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Abstract: This study aimed at exploring the factors affecting classroom teachers’ job
performance. Maximum variation sampling was used to select the study group. 72
teachers working at primary schools in a province in Eastern Turkey participated in a
qualitative dominant mixed-methods study incorporating a qualitative case study and
Q methodology. The data obtained through interviews were content-analyzed, and
the Q data were analyzed via the PQMethod 2.35 software program. The results
indicated that organizational, managerial, and systemic factors had both negative
and positive effects on teacher performance. Teachers expressed similar views via
the item configurations provided and built up a similar profile about the factors
affecting job performance. Besides general professional competencies, students’
readiness level and teachers’ mastery of course content were reported to have
impacts on classroom teachers’ job performance.
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research; Q methodology.

1. Introduction

International research-based evidence has indicated the role and contribution of teachers in
students’ education and academic achievement (Cordero & Gil-lzquierdo, 2018; Day,
Sammons, Stobart, Kington, &Gu, 2007; Hanushek, 2011; Hattie, 2009; Savage, 2019), social-
emotional development, preparation for social and professional life, and contribution to the
society (Heinz, 2015). For teachers to actualize the role and contribution mentioned, they are
expected to become effective teachers who display high job performance as the quality of
teachers’ job performance is a primary factor for effective teaching in schools (Canales &
Maldonado, 2018; Wiswall, 2013) at all levels. Accordingly, the quality of teaching depends
largely on the performance exhibited by teachers in the classroom (Polizzi, Head, Barrett-
Williams, Ellis, Roehrig, et al., 2018). Drawing on prior research, this research set out to
explore the factors influencing job performance of Turkish classroom teachers working at
public schools by taking an account of job performance as a variable construct.
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3 This study is based on the first author’s master’s thesis written under the direction of the second author.
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1.1. Literature Review

Performance can be explained as the quantitative and qualitative expression of the level of
the achievement of the intended goal of an individual, a group, a unit, or an organization
assigned to do a job and the effort made to achieve the specified objective (Holton, 1999;
Sonnentag & Frese, 2002). As a multidimensional concept (Anastasiou & Papakonstantinou,
2014; Holton, 1999; Pandey, 2019), job performance can be conceived as the contribution that
employees are expected to make to the organization through their activities (Motowidlo,
2003). There are different conceptualizations as to the components of job performance.
Sonnentag and Frese (2002) present three different perspectives on performance: an
individual differences perspective, a situational perspective, and a performance regulation
perspective. Their conceptualization involves the personal characteristics affecting job
performance, environmental factors determining the quality of performance, and
performance as an active process. In another theory by Campbell, McCloy, Oppler, and Sager
(1993; cf. Boset, Asmawi, & Abedalaziz, 2017), job performance is comprised of the
components such as declarative knowledge, procedural knowledge and skills, and motivation.
Based on this theory, it may be argued that teachers should know what to teach, how to do it,
and own the desire to do it to display high job performance. In the theory of Campbell et al.
(1993), the first component of job performance is declarative knowledge. It may refer to
professional knowledge that is an essential element for effective teaching (Minor,
Onwuegbuzie, Witcher, & James, 2002). The second component considered to be necessary
for job performance is procedural knowledge and skills. As knowing a subject is not enough to
teach effectively, teachers need to be knowledgeable about what to teach and how to teach
it. Along with mastering the methods and techniques in the teaching profession, the ability to
apply them successfully improves performance (Yoo, 2019). As the third component, teacher
motivation is also important for achieving high performance (Delvaux, Vanhoof, Tuytens,
Vekeman, Devos, et al., 2013). When declarative knowledge and procedural knowledge and
skills of teachers are combined with their desire to teach, teachers would be more likely to
perform better. Otherwise, having declarative and procedural knowledge and skills may not
be sufficient to teach effectively, which underlies the role of motivation in teacher
performance. Positive attitude towards the profession, the ability to see things positively, and
enjoying the work have positive effects on teacher motivation, leading to the improvement of
teacher job performance over time and the teaching process (Jang, 2017). Communication,
rewarding/appreciation, salary and personal rights, administrative factors, pre-service and in-
service training, and pressure can be considered as motivation factors from the external
environment (Yardibi, 2018). Motivation-related factors may cause a change in teacher
performance (Ertiirk & Aydin, 2017).

In light of the theories by Sonnentag and Frese (2002) and Campbell et al. (1993), it may be
argued that job performance consists of different components and that each of these
components has importance for job performance. The components suggested in both
theories can be considered to be suitable for teacher performance, together with some other
elements revealed in previous research. Many factors shape teachers’ performance in the
classroom (Anastasiou & Papakonstantinou, 2014). Not only personal characteristics (Boyd,
Grossman, Ing, Lankford, Loeb, et al., 2011; Cohen & Liu, 2011) but also organizational factors
such as school administration, colleagues, and physical environment (Polatcan & Cansoy,
2019), motivation (Ada, Akan, Ayik, Yildinm & Yalgin, 2013), the quality of pre-service and in-
service training, the school environment (Ada et al., 2013) and students’ behavior (Tehseen &
Hadi, 2015) may affect teacher job performance. Furthermore, teacher performance is
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associated with motivation (Anastasiou & Papakonstantinou, 2014; Ertiirk & Aydin, 2017), job
satisfaction (Arifin, 2015), communication (Boset et al., 2017; Visveswaran& Ones, 2000),
organizational climate (Senel & Bulug, 2016), managerial processes (Polatcan & Cansoy, 2019;
Van Den Ouweland, Vanhoof, & Van Den Bossche, 2019), professional and general qualifications
(Caena, 2014; Lev, Tatar, & Koslowsky, 2018; Rizvi, 2013; Skourdoumbis & Gale, 2013), and
student characteristics (Dicke, Elling, Schmeck, &Leutner, 2015; Rytivaara, 2012; Sebastian,
Herman, & Reinke, 2019).

Although there is a dearth of research that focuses on teacher performance both in Turkey
and abroad, prior research has mostly concentrated on the correlates of teacher performance
to a large degree. However, as a multidimensional concept, job performance is affected by
several factors that require further investigation through a more comprehensive
scrutinization of the factors influencing performance including macro- (education system),
meso- (school), and micro-level (personal and classroom) perspectives of teacher professional
life. Drawing on this justification, the present research attempted to explore the factors
affecting classroom teachers’ job performance in-depth, guided by these research questions:
“What do classroom teachers think of their job performance? What are the factors that affect
classroom teachers’ performance in Turkey? How do classroom teachers tend to rank the factors
affecting performance?”

