, C., Feldlaufer, H., & Eccles, J. S. (1989). Student/teacher relations and 

attitudes toward mathematics before and after the transition to junior high 

school. Child Development, 60, 375–395.  

Miller, G. A. (1956). The magical number seven, plus or minus two: Some limits on our 

capacity for processing information. Psychological Review, 63(2), 81.  

MOE. (2003). Teacher Standards. Ministry of Education in Saudi Arabia. Riyadh. 

Retrieved from 

http://www.moe.gov.sa/openshare/englishcon/AboutSaud/Education.htm_cvt.ht

ml  

Molnar, A., Smith, P., Zahorik, J., Palmer, A., Halbach, A., & Ehrle, K. (1999). 

Evaluating the SAGE program: A pilot program in targeted pupil-teacher 

reduction in Wisconsin. Educational Evaluation and Policy Analysis, 21(2), 

165–177.  

Monk, D. H. (1994). Subject area preparation of secondary mathematics and science 

teachers and student achievement. Economics of Education Review, 13(2), 125–

145.  

Monk, D. H., & King, J. A. (1994). Multilevel teacher resource effects in pupil 

performance in secondary mathematics and science. The case of teacher subject 

matter preparation. In R. Ehrenberg (Ed.), Contemporary policy issues: Choices 

and consequences in education (pp. 29–58). Ithaca, NY: ILR.  

Moreno, C. (2009). Effective teachers-Professional and personal skills. ENSAYOS, 

Revista de la Facultad de Educación de Albacete, 24.  

Morris, C. (2008). Quantitative approaches in business studies. England: Pearson 

Education. 



246 
 

Moyer, P., Patricia S, & Westenskow, A. (2012). Processes and pathways: How do 

Mathematics and Science partnerships measure and promote growth in teacher 

content knowledge? School Science and Mathematics, 112(3), 133–146.  

Mueller, C. M. (2012). The impact of teacher certification programs on teacher 

efficacy, job satisfaction, and teacher performance: A comparison of traditional 

and alternative certification. Retrieved from 

https://digitalcommons.wku.edu/diss/28/.    

Murdock, T. B., Miller, A., & Kohlhardt, J. (2004). Effects of classroom context 

variables on high school students’ judgments of the acceptability and likelihood 

of cheating. Journal of Educational Psychology, 96(4), 765.  

Murray, S., Ma, X., & Mazur, J. (2009). Effects of peer coaching on teachers’ 

collaborative interactions and students mathematics achievement. The Journal of 

Educational Research, 102(3), 203–212.  

National Board for Professional Teaching Standards (NBPTS). (1989). What teachers 

should know and be able to do: The five core propositions of the National 

Board. National Board offers National Board Certification. 

National Council of Teachers of Mathematics (NCTM). (2005). Highly qualified 

teachers. Retrieved from http://www.nctm.org/about/content.aspx?id=6364 

Nias, J. (2002). Primary teachers talking: A study of teaching as work. New York: 

Routledge. 

Noblit, G. W., Rogers, D. L., & McCadden, B. M. (1995). In the meantime: The 

possibilities of caring. Phi Delta Kappan, 76(9), 680.  

Noddings, N. (1995). Teaching themes of care. Phi Delta Kappan, 76, 675–675.  

https://digitalcommons.wku.edu/diss/28/


247 
 

Noddings, N. (2002). Educating moral people (Vol. 15). New York: Teachers College 

Press. 

Noddings, N. (2005). The challenge to care in schools: An alternative approach to 

education. New York: Teachers College Press. 

Noddings, N. (2006). Educational leaders as caring teachers. School Leadership and 

Management, 26(4), 339–345.  

Noddings, N. (2013). An ethic of caring. In R. Shafer Landau (Ed.), Ethical theory: An 

anthology (pp. 699-710). New York, NY: Wiley. 

National Science Teachers Association (NSTA). (2004). Science teacher preparation. 

Retrieved from http://www.nsta.org/about/positions/preparation.aspx 

Nye, B., Konstantopoulos, S., & Hedges, L. V. (2004). How large are teacher effects? 

Educational Evaluation and Policy Analysis, 26(3), 237–257.  

O'Connor, A., & Diggins, C. (2002). On reflection: Reflective practice for early 

childhood educators. Available at https://philpapers.org/rec/OCOORR.  

 at  From .  

Oplatka, I. (2012). The lives of teachers. Journal of Educational Administration, 50(2), 

252–254.  

Ornstein, A. C., & Lasley, T. J. (2000). Strategies for effective teaching (3rd ed.). 

Boston, MA: McGraw-Hill. 

Oyaid, A. A. (2009). Education policy in Saudi Arabia and its relation to secondary 

school teachers’ ICT use, perceptions, and views of the future of ICT in 

education. University of Exeter.  

https://philpapers.org/rec/OCOORR


248 
 

Pacode.com. (2007). Certification of professional personnel.    Retrieved 1 September, 

2011, from http://www.pacode.com/secure/data/022/chapter49/022_0049.pdf 

Pallant, J., & (2007). SPSS survival manual: A step by step guide to data analysis using 

SPSS for windows version 15. Milton Keynes, UK: Open University Press. 

Palmer, P. J. (1990). Good teaching: A matter of living the mystery. Change: The 

Magazine of Higher Learning, 22(1), 11–16.  

Patrick, B. C., Hisley, J., & Kempler, T. (2000). “What’s everybody so excited about?”: 

The effects of teacher enthusiasm on student intrinsic motivation and vitality. 

The Journal of Experimental Education, 68(3), 217–236.  

Patterson, D. P. (2010). The impact of teacher qualification standards on teacher 

quality. Capella University.  

Peart, N. A., & Campbell, F. A. (1999). At-risk students’ perceptions of teacher 

effectiveness. Journal for a Just and Caring Education, 5(3), 269–284.  

Peck, R. F., Fox, R. B., & Morston, P. T. (1977). Teacher effects on student 

achievement and self-esteem. Washington, DC: National Institute of Education. 

Pelgrum, W. J. (2001). Obstacles to the integration of ICT in education: Results from a 

worldwide educational assessment. Computers & Education, 37(2), 163–178.  

Perie, M., Baker, D. P., & Bobbitt, S. A. (1997). Time spent teaching core academic 

subjects in elementary schools: Comparisons across community, school, 

teacher, and student characteristics. Washington, DC. 

Pilling, D., & Pringle, M. K. (1978). Controversial issues in child development. 

Retrieved from https://eric.ed.gov/?id=ED160220.  

https://eric.ed.gov/?id=ED160220


249 
 

Pink, W. T. (1987). In search of exemplary junior high schools: A case study. In Noblit, 

G. & Pink, W. (Eds.), Schooling in a social context. New Jersey: Ablex.  

Famu.edu. (2001). Preparing Florida teachers to work with limited English proficient 

students. Retrieved from 

http://www.famu.edu/coeaccreditation/ncate/G%20P%20%20%20%20-

%20%20%20%20EXHIBITS%20%20-%20%20%20STAND%204-

%20%20%20%20DIVERSITY/9%20Policies,%20practices,%20andor%20proc

edures%20that%20facilitate%20candidate%20experiences%20with%20students

%20from%20diverse%20groups.pdf.  

Pressley, M., Raphael, L., Gallagher, J. D., & DiBella, J. (2004). Providence-St. Mel 

School: How a school that works for African American students works. Journal 

of Educational Psychology, 96(2), 216.  

Quillin, I. (2009). More top scores found in tracked schools. Education Week, 29(15), 4.  

Ramsey, G. A. (2000). Quality matters: Revitalising teaching: Critical times, critical 

choices: Executive summary: Report of the review of teacher education. Sydney: 

NSW Department of Education and Training. 

Randall, D. M., & Fernandes, M. F. (2013). The social desirability response bias in 

ethics research. Citation Classics from the Journal of Business Ethics (173–

190): Springer. 

Razak, N. A., Darmawan, I. G. N., & Keeves, J. P. (2010). The influence of culture on 

teacher commitment. Social Psychology of Education, 13(2), 185–205.  

Retief, L., Potgieter, M., & Lutz, M. (2013). The usefulness of the rasch model for the 

refinement of likert scale questionnaires. African Journal of Research in 

Mathematics, Science and Technology Education, 17(1–2), 126–138.  

http://www.famu.edu/coeaccreditation/ncate/G%20P%20%20%20%20-%20%20%20%20EXHIBITS%20%20-%20%20%20STAND%204-%20%20%20%20DIVERSITY/9%20Policies,%20practices,%20andor%20procedures%20that%20facilitate%20candidate%20experiences%20with%20students%20from%20diverse%20groups.pdf
http://www.famu.edu/coeaccreditation/ncate/G%20P%20%20%20%20-%20%20%20%20EXHIBITS%20%20-%20%20%20STAND%204-%20%20%20%20DIVERSITY/9%20Policies,%20practices,%20andor%20procedures%20that%20facilitate%20candidate%20experiences%20with%20students%20from%20diverse%20groups.pdf
http://www.famu.edu/coeaccreditation/ncate/G%20P%20%20%20%20-%20%20%20%20EXHIBITS%20%20-%20%20%20STAND%204-%20%20%20%20DIVERSITY/9%20Policies,%20practices,%20andor%20procedures%20that%20facilitate%20candidate%20experiences%20with%20students%20from%20diverse%20groups.pdf
http://www.famu.edu/coeaccreditation/ncate/G%20P%20%20%20%20-%20%20%20%20EXHIBITS%20%20-%20%20%20STAND%204-%20%20%20%20DIVERSITY/9%20Policies,%20practices,%20andor%20procedures%20that%20facilitate%20candidate%20experiences%20with%20students%20from%20diverse%20groups.pdf
http://www.famu.edu/coeaccreditation/ncate/G%20P%20%20%20%20-%20%20%20%20EXHIBITS%20%20-%20%20%20STAND%204-%20%20%20%20DIVERSITY/9%20Policies,%20practices,%20andor%20procedures%20that%20facilitate%20candidate%20experiences%20with%20students%20from%20diverse%20groups.pdf


250 
 

Revilla, M. A., Saris, W. E., & Krosnick, J. A. (2013). Choosing the number of 

categories in agree–disagree scales. Sociological Methods & Research, 43(1), 

73-97. doi:0049124113509605.  

Rice, J. K. (2003). Teacher quality: Understanding the effectiveness of teacher 

attributes. Washington, DC: Economic Policy Institute. 

Richards, J., Li, B., & Tang, A. (1998). Exploring pedagogical reasoning skills. Beyond 

training, 1, 86–102.  

Richardson, J. T. (2005). Instruments for obtaining student feedback: A review of the 

literature. Assessment & Evaluation in Higher Education, 30(4), 387–415.  

Rivkin, S. G., Hanushek, E. A., & Kain, J. F. (2005). Teachers, schools, and academic 

achievement. Econometrica, 73(2), 417–458.  

Rodabaugh, R. C. (1996). Institutional commitment to fairness in college teaching. New 

Directions for Teaching and Learning, 1996(66), 37–45.  

Rodriguez, A. G., & McKay, S. (2010). Professional development for experienced 

teachers working with adult English language learners. CAELA Network Brief. 

Center for Adult English Language Acquisition.  

Rosenthal, R., & Jacobson, L. (1968). Pygmalion in the classroom: Teacher expectation 

and pupils' intellectual development. New York: Holt, Rinehart & Winston. 

Ross, J., & Bruce, C. (2007). Professional development effects on teacher efficacy: 

Results of randomized field trial. The Journal of Educational Research, 101(1), 

50–60.  

Rowan, B., Chiang, F.-S., & Miller, R. J. (1997). Using research on employees’ 

performance to study the effects of teachers on students' achievement. Sociology 

of Education, 70, 256–284.  



251 
 

Rubie-Davies, C., Hattie, J., & Hamilton, R. (2006). Expecting the best for students: 

Teacher expectations and academic outcomes. British Journal of Educational 

Psychology, 76(3), 429–444.  

Rubie‐Davies, C. M. (2007). Classroom interactions: Exploring the practices of high‐

and low‐expectation teachers. British Journal of Educational Psychology, 77(2), 

289–306.  

Ryan, K., & Cooper, J. M., & Bolick,C. M. (2015). Those who can, teach. Belmont, 

CA: Cengage Learning.  

Saaty, T. L. (1980). The analytic hierarchy process: Planning, priority setting, 

resources allocation. New York: McGraw.  

Saaty, T. L. (1991). Some mathematical concepts of the analytic hierarchy process. 

Behaviormetrika, 18(29), 1–9.  

Saaty, T. L. (2005). The analytic hierarchy and analytic network processes for the 

measurement of intangible criteria and for decision-making. Multiple criteria 

decision analysis: State of the art surveys (345–405): Springer. 

Saleh, M., Lazonder, A. W., & De Jong, T. (2005). Effects of within-class ability 

grouping on social interaction, achievement, and motivation. Instructional 

Science, 33(2), 105–119.  

