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ABSTRACT The purpose of the present research paper is to determine the impact of feedback about appraisal on
elementary teachers’ professional development. The research was designed as a cross-sectional survey. The population
comprised 165 elementary teachers working in primary schools in the central district of Tunceli during 2012–
2013 school years. Population was not sampled, but accessed as much as possible. The data was collected using the
Teaching and Learning International Survey (TALIS). The Cronbach Alpha reliability coefficient was 0.94.
Validity studies were done based on expert opinion.  The data was analysed using descriptive statistics, t and ANOVA
tests. The results suggested that teachers are supervised and evaluated by the inspectors mostly outside the school;
the feedback they receive are mostly about classroom practices. In terms of professional development this
feedback contributed mostly to classroom management practices.

I.  INTRODUCTION

The teachers, as the primary implementors
of educational activities, should sustainably
improve themselves using various sources to
succeed in response to fast-changing technolo-
gies, increasing socio-economic problems, and
contemporary innovations (Taymaz 1984). The
teachers in modern societies are supposed to be
professionals who can resolve problems, use
latest technology, build rapport with students
and their parents, utilize what is available in the
class or school to create an active learning envi-
ronment, and most importantly embrace lifelong
learning as a principle, and take active role in
contributing to overall development of the soci-
ety (Oktay 1998).

To gain the desired qualifications, a teacher
needs professional support from the institution
one works for in addition to one’s personal en-
deavours. In this respect, one kind of support
from the institution is the feedback provided for
the teachers based on the evaluations during
the supervision process. It is widely acknowl-
edged that in all the organizations feedback has
important contribution to teachers’ profession-
al development (London 2003; Organization of
Economic Cooperation and Development
[OECD] 2009).

In the present research, it was aimed to as-
sess the works of elementary teachers and to
determine the effect of the feedback they re-
ceived during appraisals on their professional
development.

1.1 Appraisal and Feedback

It can be observed that appraisal and feed-
back have strong and positive effects on teach-
ers and their work, as well as increasing their job
satisfaction, improving work security to some
extent, positively affecting professional devel-
opment. As long as the appraisal focuses to the
behaviour and informative feedback is received
about the behaviour, it improves the teacher
(OECD 2009).

Feedback is a constructive way of communi-
cation informing the workers about their perfor-
mances, enabling them to observe their strengths
and characteristics that need to be improved
more. Providing feedback at the end of the ap-
praisal is critical in completing the appraisal
process.

Turkish Language Institution [TLI] defines
feedback as “the information received from the
addressee about the effect of the information or
instruction sent before (TDK 2005).   Feedback
can also be defined as using a portion of a sys-
tem output as an input to inspect the function-
ing of the system.

Ashford (1968: 466) uses feedback in two
meanings. For the first one, feedback means a
person’s informing the other about his/her acts.
In its general daily use, feedback refers to this
kind of information. However, the second mean-
ing of feedback within the context of system
theory is different. In system theory, feedback
means the two-way interaction between cause
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and effect. That is, the act of having feedback is
defined as an individual’s conscious effort to
develop correct and proper behaviours to achieve
value-generating results (Ashford 1968: 465).

As long as it is provided in a meaningful,
useful and desired manner, feedback generates
considerably effective results in resolving the
professional problems, enhancing motivation
and encouraging learning (London 2003: 3). Es-
pecially in information-based organizations,
there is a gradually increasing need for a feed-
back loop to provide constant information flow
about whether information workers are perform-
ing well or doing their job successfully (Liden
and Mitchell 1985:  229).

The relevant literature sorts out two types
of feedback. Some conceptualize them as posi-
tive vs. negative feedback, while some others
distinguish constructive feedback from destruc-
tive feedback (Kaymaz 2007:  147).  Positive feed-
back is provided for the behaviours that the
employee performs relatively well, mostly sug-
gesting personal motivation and rewarding (ap-
preciation), and aiming at encouraging the per-
son to improve more thanks to this motivation
and rewarding. For the workers, it is very diffi-
cult to use negative feedback for improvement
and transform this information to his/her bene-
fit, since negative feedback has, above all, psy-
chological and sociological reflections, e.g. moral
and motivation lose disappointment, stress, and
damaged image. Under these psychological and
social pressures, it is quite difficult to perceive
the negative judgments for one’s benefit and
make use of them for personal improvement with-
out personalizing (London and Smither 2002: 86).