2. Method
2.1. Research Design

Two research approaches, case study and Q methodology, were employed in the research for
Study I and Study II. Qualitative data were collected first and then the results were used to get
in-depth information in a qualitative-dominant mixed research design, Q methodology. The
case study method was adopted for the qualitative strand of the research. The case study
method involves an in-depth exploration regarding a particular project, policy, institution,
program, or system in a real-life context from multiple perspectives of the complexity and
uniqueness (Simons, 2009).

Q methodology was used to conduct the mixed strand of the research. The Q methodology is
considered to be a qualitative-dominant mixed research method (Ramlo, 2016). Stenner and
Stainton Rogers (2004) considered Q methodology as a qualitative and quantitative hybrid
approach. The Q method was first developed by William Stephenson in the field of psychology
in the 1930s, and then it was used in the social sciences (Brown, 1996). Q methodology is a
useful research method for measuring the perceptions created specifically for a particular
case (Coogan& Herrington, 2011).

In the Q method study, the main dimensions were determined based on qualitative
interviews. A Q concourse was constructed, and the participants were asked to rank-order the
items in the concourse on the Q sorting grid. The participants were asked to arrange their
opinions on the grid with a negative and positive range and to sort the items into the
corresponding boxes on the grid formatted as agree (+), disagree (-), and neither agree nor
disagree (neutral). The participants place the most appropriate expression on the (+) end and
the most inappropriate expression on the (-) end (Danielson, 2009).
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2.2. Participants

The participants were selected via maximum variation sampling from the low, middle, and
high socioeconomic environments based on the school location for Study I. Teacher
statements were taken as a basis in determining the socio-economic status of the schools.
Pseudonyms were used to ensure the confidentiality of teachers’ identities. The demographic
characteristics of the interviewees are provided in Table 1.

Table 1. Demographic information regarding interviewees

No Gender Pseudonym Age Total Experience in SES Level of
Seniority (in Current School (in School
Years) Years)
1 Male Hakan 27 5 1 Medium
2 Male Ozgiir 32 1 8 Low
3 Male Mehmet 27 4 1 Low
4 Male Samet 52 14 6 Medium
5 Male Mustafa 32 9 2 Low
6 Female Senay 25 4 2 Medium
7 Female Halise 42 19 1 Medium
8 Female Kevser 34 6 4 Medium
9 Male Enes 28 5 1 High
10 Female Selvi 28 5 4 Medium
1 Female Derya 27 4 2 Low
12 Female Beyza 28 6 2 Low
13 Female Talay 28 7 1 Low
14 Female Ezgi 47 25 4 High
15 Female Elif 34 9 6 High
16 Female Meryem 40 18 6 High
17 Female Sema 35 12 7 High
18 Male Hamza 28 5 3 Low
19 Male Fatih 33 10 3 High

As shown in Table 1, 11 female teachers and 8 male teachers participated in the interviews.
Their ages ranged between 25-52 years. The average teaching experience of the participants
was 9 years. Their professional experience was between 1to 11 years.

In the Q-method study, maximum variation sampling was adopted to select teachers based on
the socio-economic environment (low, middle, and high) that the schools were located in. The
same strategy as used for selecting the study group for interviews was also utilized to select
the participants in the Q-method study (Study Il). Demographic information related to the
participants included in the study is presented in Table 2.

Table 2. Demographic information of the Q study participants

Gender Female 31
Male 22

Age 25-35 years 39
36-45 years 12

46-55 years 2

Experience 1-5 years 17
6-10 years 17

11 years and above 19
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The grade taught 1st grade 16
2nd grade 16

3rd grade 8

4th grade 13

School SES Low 18
Middle 17

High 18

According to Table 2, 53 teachers (female n=31, male n=22) participated in the Q-method
study. More than half of the teachers’ ages ranged between 25-35 years, and many teachers
(n=34) had less than ten years of experience. More than half of them taught 1st and 2nd
graders. The school SES reflected maximum variation among teachers (low n=18, middle n=17,
and high n=18).

2.3. Data Collection Tools and Techniques

A semi-structured interview protocol, a personal information form, and a Q concourse
developed by the researchers were used to gather the data. The semi-structured interview
protocol was formed by the researchers after a literature review about teacher performance.
The interview form consisted of seven open-ended questions. After the first form was
drafted, the researchers sought four experts’ views (from the fields of classroom teaching
and educational sciences) to ensure content validity and comprehensibility of the questions.
Three new questions were added to the form based on the experts’ views. The form was
finalized after being examined by two experts in Turkish to eliminate linguistic problems.

The researchers developed a concourse related to the factors affecting teacher performance
by benefitting from the data obtained in the qualitative interviews. A concourse including 44
statementsfitems (negative=22, positive=22) under 15 dimensions/categories was the data
collection tool. The items were randomly numbered from 1 to 44 to prevent the complexity
that may exist while placing the cards on the grid. The dimensions included in the Q concourse
were specified as organizational factors, communication, school resources, system-related
factors, general professional competencies, teacher training and development,
rewarding/appreciation, administrative factors, factors related to parents, personal
characteristics, the reputation of the profession, attitude towards profession and school, factors
related to students, receiving feedback and inspection. The participants were asked to rank-
order the 44 items on the grid between -5 and +5 poles. The Q grid used for the factors
affecting teachers’ performance is provided in Figure 1.

Agree Neutral Disagree
-5 -4 -3 -2 -1 0 +1 +2 +3 +4 +5

Figure 1. The Q grid
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In addition to the Q concourse, a personal information section and four open-ended questions
were provided below the concourse. The personal information section inquired age, gender,
seniority, and the grades taught, while open-ended questions asked why the participants
chose the items they placed into the -5 and +5 boxes. The other two questions were about the
aspects needed to be involved (but not being covered) in the study and the ones disturbing
the participants.

2.4. Data Collection

Permission was taken from the Provincial Directorate of National Education to hold interviews
with the teachers working at public schools located in a province in eastern Turkey. The face-
to-face interviews were held at teachers’ schools on previously determined dates. The
interviews were held voluntarily, and the data were tape-recorded upon permission from 6
participating teachers. The tape-recorded interviews lasted between 11-17 minutes in duration.
However, 13 teachers out of 19 did not approve voice-recording. Therefore, the interviews
with these teachers were written down. These interviews lasted between 21-30 mins. After
the interviews were held, the raw data were transcribed verbatim.

A total of 53 classroom teachers from six primary schools participated in the research. In Q
research, the sample does not need to be a large one; thus, teachers who could reflect the
characteristics of the population were involved. Involving people who can look at events from
a broad perspective and contribute to different views will have a positive effect on the validity
and reliability of the research (Van Exel & De Graaf, 2005). Although it is possible to come
across effective research conducted with fewer participants, it is stated that collecting data
from 40 to 8o participants is sufficient for Q methodology (Shinebourne, 2009). Teachers
were debriefed about the purpose of the research, and only volunteering teachers who did
not participate in the qualitative interviews were selected. The procedures about sorting the
Q items on the gird were shared with the teachers. The researchers were present at the time
of the ranking-ordering process to avoid any confusion among teachers.

