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Abstract 

 

Few studies with a focus on teachers and their characteristics have attempted to shed light on 

the effects teachers’ dissatisfaction and demotivation can have on their professional 

development (Ozer & Beycioglu, 2010; Zamani Rad, 2010). Surprisingly, no studies have 

addressed the relationship between their feelings of dissatisfaction and burnout with reflective 

teaching. As many as 170 Iranian EFL teachers in different private language teaching 

institutes participated in the study. Data were collected using Maslach Burnout Inventory 

(Maslach, Jackson, & Leiter, 1996) and reflective teaching measurement scale (Behzadpoure, 

2007). Correlation analysis indicated that teachers’ reflection was significantly and inversely 

related to their feeling of burnout (r= -80, p<0.05). The Step-Wise Multiple Regression also 

showed that the components of burnout i.e. emotional exhaustion, depersonalization, and 

reduced personal accomplishment can considerably predict teachers’ reflection. The findings 

offer some implications for in-service and pre-service teacher preparation programs. 
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1. Introduction 

In an era in which changes are so rapid, education has become increasingly important for the success of all 

societies. In this regard, teachers should raise their levels of achievement in educational system in order to meet 

the high standards of teaching. To this end, the need for teacher education has been a frequent subject-matter in 

the area of language teaching in recent years and has been given a special focus. Flexibility of teaching is so 

great that different factors can greatly influence it, and impose various roles on teachers, which is the reason for 

the existence of miscellaneous approaches to teaching. 

During the second half of the twentieth century, a shift took place in learning and teaching perspectives, 

specifically in the area of language teaching and learning. A cognitivist and constructivist view was replaced 

with the previous behaviorist and positivistic one, which was later followed by the appearance of a sociocultural 

perspective in the 1990s. 

1.1 Reflective Teaching 

Dewey (1933) believed, “teachers are not just passive curriculum implementers, but they can also play an 

active role in curriculum design and educational reform” (p. 49). He also indicated that teaching should be a 

practice including a process of hypothesizing, investigation, reasoning, testing and evaluation, leading to 

modification and if necessary further investigation and this practice of teaching is what he considers as 

“reflective teaching”.  

Reflective teaching is an approach to teaching which requires "paying critical attention to the practical 

values and theories which inform everyday actions, by examining practice reflectively and reflexively” (Bolton, 

2010, p. 22). In other words it means a process of self-observation and self-evaluation of teachers during their 

teaching experience. Dewey (1933) noted that reflection is a purposeful attempt to ponder on teaching and 

educational experiences, leading to further student and teacher growth and learning. Moreover, Richards (1990) 

sees reflection as a key component of teacher development, too. According to Farrell (2004) there are three 

major types, or moments, of reflective practice that are concerned with teacher reflection. 

Reflection-in-action - This type of reflection guides teachers’ in-the-moment of decision-making, and 

depends on their interactions with learners and happens when teachers take for granted their knowledge of 

teaching as many of their actions have become routine while teaching (Farrell, 2004). 

Reflection-on-action - It’s a kind of reflection that includes planning and looking back on one’s practice. 

Contemplation on what was done to find out how knowing at the time of teaching may have contributed to an 

unexpected action, thus it’s a metacognitive process that includes deliberate thinking (Farrell, 2004) 

Reflection-for-action - This type of reflection is proactive in nature. Reflection-for-action is the desired 

outcome of previous types of reflection, since all the awareness achieved through other types of reflection is not 

fruitful unless they are used as guidance for the future action (Farrell, 2004). 

Reflective practice was identified by Farrell (1999), as a practice which can instruct teachers to negotiate on 

the ground rules to make their teaching practice more effective. Reflective practice can offer teachers 

opportunity to explore attitudes, develop management skills, and reflect on the ethical implications of practice in 

classrooms and thereby encourages teachers to step back and critically reflect not only on how they teach, but 

also on why they teach in a particular way. In short, it helps in the evolution of good teaching practices. 