Santiago, P. (2005). Teachers matter: Attracting, developing and retaining effective 

teachers. 1-23. 

http://www.uhr.no/documents/OECD_TeachersMatter_PauloSantiago.pdf 

Sass, T. R. (2011). Certification requirements and teacher quality: A comparison of 

alternative routes to teaching. Washington, D.C.: National Center for Analysis 

of Longitudinal Data in Education Research.  



252 
 

Savage, T. V. (1999). Teaching self-control through management and discipline. 

Boston: Allyn and Bacon. 

Schacter, J. (2001). Teacher performance-based accountability: Why, what and how. 

Available at 

https://pdfs.semanticscholar.org/37ba/a325d25ee53f171515289b38ca3da6aedab

c.pdf.   

Schaps, E., Battistich, V., & Solomon, D. (2004). Community in school as key to 

student growth: Findings from the Child Development Project. Building 

academic success on social and emotional learning: What does the research 

say. 189–205. New York: Teachers College Press.  

Scherer, M. (2001). Improving the quality of the teaching force: A conversation with 

David C. Berliner. Educational Leadership, 58(8), 6–10.  

Schroeder, C. M., Scott, T. P., Tolson, H., Huang, T. Y., & Lee, Y. H. (2007). A meta‐

analysis of national research: Effects of teaching strategies on student 

achievement in science in the United States. Journal of Research in Science 

Teaching, 44(10), 1436–1460.  

Schulte, D. P., Slate, J. R., & Onwuegbuzie, A. J. (2008). Effective high school 

teachers: A mixed investigation. International Journal of Educational Research, 

47(6), 351–361.  

Scott, C. (2010). The enduring appeal of ‘learning styles’. Australian Journal of 

Education, 54(1), 5–17.  

Selvanathan, S. (2005). Sampling methods and survey & questionnaire design. Griffith 

University, Gold Coast, Australia: RHD statistics and research design support 

(STARDS) unit, Griffith University, Gold Coast, Australia. 

https://pdfs.semanticscholar.org/37ba/a325d25ee53f171515289b38ca3da6aedabc.pdf
https://pdfs.semanticscholar.org/37ba/a325d25ee53f171515289b38ca3da6aedabc.pdf


253 
 

Senge, P. M., Cambron-McCabe, N., Lucas, T., Smith, B., & Dutton, J. (2012). Schools 

that learn (updated and revised): A fifth discipline fieldbook for educators, 

parents, and everyone who cares about education. New York: Random House 

Digital, Inc. 

Shah, R., & Goldstein, S. M. (2006). Use of structural equation modeling in operations 

management research: Looking back and forward. Journal of Operations 

Management, 24(2), 148–169.  

Shulman, L. S. (1999). Knowledge and teaching: Foundations of the new reform. 

Learners and Pedagogy, 61–77.  

Silver, R. B., Measelle, J. R., Armstrong, J. M., & Essex, M. J. (2005). Trajectories of 

classroom externalizing behavior: Contributions of child characteristics, family 

characteristics, and the teacher–child relationship during the school transition. 

Journal of School Psychology, 43(1), 39–60.  

Sizer, T. R. (1999). No two are quite alike. Educational Leadership, 57 (1), 6-11. 

Skibniewski, M. J., & Chao, L.-C. (1992). Evaluation of advanced construction 

technology with AHP method. Journal of Construction Engineering and 

Management, 118(3), 577–593.  

Sociology.com. (2013). Ability Ggrouping in the Cclassroom: Help or Hhindrance? .   

Retrieved 23 September 2013, from http://www.sociology.com/2013/06/ability-

grouping-classroom-hindrance/ 

Sonbol, A. (2012). Gulf women (1 ed.). USA: Bloomsbury Academic. 

Spilt, J. L., Koomen, H. M., & Thijs, J. T. (2011). Teacher wellbeing: The importance 

of teacher–student relationships. Educational Psychology Review, 23(4), 457–

477.  



254 
 

Steiner, D. (2003). Preparing teachers: Are american schools of education up to th e 

task? Consumers Perspective, 3(11), 1–2.  

Steven, G., Rivkin, S. G., Hanushek, E. A., & Kain, J. F. (2005). Teachers, schools, and 

academic achievement. Econometrica, 73(2), 417–458.  

Stiggins, R., & Chappuis, J. (2008). Enhancing student learning. District 

Administration, 44(1), 42–44.  

Stronge, J. (2013). Effective teachers= student achievement: What the research says. 

New York: Routledge. 

Stronge, J. H. (2007). Qualities of effective teachers. Alexandria, Virginia USA: ASCD. 

Stronge, J. H., Tucker, P. D., & Hindman, J. L. (2004). Handbook for qualities of 

effective teachers. Alexandria, VA: ASCD. 

Stronge, J. H., Ward, T. J., & Grant, L. W. (2011). What makes good teachers good? A 

cross-case analysis of the connection between teacher effectiveness and student 

achievement. Journal of Teacher Education, 62(4), 339–355.  

Stronge, J. H., Ward, T. J., Tucker, P. D., & Hindman, J. L. (2007). What is the 

relationship between teacher quality and student achievement? An exploratory 

study. Journal of Personnel Evaluation in Education, 20(3–4), 165–184.  

Suldo, S. M., Friedrich, A. A., White, T., Farmer, J., Minch, D., & Michalowski, J. 

(2009). Teacher support and adolescents’ subjective well-being: A mixed-

methods investigation. School Psychology Review, 38(1), 67–85.  

Sun, R. C. (2015). Teachers’ experiences of effective strategies for managing classroom 

misbehavior in Hong Kong. Teaching and Teacher Education, 46, 94–103.  



255 
 

Tabachnick, B., & Fidell, B. (2007). Using multivariate statistics (5th ed.). Boston, MA, 

: Allyn & Bacon/Pearson Education. 

Tatweer. (2007). King Abdullah bin Abdulaziz Public Educational Development Project 

(Tatweer). Retrieved from http://www.tatweer.edu.sa/ 

Taylor, B. M., Pearson, P. D., Clark, K., & Walpole, S. (2000). Effective schools and 

accomplished teachers: Lessons about primary-grade reading instruction in low-

income schools. The Elementary School Journal, 101(2), 121–165.  

Taylor, B. M., Pearson, P. D., Clark, K. F., & Walpole, S. (1999). Center for the 

improvement of early reading achievement: Effective schools/accomplished 

teachers. The Reading Teacher, 53(2), 156–159.  

Teklu, F., & Kumar, R. S. (2013). Teachers’ expectations on academic achievement and 

social skills and behaviour of students with emotional and behavioural disorders. 

Eastern Africa Social Science Research Review, 29(2), 79–95.  

Teven, J. J. (2007). Teacher caring and classroom behavior: Relationships with student 

affect and perceptions of teacher competence and trustworthiness. 

Communication Quarterly, 55(4), 433–450.  

Teven, J. J., & Hanson, T. L. (2004). The impact of teacher immediacy and perceived 

caring on teacher competence and trustworthiness. Communication Quarterly, 

52(1), 39–53.  

The Royal Embassy of Saudi Arabia.  (2014). About Saudi Arabia: Development 

Pplans.  Washington, DC: the Royal Embassy of Saudi Arabia.  Retrieved from 

https://www.saudiembassy.net/about/country-

information/economy_global_trade/development_plans.aspx.  

Thompson, J. G. (2002). First-year teacher's survival kit. San Francisco,CA: Jossey-

Bass. 

https://www.saudiembassy.net/about/country-information/economy_global_trade/development_plans.aspx
https://www.saudiembassy.net/about/country-information/economy_global_trade/development_plans.aspx


256 
 

Timperley, H., Wilson, A., Barrar, H., & Fung, I. (2008). Teacher professional learning 

and development.  Available at 

http://www.oecd.org/education/school/48727127.pdf.  

Tomlinson, C. A. (2000). Reconcilable differences: Standards-based teaching and 

differentiation. Educational Leadership, 58(1), 6–13.  

Tomlinson, C. A. (2010). Learning to love assessment. Educational Foundations: An 

Anthology of Critical Readings, 187.  

Topping, K., & Ferguson, N. (2005). Effective literacy teaching behaviours. Journal of 

Research in Reading, 28(2), 125–143.  

Tournaki, N., Lyublinskaya, I., & Carolan, B. V. (2009). Pathways to teacher 

certification: Does it really matter when it comes to efficacy and effectiveness? 

Action in Teacher Education, 30(4), 96–109.  

Trautwein, U., & Lüdtke, O. (2007). Students’ self-reported effort and time on 

homework in six school subjects: Between-students differences and within-

student variation. Journal of Educational Psychology, 99(2), 432.  

Tsui, A. (2003). Understanding expertise in teaching: Case studies of second language 

teachers. Ernst Klett Sprachen. 

Tsui, A. (2005). Expertise in teaching: Perspectives and issues. Expertise in second 

language learning and teaching. Palgrave Macmillan, London, 167–189.  

Tsui, K. T., & Cheng, Y. C. (1999). School organisational health and teacher 

commitment: A contingency study with multi-level analysis. Educational 

Research and Evaluation, 5(3), 249–268.  

Tubin, D., & Edri, S. (2004). Teachers planning and implementing ICT-based practices. 

Planning and Changing, 35, 181–191.  

http://www.oecd.org/education/school/48727127.pdf


257 
 

Tucker, M. (2012). Teacher quality: What’s wrong with US strategy? Educational 

Leadership, 69(4), 42–46.  

Ullah, S., Ullah, H., Zaman, A., & Ullah, H. I. (2014). Establishing rules and procedures 

in the classroom. World Applied Sciences Journal, 32(4), 699–703.  

Unesco.org. (2010/11). World data on education. Retrieved from 

http://unesdoc.unesco.org/images/0021/002116/211628e.pdf.  

Vatterott, C. (2009). Rethinking homework: Best practices that support diverse needs. 

Alexandria, VA: ASCD. 

Walberg, H. J. (1984). Improving the productivity of America’s schools. Educational 

Leadership, 41(8), 19–27.  

Walker, E. D. R. J. (2008). 12 characteristics of an effective teacher. Educational 

Horizon 87(1), 61-68. 

Walls, R. T., Nardi, A. H., von Minden, A. M., & Hoffman, N. (2002). The 

characteristics of effective and ineffective teachers. Teacher education 

quarterly, 29(1), 39–48.  

Walsh, J. A., & Sattes, B. D. (2005). Quality questioning: Research-based practice to 

engage every learner. Thousand Oaks, CA: Corwin. 

Walsh, K. (2001). Teacher certification reconsidered: Stumbling for quality. Baltimore, 

MD: Abell Foundation. 

Walsh, K., & Podgursky, M. (2001). Teacher certification reconsidered: Stumbling for 

quality. Baltimore, MD: Abell Foundation.  

http://unesdoc.unesco.org/images/0021/002116/211628e.pdf


258 
 

Walsh, K., & Tracy, C. O. (2004). Increasing the odds: How good policies can yield 

better teachers. National Council on Teacher Quality, 1-16.  

Wang, M. C., Haertel, G. D., & Walberg, H. J. (1993). Toward a knowledge base for 

school learning. Review of Educational Research, 63(3), 249–294.  

Warren, S. S. (2002). Stories from the classrooms: How expectations and efficacy of 

diverse teachers affect the academic performance of children in poor urban 

schools. educational HORIZONS, 80(3), 109–116.  

Watson, L. (2005). Quality teaching and school leadership. A Scan of Research 

Findings. Canberra: Teaching Australia. 

Teaching Australia Watson, L. (2005). Quality teaching and school leadership: A scan 

of research findings. Teaching Australia, Australian Institute for Teaching and 

School Leadership. 

Wayne, A. J., & Young, P. (2003). Teacher characteristics and student achievement 

gains: A review. Review of Educational Research, 73(1), 89–122. doi: 

10.3102/00346543073001089. 

Welch, A. B. (2000). Responding to student concerns about fairness. Teaching 

Exceptional Children, 33(2), 36–40.  

Wenglinsky, H. (2000). How teaching matters: Bringing the classroom back into 

discussions of teacher quality. Available at 

https://files.eric.ed.gov/fulltext/ED447128.pdf.  

Udel.edu. (2002). What is a quality teacher? Retrieved from 

http://www.udel.edu/educ/whitson/897s05/files/whatisqualityteacher.pdf 

Whitley, B., Perkins, D. V., Balogh, D. W., Keith-Speigel, P., & Wittig, A. F. (2000). 

Fairness in the classroom. APS Observer, 13(6), 24–27.  

https://files.eric.ed.gov/fulltext/ED447128.pdf


259 
 

Wiggins, G. P., & McTighe, J. A. (2005). Understanding by design. Alexandria, AV: 

ASCD. 

Wilder, M. (1999). Culture, race, and schooling: Toward a non-color-blind ethic of 

care. Proceedings from The Educational Forum: 63(4), 356-362. 

Williams, R. E. (2010a). Administrator and teacher perceptions of the qualities of 

effective teachers. The College of William and Mary. 