2.5. Data Analysis

The data collected through interviews were content-analyzed. The inductive content analysis
technique (Krippendorff, 2013) was employed to construct meaningful patterns based on the
divergences and similarities within the data. The content analysis aims at examining the data
collected, in a way that explains the relationship within the data (Flick, von Kardoff, & Steinke,
2004). The Q-method data were analyzed using the PQMethod 2.35 software (Schmolck, 2015)
developed specifically for the Q data analysis. The data collected were entered into the
PQMethod program manually. The analysis carried out using the principal components
analysis and hand rotation indicated that all of the teachers’ standpoints, except for two
teachers, were collected under one factor. The participants whose opinions were combined
under one factor were marked with an X. The results demonstrated that most of the teachers
were of similar opinions about the factors affecting teacher performance. After analyzing the
data collected by the Q method, the statistical formula (=2.58 x (1+Vn) was used to determine
the significance level (Demir & Kul, 2011). In this study, the significance value was calculated to
be .3889.
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2.6. Validity and Reliability

The semi-structured interview form was developed after reviewing teacher performance
literature. The draft form was examined by six experts in classroom teaching and educational
sciences and determined to include 10 open-ended questions. Then two experts in Turkish
education examined the form to remove the linguistic problems. When the form was finalized
in light of the experts’ views, it was piloted with two classroom teachers to ensure the validity
of the form. The pilot study indicated that the form was comprehensible and applicable. The
researchers compared and discussed the themes, sub-themes, and codes and combined
similar ones or eliminated irrelevant ones. While preparing and implementing the Q
concourse, the researchers paid attention to include items/statements based on the initially
collected qualitative data from the teachers. 54 items were initially written, and the items
were examined by six experts in the field of education. Based on the experts’ views, similar
items were combined, and irrelevant items were removed. Therefore, only 44 items were
included in the concourse.

3. Findings

In this section, the results obtained from the qualitative interviews are presented first. Then,
the results of the data collected by the Q method are given.

3.1. Teacher Strengths

In this theme, the aspects considered as strengths concerning teacher performance are
presented under several sub-themes and codes. Table 3 displays the codes and their
frequencies.

Table 3. Perceived strengths
Main theme Strengths

Sub-themes Codes

General professional competencies Classroom management
Making in-class activities
Raising self-confident children
Developing materials
Complying with professional ethics
Increasing academic success
Getting down to student level
Sufficient content knowledge

Communication Communication with students

Communication with colleagues
Communication with parents
Personal characteristics Undertaking responsibility

[ I T N N N S STEVIIRV, I

Eloquence

Self-motivation

Self-sacrifice
Attitude towards profession and Loving the job

school Adopting the school

N[=a o o

N

As indicated in Table 3, the aspects perceived as strengths by teachers were grouped under
four sub-themes: general professional competencies (n=16), communication (n=10), personal
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characteristics (n=4),and attitude towards the profession and school (n=4). General professional
competencies were emphasized as strengths more than other aspects. Two teachers
commented:

Classroom management, designing materials, designing activities, and getting
down to the student level are the aspects that | consider as my strengths.
(Sema)

My mastery of the content is one of my strengths. | get prepared well for the
lessons and teach the subject well. (Fatih)

Communication was another aspect that the teachers perceived as their strength. The stress
on communication with the relevant stakeholders underlined the importance of
communication for better performance. Teacher opinions indicated the importance of having
strong communication with students and with other school stakeholders. The mentioned
aspects pointed out the elements that may make a difference in terms of teacher
performance. Apart from general competencies and strong communication, undertaking
responsibilities, self-motivation, and making sacrifices when needed can lead teachers to do
their jobs better, along with positive attitudes towards the teaching profession and school.

3.2. Teacher Weaknesses

In an attempt to reveal why teachers may not display expected performance, teachers were
asked to state their perceived weaknesses. The emerging sub-themes and codes are provided
in Table 4 with their frequencies.

Table 4. Perceived weaknesses
Main theme Weaknesses

Sub-themes Codes

Not being able to get down to the student level

Not having adequate content knowledge
Having problems in communication with parents
Not being able to carry out enough activities
Professional knowledge Not be?ng able to conduct s.pecial skill courses properly
and skills Not being able to allocate time for the students
Not being able to carry out social activities for students
Having problems in communication with colleagues
Not being able to follow the latest developments
Not being able to develop enough materials
Not being able to manage the classroom
Personal characteristics Being short-tempered

Wl =2 2 o o a NN NNW | =

Not accepting criticism

Being anxious

Being incapable of problem-solving

Not having a sense of belonging to the school

A A A o

Two sub-themes emerged concerning the perceived weaknesses of teachers, professional
knowledge, and skills (n=21) and personal characteristics (n=7), as demonstrated in Table 4. The
sub-theme professional knowledge and skills revealed the aspects that teachers felt
incompetent such as having mastery in content knowledge, allocating time for students,
getting down to student level when teaching, communicating with parents and colleagues,
and carrying out adequate activities. Hamza reflected his perceptions:
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You can’t be good at all classes. Sometimes we can teach lessons like Social
Studies better but especially in terms of getting down to the student levels in
lessons like Science and teaching unsuccessful students, I am having
difficulties.

It was observed that some teachers considered themselves as weak in content knowledge,
managing classroom, developing materials, and teaching lessons requiring special talents
(music, visual arts, etc.). Some of these perceived weaknesses seemed to be associated with
their undergraduate education. Overall, most of the teachers mentioned the weaknesses in
professional competencies. One reason behind these weaknesses may be related to teachers’
lack of teaching experience as more than half of them were in the early years of teaching.

3.3. Factors Increasing Teacher Performance

In this theme, the factors increasing the classroom teachers’ job performance are discussed.
Based on the answers given by the classroom teachers, similar opinions were brought
together in sub-themes and codes. The codes and their frequencies are given in Table 5.