The concept of reflective practice also arose out of the need to counteract burnout in the teaching profession, 
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Burn out practitioners find teaching repetitive and routine (Munby & Russell, 1990).They also indicated that if 

teachers become inattentive to ponder and adjust the categories of their knowing-in-action, they may suffer from 

boredom and in extreme cases from burnout. Thus, this experience which may have debilitative effects in 

teachers’ professional development, calls special attention to be given to psychological problems teachers may 

face during their professional life. 

1.2 Burnout 

According to Maslach et al. (2001), professional stress can have deep psychological, cognitive, emotional, 

behavioral, and somatic; effects such as exacerbated fatigue, and lack of activity. People whose profession calls 

for a stressful condition come across great problems both psychologically and physically. Initially coined by 

Freudenberger in 1974, the term “burnout” is defined by Maslach (1993) as “a psychological syndrome of 

emotional exhaustion, depersonalization, and reduced personal accomplishment that can occur among 

individuals who work with other people in some capacity.” Burnout has been identified as an affective chronic 

reaction due to prolonged exposure to work stress (Maslach, Schaufeli, & Leiter, 2001; Capel, 1987). Maslach et 

al. (2001) argued that as a syndrome, burnout is “an emotional state which generates the loss of positive, 

optimistic beliefs and feelings, sympathy (compassion), and respect for others. This fatigue is often accompanied 

by physical fatigue, illnesses and disorders which develop towards a psychosomatic syndrome.” 

According to Maslach et al. (2001), burnout consists of three dimensions: (a) emotional fatigue or 

exhaustion, involve feelings of being depleted of one's emotional and physical resources, as a consequence of 

intense physical, affective and cognitive strain, i.e. as a long-term consequence of prolonged exposure to certain 

job demands. (b) depersonalization, originally refers to distancing oneself emotionally from service recipients, it 

is a state of detachment from students, parents, and other teachers that disturbs a teacher’s personal and 

professional life, and (c) a reduced sense of personal accomplishment which is described as a person's negative 

self-evaluation regarding his or her job performance.  

In order to come up with a clear picture of the burnout process, an extensive number of investigations have 

been carried out. According to studies in the literature, teacher burnout can be triggered by organizational 

characteristics such as number of students, professional recognition or prestige expenditure, working conditions, 

poverty enrollment, level of specialization, student demographics which can include student disruptive behavior, 

lack of resources, relationship with colleagues, and social support (Abel &Sewell, 1999; Borg et al., 1991; Dick 

& Wagner, 2001).  

The recent changes which can be evidenced in the language teaching perspectives highlight the great role 

teachers play on the learners’ success and require teachers to get aware of the importance of their attitudes, 

beliefs and their being critical of their teaching experiences. This is regarded as reflective teaching through 

which teachers can develop changes in attitude and awareness. This reflectivity can benefit not only their 

professional growth as teachers but also the by-product of their teaching regarding their students. Moreover, 

emotions and feelings can have a paramount effect on teachers’ professional life. Teachers being highly 

emotional can bring enormous breakthroughs in their profession. Therefore, the best should be done to carry out 

studies which aim at improving this facet and recognizing the effects of elements which can result in decreasing 

this emotionality; and burnout is one of such elements. 

1.3 Research Questions 

Various studies investigated burnout considering it in various EFL contexts; however no study addressed the 

potential effect the feeling of burnout may have on successful teaching approaches such as reflective teaching. 

Accordingly, to bridge this gap, this study aims to find the answer of the following questions: 
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1. Is there any significant relationship between reflective teaching and teachers’ feeling of burnout? 