In the present research, feedback is used to
mean providing (formally or informally) the
teachers with the results of the assessments
on their performances to inform them about the
fields that they generally perform well or fields
that they need to improve more. Feedback can
be provided formally (For example in a written
report) or informally (For example through per-
sonal communications).

According to the latest arrangements, with
the Decree with Power of Law on Organization
and Functions of Ministry of National Educa-
tion dated 14.09.2011 and numbered 652, the or-
ganizational structure of the Ministry was rear-
ranged, the President of Supervisory Board was
annulled and Presidency of Guidance and Su-
pervision was founded. This change means an

evolution from classical inspection to modern
guidance in teacher appraisal process.

Successful professional development oppor-
tunities offered for teachers also have consider-
able amount of positive effect on students’ per-
formance and learning gains. In this respect,
teachers’ professional development must be
considered as a key factor to enhance the stu-
dent achievement (Villegas-Reimers 2003: 29).

The concept of professional development for
teachers requires comprehensive learning activ-
ities involving in-service training, on-going pro-
fessional development and teachers’ self-learn-
ing. Although professional development in-
volves in-service training activities for the “pro-
fessional” development of teachers, it actually
focuses on supporting the teachers in personal,
professional and social perspectives. “Profes-
sional development is defined as activities that
develop individual’s skills, knowledge, expertise,
and other characteristics as a teacher” (OECD
2009:  49).

The categories of professional development
for teachers were specified by OECD within
TALIS research as appraisal, classroom manage-
ment, content knowledge, instructional practic-
es, ICT skills, special education, student disci-
pline, school management, and teaching and stu-
dent guidance in multicultural settings (OECD
2013).

In Turkish National Education system Gen-
eral Competencies for Teaching Profession have
been defined under 6 broad and 31 sub-catego-
ries of competences with 233 performance indi-
cators (MEB 2006: 11). They are,

1.1.1 Competence Categories

A- Personal and Professional Values-
professional Development

A1 - Caring, understanding and respecting
learners

A2 - Believing that every learner can learn
and achieve

A3 - Caring national and international val-
ues

A4 - Doing self-assessment
A5 - Ensuring personal development
A6 - Pursuing and contributing to profes-

sional developments
A7 - Contributing to school improvement

and renewal
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A8 - Pursuing professional acts, assign-
ments and responsibilities

B- Knowing about the Learners

B1 - Knowing about learners’ developmen-
tal characteristics

B2 - Considering their interest and needs
B3 - Caring about the learners
B4 - Guiding the learners

C- Learning and Teaching Process

C1 - Lesson planning
C2 -  Material development
C3 - Arranging learning settings
C4 - Extracurricular activities
C5 - Diversifying instruction considering the

individual differences
C6 - Time management
C7 - Behaviour management

D- Monitoring and Assessing Student
Learning and Improvement

D1 - Deciding about the measurement and
evaluation methods and techniques

D2 - Measuring students’ learning using
various measurement techniques

D3 - Analysing and interpreting the data,
and providing feedback

D4 - Revising the learning-teaching process
according to the assessment results

E- School-family and Society Relationships

E1 - Knowing about the school environment
E2 - Make use of environmental resources
E3 - Making the schools a cultural centre
E4 - Knowing about the family and impar-

tiality in relations with families
E5 - Ensuring parental involvement and co-

operation

F- Curriculum and Content Knowledge

F1 - Objectives and principles of Turkish Na-
tional education

F2 - Subject field curriculum knowledge and
implementation skills

F3 - Following, evaluating and developing
subject field curriculum.