Williams, R. E. (2010b). Administrator and teacher perceptions of the qualities of 

effective teachers (Doctoral dissertation). Retrieved from University Microfilms 

International Virginia. (3438556) 

Wiseman, A. W., & Al-Bakr, F. (2013). The elusiveness of teacher quality: A 

comparative analysis of teacher certification and student achievement in Gulf 

Cooperation Council (GCC) countries. Prospects, 43(3), 289-309. 

Wolfgramm, H. F. (1995). Needed: An ethic of caring in our schools. Education, 

115(4), 516.  

Wolk, S. (2002). Being good: Rethinking classroom management and student 

discipline. Portsmouth, NH: Heinemann. 

Wolk, S., & Reading, P.-R. D. (2003). Hearts and minds. Educational Leadership, 

61(1), 14–18.  

Wong, H. K., & Wong, R. T. (1991). The first days of school. Sunnyvale, CA:.Harry K. 

Wong Publications.  

Wright, S., Horn, S., & Sanders, W. (1997). Teacher and classroom context effects on 

student achievement: Implications for teacher evaluation. Journal of Personnel 

Evaluation in Education, 11(1), 57–67. Retrieved from 

http://www.sas.com/govedu/edu/teacher_eval.pdf.   

http://www.sas.com/govedu/edu/teacher_eval.pdf


260 
 

Wubbels, T. (1997). Paying attention to relationships. Educational Leadership, 54(7), 

82–86.  

Yinger, R. (1979). Routines in teacher planning. Theory into Practice, 18(3), 163–169.  

Zacharias, N. T. (2007). Teacher and student attitudes toward teacher feedback. RELC 

journal, 38(1), 38–52.  

Zahorik, J., Halbach, A., Ehrle, K., & Molnar, A. (2003). Teaching practices for smaller 

classes. Educational Leadership, 61(1), 75–77.  

Zammit, K., Sinclair, C., Cole, B., Singh, M., Costley, D., Brown, L., & Rushton, K. 

(2007). Teaching and leading for quality Australian schools. Australian Institute 

for Teaching and School Leadership, University of Western Sydney.  

 



261 
 

APPENDICES 



262 
 

Appendix A 

General Teachers Questionnaire (English Version) 

 

 

School of Education and Professional Studies 

 

Norah Mohammed Alqahtani 

Griffith School of Education and Professional Studies, Gold Coast campus, Griffith University, Australia. 

Contact phone: (+966) 565555884 or (+61) 401457273 

Contact email: norah.alqahtani2@griffithuni.edu.au  or norah.m.q@hotmail.com 

 

Dear Prospective Participant, 

I am Norah Alqahtani, a PhD Candidate at Griffith School of Education and Professional Studies, Griffith 

University – Australia, working toward a PhD degree in Education. You are being invited to take part in an 

exciting research study focused on Teacher Qualities that Enhance Female Teachers Effectiveness in Girls 

Secondary School in Saudi Arabia. 

In the past few years much has been written about quality teachers, but since quality is difficult to measure there 

has not been a clear set of criteria to measure quality. Quality education is not determined by just one single 

factor, but rather, a confluence of many factors affect and influence issues of quality. In fact, teachers affect 

student live in an amazing and lasting impact. 

 

In Saudi Arabia, teachers effectiveness need to enhance by design qualities which are assist teachers to be 

effective in their class. When teachers have raised their effectiveness, as consequence their student will be 

increased in their achievement. Decision Makers need to recognize what is assisting teachers in their classroom 

to be effective. This study will rank and focus on qualities that bring teachers to effectiveness in their classroom. 

As you an expert teachers in your classroom, please read the following to participate in our survey: 

TITLE: Ranking Teacher Qualities that Enhance Female Teachers’ Effectiveness in Girls’ Secondary Schools 

in Saudi Arabia. 

PURPOSE: Identify Qualities that affecting female teacher’ effectiveness in Girls’ Secondary School in Saudi 

Arabia. 

POTENTIAL BENEFITS: your participation will help to: 

 Identifying qualities where teachers’ efforts should be directed, therefore, teacher effectiveness will 

be enhance and student achievement will be increase in classroom. 

 Providing a good understanding for the importance of teacher effectiveness qualities. 

 

CONFIDENTIALITY: confidentiality of the information you provide is assured. The questionnaire forms do 

not require you to identify yourself, and only grouped data will be used in the research. The information 

collected will be only used for the purpose of this study. 

RIGHT TO REFUSE TO PARTICIPATE: your participation is completely voluntary. 

MECHANISM FOR QUESTIONNAIRE RETURN: The candidate will contact you directly to collect the 

completed questionnaire. 

CONSENT OF RESEARCH PARTICIPANT: your consent to participate in this research will be indicated by 

completing and returning the questionnaire. Please detach this sheet/cover letter and retain it for your later 

reference. 

Your cooperation in participating in this research is deeply appreciated. 

 

 

Yours sincerely 

Norah Alqahtani 

mailto:norah.alqahtani2@griffithuni.edu.au
mailto:norah.m.q@hotmail.com
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Description for Indicators: 

Verbal Ability: Verbal ability refers to a person's facility at putting ideas into words, both oral and 

written. 

Educational Coursework: Preparing teachers by series of courses which are focusing on child 

development, instructional and assessment techniques, and method and materials related to specific content area.  

Certification Status: Licensure and certification to educational preparation.   

Content Knowledge: displays facts, theories, concepts, and principles which are taught and learned. 

Teaching Experience: Teacher has attained expertise through real-life experience, classroom practice, 

and time.  

Caring: Demonstrate concern for the physical and emotional well-being of students. 

Fairness and Respect: Treat all students with fairness and respect 

Interaction with Student: Interacts and fosters positive relationships with students.  

Enthusiasm and Motivation: Displays an excitement for teaching, learning, and subject area content.  

Dedication to Teaching: Demonstrates an on-going commitment to the profession.   

Reflective Practice: Uses reflection to improve his or her own teaching practice.  

Classroom Management: Maintains order, routines, physical, and emotional safe environment for 

student.  

Classroom Organization: Prepares materials ahead of time and has them ready to use.    

Student Discipline: Reinforces positive expectations for student behaviours and responds to 

misbehaviours promptly.  

Time Allocation: Limits interruptions and focuses classroom time on teaching and learning.  

Teachers Expectation of Students: Establishes and communicates high expectations for student 

achievement.   

Planning for Instructional: Links instruction to objectives and students real-life situation and 

considers student learning styles and plans instruction accordingly.  

Instructional Strategies: Employs a variety of techniques and instructional strategies to accomplish 

learning goals.  

Grouping: Uses effective grouping strategies in the classroom.  

Communicating High Expectations to Students: Provides clear examples and offers guided practice    

Complexity: Focuses instruction on higher-order skills rather than memorization of information.  

Questioning: Uses a variety of questioning techniques.  

Student Engagement: Designs lessons to actively engage students in the learning process.  

Homework: Uses homework to augment student learning.  

Feedback: Gives clear, specific, and timely feedback.  

Assessment: Selects an appropriate assessment tools and strategies to evaluate student progress. 



264 
 

Figure 1: Hierarchical Model for teacher qualities that enhance female teachers’ effectiveness in girls’ Secondary school in Saudi Arabia 
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RESEARCH QUESTIONNAIRE 

 

Section 1: Background Information 

 

1. Name of my School (optional) __________________________ 

2. Schools’ Locations  is        Center of Riyadh      East of Riyadh        North of Riyadh 

                                                 South of Riyadh       West of Riyadh 

3. Teachers Ages is                  21-30 old    31-40 old        41-50 old   51-60 old 

4. Teaching experience is       5-10 years    11-15 years     16-20     21- 25 years 

                                    Over 26 years 

5. My subject title is               Mathematics                   Science     

                                    English Language           History and Social Studies                                                                                                                                   

                                    Information and Technology  

6. Education qualification is   Bachelor’s degree from Educational College  

                                     Bachelor’s degree from University          

                                     Master’s degree    
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Section 2: Importance Scale 

Part (A) 

Dear Participants 

Below are numbers of sub qualities. Please, based on your knowledge and experience indicate 

the importance degree of which you feel about the following sub qualities with respect to the main 

qualities. 

On a scale of 1 to 5 (1 = Not important; 2 = of little important; 3 = moderately important; 4 = 

Important; 5 = Very Important) 
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Prerequisites 

for Effective 

Teaching 

Verbal ability O O O O O 

Educational Coursework O O O O O 

Certification Status O O O O O 

Content Knowledge O O O O O 

Teaching Experience O O O O O 

Teacher as a 

Person 

Caring O O O O O 

Fairness and Respect O O O O O 

Interaction with Student O O O O O 

Enthusiasm and Motivation O O O O O 

Dedication to Teaching O O O O O 

Reflective Practice O O O O O 

Classroom 

Environment 

Classroom Management O O O O O 

Classroom Organization O O O O O 

Student Discipline O O O O O 

Planning for 

Instruction 

Time Allocation O O O O O 

Teacher Expectations of Students  O O O O O 

Planning for Instructional O O O O O 

Implementing 

Instruction 

Instructional Strategies O O O O O 

Grouping O O O O O 

Communication High Expectations to Students O O O O O 

Complexity O O O O O 

Questioning O O O O O 

Student Engagement O O O O O 

Monitoring 

Student 

Achievement  

Homework O O O O O 

Feedback  O O O O O 

Assessment  O O O O O 
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Part (B) 

Dear Participants 

After you completed part (A), below are numbers of qualities with respect to teacher effective 

qualities. Please, based on your knowledge and experience indicate the importance degree of which you 

feel about the following qualities with respect to teacher effective qualities. 

On a scale of 1 to 5 (1 = Not important; 2 = of little important; 3 = moderately important; 4 = 

Important; 5 = Very Important) 
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Prerequisites for Effective Teaching O O O O O 

Teacher as a Person O O O O O 

Classroom Environment O O O O O 

Planning for Instruction O O O O O 

Implementing Instruction O O O O O 

Monitoring Student Achievement O O O O O 

_____________________________________________________________________________ 

What is the quality factor that was not included in this questionnaire and you think it will 

enhance teacher effectiveness among Saudi female teachers in girls’ secondary schools in 

KSA?? 

_____________________________________________________________________________

_____________________________________________________________________________

_____________________________________________________________________________

_____________________________________________________________________________ 

 

 END OF QUESTIONNAIRE  

Thank you very much for your time and effort 

If you have any comments on this survey, please feel free to write them below 

COMMENTS 

_____________________________________________________________________________________

_____________________________________________________________________________________

_____________________________________________________________________________________ 

Questionnaire Survey: Ranking teacher qualities that enhance female teachers’ effectiveness in girls’ 

Secondary schools in Saudi Arabia. 

Author:      Norah M Alqahtani 

Address:    Griffith School of Education and Professional Studies, Gold Coast campus, Griffith 

University, Gold Coast Campus, QLD 4222 

 Tel:      (+966) 565555884 or (+61) 401457273 

 Email: norah.alqahtani2@griffithuni.edu.au  or norah.m.q@hotmail.com 

mailto:norah.alqahtani2@griffithuni.edu.au
mailto:norah.m.q@hotmail.com
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General Teachers Questionnaire (Arabic Version) 

 

 

 

 كلية التربية والتعليم والدراسات المتقدمة بجامعة قريفيث استراليا

محمد بن هادي القحطانينورة بنت   

 كلية التربية والتعليم والدراسات المتقدمة , القولد كوست, جامعة قريفيث, استراليا

401457273 (61+)  او  565555884 (966+) تليفون:    

   norah.m.q@hotmail.comاو   norah.alqahtani2@griffithuni.edu.au  ايميل: 

 عزيزتي المشاركة

استراليا. للحصول -انا المرشحة للدكتوراة / نورة محمد القحطاني من كلية التربية والتعليم والدراسات المتقدمة, جامعة جريفيث

لمشاركة في دراسة بحثية ذو أهمية عالية جدا وتركز على صفات المعلمة التى على شهادة الدكتواره في التربية والتعليم. انتم مدعون ل

 تعزز فعالية المعلمات في المدارس الثانوية في المملكة العربية السعودية.

في السنوات القليلة الماضية كتب الكثير حول جودة المعلمين, ولكن من الصعب قياسها بسبب عدم وجود مجموعة واضحه من 

لقياس الجودة فجودة التعليم ال تقاس من خالل عامل واحد فقط  بل البد من تضافر عدة عوامل تؤثر على الجودة وبالطبع المعلم  المعايير

 يؤثر تأثير قوي  و طويل المدى على حياة الطالب.

ي تساعدهم على رفع في المملكة العربية السعودية, فعالية المعلمات تحتاج الى تعزيز من خالل ترتيب وتحديد  الصفات الت

ى ادائهم في فصولهم. لذالك عند رفع فعالية المعلمات فان اداء طالبهم سوف يرتفع تبعا لذالك. وبناء على ذالك فان صناع القرار يسعون ال

ودة اداء معرفة وتحديد مالذي يساعد في تعزز فعالية المعلمات في فصولهم. هذه الدراسة البحثية  تركز على الصفات التي ترفع من ج

 المعلمات في فصولهم.