2. Can the components of burnout significantly predict teachers’ reflection? 

2. Methodology 

2.1 Participants 

170 EFL teachers from different Language institutes in Tehran participated in this research. Via a 

convenience sampling data collected from both male and female teachers teaching English as a foreign Language 

in Language institutes. Except for a small number, all of them had a degree in English (BA, MA).They were 

teaching different levels of English (elementary, intermediate, and advanced). Out of 200 questionnaires 

distributed among participants, only170 questionnaires were suitable for the purpose of the study 

2.2 Instrumentation 

Reflective Teaching Questionnaire: The instrument which was used for measuring reflective teaching in this 

study was the one devised by Behzadpour (2007) that included 42 items in a multiple-choice test format. It is a 

five-point likert scale, consisting of five options of never, rarely, sometimes, often, and always, which has been 

devised based on six factors; Cognitive, Metacognitive, Affective, Practical, Critical, and Moral. Behzadpour’s 

questionnaire was chosen for the purpose of this study because it was devised for measuring teachers’ reflection 

in the context of Iran and it enjoys a high reliability of .9o as a measuring instrument for teacher reflectivity 

(Behzadpoure, 2007). 

Maslach Burnout Inventory (MBI; Maslach & Jackson, 1986); Maslach inventory, a questionnaire 

developed by Maslach and Jackson and was used to measure teachers’ perceived amount of burnout because to 

the researchers’ best knowledge it is the most well-known and reliable scale in this area. The inventory includes 

22 questions with a 6-point Likert scale consisting of three sub-dimensions; emotional exhaustion sub-dimension 

(EE), depersonalization sub-dimension (D), and personal accomplishment sub dimension (PA). Higher emotional 

exhaustion and depersonalization and lower personal accomplishment cause high burnout status. The Cronbach 

Alpha values of dimensions: emotional exhaustion .90; depersonalization .79; personal accomplishment .71 

(Maslach, 1993). 

2.3 Interview 

In order to delve more deeply into the factors contributing to teacher demotivation, burnout and reflection 

from the participant teachers’ perspective and to ascertain the reliability and accuracy of their responses to the 

questionnaire items, Qualitative analysis was run. Only eighteen subjects were willing to cooperate in the 

interview as the representative sample of the study. As long as it was possible, it was attempted to select the 

interviewees from different institutes in order to have a sample representative of all participants and avoid any 

bias. It was attempted to include teachers form both genders in all experience and age groups previously defined 

in the study. 

2.4 Data analysis 

Quantitative analysis was carried out to find the answer of the questions. Pearson-Product Moment 

correlation was run so as to explore if teachers’ reflection has any statistically significant relationship with their 

burnout. The data based on the participants’ responses to both questionnaires we reanalyzed with the help of 

SPSS (version 16) program. Then multiple regressions were carried out to find out whether the components of 

burnout could predict any degree of teachers ‘reflection. 
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3. Results 

3.1 Teachers’ reflection and burnout 

The relationship between teachers’ reflection and their sense of burnout was investigated using Pearson 

product-moment correlation coefficient. Preliminary analyses were performed to ensure no violation of the 

assumptions of normality, linearity and homoscedasticity. The results revealed a strong, negative correlation 

between the two variables r=–.80, n=170, p<.0005, high levels of teachers’ reflection associated with lower 

levels of burnout. This means the higher the teachers’ reflection is, the lower the amount of the amount of 

burnout they feel. (Table 1) 

Table 1 

Pearson Correlation for Reflective Teaching and Burnout 

r N p 
-.80 170 .000 

 

3.2 Predictive power of components of burnout  

A standard regression analysis was run to predict teachers’ degree of reflection through components of 

burnout and the 3 components were entered as independent variables. As displayed in Table 2, components of 

burnout; emotional exhaustion (E.E), depersonalization (DEP), and personal accomplishment (P.A) are the 

predictors entered into the regression model.    

Table 2 

Regression model summary of reflection and components of burnout 

Model       df              F            R2               Adjusted R2          P 

1. Regression   1            133.04         .442           .439            .000a 
Residual   168 

.     Total      169 

2. Regression   2            81.031         .492           .486            .000b 
Residual    167              

.    Total      169 

3. Regression    3               61.444           .526              .518               .000c 
Residual    166 

.    Total      169 
Note. Predictors:  EE; Predictors:  EE, DEP; Predictors:  EE, DEP, P.A; Dependent Variable: Teachers’ Reflection   
 

The R- square for emotional exhaustion is.44, i.e. emotional exhaustion can predict 44 percent of the 

teachers’ reflection. As the statistics show, Emotional Exhaustion (β = -.66, p ≤ 0.05), Depersonalization (β = 

-.30, p ≤ .05), and personal Accomplishment (β = -.23, p ≤ .05) were found to make significant contributions to 

the teachers’ reflection. 