1.2 Literature Review

There is hardly any study in Turkey about
the effect of feedback on professional develop-
ment of teachers (except for OECD’s TALIS re-
search). However, there are a few researches
studying not direct bur rather indirect effect of
feedback on teachers’ professional development.
One such research was conducted by EriSen
(1997), who studied teaching staff’s ability to
fulfil the feedback and correction behaviours.
According to the results of the paper the teach-
ing staff stated that they always or generally
provide positive feedback and corrections for
the students, while the students stated that only
a small part of the teaching staff provide posi-
tive feedback and corrections.  In an another
research, Oral (2000) analysed elementary school
teachers’ feedback and correction behaviours,
which revealed that only a few of the teachers
perform plenty of positive feedback and correc-
tions and some of the teachers perform negative
feedback and correction behaviours.  Kogce et
al. (2009) reported that teachers make general
definitions for feedback mostly different from
each other. In addition, it was noted that, while
stating about the characteristics of ideal feed-
back practice, participating teachers emphasized
evaluative characteristics focusing on the per-
sonalities of the students in addition to descrip-
tive characteristics enhancing the students’ per-
formances. Other similar studies were overwhelm-
ingly about the effect of feedback on students’
learning (Yunt 1978; Senemoglu 1987; Peker 1992;
Gozutok 1995). Still, there are many studies about
the effect of feedback on performance (Kluger
and DeNisi 1996; Kaymaz 2007). However, no
matter why it is given, that is either for profes-
sional development, better performance, or  for
better student learning, positive and timely feed-
back have a positive effect on behaviours.

1.3 Purpose

The purpose of the present research is to
assess the performances of elementary school
teachers and to determine the perceived effect
of the feedback they receive about this apprais-
al on their professional development.

In this respect answers to the following ques-
tions were sought:
1. How often have the teachers been ap-

praised by and/or provided feedback from
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the school principal, colleagues, members
of school administration, or an individual
or a group outside the school about their
work at school?

2. During the appraisal or provision of feed-
back, what points were considered to what
extent?

3. How and to what extent did the appraisal
and/or feedback about teachers’ work at
school make a change in terms of profes-
sional development?

4. Do the perceptions of teachers about the
statements in the three factors differ signif-
icantly in terms of gender, age, educational
background, professional seniority, and time
of service in the current school?

2.  METHOD

2.1 Design

This paper was designed according to the
survey model since it attempts to describe the
current situation. Survey models are research
approaches that aim at describing a current or
past situation as own. The event, individual or
object being researched is described as intact
and in its own circumstances. There is no at-
tempt is to change or affect them (Karasar 1984;
Balci 2001; Islamoglu 2011).

2.2 Sampling

The population of the study comprised 225
teachers working in ten elementary schools in
central district of Tunceli province during 2012–
2013 school years (Tunceli Directorate of Na-
tional Education [TDoNE] 2012). Since it was
available to access the entire population, no sam-
pling method was used. As a matter of fact, 181
of the 214 questionnaire forms accessed to re-
search group returned. Among the returning
questionnaire forms, 18 were discarded from the
analysis due to incomplete or defective answers.
Thus, only 163 (72.44 % of the population) cas-
es were included in the analysis.

Table 1 presents demographics about the
participants who worked in elementary schools
in central district of Tunceli province during of
the 2012–2013 school years.

As placed in Table 1, out of 163 participating
elementary teachers, 88 (54.0 %) were men and
75 (46.0 %) were women. As for the age of the

participating teachers, 13 (8.0 %) were under 25
years of age, 44 (27.2 %) were aged between 25–
29, 77 (47.2 %) were aged between 30–39, 21
(12.9 %) were aged between 40-49, and only 8
(4.9 %) were aged between 50-59.  According to
this data, it can be said that young teachers are
working in the central district of Tunceli prov-
ince. According to the educational background,
7 (4.3 %) teachers graduated from 2-3 year de-
grees, 151 (92.6 %) had an undergraduate de-
gree, while 4 (2.5 %) had graduate degree and
only one (0.6 %) had a PhD. In terms of their
professional seniority, 11 (6.7 %) of the partici-
pating teachers had professional experience par-
ticipating less than one year, 15 (9.2 %) were
experienced for 1-2 years, 32 (19.6 %) were expe-
rienced for 3-5 years, 53 (32.5 %) were experi-
enced for 6-10 years, 32 (19.6 %) were experi-
enced for 11-15 years, and finally 10 (6.1 %) had
professional seniority over 20 years. As for the
time of service as teachers in the school they are
currently working, 42 (25.8 %) of the teachers
were in their first years, 39 (23.9 %) had been