 بما انكم معلمات لديكم الخبره الكافية, يرجاء منكم قراءة ما يلي للمشاركة في االستبان التالي:

الصفات التي تعزز فعالية المعلمات في مدارس المرحلة الثانوية في المملكة العربية السعودية.العنوان:   

فعالية المعلمات للمرحلة الثانوية في المملكة العربية السعودية.:  تحديد الصفات التي تؤثر على الهدف  

: مشاركتكم تساعد على:الفوائد العائدة  

  تحديد الصفات التي ينبغي ان توجه جهود المعلمات تجاهها, والتي تعزز و تزيد من التحصيل العلمي للطالبات في

 فصولهم الدراسية.

 .الفهم الجيد الهمية صفات المعلم الفعال 

هذا االستيبان هو سري للغاية بحيث ال يتطلب باي شكل من االشكال التعريف بنفسك والبيانات والمعلومات التي سوف يتم جمعها  السرية:

 سوف تستخدم في أغراض البحث واالستنتاج. 

 مشاركتكم في هذا االستيبان هي تطوعية تماما. الحق في رفض المشاكة:

 لتعاونكم والمشاركة في هذا البحث.لكم بالغ الشكر التقدير 

 

 تقبلو فائق التقدير واالحترام

 نورة محمد القحطاني 

 طالبة دكتوراه في جودة المعلمين

  

mailto:norah.alqahtani2@griffithuni.edu.au
mailto:norah.m.q@hotmail.com
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 وصف للمؤشرات: االستبيان

 القدرة الكالمية تعود الى قدرة الشخض في وضع االفكار في كلمات سوتء كانت شفوية او كتابيةالقدرة الكالمية: 

اعداد المعلمين من خالل سلسة من المناهج التي تركز على تقنية تنمية الطالب, التعليم وطرقة و التقييم المتعلقة وي للمعلم: االعداد الترب

 بمحتوى معين.

 حصول المعلم على شهادة مرخصة للتعليم واالعداد التربوي.شهادة المدرس: 

 المعرفة بمحتوى واهداف المجال المتخصص به.معرفة المضمون: 

 سنوات الخبرة التي يحقق من خاللها المعلم خبراته من خالل التجربة والممارسة الحقيقية.خبرة التعليم: 

 اظهار الحرص واالهتمام بـ السالمة البدنية والعاطفية للطالب.العناية : 

 التعامل مع الطالب باحترام وانصافهم.االنصاف واالحترام: 

 اليجابية مع الطالب.تعزيز العالقات ا التفاعل مع الطالب:

 تحفيز و اثارة الطالب للتعليم والتعلم. التحفيز والتحميس: 

 تكريس المعلم الوقت الكافي في اعداد وتطبيق التعليم وتقييم الطالب.التفاني في التعليم: 

 ,ذهنيا يستعرض بحيث ,مهام من به يقوم فيما إعادة النظر الذاتي و الوعي لتوليد المعلم بها يقوم التي العمليات هيالممارسة التأملية: 

 المهنية الممارسه على والتطوير إجراءت التعديل لديه تعزز جديدة وخبرات معرفة العبر ويشكل ليستخلص ويراجع ,ويحلل

 الحفاظ على النظام والروتين في الصف.ادارة الصف: 

 للتعلم. اعداد المواد الالزمة للتعليم في وقت سابق لتكون جاهزهتنظيم الصف: 

 التوقعات المسبقة لسلوك الطالب و االسنجابة لسوء السلوك فور.ادارة سلوك الطالب والتجاوب معه: 

 االهتمام بالوقت المخصص للتعليم وتقسيمه وتنسيقة.تخصيص الوقت: 

 .توقع المعلم للطالب بمدى ادائهم الدراسيتوقع المعلم مدى انجاز الطالب: 

 اهداف التعليم بالمحتوى والوضع الحالي للطالب مع االخذ باالعتبار اساليب تعلم الطالب. ربطتخطيط واعداد التعليم: 

 توظيف مجموعة متنوعة من التقنيات واالسترتيجيات التعليمية لتحقيق اهداف التعليم.استخدام استراتيجيات التعليم:  

 وضع الطالب في مجموعات فعالة في فصولهم الدراسية.تجميع الطالب: 

 تزويد الطالب بأمثلة واضحة واعطاء توجيهات عالية في الفصول. ل التوقعات العالية الى الطالب:نق

 .يركز على تعلم المهارات العالية بدال من تلقين المعلوماتادراك تعقيدات التعليم: 

 استخدام مجموعة متنوعة من تقنيات طرح االسئلة.استخدام تقنيات طرح االسئلة: 

 اشراك الطالب  في عملية التعليم.لب بالتعليم:  دعم التزام الطا

 استخدام الواجبات المدرسية من اجل زيادة تعلم الطالب.اهمية الواجبات الدراسية: 

 اعطاء ردود فعل واضحة و محددة وفي الوقت المناسب. توفير النقد الفعال: 

 واستراتيجية مناسبة لتقييم مدى تقدم الطالب.اختيار اداة مناسبة استخدام التقييم لتلبية حاجات الطالب: 
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 نموذج التسلسل الهرمي للصفات التي تعزز فعالية المعلمات في المدارس الثانوية في المملكة العربية السعودية
 

 

 

الشروط المسبقة 
 للتعليم الفعال

 القدرة الكالمية

 االعداد التربوي للمعلم 

 شهادة المدرس

 معرفة المضمون

 خبرة التعليم

 المعلم كشخص

 العناية

 االنصاف واالحترام

 التفاعل مع الطالب

 التحفيز والتحميس

 التفاني في التعليم

 الممارسة التأملية

 البيئة الصفية

 ادارة الصف

 تنظيم الصف

ادارة سلوك الطالب 
 والتجاوب معه

 تخطيط التعليم

 تخصيص الوقت

توقع مدى ان 
 ينجزالطالب

 تخطيط واعداد التعليم

 تطبيق التعليمات

استخدام استراتيجيات 
 التعليم

 تجميع الطالب

نقل التوقعات العالية الى 
 الطالب

 ادراك تعقيدات التعليم

استخدام تقنيات طرح 
 االسئلة

دعم التزام الطالب 
 بالتعليم

مراقبة تقدم 
 الطالب وامكانياتة

اهمية الواجبات 
 الدراسية

 توفير النقد الفعال

استخدام التقييم لتلبية 
 حاجات الطالب 

السعوديةالصفات التي تعزز فعالية المعلمات في المملكة العربية  1المستوى    

2مستوى   

3مستوى   
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 القسم االول: معلومات اساسية

 

 اسم المدرسة____________________________________________________________________ .1

 جنوب الرياض غرب الرياض      شمال الرياض    شرق الرياض     وسط الرياض     موقع المدرسة      .2

  21-30            31-40             41-50            51-60عمر المعلمه        .3

 سنة 26اكثر من  سنة         21-25سنة         16-20سنة         11-15سنوات     5-10سنوات الخبرة      .4

 حاسب اجتماعيات وادبيات           االنجليزية       اللغة  علوم           رياضيات        المادة التي تدرسها  .5

 آخر مؤهل علمي تم الحصول عليه : .6

                             خريجة كليات التربية 

                 خريجه جامعية 

                 شهادة ماجستير 
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 القسم الثاني: صفات جودة المعلمات

 

 الجزء )أ(

المشاركةعزيزتي   

تجدين باالسفل عدد من الصفات المتفرعة من العناصر االساسية التي تعزز من فعالية المعلمات في المدارس الثانوية للبنات في 

 المملكة العربية السعودية. لذلك نود اشارتك الى مدى االهمية لكل صفة من هذه لصفات بناءا على مالديكم من خبره وتصور شخصي.

(= مهم, 2(= مهم جدا, 1, وكل رقم يشير الى مدى معين من االهمية: 5الى  1يعتمد على قياس االهمية من  المقياس التالي

(= غير مهم.5(= ضعيف االهمية, 4(= متوسط االهمية, 3  

هم
 م

ير
غ

 

5
 

ية 
هم

ال
 ا
ف

عي
ض

 

4
 

ية
هم

ال
 ا
ط

س
تو

م
 

3
هم 

م
 

2
 

دا
ج

م 
ه
م

 

1
 

 
الصفات الفرعية من العناصر االساسية التي تعزز 

 فعالية المعلماتمن 

 
العناصر 

االساسية التي تعزز 
 من فعالية المعلمات

 

O O O O O الشروط  القدرة الكالمية

المسبقة للتعليم 

 الفعال
O O O O O االعداد التربوي للمعلم 

O O O O O شهادة المدرس 

O O O O O معرفة المضمون 

O O O O O خبرة التعليم 

O O O O O  المعلم  واالحتراماالنصاف

 التفاعل مع الطالب O O O O O كشخص

O O O O O التحفيز والتحميس 

O O O O O التفاني في التعليم 

O O O O O الممارسة التأملية 

O O O O O العناية 

O O O O O البيئة  ادارة الصف

 تنظيم الصف O O O O O الصفية

O O O O O  والتجاوب معهادارة سلوك الطالب  

O O O O O تخطيط  تخصيص الوقت

 توقع المعلم مدى انجاز الطالب O O O O O التعليم وتنظيمة

O O O O O تخطيط واعداد التعليم 

O O O O O تطبيق  استخدام استراتيجيات التعليم

 تجميع الطالب O O O O O التعليم

O O O O O نقل التوقعات العالية الى الطالب 

O O O O O ادراك تعقيدات التعليم 

O O O O O استخدام تقنيات طرح االسئلة 

O O O O O دعم التزام الطالب بالتعليم 

O O O O O مراقبة  اهمية الواجبات الدراسية

 توفير النقد الفعال O O O O O تقدم اداء الطالب

O O O O O استخدام التقييم لتلبية حاجات الطالب 
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 الجزء )ب(:

 عزيزتي المشاركة

بعد االنتهاء من الجزء )أ(  من االستبيان, تجدين باالسفل عدد من العناصر االساسية التي تعزز من فعالية المعلمات في 

مالديكم من المدارس الثانوية للبنات في المملكة العربية السعودية. لذلك نود اشارتك الى مدى اهمية كل عنصر من هذه العناصر بناءا على 

 خبره وتصور شخصي.

(= مهم, 2(= مهم جدا, 1, وكل رقم يشير الى مدى معين من االهمية: 5الى  1المقياس التالي يعتمد على قياس االهمية من 

 (= غير مهم.5(= ضعيف االهمية, 4(= متوسط االهمية, 3

 
 

 العناصر االساسية التي تعزز من فعالية المعلمات
دا

ج
م 

ه
م

 

1
هم 

م
 

2
 

ية
هم

ال
 ا
ط

س
تو

م
 

3
 

ية
هم

ال
 ا
ف
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4
 

هم
 م

ير
غ

 

5
 

 O O O O O الشروط المسبقة للتعليم الفعال

 O O O O O المعلم كشخص

 O O O O O البيئة الصفية

 O O O O O تخطيط التعليم وتنظيمة

 O O O O O تطبيق التعليم

 O O O O O مراقبة تقدم اداء الطالب

 

 سؤال مفتوح/ما هي الصفة التي لم تدرج في هذا االستبيان والتي تعتقد انها ستعزز من جودة اداء المعلمات؟  

_________________________________________________________________________________

_________________________________________________________________________________

_________________________________________________________________________________

_________________________________________________________________________________ 

 

نهاية االستبيان  

 شكرا جزيال لتعاونكم ولوقتكم

 اذا كان لديكم اي تعليق على هذا االستبيان, ال تترددو في كتابتها ادناه

 تعليقات

 

_______________________________________________________________________________________ 

 الصفات التي تعزز فعالية المعلمات في مدارس المرحلة الثانوية في المملكة العربية السعودية.مسح استبياني: 

 نورة محمد القحطاني الباحثة:

الدراسات المتقدمة , القولد كوست, جامعة قريفيث, استرالياكلية التربية والتعليم العنوان:   

401457273 (61+)  او  565555884 (966+) تليفون:   

 او   norah.alqahtani2@griffithuni.edu.au   ايميل:

norah.m.q@hotmail.com 

mailto:norah.alqahtani2@griffithuni.edu.au
mailto:norah.m.q@hotmail.com
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Appendix B 

Expert Teacher Questionnaire (English Version) 

 

 

School of Education and Professional Studies 
 

Norah Mohammed Alqahtani 

Griffith School of Education and Professional Studies, Gold Coast campus, Griffith University , Australia. 

Contact phone: (+966) 565555884 or (+61) 401457273 

Contact email: norah.alqahtani2@griffithuni.edu.au  or norah.m.q@hotmail.com 

 

Dear Prospective Participant, 

I am Norah Alqahtani, a PhD Candidate at Griffith School of Education and Professional Studies, Griffith 

University – Australia, working toward a PhD degree in Education. You are being invited to take part in an 

exciting research study focused on Teacher Qualities that Enhance Female Teachers Effectiveness in Girls 

Secondary School in Saudi Arabia. 