Table 5. Factors increasing teacher performance

Main theme Factors increasing performance
Sub-themes Codes
Organizational factors Having good communication with colleagues

Having a comfortable work environment
Getting support from the institution
Carrying out social activities

Less paperwork

Administrative factors Being appreciated by the school principals
Positive attitudes of school principals
Personal characteristics Loving the profession
Being social

Positive perception of the profession
Having no problems in private life
Being self-disciplined

Student-related factors Increased academic success
High readiness
Giving positive feedback
Not having good communication skills
Undertaking social responsibilities

Physical factors Sufficient materials
Clean work environment
Factors relating to parents Cooperation with parents

Positive feedback from parents
Parents’ dealing with the student
Systemic factors MoNE’s support for teachers

Establishing a teacher network

The minister being an educator

Introduction of a professional law

Competition Holding practice tests
Selecting the most successful classroom and student

A N|a a2 A N|a aW|la BD]la 2a NN N a aNvslDdOlem 2 2N o=

Table 5 displays the factors boosting teacher performance. Based on teacher views, 8 sub-
themes were seen to affect teacher performance positively. These were organizational
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factors (n=13), administrative factors (n=13), personal characteristics (n=9), student-related
factors (n=8), physical factors (n=5), factors related to parents (n=5), systemic factors (n=5)
and competition (n=3). It was observed that effective communication with colleagues, a
comfortable work environment, organizational support, social activities, and less paperwork
were among organizational factors increasing teacher performance. In addition, the
administrative factors increasing teacher performance covered the school administrators’
appreciation of teacher success and exemplary behavior and having positive attitudes
towards teachers. One of the factors that increased teacher performance was student
characteristics. It was understood that students’ academic achievement, willingness, high
level of readiness, high level of self-confidence, good communication skills, and ability to
undertake social responsibilities had positive effects on teacher performance. Regarding
student characteristics, Selvi argued that:

... Itis very nice to see the success of a student with whom | have directly
dealt. It’s happiness for me. You know this, after a while, you start to
work harder and harder. Because it is good being awarded for your
efforts.

Teacher views revealed that the physical facilities of the school were also important for
teachers to perform well. Having the materials needed, good physical facilities, a clean school
environment, and being able to use the resources of different publications were reported to
increase teacher performance. Teacher views highlighted the importance of the infrastructure
in schools. Hakan mentioned this issue:

You know, for example, the presence of an interactive whiteboard in the
classroom affects my performance positively in general. Sometimes you
can’t find enough materials. Students don’t learn what you teach. At this
point, you turn on the interactive whiteboard with plenty of applications.
You can teach the subjects by using it.

Another performance-increasing factor was related to parents. The collaboration with
parents, receiving positive feedback from them, and their involvement in the education
process of their children had a positive impact on teachers’ performance. System-related
factors were also stated in terms of increasing teacher performance. The participants
considered distinct issues in this sense. The education minister’s being an educator, the new
minister’s support for teachers, the establishment of a teacher network and the introduction
of a professional law on teaching were the system-related factors mentioned. Sema explained
the effect of systemic factors:

It affects me positively that our minister of education is an educator. The
system wasn’t changed immediately when the new minister came. First,
the infrastructure is created, it is good. It is good that there is a training
portal. So we can see the good practices in any part of Turkey and we can
also put it into practice. The establishment of a teacher network is also
good in this sense.

The emerging factors based on teacher views indicated that several factors relating to the
school organization, parents, school administrators, student characteristics, materials,
education system, and physical infrastructure could make positive effects on teacher
performance.
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3.4. Factors Decreasing Teacher Performance

Under this theme, the factors decreasing classroom teachers’ job performance are presented
based on the answers given during the interviews in Table 6.

Table 6. Factors decreasing teacher performance

Main theme Factors decreasing performance
Sub-themes Codes
Systemic Intensive education programs
factors The declining prestige of the teaching profession

The constantly changing school-starting age
Continuous changes in the system
The difficulty of replacement/changing the school/city
Inadequate MoNE resources
No teacher involvement in new practices
Unqualified seminars
Hourly-paid/substitute teaching
Early school starting time
Double-shift education
Lack of rewarding

Administrative  Pressure on the teacher

factors Unnecessary paperwork

Generalizing the criticism
Unequal treatment of teachers
Making a big deal out of little things
School guard duty
Compulsory pilot/practice exams
Extracurricular tasks

Factors related
to parents

Parents’ indifference
Lack of collaboration with parents
Parents’ interference

Physical factors

Inadequate physical infrastructure
Large class size
Lack of materials

Negative
organizational
climate

Not having good communication with colleagues
School administration’s distrust in teachers
Deficiency of the social and cultural environment

Personal factors

Poor quality of life
Poor health
Teachers having family problems

Training and
development of

Ineffective pre-service education
Lack of professional development opportunities

a N2 A ala a ala NN NWDN(R 2 2 a0 awoa 2 aaaanv NvNwWwDhA D O

teachers
Student-related  Students’ indifference 1
factors Student misbehavior in the classroom 1

As presented in Table 6, the factors decreasing teacher performance are covered in nine sub-
themes: systemic factors (n=27), parent-related factors (n=15), administrative factors (n=14),
negative organizational climate (n=13), physical factors (n=5), teacher training and
development (n=3), student-related factors (n=3), in-class activities (n=3) and personal factors

(n=2).
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One of the main factors decreasing teacher performance was systemic factors.
Intensive/heavy curricula, the declining prestige of the teaching profession, constant change
of the education system and school starting age, inadequate classroom materials, difficulties
of changing the schools or province worked, not getting teacher opinions about new
practices, unqualified seminars, hourly-paid/substitute teaching, early school starting time,
double-shift education practices and lack of rewarding are included among systemic factors.
Regarding the curriculum, Ezgi stated that:

For example, the curriculum. The curriculum may be heavy sometimes,
and it affects teacher performance. | think the distribution of topics
according to the classes is not well-designed. | teach fourth grades now,
but | can’t teach all the subjects in one semester. Outcomes are too many.
There is not enough time to provide these outcomes.

Administrative factors have an important role in decreasing teacher performance. The
pressure from school administrators, generalized criticism, not treating teachers equally,
giving extracurricular tasks, and making tests compulsory along with unnecessary paperwork,
school guard duty, and making a big deal out of little things are included in the administrative
factors. Senay commented:

Principals are the factor decreasing my job performance the most. School
principals have a lot to do with this issue. Teachers cannot engage in their
jobs if principals assign unnecessary paperwork.

Furthermore, it was observed that parents could also cause a decrease in teacher
performance. Parents’ indifference, the intervention of parents, poor communication with
parents, and lack of collaboration with parents were counted among performance-decreasing
factors. Furthermore, inadequate physical facilities of schools can be a critical obstacle for
teachers to carry out the activities they want. The issues such as inadequate physical
infrastructure, lack of materials, and large class sizes were prominent in terms of physical
factors. Based on teacher views, ineffective teacher education and lack of professional
development affected teacher performance adversely. Among the factors affecting teacher
performance negatively were student-related issues. Students’ indifference and undesired
student behavior were underlined as student-related factors. Hakan commented:

There are uninterested students in the classroom. You insist on teaching,
but the child doesn’t learn anything. You get bored at one point. You’re
saying to yourself that “I have all this work to do. I’'m trying so hard, but
this student doesn’t understand”. You try different methods, techniques,
and use various materials while teaching, but when the student,
unfortunately, persist in doing the same thing it affects you negatively.