Table 1: Demographics about the participating
elementary teachers

Variable Groups        N          %

Gender Man 88 54.0
Woman 75 46.0
Total 163 100.0

Age Under 25 years 13 8.0
25–29 years 44 27.0
30–39 years 77 47.2
40–49 years 21 12.9
50–59 years 8 4.9
Total 163 100.0

Educational 2-3 year degrees 7 4.3
  Background Undergraduate (faculty) 151 92.6

Graduate 4 2.5
PhD 1 .6
Total 163 100.0

Professional First year 11 6.7
  Seniority

1–2 years 15 9.2
3–5 years 32 19.6
6–10 years 53 32.5
11–15 years 32 19.6
16–20 years 10 6.1
More than 20 years 10 6.1
Total 163 100.0

Time of First year 42 25.8
  Service in 1–2 years 39 23.9
  the Current 3–5 years 46 28.2
  School 6–10 years 24 14.7

11–15 years 8 4.9
16–20 years 3 1.8
More than 20 years 1 .6
Total 163 100.0
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working for 1–2 years, 46 (28.2 %) had been
working for 3-5 years, 24 (14.7 %) had been work-
ing for 6-10 years, 8 (4.9 %) had been working
for 11-15 years, 3 (1.8 %) had been working for
16-20 years, and only 1 (0.6 %) had been work-
ing for more than 20 years. This indicates that
most teachers in the central district of Tunceli
were young and had moderate level of profes-
sional seniority.  This finding concurs with TALIS
results, suggested that while the rate of teach-
ers under 40 years of age in the participating
countries is 43 percent, this rate is 73 percent in
Turkey (MEB 2010).

2.3 Data Collection

The data was collected using the Teacher
Questionnaire Main Application Version (MS–
12–01) in the Turkish National Report of the
Teaching and Learning International Survey
(TALIS/OECD) conducted by Organization of
Economic Cooperation and Development.  Since
the questionnaire is available for everyone, no
permission was sought.

In the first part of the questionnaire form there
were five questions about personal information
including educational background and profes-
sional seniority. Second part included three di-
mensions. Three items in the first dimension are
about how often and by whom the teachers are
appraised; 18 items in the second dimension were
about the points emphasized in the feedback
they receive as a result of appraisal; and 8 items
in the third dimension were about the perceived
impact of appraisal and feedback about their
school-based performances on their procession-
al development process. The Turkish adapta-
tion of the scale was subjected to internal reli-

ability   analysis. Cronbach Alpha reliability co-
efficients for each dimension and entire scale
are presented in Table 2.

As exhibited in Table 2, Alpha reliability co-
efficient was estimated .63 for the items in the
first part. The Alpha reliability coefficient was
.943 for the items in the 2nd part and .956 for the
items in the 3rd part. The alpha coefficient for the
entire scale was .940. Expert opinion was con-
sidered to suffice for the validity of the scale.

2.3  Data Analysis

The statistical analysis of the data were done
using SPSS package program. Data obtained
were analysed using descriptive statistics in-
cluding frequency, percentage, mean scores and
standard deviations, as well as using t test, in
terms of gender variable and using one-way-
ANOVA in terms of variables including age, ed-
ucational background, professional seniority
and time of service as teachers in the current
school.

Participants’ responses to the items in all
three parts of the questionnaire were analysed
using descriptive statistics including frequen-
cy, percentage, mean scores and standard
deviations.

Mean scores for the items in the third part of
the questionnaire were compared using t test, in
terms of gender variable and using one-way-
ANOVA in terms of variables including age, ed-
ucational background, professional seniority
and time of service as teachers in the current
school. One-way ANOVA is used to determine
whether there is a difference among three or more
independent groups based on a certain variable
(Buyukozturk 2006).