In the past few years much has been written about quality teachers, but since quality is difficult to measure there 

has not been a clear set of criteria to measure quality. Quality education is not determined by just one single 

factor, but rather, a confluence of many factors affect and influence issues of quality. In fact, teachers affect 

student live in an amazing and lasting impact. 

 

In Saudi Arabia, teachers effectiveness need to enhance by design qualities which are assist teachers to be 

effective in their class. When teachers have raised their effectiveness, as consequence their student will be 

increased in their achievement. Decision Makers need to recognize what is assisting teachers in their classroom 

to be effective. This study will rank and focus on qualities that bring teachers to effectiveness in their classroom. 

As you an expert teachers in your classroom, please read the following to participate in our survey: 

TITLE: Ranking Teacher Qualities that Enhance Female Teachers’ Effectiveness in Girls’ Secondary Schools 

in Saudi Arabia. 

PURPOSE: Identify Qualities that affecting female teacher’ effectiveness in Girls’ Secondary School in Saudi 

Arabia. 

POTENTIAL BENEFITS: your participation will help to: 

 Identifying qualities where teachers’ efforts should be directed, therefore, teacher effectiveness will 

be enhance and student achievement will be increase in classroom. 

 Providing a good understanding for the importance of teacher effectiveness qualities. 

 

CONFIDENTIALITY: confidentiality of the information you provide is assured. The questionnaire forms do 

not require you to identify yourself, and only grouped data will be used in the research. The information 

collected will be only used for the purpose of this study. 

RIGHT TO REFUSE TO PARTICIPATE: your participation is completely voluntary. 

MECHANISM FOR QUESTIONNAIRE RETURN: The candidate will contact you directly to collect the 

completed questionnaire. 

CONSENT OF RESEARCH PARTICIPANT: your consent to participate in this research will be indicated by 

completing and returning the questionnaire. Please detach this sheet/cover letter and retain it for your later 

reference. 

Your cooperation in participating in this research is deeply appreciated. 

Yours sincerely 

Norah Alqahtani 

mailto:norah.alqahtani2@griffithuni.edu.au
mailto:norah.m.q@hotmail.com
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Description for Indicators: 

Verbal Ability: Verbal ability refers to a person's facility at putting ideas into words, both oral and 

written. 

Educational Coursework: Preparing teachers by series of courses which are focusing on child 

development, instructional and assessment techniques, and method and materials related to specific content area.  

Certification Status: Licensure and certification to educational preparation.   

Content Knowledge: displays facts, theories, concepts, and principles which are taught and learned.  

Teaching Experience: Teacher has attained expertise through real-life experience, classroom practice, 

and time.  

Caring: Demonstrate concern for the physical and emotional well-being of students. 

Fairness and Respect: Treat all students with fairness and respect 

Interaction with Student: Interacts and fosters positive relationships with students.  

Enthusiasm and Motivation: Displays an excitement for teaching, learning, and subject area content.  

Dedication to Teaching: Demonstrates an on-going commitment to the profession.   

Reflective Practice: Uses reflection to improve his or her own teaching practice.  

Classroom Management: Maintains order, routines, physical, and emotional safe environment for 

student.  

Classroom Organization: Prepares materials ahead of time and has them ready to use.    

Student Discipline: Reinforces positive expectations for student behaviours and responds to 

misbehaviours promptly.  

Time Allocation: Limits interruptions and focuses classroom time on teaching and learning.  

Teachers Expectation of Students: Establishes and communicates high expectations for student 

achievement.   

Planning for Instructional: Links instruction to objectives and students real-life situation, and 

considers student learning styles and plans instruction accordingly.  

Instructional Strategies: Employs a variety of techniques and instructional strategies to accomplish 

learning goals.  

Grouping: Uses effective grouping strategies in the classroom.  

Communicating High Expectations to Students: Provides clear examples and offers guided practice    

Complexity: Focuses instruction on higher-order skills rather than memorization of information.  

Questioning: Uses a variety of questioning techniques.  

Student Engagement: Designs lessons to actively engage students in the learning process.  

Homework: Uses homework to augment student learning.  

Feedback: Gives clear, specific, and timely feedback.  

Assessment: Selects an appropriate assessment tools and strategies to evaluate student progress.
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Figure 1: Hierarchical Model for teacher qualities that enhance female teachers’ effectiveness in girls’ secondary school in Saudi Arabia 
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RESEARCH QUESTIONNAIRE 

 

Section 1: Background Information 

 

7. Name of my School (optional) __________________________ 

8. Schools’ Locations  is         Center of Riyadh      East of Riyadh        North of Riyadh 

                                                           South of Riyadh       West of Riyadh 

9. Teachers Ages is                  21-30 old       31-40  old     41-50 old     51-60 old 

10. Teaching experience is       5-10 years    11-15 years     16-20     21- 25 years 

                                            Over 26 years 

11. My subject title is               Mathematics                         Science     

                                                          English Language                 History and Social Studies 

                                                          Information and Technology 

12. Education qualification is   Bachelor’s degree from Educational College  

                                                           Bachelor’s degree from University                

                                                           Master’s degree                    
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Section 2: Pair Wise Comparison 

Introduction: 

The information below provides an example from the proposed questionnaire to assist you in completing 

the pair-wise comparison. 

Please look at the following example. 

According to the figure below, level 1 is the goal of the analysis. Level 2 is multi criteria consisting of 

three qualities. Level 3 is the last level representing the sub qualities level. The lines between levels 

indicate relationship between qualities and sub qualities.  

 

The below figure illustrates an example of pair-wise comparison. In level 2 you will compare between 

qualities A, B, and C with respect to the goal by using the importance scale provided (pair-wise 

comparisons). Thus, you are going to compare between each pair of different qualities to determine which 

is more important.  

            

Extremely                    Strongly                 Equally                 Strongly                   Extremely 

Important                     Important               Important              Important                  Important 

 

 

 

From the above we can say: 

 Quality A is more important 3 times than Quality B with respect to Level 1 (The Goal). 

 Quality A is more important 6 times than Quality C with respect to Level 1 (The Goal). 

 Quality C is more important 2 times than Quality B with respect to Level 1 (The Goal).  

At level 3, three separate sets of comparisons will be conducted between Qualities with respect to Quality 

A, B and C: one with respect to Quality A, one with respect to Quality B, and the last one with respect to 

Quality C.  

 
 

GOAL 

QUALITY 
A 

Sub Quality 
A 1 

Sub Quality 
A 2 

QUALITY 
B 

Sub Quality 
B 1 

Sub Quality 
B 2 

QUALITY 
C 

Sub Quality 
C 1 

Sub Quality 
C 2 

QUALITY A 9 8 7 6 5 4 3 2 1 2 3 4 5 6 7 8 9 QUALITY B 

QUALITY A 9 8 7 6 5 4 3 2 1 2 3 4 5 6 7 8 9 QUALITY C 

QUALITY B 9 8 7 6 5 4 3 2 1 2 3 4 5 6 7 8 9 QUALITY C 

Level 1 

Level 2 

Level 3 
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Now, you can start to complete the questionnaire in the next page.  

Part 1:  Level 2 

(Please see figure 1) 

Female Teacher Effectiveness is influenced significantly by six Qualities. These six Qualities are: 

“Prerequisites for Effective Teaching”, “Teacher as Person”, “Classroom Environment”, “Planning 

for Instruction”, “Implementing Instruction”, “Monitoring Student Achievement”. 

By using the following scale, please compare their relative influence with respect to teacher qualities that 

enhance female teachers’ effectiveness in girls’ secondary schools in Saudi Arabia? 

 Extremely              Strongly                                  Strongly             Extremely 

Important               Important        Equally          Important           Important 

 

 

 

 

 

 

 

 

 

 

 

 

 
 

                                                                                                                                                                                
 

 

 

 

Prerequisites 

for Effective 
Teaching 

9 8 7 6 5 4 3 2 1 2 3 4 5 6 7 8 9 
Teacher as 

Person 

Prerequisites 
for Effective 

Teaching 
9 8 7 6 5 4 3 2 1 2 3 4 5 6 7 8 9 

Classroom 

Environment 

Prerequisites 
for Effective 

Teaching 
9 8 7 6 5 4 3 2 1 2 3 4 5 6 7 8 9 

Planning for 

Instruction 

Prerequisites 

for Effective 

Teaching 
9 8 7 6 5 4 3 2 1 2 3 4 5 6 7 8 9 

Implementing 

Instruction 

Prerequisites 

for Effective 
Teaching 

9 8 7 6 5 4 3 2 1 2 3 4 5 6 7 8 9 
Monitoring 

Student 
Achievement 

Teacher as 
Person 

9 8 7 6 5 4 3 2 1 2 3 4 5 6 7 8 9 
Classroom 

Environment 

Teacher as 
Person 

9 8 7 6 5 4 3 2 1 2 3 4 5 6 7 8 9 
Planning for 
Instruction 

Teacher as 
Person 

9 8 7 6 5 4 3 2 1 2 3 4 5 6 7 8 9 
Implementing 

Instruction 

Teacher as 

Person 
9 8 7 6 5 4 3 2 1 2 3 4 5 6 7 8 9 

Monitoring 

Student 

Achievement 

Classroom 

Environment 
9 8 7 6 5 4 3 2 1 2 3 4 5 6 7 8 9 

Planning for 

Instruction 

Classroom 

Environment 
9 8 7 6 5 4 3 2 1 2 3 4 5 6 7 8 9 

Implementing 

Instruction 

Classroom 
Environment   

9 8 7 6 5 4 3 2 1 2 3 4 5 6 7 8 9 
Monitoring 

Student 

Achievement 

Planning for 

Instruction  
9 8 7 6 5 4 3 2 1 2 3 4 5 6 7 8 9 

Implementing 

Instruction 

Planning for 

Instruction 
9 8 7 6 5 4 3 2 1 2 3 4 5 6 7 8 9 

Monitoring 

Student 

Achievement 

Implementing 

Instruction 
9 8 7 6 5 4 3 2 1 2 3 4 5 6 7 8 9 

Monitoring 
Student 

Achievement 
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Part 2:  Level 3 

A) “Prerequisites for Effective Teaching” contributes significantly to the successful teacher 

effectiveness in girls' secondary schools. This quality is influenced by five sub qualities: 

“Verbal Ability”, “Educational Coursework”, “Certification Status”, “Content 

Knowledge” and “Teaching Experience”. 

By using the following scale, please compare their relative influence with respect to Prerequisites for 

Effective Teaching aspect? 

Extremely              Strongly                                  Strongly             Extremely 

Important               Important        Equally          Important           Important 

 

 

 

 

 

 

 

 

 

 

 

 

 

B) “Classroom Environment” contributes significantly to the successful teacher 

effectiveness in girls' secondary schools. This quality is influenced by three sub 

qualities: “Classroom Management”, “Classroom Organization”, and “Student 

Discipline”. 

By using the following scale, please compare their relative influence with respect to 

Classroom Environment aspect? 

 

 

                               
 
 

 

 

 

Verbal Ability 9 8 7 6 5 4 3 2 1 2 3 4 5 6 7 8 9 
Educational 

Coursework 

Verbal Ability 9 8 7 6 5 4 3 2 1 2 3 4 5 6 7 8 9 
Certification 

Status 

Verbal Ability 9 8 7 6 5 4 3 2 1 2 3 4 5 6 7 8 9 
Content 

Knowledge 

Verbal Ability 9 8 7 6 5 4 3 2 1 2 3 4 5 6 7 8 9 
Teaching 

Experience 

Educational 

Coursework 
9 8 7 6 5 4 3 2 1 2 3 4 5 6 7 8 9 

Certification 

Status 

Educational 

Coursework 
9 8 7 6 5 4 3 2 1 2 3 4 5 6 7 8 9 

Content 

Knowledge 

Educational 
Coursework 

9 8 7 6 5 4 3 2 1 2 3 4 5 6 7 8 9 
Teaching 

Experience 

Certification 
Status 

9 8 7 6 5 4 3 2 1 2 3 4 5 6 7 8 9 
Content 

Knowledge 

Certification 
Status 

9 8 7 6 5 4 3 2 1 2 3 4 5 6 7 8 9 
Teaching 

Experience 

Content 
Knowledge 

9 8 7 6 5 4 3 2 1 2 3 4 5 6 7 8 9 
Teaching 

Experience 

Classroom 

Management 
9 8 7 6 5 4 3 2 1 2 3 4 5 6 7 8 9 

Classroom 

Organization 

Classroom 
Management 

9 8 7 6 5 4 3 2 1 2 3 4 5 6 7 8 9 
Student 

Discipline 

Classroom 

Organization 
9 8 7 6 5 4 3 2 1 2 3 4 5 6 7 8 9 

Student 

Discipline  

Extremely              Strongly                                  Strongly             Extremely 

Important              Important        Equally          Important           Important 
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C) “Teacher as Person” contributes significantly to the successful teacher effectiveness 

in girls' secondary schools. This quality is influenced by six sub qualities: “Caring”, 

“Fairness and Respect”, “Interaction with Student”, “Enthusiasm and 

Motivation”, “Dedication” and “Reflective Practice”. 