Table 3 

Multiple Regressions on the Dependent Variable 

Variables                    B              β                  t              P  

Emotional Exhaustion       -2.471           -.665              -11.53           .000 
Depression                -1.881           -.303              -4.62            .000 
Personal Accomplishment    -1.098           -.235              -3.43            .000 

 

These results indicate that all three components of burnout correlate negatively with reflective teaching and 



 
Javadi, F. & Khatib, M. 

90  Consortia Academia Publishing  

can predict it significantly. 

3.3 Qualitative Analysis: Semi-Structured Interview 

Semi-structured interviews consisting of five questions based on the research questionnaires were carried 

out to investigate participants’ perceptions of the concepts thoroughly. Fourteen of the interview participants 

took part in face-to-face interviews, but four of the interviews were conducted by telephone due to geographic 

distance. Each interview was administered individually and was audio-taped. To analyze the qualitative data, 

audio-recordings of the interviews were transcribed and the answers were classified regarding the content and 

theme of their interview. The themes for each concept were selected based on the recurring of the ideas in 

interviewee participants’ answers. Then the commonalities and differences in the themes identified and probed to 

come up with teachers’ beliefs and practices regarding reflection and feeling of burnout.  

Two of the interview questions were about burnout including “What do you think are the disadvantages and 

shortcomings of being a teacher?”, “Can you briefly name the factors that demotivate you or make you 

dissatisfied with your job at times?” The transcriptions were analyzed and three main factors came out to be the 

main reasons of teachers’ demotivation and lack of interest in their jobs, as reasons or beliefs on burnout were 

found to be similar in nature. A large sum of obtained data emphasized the vital importance of extrinsic motives 

such as contextual, financial, and students’ factors. 

From the teacher participants’ perspective, the contextual and financial factors included institution 

restrictions and high expectations, long hours of work, the routine nature of teaching as a job, being exploited, 

low payment, and no prospects of promotion and progress. What follows is how some teachers elaborated on 

these factors in their own words: 

“Most of the teachers including English teachers are usually overworked and underpaid. They 

have to put in a lot of effort especially for basic levels and not get much in return.”  

“In my experience, teaching basically has to teach the same things over and over again to 

mainly uninterested students. Despite all the efforts that a teacher makes, there are no 

considerable improvements or promotions waiting for her. This is really annoying.”  

Student Factors - Such factors greatly addressed those issues related to the learners’ actions and attitudes 

such as lack of respect and appreciation toward their teachers, lack of interest and motivation to take classes 

seriously, and being held responsible by students and parents for the things that go wrong in the students’ 

learning process. Here are two examples from the interview transcripts:  

“Teaching entails so much effort and sacrifice. A teacher has to try hard to get her students 

involved, but when you don’t see that motivation and interest on the learners’ side, you too 

become less motivated.” 

“No matter how hard I try to enhance their learning ability and skill, always there are some 

parents to blame me for their children’s failure.” 

To focus on the 3 interview questions related to reflective teaching, consisting of “Do you often think about 

the quality of your lesson before and after your class?”, “Do you ever think about having full control over the 

content, objectives and teaching procedures and approaches that you use in your class?”, “What measures do you 

usually take to improve the quality of your teaching?”, the majority of the participants appeared to have an 

average amount of reflection.  