Table 2: Reliability analysis of the teacher questionnaire of the impact of appraisal and feedback on
professional development

Reliability 1st part 2nd part 3rd part Entire scale

How often have you During the appraisal To what extent did
been appraised and/or  or provision of the appraisals and/or
provided feedback feedback, to what feedback about your
as a teacher about extent, do you think, work at this school
your work in this the following points make a change in
school by the people were given impor- the following aspects
below? (3 items) tance? (18 items) of professional

development?
(8 items)

Alpha reliability .637 .943 .956 .940
coefficient (á)
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3.  FINDINGS  AND  DISCUSSION

Appraisal and receiving feedback is impor-
tant both for teachers and their students. Be-
sides, it is significant to learn about the frequen-
cy of appraisal and feedback teachers receive
from different shareholders. Accordingly, the first
research problem was “How often have the
teachers been appraised by and/or provided
feedback from the school principal, colleagues,
members of school administration, or someone
or a group outside the school about their work
at school?”  The results of the analysis are pre-
sented in Table 3.

According to the data in Table 3, 76 percent
(n=124) of participating teachers stated that they
were appraised by and/or provided feedback from
the principal once or more in a year. Also 50.9
percent (n=75) of the teachers stated that they
were appraised by and/or provided feedback from
other colleagues or members of school adminis-
tration once or more in a year. However, 38 per-
cent (n=62) of the teachers stated that they had
never been appraised by and/or provided feed-
back from colleagues or members of school ad-
ministration. These findings concur with the re-
sults of TALIS (2009). According to the results
of Teaching and Learning International Survey
(TALIS) conducted by OECD, teachers are ap-
praised mostly by the school principals.

The second research question was “During
the appraisal or provision of feedback, what
points were considered to what extent?” There
were 18 items in the questionnaire about ques-
tion. Accordingly, the means scores for teacher
views about “what points were considered to
what extent during the appraisal or provision of
feedback” are presented in Table 4. The distri-
bution of the answer to each item in this part of
the questionnaire is presented in Table 4.

 As it is seen in Table 4, 33.7 percent (n=55)
of the teachers stated that, during the appraisal
or provision of feedback, especially their “class-
room management” skills were given importance.
In addition, teachers stated that they were ap-
praised and feedbacked in consideration to their
knowledge and understanding in their  subject
field (32.5 %; n=53), Other indicators concern-
ing student performance (31.9 %; n=52), Feed-
back from the parents (31.3 %, n=51), their knowl-
edge and understanding about the teaching prac-
tices (information transfer) in the main subject
field (31.3 %, n= 51), their students’ test scores Ta
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(30.1 %, n=49),  class retention and pass rates of
their students (30.1 %, n=49),  their relations with
the students (30.1 %, n=49), student discipline
and behaviour problems (30.1 %, n=49), feed-
back from students about their instruction (28.8
%, n= 47), their progress in terms of profession-
al development (28.8 %, n=47), their teaching
excellence directly looking at classroom teach-
ing practices (28.2 %, n=46),  Innovative teach-
ing practices (27.6 %, n=45), the extent to which
they work in harmony with the principal and their
colleagues (27.6 %, n=45), their extracurricular
activities with students (for example school plays
and performances, sportive activities) (23.3 %,
n=38), teaching in “multicultural settings” (21.5
%, n=35), and teaching students with special
needs (21.5 %, n=28). These results concur with
the results of TALIS research. For example, ac-
cording to the TALIS results, participating teach-
ers from 16 countries (Austria, Belgium, Den-
mark, Estonia, Hungary, Iceland, Ireland, Korea,
Litvania, Malta, Norway, Poland, Portuguese,
Slovakia, Slovenia and Turkey) considered
teaching in multicultural settings as the least
important aspect of teacher appraisal and feed-
back process (MEB 2010). Further, it was ob-
served that “classroom management” is given
importance the most during appraisals by the
school principals. In the list, classroom manage-
ment is followed by classroom teaching, harmo-
ny with the principal and colleagues, subject
field knowledge and teaching understanding,
and innovative teaching practices (OECD 2009).