By using the following scale, please compare their relative influence with respect to Teacher as 

Person aspect? 

 

  Extremely              Strongly                                  Strongly             Extremely 

Important               Important        Equally          Important           Important 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

Caring 9 8 7 6 5 4 3 2 1 2 3 4 5 6 7 8 9 
Fairness and 

Respect 

Caring 9 8 7 6 5 4 3 2 1 2 3 4 5 6 7 8 9 
Interaction 

with Student 

Caring 9 8 7 6 5 4 3 2 1 2 3 4 5 6 7 8 9 
Enthusiasm 

and 

Motivation 

Caring 9 8 7 6 5 4 3 2 1 2 3 4 5 6 7 8 9 
Dedication  to 

Teaching 

Caring 9 8 7 6 5 4 3 2 1 2 3 4 5 6 7 8 9 
Reflective 

Practice 

Fairness and 

Respect 
9 8 7 6 5 4 3 2 1 2 3 4 5 6 7 8 9 

Interaction 

with Student 

Fairness and 
Respect 

9 8 7 6 5 4 3 2 1 2 3 4 5 6 7 8 9 
Enthusiasm 

and 

Motivation 

Fairness and 

Respect 
9 8 7 6 5 4 3 2 1 2 3 4 5 6 7 8 9 

Dedication  to 

Teaching 

Fairness and 
Respect 

9 8 7 6 5 4 3 2 1 2 3 4 5 6 7 8 9 
Reflective 
Practice 

Interaction 

with Student 
9 8 7 6 5 4 3 2 1 2 3 4 5 6 7 8 9 

Enthusiasm 
and 

Motivation 

Interaction 

with Student 
9 8 7 6 5 4 3 2 1 2 3 4 5 6 7 8 9 

Dedication  to 

Teaching 

Interaction 

with Student 
9 8 7 6 5 4 3 2 1 2 3 4 5 6 7 8 9 

Reflective 

Practice 

Enthusiasm 

and 

Motivation 
9 8 7 6 5 4 3 2 1 2 3 4 5 6 7 8 9 

Dedication  to 
Teaching 

Enthusiasm 

and 
Motivation 

9 8 7 6 5 4 3 2 1 2 3 4 5 6 7 8 9 
Reflective 

Practice 

Dedication to 
Teaching 

9 8 7 6 5 4 3 2 1 2 3 4 5 6 7 8 9 
Reflective 
Practice 
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D) “Planning for Instruction” contributes significantly to the successful teacher 

effectiveness in girls' secondary schools. This quality is influenced by three sub 

qualities: “Time Allocation”, “Teacher Expectation of Students”, and “Planning 

for Instructional”. 

By using the following scale, please compare their relative influence with respect to 

Planning Instruction aspect? 

Extremely              Strongly                                  Strongly             Extremely 

Important               Important        Equally          Important           Important 

 

 

 

 

 

E)  “Implementing Instruction” contributes significantly to the successful teacher 

effectiveness in girls' secondary schools. This quality is influenced by six sub 

qualities: “Instructional Strategies”, “Grouping”, “Communication High 

Expectations to Students”, “Complexity”, “Questioning”, and “Student 

Engagement”. 

By using the following scale, please compare their relative influence with respect to 

Implementing Instruction aspect? 

Extremely              Strongly                                  Strongly             Extremely 

Important               Important        Equally          Important           Important 

 

 

 

 

 

 

 

 

 

 

 

 

 

Time 

Allocation 
9 8 7 6 5 4 3 2 1 2 3 4 5 6 7 8 9 

Teacher 
Expectation 

of Students  

Time 

Allocation 
9 8 7 6 5 4 3 2 1 2 3 4 5 6 7 8 9 

Planning for 

Instructional 

Teacher 

Expectation of 
Students 

9 8 7 6 5 4 3 2 1 2 3 4 5 6 7 8 9 
Planning for  

Instructional 

Instructional 

Strategies 
9 8 7 6 5 4 3 2 1 2 3 4 5 6 7 8 9 Grouping 

Instructional 

Strategies 
9 8 7 6 5 4 3 2 1 2 3 4 5 6 7 8 9 

Communication 

High Expectation 

to Students 

Instructional 

Strategies 
9 8 7 6 5 4 3 2 1 2 3 4 5 6 7 8 9 Complexity 

Instructional 

Strategies 
9 8 7 6 5 4 3 2 1 2 3 4 5 6 7 8 9 Questioning 

Instructional 
Strategies 

9 8 7 6 5 4 3 2 1 2 3 4 5 6 7 8 9 
Student 

Engagement 

Grouping 9 8 7 6 5 4 3 2 1 2 3 4 5 6 7 8 9 
Communication  

High Expectation 

to Students 

Grouping 9 8 7 6 5 4 3 2 1 2 3 4 5 6 7 8 9 Complexity 

Grouping 9 8 7 6 5 4 3 2 1 2 3 4 5 6 7 8 9 Questioning 

Grouping 9 8 7 6 5 4 3 2 1 2 3 4 5 6 7 8 9 
Student  

Engagement 
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Extremely              Strongly                                 Strongly             Extremely 

Important               Important        Equally          Important           Important 

 
 

 

 

 

 

 

 

_______________________________________________________________________ 

F) “Monitoring Student Achievement” contributes significantly to the successful 

teacher effectiveness in girls' secondary schools. This quality is influenced by three 

sub qualities: “Homework”, “Feedback”, and “Assessment”. 

By using the following scale, please compare their relative influence with respect to 

Monitoring Student Progress aspect? 

    Extremely        Strongly                          Strongly          Extremely 

    Important         Important        Equally     Important         Important 

 

 

 

 

 

What is the quality factor that was not included in this questionnaire and you think it will 

enhance teacher effectiveness among Saudi female teachers in girls’ secondary schools in 

KSA? 

_____________________________________________________________________________

_____________________________________________________________________________

_____________________________________________________________________________

_____________________________________________________________________________ 

 

 

 

 

 

 

 

 

Communication  

High Expectation to 

Students 
9 8 7 6 5 4 3 2 1 2 3 4 5 6 7 8 9 Complexity 

Communication  

High Expectation 

to Students 
9 8 7 6 5 4 3 2 1 2 3 4 5 6 7 8 9 Questioning 

Communication  

High Expectation 

to Students 
9 8 7 6 5 4 3 2 1 2 3 4 5 6 7 8 9 

Student 

Engagement 

Complexity 9 8 7 6 5 4 3 2 1 2 3 4 5 6 7 8 9 Questioning 

Complexity 9 8 7 6 5 4 3 2 1 2 3 4 5 6 7 8 9 
Student 

Engagement 

Questioning 9 8 7 6 5 4 3 2 1 2 3 4 5 6 7 8 9 
Student 

Engagement 

Homework 9 8 7 6 5 4 3 2 1 2 3 4 5 6 7 8 9 Feedback 

Homework 9 8 7 6 5 4 3 2 1 2 3 4 5 6 7 8 9 Assessment 

Feedback 9 8 7 6 5 4 3 2 1 2 3 4 5 6 7 8 9 Assessment 
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 END OF QUESTIONNAIRE  

Thank you very much for your time and effort 

If you have any comments on this survey, please feel free to write them below 

COMMENTS 

_____________________________________________________________________________________

_____________________________________________________________________________________

_____________________________________________________________________________________ 

Questionnaire Survey: Ranking teacher qualities that enhance female teachers’ effectiveness in girls’ 

secondary schools in Saudi Arabia. 

Author:      Norah M Alqahtani 

Address:    Griffith School of Education and Professional Studies, Gold Coast campus, Griffith 

University, Gold Coast Campus, QLD 4222 

 Tel:      (+966) 565555884 or (+61) 401457273 

 Email: norah.alqahtani2@griffithuni.edu.au  or norah.m.q@hotmail.com 

 

mailto:norah.alqahtani2@griffithuni.edu.au
mailto:norah.m.q@hotmail.com
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Expert Teacher Questionnaire (Arabic Version) 

 
 

 

 كلية التربية والتعليم والدراسات المتقدمة بجامعة قريفيث استراليا

محمد بن هادي القحطانينورة بنت   

 كلية التربية والتعليم والدراسات المتقدمة , القولد كوست, جامعة قريفيث, استراليا

401457273 (61+)  او  565555884 (966+) تليفون:    

   norah.m.q@hotmail.comاو   norah.alqahtani2@griffithuni.edu.au  ايميل: 

 عزيزتي المشاركة

استراليا. للحصول على شهادة الدكتواره في -انا المرشحة للدكتوراة / نورة محمد القحطاني من كلية التربية والتعليم والدراسات المتقدمة, جامعة جريفيث

لمشاركة في دراسة بحثية ذو أهمية عالية جدا وتركز على صفات المعلمة التى تعزز فعالية المعلمات في المدارس الثانوية في التربية والتعليم. انتم مدعون ل

 المملكة العربية السعودية.

لقياس الجودة فجودة  في السنوات القليلة الماضية كتب الكثير حول جودة المعلمين, ولكن من الصعب قياسها بسبب عدم وجود مجموعة واضحه من المعايير

 على حياة الطالب. التعليم ال تقاس من خالل عامل واحد فقط  بل البد من تضافر عدة عوامل تؤثر على الجودة وبالطبع المعلم يؤثر تأثير قوي  و طويل المدى

ي تساعدهم على رفع ادائهم في فصولهم. لذالك عند رفع في المملكة العربية السعودية, فعالية المعلمات تحتاج الى تعزيز من خالل ترتيب وتحديد  الصفات الت

زز فعالية المعلمات فعالية المعلمات فان اداء طالبهم سوف يرتفع تبعا لذالك. وبناء على ذالك فان صناع القرار يسعون الى معرفة وتحديد مالذي يساعد في تع

 ودة اداء المعلمات في فصولهم.في فصولهم. هذه الدراسة البحثية  تركز على الصفات التي ترفع من ج

 بما انكم معلمات لديكم الخبره الكافية, يرجاء منكم قراءة ما يلي للمشاركة في االستبان التالي:

الصفات التي تعزز فعالية المعلمات في مدارس المرحلة الثانوية في المملكة العربية السعودية.العنوان:   

ية المعلمات للمرحلة الثانوية في المملكة العربية السعودية.:  تحديد الصفات التي تؤثر على فعالالهدف  

: مشاركتكم تساعد على:الفوائد العائدة  

 .تحديد الصفات التي ينبغي ان توجه جهود المعلمات تجاهها, والتي تعزز و تزيد من التحصيل العلمي للطالبات في فصولهم الدراسية 

 .الفهم الجيد الهمية صفات المعلم الفعال 

في  هذا االستيبان هو سري للغاية بحيث ال يتطلب باي شكل من االشكال التعريف بنفسك والبيانات والمعلومات التي سوف يتم جمعها سوف تستخدم السرية:

 أغراض البحث واالستنتاج. 