Taken together, teacher performance was observed to be negatively affected by a variety of
issues while fulfilling the responsibilities expected of teachers. One of the main factors
affecting teachers’ performance negatively was systemic factors. The systemic factors
consisted of issues that teachers could not intervene with and make decisions. This finding
may imply the effect of centralization in the education system on teacher performance.
Furthermore, the administrative factors were another important reason for perceived low
performance, along with ineffective teacher education, student-related factors, parents, and
physical infrastructure.
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3.5. Suggestions for Increasing Teacher Performance

In an attempt to uncover an actionable roadmap for boosting teacher performance, teachers
were asked to offer suggestions. This theme incorporated several sub-themes and codes as
demonstrated in Table 7.

Table 7. Suggestions for increasing teacher performance

Main theme Suggestions about increasing performance
Sub-themes Codes
Motivation Carrying out social activities
Appreciating teacher success
Rewarding

Providing incentives for teachers in disadvantaged regions
Raising teacher salaries
Self-motivation

Training and Constructing a career system
development of Supporting teachers’ professional development
teachers More emphasis on practice in undergraduate education

Qualified in-service training seminars
Having substitutes/co-teachers

Organizational Improving intra-organizational communication
factors School administration’s support for teachers
Receiving feedback from school administration
Supervision Carrying out performance assessment

Continuous inspections

Self-assessment of performance

Performance evaluation responsive to the region
Extended performance evaluation

Physical Creating separate areas for special skills courses
infrastructureand  Clean educational environment
resources Small classroom sizes

Large classrooms
Separating the school buildings
Funding schools
System-related Subject matter teachers for skills classes

suggestions Voluntary project development
Reducing the course hours in exchange for a salary
Including the fifth-grade in primary education
Application of disciplinary rules
Flexible curriculum
Using the sentence method for literacy
Allowing additional resources

Factorsrelatedto = More parental involvement

[ UV N N I N 1 NN V2 S V2l SN VL VT E VIRV RV, i PN G R VI N (SN N I A I RN

parents Cooperation with parents
Good communication with parents
Professional Raising the prestige of teaching
prestige Placing more value on education

As indicated in Table 7, teacher suggestions were related to motivation (n=26), teacher
training and development (n=13), organizational factors (n=12), physical infrastructure and
resources (n=9), system-related suggestions (n=9), supervision (n=8), parental factors (n=4) and
professional prestige (n=4).
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Among the suggestions made, more emphasis was placed on motivation. Carrying out social
activities, appraising teacher success, rewarding, incentives for teachers in disadvantaged
environments, raising teacher salaries, and self-motivation of teachers were included in the
motivation sub-theme. Hamza explained the role of rewarding in performance:

I think the rewarding system is the best thing. When the teacher does
something or is a respected teacher who is loved by others, this should
be appreciated. By the principals too... Whether it is provincial
directorate, district governorate, or governorate, it doesn’t matter; they
can do it verbally or a document such as a letter of appreciation could
work.

Teacher training and development was another issue stressed. Constructing a career system,
supporting professional development, offering more practice-based undergraduate
education, making in-service training more qualified, rewarding based on deservingness,
having traineefintern teachers and substitute teachers were reported to make a difference in
terms of teacher training and development and of teacher performance naturally. Teachers
expressed their views on continuous inspection, teacher self-evaluation, written and verbal
performance evaluation, region-responsive performance evaluation, and extended
performance evaluation by referring to supervision and its effects on teacher performance.
Furthermore, some suggestions were made with regards to the betterment of the physical
infrastructure and resources for enhanced teacher performance, which could be done by
creating separate areas for special skills courses, clean educational environment, large
classrooms, reduction of class sizes, funding schools, and separating elementary and
secondary school buildings. Meryem believed that:

Since the classrooms are crowded, we cannot do exactly what we want
to do. For this reason, | want a reduction in the class sizes or | want the
classrooms to be larger. Classrooms should be organized according to the
students. We don’t have any activity areas. If the classes were larger, |
could have space for activities such as an activity corner, chess corner, or
areading corner.

The system-related suggestions included the application of disciplinary rules for student
misbehaviors, using sentence methods while teaching reading-writing, subject matter
teachers for skills courses, allowing additional reference resources, the involvement of the
fifth grade in primary education, reducing the course hours in exchange for a salary, flexible
curriculum, and voluntary project development. Samet commented on the issue of discipline:

It is not good that there are no disciplinary penalties for the negative
behaviors of the students. | think the student should be under control to
a certain extent.

The participants considered many factors to enhance teacher performance: motivation,
teacher training and development, performance evaluation, physical infrastructure and
resources, systemic factors, parents-related factors, and professional prestige. These
suggestions may help draw a roadmap to increase teacher performance.
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3.6. Q Method Results

The data were collected by using the Q method to understand teacher views about issues
affecting performance. The results are presented in Table 8.

Table 8. Factor loadings

Participant Factor 1 Participant Factor 1
P1 0.8397X P28 0.5792X
P2 0.5674X P29 0.7384X
P3 0.8175X P30 0.7231X
P4 0.9003X P31 0.8031X
P5 0.8324X P32 0.5968X
P6 0.8263X P33 0.7956X
Py 0.8936X P34 0.6820X
P8 0.8013X P35 0.8806X
P9 0.7994X P36 0.5517X
P10 0.5288X P37 0.8036X
P11 0.7282X P38 0.7210X
P12 0.7049X P39 0.7336X
P13 0.7754X P40 0.6575X
P14 0.7184X P41 0.8344X
P15 0.7089X P42 0.4170%
P16 0.8220X P43 0.6884X
P17 0.6205X P44 0.6452X
P18 0.8527X P45 0.7517X
P19 0.8197X P46 0.7101X
P20 0.8211X P47 0.8684X
P21 0.5049* P48 0.7009X
P22 0.8059X P49 0.6690X
P23 0.7013X Pso 0.7684X
P24 0.8170X P51 0.5321X
P25 0.8121X P52 0.8408X

P26 0.8666X P53 0.5901X
P27 0.8041X
Total 53 classroom teachers
Explained variance 55%
Eigenvalue 29.4214

* Multiple factors are differing significantly.
X: The highest value in the factor.

Table 8 demonstrates the results of by-person factor-extraction regarding 53 participants
included in the study. Based on the significance level determined to be .3889, it was seen that
the factor loadings of 51 participants were collected in factor 1 and they were indicated with
an X. The factor loadings of two participants (P21 and P42) were significant in more than one
factor. Factor 1 had an eigenvalue of 29.4214 and explained 55% of the total variance. 51
teachers (96%) were involved in the same factor, which pointed out the similarity of the views
on the given item configurations. Classroom teachers met on common ground regarding the
factors affecting job performance positively or negatively.
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Z-scores were calculated to determine the most significant factors affecting job performance.
The Z-scores of the items and the rank-order of these Z-scores are shown in Table 9. The items
are listed based on the opinions of 51 participants.