 The third research question was “How and
to what extent did the appraisals and/or feed-
backs about teachers’ work at school make a
change in terms of their professional develop-
ment?” The distribution of the answer to each
item in this part of the questionnaire is present-
ed in Table 5.

According to the data in Table 5, some teach-
ers stated that the appraisals and  related feed-
back they received have made no change in the
instruction they provide for the students with
special needs, (25.2 %, n=41), in their knowl-
edge and understanding of their main subject
field (23.3 %, n=38), in the instruction they pro-
vide for the students in “multicultural settings”
(22.7 %, n=37), in their professional develop-
ment or training plan to improve their teaching
(22.1 %, n=36), in their knowledge and under-
standing of instructional practices (information
transfer) in their main subject field (20.2 %, n=33),14
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in their classroom management practices (20.2
%, n=33), in their way of handling the students’
discipline and behaviour problems (17.8 %, n=29),
and in the importance they give to improving
students’ test scores (19.6 %, n=32). Some teach-
ers stated that appraisals and  related feedback
made a considerable change in the importance
they give to improving students’ test scores (20.9
%, n=34), in the way they handle students’ dis-
cipline and behaviour problems  (18.4 %, n=30),
in their professional development or training plan
to improve their teaching (16 %, n=26), in their
knowledge and understanding of instructional
practices (information transfer) in their main sub-
ject field (15.3 %, n=25), and in the instruction
they provide to the students with special needs
(15.3 %,  n=25).

The fourth research problem was “Do the
perceptions of teachers about the statements in
the three dimensions differ significantly in terms
of gender, age, educational background, profes-
sional seniority, and time of service in the cur-
rent school?”  The results of the analysis are
presented in Tables 6, 7, 8, 9 and 10.

 As it is seen in Table 6, no significant differ-
ence was found between teachers’ views about
the items in first dimension {t(161)= 1,643,

p>.05}, second dimension {t(161)= 1.415, p>
0.05], and third dimension {t(161)= 1.032, P> 0.05]
of the scale by gender variable at 0.05 signifi-
cance level. Besides, teachers’ views on the im-
pact of appraisal or feedback on their profes-
sional development under three dimensions did
not differ significantly by gender variable.

 As it is seen in Table 7, no significant differ-
ence was found between teachers’ views about
the items in first dimension {F(4-158)= 0.622,
p>.05}, second dimension {F(4-158)=0.526,  p>
0.05], and third dimension {F(4-158)=0.356,  P>
0.05] of the scale by age variable at 0.05 signifi-
cance level. In addition, teachers’ views on the
impact of appraisal or feedback on their profes-
sional development under three dimensions did
not differ significantly by age variable.

As may be observed in Table 8, no signifi-
cant difference was noted between teachers’
views about the items in first dimension {F(4-
158)= 0.737, p>.05}, second dimension {F(4-158)=
1.415,  p> 0.05], and third dimension {F(4-158)=
1.112, P> 0.05] of the scale by educational back-
ground variable at 0.05 significance level. Fur-
ther, teachers’ views on the impact of appraisal
or feedback on their professional development
under three dimensions did not differ signifi-

Table 6: Results of t test analysis on teachers’ views under three dimensions by gender

Dimensions Gender N        X            S     df       t      p  Significant
  difference

1st dimension Woman 88 9.3523 3.35295 161 1.643 .102 None
Man 75 10.2533 3.64318

2nd dimension Woman 88 69.3977 14.52824 161 1.415 .159 None
Man 75 66.1467 14.72513

3rd dimension Woman 88 19.9886 7.63461 161 1.032 .304 None
Man 75 21.1200 6.10928

P<0.05

Table 7:  Results of ANOVA test analysis on teachers’ views under three dimensions by age

Dimensions Source of variance Sum of Df     Mean    F   P Significant
squares    squares difference

1st dimension Between groups 30.890 4 7.723 .622 .648
Within groups 1962.251 158 12.419
Total 1993.141 162

2nd dimension Between groups 458.019 4 114.505 .526 .717
Within groups 34378.411 158 217.585
Total 34836.429 162

3rd dimension Between groups 70.463 4 17.616 .356 .839
Within groups 7814.273 158 49.457
Total 7884.736 162

<0.05
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cantly by educational background                 vari-
able.