 مشاركتكم في هذا االستيبان هي تطوعية تماما. الحق في رفض المشاكة:

 م والمشاركة في هذا البحث.لكم بالغ الشكر التقدير لتعاونك

 

 تقبلو فائق التقدير واالحترام

 نورة محمد القحطاني 

 طالبة دكتوراه في جودة المعلمين

  

mailto:norah.alqahtani2@griffithuni.edu.au
mailto:norah.m.q@hotmail.com
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 وصف للمؤشرات:

 القدرة الكالمية تعود الى قدرة الشخض في وضع االفكار في كلمات سوتء كانت شفوية او كتابيةالقدرة الكالمية: 

 المعلمين من خالل سلسة من المناهج التي تركز على تقنية تنمية الطالب, التعليم وطرقة و التقييم المتعلقة بمحتوى معين.اعداد االعداد التربوي للمعلم: 

 حصول المعلم على شهادة مرخصة للتعليم واالعداد التربوي.شهادة المدرس: 

 المعرفة بمحتوى واهداف المجال المتخصص به.معرفة المضمون: 

 الخبرة التي يحقق من خاللها المعلم خبراته من خالل التجربة والممارسة الحقيقية. سنواتخبرة التعليم: 

 اظهار الحرص واالهتمام بـ السالمة البدنية والعاطفية للطالب.العناية : 

 التعامل مع الطالب باحترام وانصافهم.االنصاف واالحترام: 

 تعزيز العالقات االيجابية مع الطالب. التفاعل مع الطالب:

 تحفيز و اثارة الطالب للتعليم والتعلم. التحفيز والتحميس: 

 تكريس المعلم الوقت الكافي في اعداد وتطبيق التعليم وتقييم الطالب.التفاني في التعليم: 

 ويراجع ,ويحلل ,ذهنيا يستعرض بحيث ,مهام من به يقوم فيما إعادة النظر الذاتي و الوعي لتوليد المعلم بها يقوم التي العمليات هيالممارسة التأملية: 

 المهنية الممارسه على والتطوير إجراءت التعديل لديه تعزز جديدة وخبرات معرفة العبر ويشكل ليستخلص

 الحفاظ على النظام والروتين في الصف.ادارة الصف: 

 اعداد المواد الالزمة للتعليم في وقت سابق لتكون جاهزه للتعلم.تنظيم الصف: 

 التوقعات المسبقة لسلوك الطالب و االسنجابة لسوء السلوك فور.ادارة سلوك الطالب والتجاوب معه: 

 االهتمام بالوقت المخصص للتعليم وتقسيمه وتنسيقة.تخصيص الوقت: 

 .توقع المعلم للطالب بمدى ادائهم الدراسيتوقع المعلم مدى انجاز الطالب: 

 تعليم بالمحتوى والوضع الحالي للطالب مع االخذ باالعتبار اساليب تعلم الطالب.ربط اهداف التخطيط واعداد التعليم: 

 توظيف مجموعة متنوعة من التقنيات واالسترتيجيات التعليمية لتحقيق اهداف التعليم.استخدام استراتيجيات التعليم:  

 وضع الطالب في مجموعات فعالة في فصولهم الدراسية.تجميع الطالب: 

 تزويد الطالب بأمثلة واضحة واعطاء توجيهات عالية في الفصول. ت العالية الى الطالب:نقل التوقعا

 .يركز على تعلم المهارات العالية بدال من تلقين المعلوماتادراك تعقيدات التعليم: 

 استخدام مجموعة متنوعة من تقنيات طرح االسئلة.استخدام تقنيات طرح االسئلة: 

 اشراك الطالب  في عملية التعليم.يم:  دعم التزام الطالب بالتعل

 استخدام الواجبات المدرسية من اجل زيادة تعلم الطالب.اهمية الواجبات الدراسية: 

 اعطاء ردود فعل واضحة و محددة وفي الوقت المناسب. توفير النقد الفعال: 

 ة لتقييم مدى تقدم الطالب.اختيار اداة مناسبة واستراتيجية مناسباستخدام التقييم لتلبية حاجات الطالب: 
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 نموذج التسلسل الهرمي للصفات التي تعزز فعالية المعلمات في المدارس الثانوية في المملكة العربية السعودية

 

 

 

 

 

الشروط المسبقة 
 للتعليم الفعال

 القدرة الكالمية

 االعداد التربوي للمعلم 

 شهادة المدرس

 معرفة المضمون

 خبرة التعليم

 المعلم كشخص

 العناية

 االنصاف واالحترام

 التفاعل مع الطالب

 التحفيز والتحميس

 التفاني في التعليم

 الممارسة التأملية

 البيئة الصفية

 ادارة الصف

 تنظيم الصف

ادارة سلوك الطالب 
 والتجاوب معه

 تخطيط التعليم

 تخصيص الوقت

توقع مدى ان 
 ينجزالطالب

 تخطيط واعداد التعليم

 تطبيق التعليمات

استخدام استراتيجيات 
 التعليم

 تجميع الطالب

نقل التوقعات العالية الى 
 الطالب

 ادراك تعقيدات التعليم

استخدام تقنيات طرح 
 االسئلة

دعم التزام الطالب 
 بالتعليم

مراقبة تقدم 
 الطالب وامكانياتة

 اهمية الواجبات الدراسية

 توفير النقد الفعال

استخدام التقييم لتلبية 
 حاجات الطالب 

 الصفات التي تعزز فعالية المعلمات في المملكة العربية السعودية
1المستوى   

2مستوى   

3مستوى   



288 
 

 االستبيان

 

 القسم االول: معلومات اساسية

 

 اسم المدرسة____________________________________________________________________ .13

 جنوب الرياض غرب الرياض      شمال الرياض    شرق الرياض     وسط الرياض     موقع المدرسة      .14

  21-30            31-40             41-50            51-60عمر المعلمه        .15

 سنة 26اكثر من  سنة         21-25سنة         16-20سنة         11-15سنوات     5-10سنوات الخبرة      .16

 حاسب اجتماعيات وادبيات      اللغة االنجليزية     علوم                رياضيات        المادة التي تدرسها  .11

 آخر مؤهل علمي تم الحصول عليه : .11

                             خريجة كليات التربية 

                خريجه جامعية 

               شهادة ماجستير 
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 مقدمة:

 المعلومات ادناة تمثل مثال من االستبيان المقترح لمساعدتك في استكمال مقياس المقارنة الزوجية.

 الرجاء القاء نظرة على المثال التالي:

الرسم التالي قسم الى مستويات, المستوى االول هو الهدف, المستوى الثاني يتألف من ثالث صفات اساسية, 

لمتفرعه من الصفات االساسية. المسافات الفاصلة بين المستويات تشير الى وجود عالقة المستوى الثالث يتألف من الصفات ا

 بين الصفات االساسية والصفات الفرعية.

 

بالنسبة للهدف A, B, C المثالي التالي يوضح جدول المقارنة المستخدم في هذا االستبيان. سوف تقوم بالمقارنة بين صفات المستوى الثاني 

 باستخدام مقياس االهمية )مقياس المقارنة الزوجية(. لذلك, سوف تقوم بالمقارنة بين كل زوجين من مختلف العناصر لتحديد االكثر اهمية.

 

 

     

 

 من المثال السابق نجد ان:

  عنصرA    اكثر اهمية ثالث مرات من عنصرB  )بالنسبة للمستوى االول )الهدف 

  عنصرA    اكثر اهمية ست مرات من عنصرC  )بالنسبة للمستوى االول )الهدف 

  عنصرC    اكثر اهمية مرتين من عنصرB  )بالنسبة للمستوى االول )الهدف 

 Aبالنسبة للعنصر    Aبالنسبة للمستوى الثالث,  سوف تتم المقارنه بين الصفات التابعه لكل عنصر على حدى.  بين صفات العنصر   

 . Cبالنسبة للعنصر   Cوبين صفات العنصر   Bبالنسبة للعنصر   Bوبين صفات العنصر 

 لموجود في الصفحة التاليه:االن تستطيع اكمال االستبيان ا

 

 

 

 الهدف

 A الصفة 

 الصفة المتفرعة

A1 

 الصفة لمتفرعة

A2 

B الصفة 

 الصفة لمتفرعة
B1 

 الصفة لمتفرعة
B2 

C الصفة 

 الصفة لمتفرعة
C1 

 الصفة لمتفرعة
C2 

 القسم الثاني: جدول المقارنة

A عنصر    9 8 7 6 5 4 3 2 1 2 3 4 5 6 7 8 9 B عنصر    

A عنصر    9 8 7 6 5 4 3 2 1 2 3 4 5 6 7 8 9 C عنصر    

B عنصر    9 8 7 6 5 4 3 2 1 2 3 4 5 6 7 8 9 C عنصر 

1المستوى   

2المستوى   

3المستوى   

 مهم جدا                     مهم بقوة                مهم بالتساوي                  مهم بقوه           مهم جدا             
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 : المستوى الثانيالقسم االول

 تتأثر فعالية المعلمات بشكل كبير من قِبل ستة عناصر, هذه العناصر هي:

 "الشروط المسبقة للتعليم الفعال, المعلم كشخص, البيئة الصفية, تخطيط التعليم وتنظيمة, تطبيق التعليم, مراقبة تقدم الطالب "

ياس التالي, يرجى مقارنة تأثيرالعناصر االساسية التي تعزز فعالية المعلمات في المدارس الثانوية في المملكة العربية بأستخدام المق

 السعودية؟

 

                  

 

 

 

 

 

 

 

 

الشروط المسبقة 

 للتعليم الفعال
 المعلم كشخص 9 8 7 6 5 4 3 2 1 2 3 4 5 6 7 8 9

الشروط المسبقة 

 للتعليم الفعال
 البيئة الصفية 9 8 7 6 5 4 3 2 1 2 3 4 5 6 7 8 9

الشروط المسبقة 

 للتعليم الفعال
9 8 7 6 5 4 3 2 1 2 3 4 5 6 7 8 9 

تخطيط التعليم 

 وتنظيمة

الشروط المسبقة 

 للتعليم الفعال
 تطبيق التعليم 9 8 7 6 5 4 3 2 1 2 3 4 5 6 7 8 9

الشروط المسبقة 

 للتعليم الفعال
9 8 7 6 5 4 3 2 1 2 3 4 5 6 7 8 9 

مراقبة تقدم اداء 

 الطالب

 البيئة الصفية 9 8 7 6 5 4 3 2 1 2 3 4 5 6 7 8 9 المعلم كشخص

 9 8 7 6 5 4 3 2 1 2 3 4 5 6 7 8 9 المعلم كشخص
تخطيط التعليم 

 وتنظيمة

 تطبيق التعليم 9 8 7 6 5 4 3 2 1 2 3 4 5 6 7 8 9 المعلم كشخص

 9 8 7 6 5 4 3 2 1 2 3 4 5 6 7 8 9 المعلم كشخص
مراقبة تقدم اداء 

 الطالب

 9 8 7 6 5 4 3 2 1 2 3 4 5 6 7 8 9 البيئة الصفية
تخطيط التعليم 

 وتنظيمة

 تطبيق التعليم 9 8 7 6 5 4 3 2 1 2 3 4 5 6 7 8 9 البيئة الصفية

 9 8 7 6 5 4 3 2 1 2 3 4 5 6 7 8 9 البيئة الصفية
مراقبة تقدم اداء 

 الطالب

تخطيط التعليم 

 وتنظيمة
 تطبيق التعليم 9 8 7 6 5 4 3 2 1 2 3 4 5 6 7 8 9

تخطيط التعليم 

 وتنظيمة
9 8 7 6 5 4 3 2 1 2 3 4 5 6 7 8 9 

مراقبة تقدم اداء 

 الطالب

 9 8 7 6 5 4 3 2 1 2 3 4 5 6 7 8 9 تطبيق التعليم
مراقبة تقدم اداء 

 الطالب

 مهم جدا                     مهم بقوة                مهم بالتساوي                  مهم بقوه           مهم جدا             
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 :  المستوى الثالثالقسم الثاني

تساهم بشكل كبير في فعالية المعلمات في المدارس الثانوية. هذا العنصر يتأثر بـ خمس "الشروط المسبقة للتعليم الفعال"  ( أ

خبرة " , "معرفة المضمون" , "شهادة المدرس" , "القدرة الكالمية" , "االعداد التربوي للمعلمصفات, هذه الصفات هي: "

 التعليم".

النسبة بأستخدام المقياس التالي, يرجى المقارنة بين الصفات التي تعزز فعالية المعلمات في المدارس الثانوية في المملكة العربية السعودية ب

 للعنصرالرئيسي "الشروط المسبقة للتعليم الفعال". 

 

                           

 

 

 

تساهم بشكل كبير في فعالية المعلمات في المدارس الثانوية. هذا العنصر يتأثر بـ ثالث صفات , هذة الصفات "البيئة الصفية"   ( ب

 ادارة الصف" , "تنظيم الصف" , "ادارة سلوك الطالب والتجاوب معه".هي: "

ثانوية في المملكة العربية السعودية بالنسبة بأستخدام المقياس التالي, يرجى المقارنة بين الصفات التي تعزز فعالية المعلمات في المدارس ال

 للعنصرالرئيسي "البيئة الصفية". 

 

              

 

 9 8 7 6 5 4 3 2 1 2 3 4 5 6 7 8 9 القدرة الكالمية
االعداد التربوي 

 للمعلم

 شهادة المدرس 9 8 7 6 5 4 3 2 1 2 3 4 5 6 7 8 9 القدرة الكالمية

 9 8 7 6 5 4 3 2 1 2 3 4 5 6 7 8 9 القدرة الكالمية
معرفة 

 المضمون

 خبرة التعليم 9 8 7 6 5 4 3 2 1 2 3 4 5 6 7 8 9 القدرة الكالمية

االعداد التربوي 

 للمعلم
 شهادة المدرس 9 8 7 6 5 4 3 2 1 2 3 4 5 6 7 8 9

االعداد التربوي 

 للمعلم
9 8 7 6 5 4 3 2 1 2 3 4 5 6 7 8 9 

معرفة 

 المضمون

االعداد التربوي 

 للمعلم
 خبرة التعليم 9 8 7 6 5 4 3 2 1 2 3 4 5 6 7 8 9

 9 8 7 6 5 4 3 2 1 2 3 4 5 6 7 8 9 شهادة المدرس
معرفة 

 المضمون

 خبرة التعليم 9 8 7 6 5 4 3 2 1 2 3 4 5 6 7 8 9 شهادة المدرس

معرفة 

 المضمون
 خبرة التعليم  9 8 7 6 5 4 3 2 1 2 3 4 5 6 7 8 9

 تنظيم الصف 9 8 7 6 5 4 3 2 1 2 3 4 5 6 7 8 9 ادارة الصف

 9 8 7 6 5 4 3 2 1 2 3 4 5 6 7 8 9 ادارة الصف

ادارة سلوك 

الطالب 

 والتجاوب معه

 9 8 7 6 5 4 3 2 1 2 3 4 5 6 7 8 9 تنظيم الصف

ادارة سلوك 

الطالب 

 والتجاوب معه
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تساهم بشكل كبير في فعالية المعلمات في المدارس الثانوية. هذا العنصر يتأثر بـ ست صفات , هذة الصفات  "المعلم كشخص" ( ت

العناية" , "االنصاف واالحترام" , "التفاعل مع الطالب" , "التحفيز والتحميس" , "التفاني في التعليم" , هي: "

 "الممارسة التأملية".