Table 9. The Z-scores for the Q items and the significance of these items

Factor Factor 1
Item z Rank

21| teach effectively when | manage the classroom effectively. 1.591 1
30 When | can get down to the student level, | teach more effectively. 1.575 2
31 Having effective communication with students has a positive effect on my 1.520 3
performance in the classroom.
24 The readiness of students helps me to do my job effectively as a teacher. 1.395 4
11 teach the subjects that | have a comprehensive knowledge of more effectively. 1.331 5
17 Salary and personal rights are important for my effectiveness in my profession. 1.247 6
15 Adopting my profession and the school | work to help me perform my job more 1.219 7
selflessly.
32 The interests of parents regarding the situations of the students encourage me 1.195 8
to work harder.
13 The constructive behaviors of the school principals help me do my job better. 1.162 9
23 Being appreciated/rewarded for my activities at school is important for me to be 1.147 10
successful in my work.
38 When the infrastructure and resources of the school are sufficient, my 0.927 1
professional performance increases.
7 The prestige of the teaching profession in society contributes to my success in my 0.919 12
job.
19 The resources used for education increase my performance. 0.881 13
28 Having effective communication with my colleagues enables me to do my job 0.842 14
better.
44 Receiving feedback from the school stakeholders encourages me to perform my 0.811 15
job properly.
36 The social-cultural activities of my school positively affect my performance. 0.769 16
5 The teacher training | received facilitates my getting successful results in my 0.596 17
profession.
39 Changes made in the education system make it easier for me to achieve my 0.213 18
professional goals.
29 The current curriculum makes me more productive as a teacher. 0.057 19
14 My personal problems have negative impacts on my professional efficacy. -0.060 20
12 The in-service seminars | attend help me to be more productive in my profession. -0.071 21
9 Regular and adequate inspections help me to do my job as required. -0.075 22
34 In-service training does not contribute to the success in my profession. -0.291 23
42 My personal problems do not affect my performance at school. -0.298 24
25 The inspections at the school are ineffective in fulfilling the responsibilities -0.309 25
expected of me.
10 Reforms made in the education system are not important in terms of my -0.471 26
professional objectives.
43 My perspectives on my profession and school do not affect my efforts in my job. -0.207 27
4 My relationship with teachers does not affect doing my job better. -0.512 28
26 Social-cultural activities in my school are not effective in my professional -0.550 29
productivity.
3 The societal perception of the teaching profession is insignificant in terms of my -0.653 30
job performance.
16 The feedback from the stakeholders of the school does not affect the quality of -0.725 31

my work activities at the school.
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20 The curriculum used does not affect my productivity in my profession. -0.831 32
2 The resources used for educational purposes at school do not affect my job -0.874 33
performance.

22 The teacher training | received does not affect the results of my works in my -0.875 34
profession.

6 Appreciation/rewarding of my activities at school is insignificant in terms of my -0.936 35
professional success.

27 The conditions and resources of the school are not effective for me to do my job -0.968 36
well.

41 Negative behaviors of school principals do not affect the quality of my works. -1.067 37
35 Current salary and personal rights are not essential for my effectiveness in my -1.133 38
profession.

8 Parental attitudes towards the situations of the students do not affect my -1.149 39
performance in school.

18 Classroom management is not a requirement for effective teaching in the -1.306 40
classroom.

33 The readiness of students is an insignificant issue in terms of my effectiveness in -1.404 41
my job.

37 The quality of my communication with students is not important for my -1.414 42
effectiveness in the classroom.

40 My knowledge regarding the subjects is not necessary for the effectiveness of -1.451 43
my teaching in the classroom.

11 The student level does not affect the quality of teaching in the classroom. -1.466 44

Among the statements given in the table, 22 items indicated a positive situation and 22
indicated a negative situation regarding performance-related factors. Positive expressions
included the factors that increased classroom teachers’ job performance, while negative ones
referred to the factors that would not affect or adversely affect the job performance of
classroom teachers. Furthermore, the replies to the open-ended questions were also
examined. The findings revealed that the issues that teachers agreed most were about their
professional qualifications in the classroom, students-related issues, salary, and personal
rights, attitudes towards the profession and school, parents’ attitudes, and the school itself,
respectively. Principals’ behaviors were also considered as a significant factor. The most
significant factor affecting teacher performance was the expression; “I teach effectively when |
manage the classroom effectively.” (z=1.591). Believing that classroom management is
significant for effective teaching, P17 argued: “I think that classroom management skills and
effective classroom management are very effective on the education of children.” Regarding the
salary, P51 stated that: “My economic comfort and personal rights will eliminate the biggest
source of stress in my life. It will help me understand the importance of my profession and
therefore help me to be more productive.”

The Q method findings revealed that classroom teachers did not agree with negative
statements about student readiness, student level, communication with students, classroom
management, and content knowledge. Among the factors affecting teacher job performance,
the most disagreed item was: “Student level does not affect the quality of teaching in the
classroom.” (z=-1.466). P3 underlined the importance of student readiness, implying the role
of students’ readiness on his motivation: “Student readiness is very important for giving the
lesson. If the student is ready, my motivation increases.”

To get a more detailed snapshot of the results, a Z-score analysis was conducted including 51
participants. Z-score means were calculated for each factor affecting teachers’ performance:
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Z mean= (Z value of the positive sentence related to the statement - Z value of the negative
sentence related to the statement)/2

The factors relating to teacher performance were given based on the qualitative interviews
which required including varying numbers of judgmental statements in each factor. To
examine the factors in detail, each factor was divided into a two-statement form/sub-factor,
and the Z-scores were calculated accordingly. When designing the aspects containing more
than one positive and negative item, the communication factor was divided into
communication with students and communication with colleagues, the school resources factor
into physical infrastructure and teaching materials, the systemic factors factor into educational
reforms, curriculum, and salary and personal rights, the general professional competencies
factor into classroom management, professional knowledge, and content knowledge, and the
teacher training and development factor into pre-service training and in-service training. Then,
the Z-scores from the sub-factors were summed up and their general averages were
calculated and provided in Table 10.