As displayed in Table 9, no significant dif-
ference was found between teachers’ views
about the items in first dimension {F(6-156)=
0.819, p>.05}, second dimension {F(6-156)=
0.690,  p> 0.05], and third dimension {F(6-156)=
1.755, P> 0.05] of the scale by professional se-
niority variable at 0.05 significance level. Be-

sides, teachers’ views on the impact of appraisal
or feedback on their professional development
under three dimensions did not differ signifi-
cantly by professional seniority variable.

As presented in Table 10, no significant dif-
ference was found between teachers’ views
about the items in first dimension {F(6-156)=
0.886,  p>.05}, second dimension {F(6-156)=
1.180, p> 0.05], and third dimension {F(6-

Table 9: Results of ANOVA test analysis on teachers’ views under three dimensions by professional
seniority

Dimensions Source of variance Sum of  Df    Mean    F   P Significant
squares  squares difference

1st dimension Between groups 60.901 6 10.150 .819 .556
Within groups 1932.240 156 12.386
Total 1993.141 162

2nd dimension Between groups 900.877 6 150.146 .690 .658
Within groups 33935.552 156 217.536
Total 34836.429 162

3rd dimension Between groups 498.497 6 83.083 1.755 .112
Within groups 7386.239 156 47.348
Total 7884.736 162

P<0.05

Table 10: Results of ANOVA test analysis on teachers’ views under three dimensions by time of service
in the current school

Dimensions Source of variance Sum of     Df    Mean    F   P Significant
squares  squares difference

11st dimension Between groups 65.675 6 10.946 .886 .507
Within groups 1927.467 156 12.356
Total 1993.141 162

2nd dimension Between groups 1512.069 6 252.012 1.180 .320
Within groups 33324.360 156 213.618
Total 34836.429 162

3rd dimension Between groups 484.992 6 80.832 1.704 .123
Within groups 7399.744 156 47.434
Total 7884.736 162

P<0.05

Table 8: Results of ANOVA test analysis on teachers’ views under three dimensions by educational
background

Dimensions Source of variance Sum of Df      Mean    F   P Significant
squares    squares difference

1st dimension Between groups 36.498 4 9.124 .737 .568
Within groups 1956.643 158 12.384
Total 1993.141 162

2nd dimension Between groups 494.918 4 123.729 .569 .685
Within groups 34341.512 158 217.351
Total 34836.429 162

3rd dimension Between groups 215.886 4 53.971 1.112 .353
Within groups 7668.850 158 48.537
Total 7884.736 162

P<0.05
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156)=1.704, P> 0.05] of the scale by time of ser-
vice in the current school variable at 0.05 signif-
icance level. In addition, teachers’ views on the
impact of appraisal or feedback on their profes-
sional development under three dimensions did
not differ significantly by time of service in the
current school variable.

In this part of the questionnaire, participat-
ing teachers were asked to write their views if
any. A few teachers (n=12) answered the open-
ended question. According to the analysis of
the responses, teachers’ views were very differ-
ent including both those caring the feedback
and those who do not care feedback. Among
them only two stated that feedback was not nec-
essary and adequate, while others found apprais-
al and feedback necessary and useful, and not-
ed that it would be better if such practices are
objective and decision makers (appraisers) are
adequate. Further, teachers commented about
their concerns about inspectors’ professional
competencies, that is whether they are compe-
tent enough to guide the teachers. One partici-
pant’s comment on this issue was significant:
“My appraiser actually needs to be appraised
himself, what help would it make to me?”

There is no doubt that appraising and pro-
viding feedback to the teachers about teachers’
performance in terms of fulfilling their duties and
responsibilities, their strengths and weakness-
es in a systematic way based on objective stan-
dards by specialized appraisers would contrib-
ute to their professional developments. Howev-
er, these inspections, appraisals, and feedback
should be done in an open and participatory
way in cooperation among all the shareholders.