النسبة بأستخدام المقياس التالي, يرجى المقارنة بين الصفات التي تعزز فعالية المعلمات في المدارس الثانوية في المملكة العربية السعودية ب

 للعنصرالرئيسي "المعلم كشخص".  

        

 

 

 

تساهم بشكل كبير في فعالية المعلمات في المدارس الثانوية. هذا العنصر يتأثر بـ ثالث صفات , هذة "تخطيط التعليم وتنظيمة"  ( ث

 تخصيص الوقت" , "توقع المعلم مدى انجاز الطالب" , "تخطيط واعداد التعليم".الصفات هي: "

النسبة بأستخدام المقياس التالي, يرجى المقارنة بين الصفات التي تعزز فعالية المعلمات في المدارس الثانوية في المملكة العربية السعودية ب

 للعنصرالرئيسي " تخطيط التعليم وتنظيمة ".  

                 

 9 8 7 6 5 4 3 2 1 2 3 4 5 6 7 8 9 العناية 
االنصاف 

 واالحترام

 9 8 7 6 5 4 3 2 1 2 3 4 5 6 7 8 9 العناية 
التفاعل مع 

 الطالب

 9 8 7 6 5 4 3 2 1 2 3 4 5 6 7 8 9 العناية 
التحفيز 

 والتحميس

 9 8 7 6 5 4 3 2 1 2 3 4 5 6 7 8 9 العناية 
التفاني في 

 التعليم 

 9 8 7 6 5 4 3 2 1 2 3 4 5 6 7 8 9 العناية 
الممارسة 

 التأملية

االنصاف 

 واالحترام
9 8 7 6 5 4 3 2 1 2 3 4 5 6 7 8 9 

التفاعل مع 

 الطالب

االنصاف 

 واالحترام
9 8 7 6 5 4 3 2 1 2 3 4 5 6 7 8 9 

التحفيز 

 والتحميس

االنصاف 

 واالحترام
9 8 7 6 5 4 3 2 1 2 3 4 5 6 7 8 9 

التفاني في 

 التعليم 

االنصاف 

 واالحترام
9 8 7 6 5 4 3 2 1 2 3 4 5 6 7 8 9 

الممارسة 

 التأملية

التفاعل مع 

 الطالب
9 8 7 6 5 4 3 2 1 2 3 4 5 6 7 8 9 

التحفيز 

 والتحميس

التفاعل مع 

 الطالب
9 8 7 6 5 4 3 2 1 2 3 4 5 6 7 8 9 

التفاني في 

 التعليم 

التفاعل مع 

 الطالب
9 8 7 6 5 4 3 2 1 2 3 4 5 6 7 8 9 

الممارسة 

 التأملية

التحفيز 

 والتحميس 
9 8 7 6 5 4 3 2 1 2 3 4 5 6 7 8 9 

التفاني في 

 التعليم 

التحفيز 

 والتحميس 
9 8 7 6 5 4 3 2 1 2 3 4 5 6 7 8 9 

الممارسة 

 التأملية

التفاني في 

 التعليم
9 8 7 6 5 4 3 2 1 2 3 4 5 6 7 8 9 

الممارسة 

 التأملية

 9 8 7 6 5 4 3 2 1 2 3 4 5 6 7 8 9 تخصيص الوقت 

توقع المعلم 

مدى انجاز 

 الطالب
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تساهم بشكل كبير في فعالية المعلمات في المدارس الثانوية. هذا العنصر يتأثر بـ ست صفات , هذة الصفات "تطبيق التعليم"  ( ج

استخدام استراتيجيات التعليم" , "تجميع الطالب" , "نقل التوقعات العالية الى الطالب" , "ادراك تعقيدات التعليم" , هي: "

 , "دعم التزام الطالب بالتعليم" . "استخدام تقنيات طرح االسئلة"

كة العربية السعودية بالنسبة بأستخدام المقياس التالي, يرجى المقارنة بين الصفات التي تعزز فعالية المعلمات في المدارس الثانوية في الممل

 للعنصرالرئيسي " تطبيق التعليم ".  

       

 

 

 9 8 7 6 5 4 3 2 1 2 3 4 5 6 7 8 9 تخصيص الوقت 
تخطيط واعداد 

 التعليم

توقع المعلم ندى 

 انجازالطالب
9 8 7 6 5 4 3 2 1 2 3 4 5 6 7 8 9 

تخطيط واعداد 

 التعليم

استخدام 

استراتيجيات 

 التعليم

 تجميع الطالب 9 8 7 6 5 4 3 2 1 2 3 4 5 6 7 8 9

استخدام 

استراتيجيات 

 التعليم

9 8 7 6 5 4 3 2 1 2 3 4 5 6 7 8 9 

نقل التوقعات 

العالية الى 

 الطالب

استخدام 

استراتيجيات 

 التعليم

9 8 7 6 5 4 3 2 1 2 3 4 5 6 7 8 9 
ادراك تعقيدات 

 التعليم

استخدام 

استراتيجيات 

 التعليم

9 8 7 6 5 4 3 2 1 2 3 4 5 6 7 8 9 
استخدام تقنيات 

 طرح االسئلة

استخدام 

استراتيجيات 

 التعليم

9 8 7 6 5 4 3 2 1 2 3 4 5 6 7 8 9 
دعم التزام 

 الطالب بالتعليم

 9 8 7 6 5 4 3 2 1 2 3 4 5 6 7 8 9 تجميع الطالب

نقل التوقعات 

العالية الى 

 الطالب

 9 8 7 6 5 4 3 2 1 2 3 4 5 6 7 8 9 تجميع الطالب
ادراك تعقيدات 

 التعليم

 9 8 7 6 5 4 3 2 1 2 3 4 5 6 7 8 9 تجميع الطالب
استخدام تقنيات 

 طرح االسئلة

 9 8 7 6 5 4 3 2 1 2 3 4 5 6 7 8 9 تجميع الطالب
دعم التزام 

 الطالب بالتعليم

نقل التوقعات 

العالية الى 

 الطالب

9 8 7 6 5 4 3 2 1 2 3 4 5 6 7 8 9 
ادراك تعقيدات 

 التعليم

نقل التوقعات 

العالية الى 

 الطالب

9 8 7 6 5 4 3 2 1 2 3 4 5 6 7 8 9 
استخدام تقنيات 

 طرح االسئلة

نقل التوقعات 

العالية الى 

 الطالب

9 8 7 6 5 4 3 2 1 2 3 4 5 6 7 8 9 
دعم التزام 

 الطالب بالتعليم

ادراك تعقيدات 

 التعليم
9 8 7 6 5 4 3 2 1 2 3 4 5 6 7 8 9 

استخدام تقنيات 

 طرح االسئلة

ادراك تعقيدات 

 التعليم
9 8 7 6 5 4 3 2 1 2 3 4 5 6 7 8 9 

دعم التزام 

 الطالب بالتعليم

استخدام تقنيات 

االسئلةطرح   
9 8 7 6 5 4 3 2 1 2 3 4 5 6 7 8 9 

دعم التزام 

 الطالب بالتعليم
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تساهم بشكل كبير في فعالية المعلمات في المدارس الثانوية. هذا العنصر يتأثر بـ ثالث صفات , "مراقبة تقدم اداء الطالب"  ( ح

 "استخدام التقييم لتلبية حاجات الطالب"."اهمية الواجبات الدراسية" , "توفير النقد الفعال" , هذة الصفات هي: 

النسبة بأستخدام المقياس التالي, يرجى المقارنة بين الصفات التي تعزز فعالية المعلمات في المدارس الثانوية في المملكة العربية السعودية ب

 للعنصرالرئيسي " مراقبة تقدم الطالب ".  

 

                         

 

 

 سؤال مقتوح/ ما هي الصفة التي لم تدرج في هذا االستبيان والتي تعتقد انها ستعزز جودة اداء المعلمات؟  

_________________________________________________________________________________

_________________________________________________________________________________

_________________________________________________________________________________

_________________________________________________________________________________ 

 

    نهاية االستبيان 

 شكرا جزيال لتعاونكم ولوقتكم

 اذا كان لديكم اي تعليق على هذا االستبيان, ال تترددو في كتابتها ادناه

 تعليقات

 

_______________________________________________________________________________________ 

 الصفات التي تعزز فعالية المعلمات في مدارس المرحلة الثانوية في المملكة العربية السعودية.مسح استبياني: : 

 نورة القحطاني المؤلف:

المتقدمة , القولد كوست, جامعة قريفيث, استرالياكلية التربية والتعليم والدراسات العنوان:   

401457273 (61+)  او  565555884 (966+) تليفون:   

 norah.m.q@hotmail.comاو   norah.alqahtani2@griffithuni.edu.au   ايميل:

اهمية الواجبات 

 الدراسية
9 8 7 6 5 4 3 2 1 2 3 4 5 6 7 8 9 

توفير النقد 

 الفعال

اهمية الواجبات 

 الدراسية
9 8 7 6 5 4 3 2 1 2 3 4 5 6 7 8 9 

استخدام التقييم 

لتلبية حاجات 

 الطالب

توفير النقد 

 الفعال
9 8 7 6 5 4 3 2 1 2 3 4 5 6 7 8 9 

استخدام التقييم 

لتلبية حاجات 

 الطالب

 مهم جدا                مهم بقوة                مهم بالتساوي                  مهم بقوه           مهم جدا           
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Appendix C  

Number of Appeared Times for Additional Qualities in the Open-ended Question 

 

 

 

  

Expert teachers (6 qualities)(18 per) 

 

General teachers (9 qualities)(95 per) 

1. Attending teachers workshop (9) 

2. Using variety of techniques (7) 

3. Eye contact and body movement (5) 

4. Parents communication (2) 

5. Focusing on educational needs (1) 

6. Rewards (1) 

 

1. Attending teachers workshop (40) 

2. Using variety of techniques (35) 

3. Passion (31) 

4. Collaborative with pears (29) 

5. Flexible (23) 

6. Positive attitude (20) 

7. Humor (19) 

8. Good appearance (11) 

9. Forgiving (8) 

 

The similar qualities and high repeated are 

1. Attending teachers workshop  

2. Using variety of technology  
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Appendix D 

Ethics                                                                                             

GRIFFITH UNIVERSITY HUMAN RESEARCH ETHICS COMMITTEE 

 

                                                      02 Jan-2014 

 

Dear Ms Alqahtani 

 

I write further to the additional information provided in relation to the conditional approval granted 

to your application for ethical clearance for your project "NR:  Ranking Teacher Qualities that 

Enhance Female Teachers’ Effectiveness in Girls’ Secondary Schools in Saudi Arabia." (GU Ref 

No: EDN/96/13/HREC). 

 

This is to confirm receipt of the remaining required information, assurances or amendments to this 

protocol. 

 

Consequently, I reconfirm my earlier advice that you are authorised to immediately commence this 

research on this basis. 

 

The standard conditions of approval attached to our previous correspondence about this protocol 

continue to apply. 

 

Regards 

 

 

Dr Kristie Westerlaken 

Policy Officer 

Office for Research 

Bray Centre, Nathan Campus 

Griffith University 

ph: +61 (0)7 373 58043 

fax: +61 (07) 373 57994 

email: k.westerlaken@griffith.edu.au 

web:  

 

Cc:  

 

Researchers are reminded that the Griffith University Code for the Responsible Conduct of Research 

provides guidance to researchers in areas such as conflict of interest, authorship, storage of data, & 

the training of research students. 

You can find further information, resources and a link to the University's Code by visiting 

http://policies.griffith.edu.au/pdf/Code%20for%20the%20Responsible%20Conduct%20of%20Resea

rch.pdf 

PRIVILEGED,  PRIVATE AND CONFIDENTIAL 

This email and any files transmitted with it are intended solely for the use of the addressee(s) and 

may contain information which is confidential or privileged. If you receive this email and you are 

not the addressee(s) [or responsible for delivery of the email to the addressee(s)], please disregard 

the contents of the email, delete the email and notify the author immediately 
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Appendix E 

A letter of facilitate the task of collecting data in Saudi Arabia from the Royal 

Embassy of Saudi Arabia in Australia 
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Appendix F 

A letter of consent from the Ministry of Education in Riyadh city 

 

 