Table 10. Z-values related to the factors affecting teachers’ performance

Dimension Zmean Of the Zmean Of the X
positive negative statement
statement

Professional knowledge 1.575 -1.466 1.520
Communication with students 1.520 -1.414 1.467
Classroom management 1.591 -1.306 1.448
Factors related to students 1.395 -1.404 1.399
Content knowledge 1.331 -1.451 1.391
Salary and personal rights 1.247 -1.133 1.190
Factors related to parents 1.195 -1.149 1.172
Administrative factors 1.162 -1.067 1.114
Rewarding/appreciation 1.147 -0.936 1.041
Physical infrastructure 0.927 -0.968 0.947
Teaching materials 0.881 -0.874 0.877
Professional prestige 0.919 -0.653 0.786
Receiving feedback 0.811 -0.725 0.768
Pre-service training 0.596 -0.875 0.735
Attitude towards profession and school 1.219 -0.207 0.713
Communication with colleagues 0.842 -0.512 0.677
Organizational factors 0.769 -0.550 0.659
Curriculum 0.057 -0.831 0.444
Educational reforms 0.213 -0.471 0.342
Supervision -0.075 -0.309 0.117
In-service training -0.071 -0.291 0.110
Personal characteristics -0.298 -0.060 -0.119

The mean Z-scores of all participants given in Table 10 revealed that the factor having the
most significant impact on classroom teachers’ job performance is professional knowledge
(Zmean=1.520). This was followed by communication with the students (Zmean=1.467), classroom
management (Zmean=1.448), student-related factors (Zmean=1.399), content knowledge
(Zmean=1.391), and salary and personal rights (Zmean=1.190). However, the factor with the least
impact on job performance was personal characteristics (Zmean=-0.119). Based on teachers’
replies to the open-ended questions, the factor with the most significant impact on teachers’
job performance was related to general professional competencies. It was observed that the
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participants’ opinions were mostly similar in terms of general professional competencies.
Therefore, it was determined that classroom teachers attached importance to professional
knowledge and communication. The type of communication with other stakeholders such as
students, parents, and colleagues affected teacher performance.

4. Discussion, Conclusion and Suggestions

This study attempted to reveal the factors affecting classroom teachers’ job performance. The
results of the qualitative interviews indicated that classroom teachers defined themselves as
strong in terms of general professional competencies, communication, personal
characteristics, and attitude towards the profession. Teachers need to see themselves as
strong in general professional competencies for effective teaching. The positive
characteristics such as managing the classroom effectively, planning and implementing
classroom activities, designing instructional materials, and having good pedagogical
knowledge can contribute to student learning. Q findings indicated that teachers cared about
their professional competencies in achieving high performance in a similar direction. The
participants reached a consensus on general professional competencies that are important
for effective teaching. In addition to the competencies of the teaching profession, having
good communication skills, positive personal characteristics, and a positive attitude towards
the profession are critical to educating students well. Consistently, previous research
demonstrated that teachers’ being equipped in terms of knowledge, skills, and attitude
affects their performance positively (Caena, 2014; Lev et al.,, 2018; Palmer, 2011; Rizvi, 2013;
Skourdoumbis & Gale, 2013).

It was revealed that some teachers considered themselves as weak in terms of professional
knowledge and skills and personal characteristics. Prior research revealed that teachers
stressed their perceived weaknesses in assessment and evaluation (Gék & Erdogan, 2009),
pre-service and in-service training (Bourke et al., 2018), teaching 21st-century skills (Tok &
Seving, 2012), special education practices ($ahin & Kargin, 2013), and planning and
programming (Memduhoglu & Ugar, 2012). Many factors were identified to contribute to the
enhancement of teacher job performance. The most emphasized factors were organizational
and administrative. In this sense, the participants highlighted school principals’ appreciation
of positive things, good communication at work, cooperation among colleagues, and
organizing social activities, pointing out to a positive school climate. Some participants in this
study stated that they were unable to achieve high performance because of the school
environment, putting forward reasons such as poor relationships with colleagues, lack of
support from school administration, and lack of social activities. In the cases of poor
relationships with colleagues (Meristo & Eisenschmidt, 2014), lack of support from school
administration, and lack of social activities (Aslan, Ozer, & Agiroglu-Bakir, 2009), teachers
cannot achieve high performance. For teachers to embrace their schools, school climate
should be positive. Perceived school climate was found to be effective in teacher job
satisfaction (Cavrini, Chianese, Bocch, & Dozza, 2015) and their psychological status (McLean,
Abry, Taylor, Jimenez, & Granger, 2017). The Q data revealed that it was important for
classroom teachers to embrace the school they worked in, which was also corroborated with
intra-organizational communication, principal support, and feedback as revealed in the
interviews.

One of the important elements affecting teachers’ performance was administrative factors.
The participants argued that administrative factors both increased and decreased teacher
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performance. However, the majority of participants accentuated that administrative factors
decreased performance. The participants criticized school principals for their authoritarian
attitude, unnecessary paperwork, generalized criticism, unequal treatment, and
extracurricular tasks, stating the negative impact of such behaviors on their performance.
Some participants stated that school principals’ good attitudes and behaviors toward them
and their appreciation for teachers’ exemplary activities had a positive effect on their
performance. Liebowitz and Porter (2019) revealed that principals’ behaviors are linked with
student achievement, teacher well-being, teacher instructional practices, and school
organizational health. Also, teachers’ perceptions of the support level by the principal were
significantly related to their sense of commitment to school and profession (Bogler &
Somech, 2004). Leadership styles adopted by school principals (Korkmaz, 2005), their
interactions/exchange with teachers (Cerit, 2012), their positive personality traits (Van Den
Ouweland et al., 2019), their competence to evaluate teachers (Painter, 2000), and their
approaches to the profession (Polatcan & Cansoy, 2019) affect teacher performance. The Q
results indicated that the constructive and supportive behaviors of school principals had
positive effects on their performance. This result corroborates with previous research that
found that principals’ supportive affect teacher performance positively (Ayik & Sayir, 2014;
Glinbayi, Dagli, & Kalkan, 2013).