Consequently, it is aspired that the ministry
of national education should increase the num-
ber of inspectors, the inspectors should always
be involved in personal training activities, and
inspectors should also be evaluated by the teach-
ers inspected.

4. CONCLUSION

As in all open system, well-functioning of
the education circle requires all components of
the system to function in cooperation and coor-
dination. Teachers, as not just the input of the
education system, they are actually integrated
in all components of the system. They partici-
pate in all phases and steps of the system. Sim-
ilarly, the teachers are also a part of feedback

and appraisal. They are the agents who monitor
and evaluate student learning, and provide feed-
back to learners and all other interested parties.
In addition to this, they (should) receive feed-
back about their own performance. The process
requires this. Thus, this proves again that all the
components of the education system are inter-
related with one another not only in terms of
input-output relation but also in terms of cause-
effect relation.

Inspection, appraisal, and feedback have
undergone some change in the course of time
and evolved into what is known as modern in-
spection (that is guidance) from classical inspec-
tion. This is also true for Turkish Education Sys-
tem. However, quitting classical inspection meth-
ods and promoting to guidance-oriented inspec-
tion and appraisal does not herald the resolu-
tion of inspectional problems in education. What
is meant with successful inspection and apprais-
al is to contribute as a result to the teachers’
professional development. Understanding this
seems possible only when the feedback-receiv-
ing teachers believe or acknowledge that it
brings good to them professionally. This is be-
cause it is possible that due to the inadequacy
of the appraiser the feedback received may have
a negative impact. In the present research, it was
aimed to appraise the elementary school teach-
ers’ works and to determine the impact of feed-
back about this appraisal on their professional
development.  As a result, following conclusions
were made based on the analysis of data ob-
tained from 163 elementary school teachers:

1. In response to the question “How often
have you been appraised by and/or pro-
vided feedback from the school principal,
colleagues, members of school administra-
tion, or an individual or a group outside
the school about your work at school?”
most of the teachers (76%, n=124) answered
they are appraised by and receive feedback
from school principals, and 50.9 percent
(n=75) do so by/from colleagues or mem-
bers of school administration once or more
in a year. On the other hand, 38 percent
(n=62) of the teachers stated that they had
never been appraised by and/or provided
feedback from colleagues or members of
school administration.

2. In response to the question “During the
appraisal or provision of feedback, what
points were considered to what extent?”
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most of the teachers (33.7%, n=55) an-
swered especially their “classroom manage-
ment” skills were given importance. The
least rated aspect in terms of importance
attached during appraisal were teaching in
“multicultural settings” (21.5%, n=35), and
teaching students with special needs
(21.5%, n=28).

3. In response to question “How and to what
extent did the appraisals and/or feedback
about your work at school make a change
in terms of your professional develop-
ment?” considerable number of  teachers
(25.2%, n=41) stated that appraisals and
related feedback they received have made
no change in the instruction they provide
for their students with special needs, while;
relatively less teachers stated that apprais-
als and  related feedback have made con-
siderable change in their knowledge and
understanding of instructional practices
(information transfer) in their main subject
field (15.3%, n=25), and in the instruction
they provide for the students with special
needs (15.3%,  n=25).

4. As a result of the analysis on the answers
to the research question that “Do the per-
ceptions of teachers about the effect of ap-
praisal and/or feedback on their profession-
al development differ significantly in terms
of gender, age, educational background,
professional seniority, and time of service
in the current school?”, no significant dif-
ference was observed among participants
views.

5.  RECOMMENDATIONS

Consequently, it was concluded that the ap-
praisals and feedback about elementary school
teachers’ works may cause positive impact on
their professional development, yet it seems to
be inadequate with the current inspection prac-
tices. One leading reason for this was lack of
multi-source nature (other teachers, school ad-
ministration, parents, non-governmental orga-
nizations, public authorities, professional cham-
bers etc.) of the appraisals, as well as the inade-
quacy of the appraisers giving feedback to the
teachers about the evaluations in professional
terms. Therefore, it is recommended that teach-
ers’ appraisal should be done more systemati-
cally through multi-sources rather than by a sin-

gle authority and, most importantly, the apprais-
ers should be better qualified simultaneously.
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