Systemic factors were considered to have impacts on performance. A wide range of issues
including the current state of the education system, curricula, teaching profession,
educational reform, teacher assignments, materials, and lack of rewarding were reported to
affect teacher performance negatively. On the other hand, the points teachers considered
positive regarding the systemic factors were the appointment of an educationist as the
education minister, the minister’s support for teachers, construction of a digital teacher
network, and (possible) enactment of a law on the teaching profession. The participants
stated that the education system discredited the teaching profession in some ways. In this
context, they thought that due to reasons such as the difficulty of making students repeat a
grade level, limited disciplinary sanctions, the performance evaluation system, and parents’
and students’ not respecting teachers properly. It was identified in prior research that the
reputation of the teaching profession is curtailed in society (Yurdakul, Gir, Celik, & Kurt, 2016;
TEDMEM, 2019), which was also consistently underlined in the research. These results may
imply that the status of the teaching profession marks as a performance influencer. School
starting age and problems faced about teacher placement in and out of the province they
work were also regarded as the systemic factors affecting teacher performance. Previous
research demonstrated the negative effects of changing the school starting age for both
teachers and students (see Bayat, 2015; Giindliz & Galigkan, 2013). In the eastern regions of
Turkey, where teacher circulation is intense, contracted teaching has been introduced to
retain teachers (Official Gazette, 2016). With this implementation, teachers are obliged to stay
at schools for a while. However, at schools facing a teacher shortage, hourly-paid teachers are
still employed; and this was underscored as a negative performance influencer too. There is a
tendency of teacher circulation from east to west in Turkey (Turhan, 2016). In a similar vein,
insufficiencies in rewarding and appreciation were also highlighted. Both qualitative and Q
findings revealed that teachers paid attention to rewarding and appreciation for achieving
high performance. However, it was stressed that teacher success was not appreciated as
expected. Problems with the rewarding system may have caused teachers to think that there
was no rewarding system. Making the rewarding system, which is a performance evaluation
goal (Celikten & Ozkan, 2018), functional can contribute to increasing teacher performance.
Rewarding teacher success was linked with high job performance.
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Teachers’ personal characteristics were counted among the factors affecting teacher
performance. According to some participants, teachers who love their job, have no problems
in their private life and are self-disciplined and socially strong display better performance at
school. On the other hand, teachers with low quality of life, poor health status, and family
problems may experience a decrease in their performance. Related research evinced that
personal characteristics may count for teacher performance (Cheng & Xie, 2018; Gil-Flores,
2017). However, the Q results indicated that personal characteristics did not affect their job
performance much when compared to other factors despite being mentioned in the
qualitative interviews.

An issue that was not mentioned much in the qualitative aspect of the research but took an
important place in the Q data was related to salary and personal rights. Raising the salary and
improving personal rights were highlighted in the Q data and mentioned in the suggestions of
the teachers. Some participants stated that raising teacher salaries to meet expectations
would prevent teachers from experiencing economic difficulties and thus positively affect
teacher performance. Consistently, previous research revealed the association between salary
and job performance (Leigh & Ryan, 2008; Liu, Zhao, & Xie, 2016; Podgursky & Springer, 2007;
Tehseen & Hadi, 2015). Drawing on these results, it may be suggested that a reasonable raise
may contribute to the improvement of teacher performance.

National education policies were also perceived as a performance influencing factor. It was
stressed that applicability should be taken as a criterion for the reforms in education. Teachers
listed their suggestions on educational reforms as follows: carrying out practices that may
enhance motivation, paying attention to teacher training, and giving importance to
performance evaluation and development. Teacher motivation was often underscored in the
present study, which underlines the significance of intrinsic and extrinsic motivation because
motivation is revealed to be a performance driving force for teachers (Delvaux et al., 2013;
Yardibi, 2018). The Q results unearthed that teachers considered in-service training
insufficient. Consistently, it was revealed that the classroom teaching undergraduate program
is not sufficient in Turkey (Kumral, 2010); teachers had negative attitudes towards in-service
training (Karasolak, Tanriseven, & Konokman, 2013), and it is needed to offer quality in-service
training for classroom teachers (Ergin, Akseki, & Deniz, 2012).

Supervision and performance evaluation emerged as an important factor for teacher
performance. The results implied overall that teachers were not against supervision and
performance evaluation. However, they suggested that the evaluation should be
multidimensional, sustainable, carried out by experts, and extended over a long period, and
responsive to the regional conditions. Consistent with these results, research has shown that
performance evaluation studies are necessary and beneficial in terms of the quality of
education (Amzat, 2017; Dee & Wyckoff, 2015; Goldhaber & Hansen, 2013; Grissom, Loeb &
Nakashima, 2014; Liu, Zhao, &Xie, 2016; Odhiambo, 2005; Podgursky & Springer, 2007;
Skourdoumbis & Gale, 2013; Tuytens & Devos, 2012; Shulhan, 2018). However, the point
mentioned here again was that it should be done seriously.

Student characteristics emerged as a performance influencer. Teachers reported that their
performance increased in the classrooms with students displaying a high level of readiness
and academic achievement, improved communication and social skills, and providing
feedback to the teacher. Teachers’ performance decreased in the classrooms in which
students were uninterested in the class and exhibited misbehavior. It has been observed that
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the effective management of the teaching process decreases undesirable behaviors and
increases the quality of education (Dicke et al., 2015), and contributes to the effectiveness of
teaching (Erdogan & Kurt, 2015). Effective classroom management benefits both teachers and
students, and it is critical for creating a more effective teaching environment (Rytivaara, 2012).
Parents were also perceived as a performance influencing factor. In the qualitative and Q data
collected, it was observed that the parents who were open to cooperation, who gave
feedback to the teacher, and who paid attention to students contributed to teacher
performance. However, it was observed that the parents who were reluctant to cooperate,
uninterested, and intervened what teachers did negatively affected teachers’ performance.
Parental involvement in education is reported to affect students and in turn, students affect
teachers’ performance (Guo & Kilderry, 2018; Lee, 2015; McDowall, Taumoepeau, &
Schaughency, 2017; Ogg & Anthony, 2019). The positive attitudes of parents and teacher
performance are linked significantly (Hatipoglu & Kavas, 2016).

School-level physical infrastructure such as special areas for skills courses, cleanliness,
teaching materials, and class size also affected teacher performance. The results obtained in
the qualitative interviews were consistent with the Q results, demonstrating the effect of
physical infrastructure on performance, albeit not being ranked among the most critical
factors by teachers. In the research on teacher performance (Ada et al., 2013; Yavuz &
Karadeniz, 2009), the physical environment of the schools was observed to be a performance
influencing factor. Teachers suggested some arrangements in the aspects mentioned to
perform better.

The results of the current study pointed out that teacher performance is perceived to be
affected by various factors ranging from systemic to personal-level factors. Teachers’
competencies regarding teaching, the systemic features of education in Turkey, school-
related factors such as administrative behaviors, teacher training and development,
performance evaluation and supervision, parental attitudes, and student behaviors were
reported to affect teacher performance. Personal characteristics were not underlined as a
primary factor. It was seen that only a few issues were specific to classroom teachers’
performance such as school starting age. Most of the issues emphasized were related to
teacher performance at all levels of education. Building a positive school climate and re-
constructing some systemic mechanisms of education may positively affect classroom
teachers’ job performance. Further research can be conducted on the link between personal
characteristics and job performance. Comprehensive research examining the antecedents and
consequences of teacher job performance may provide significant insights for educational
policy-making and school performance. As a small group of classroom teachers participated in
the study, the results must be considered and used in light of this limitation. Furthermore,
some participating teachers’ were inexperienced, which may have affected their perceptions.
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