Lesson Planning - Probing the responses to the first question, more than half of the participants claimed 

thinking about their lesson plans before and after their class, and as it is exemplified below, some even indicated 

writing them down; 
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“ I always write my lesson plan the night before my class because without lesson plan I may lose 

the track of time and get behind the schedule I have to finish till the end of the semester” 

“Thanks God writing the lesson plan is not necessary in the institutes I’m teaching, but I always 

have a lesson plan in my mind. Even I think about what I’m going to ask” 

Having Control over Content - The clear cut answers of the most responses was yes to the second question 

on the concept of reflection. Participants questioned obligatory lesson plans, methods, and strategies they had to 

follow. They said in order to be fruitful, methods, techniques, and lesson plans should be chosen and adjusted 

regarding the context of use. Even some mentioned the importance of teachers’ creativity and freedom by 

stating; 

“I always think about selecting materials, lesson plans, and strategies according the context of 

my class. I believe teachers should be free to use their creativity to make the best decisions about 

their leaner.” 

“I guess, this is kind of every teacher’s dream. Teachers don’t usually get much say in what to do 

in their own classes or what teaching procedures to follow and this, I think, really limits and 

weakens their true potential.” 

Techniques for Improving Reflection - To respond to the third question, a large number of them only 

mentioned the most common techniques in developing their reflection; such as establishing a clear set of class 

rules and behaviors, talking with colleagues about class issues and experiences and asking for advice, asking 

learners about their likes/dislikes in class, talking about strategies, backgrounds, and hobbies than writing a dairy 

or article about their teaching practice. Some of the responses for question three go as; 

“I try to be prepared for my classes most of the time and learn from the things that go wrong in 

my classes. I also try to learn from my colleagues and what they have to offer. I like reading some 

practical teaching books sometime.” 

“I always think I’m responsible for my students’ progress, I try my best, think about my 

weaknesses, and ask students whether they like my class, method. I ask about their interest and 

background to use them in my teaching, I check internet even I read articles to update my 

knowledge of teaching and use new strategies and technics.” 

4. Discussion and conclusion 

4.1 Teachers’ Reflection, Burnout, and its Components 

A significant negative relationship found out between teachers’ reflection and their feeling of burnout. The 

higher the degree of teachers’ reflection, the less the degree of burnout teachers feel. In other words, the more the 

teachers have reflection and concern for developing their teaching skills, the less they have feelings of 

helplessness, disillusion, and emotional exhaustion.  

 Moreover, the results of regression analysis revealed that all the components were good predictors of 

teachers’ reflection as they could predict 52 percent of reflection, with a 44 percent prediction rate; emotional 

exhaustion was the best predictor of teachers’ reflection (See table 2). The positive effects of teachers’ reflection 

and rumination over their classroom and teaching practice have been the subject of a large number of empirical 

studies. Research studies (Akbari, 2007; Davis, 2003; Farrell, 2007; Ross, 1990) draw extensively on the idea of 

improving the quality of language learning by motivating and informing teachers of the prosperous effects of 

their deliberation and reflection. They also agree that critical analysis of both practical and ethical dimensions of 

teachers’ practice should be encouraged. The obtained results of this study again evidenced the findings of 
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previous research studies in highlighting the fact that teachers’ reflection not only fosters the quality and value of 

teachers’ practice (Bolton, 2010), but also precludes emotional problems like burnout, they may encounter 

throughout their teaching span (Chan, 2007).  

4.2 Burnout and Reflection from Teachers Perspective 

All responses relevant to the phenomenon of interest from the interviews were noted. Surprisingly, despite 

the high degree of reflection evinced from the participants’ responses in the questionnaires, during the interview 

except for few cases, extreme or high degrees of reflection were not detected. This may have happened due to 

the participants’ lack of awareness of the concept of reflection or their attempt to sound more idealistic in their 

practice.  

One of the factors that evidently played a key role in participants’ teaching life is motivation. As a dynamic 

process, motivation can influence “working atmosphere, communication, productivity, cohesion, emotional state, 

cooperation, the process and control of self-fulfillment, and many others” (Forrando et al., 1996). Many of the 

participants declared to have no motivation for improving their teaching ability or even for updating their 

teaching knowledge. They said their efforts brought about no appreciation on the side of the officials, managers, 

and even students. For being reflective, teachers should examine their beliefs and values before, while, and after 

their teaching experience and feel responsible about what they are doing or how they are behaving in their 

classroom. Dewy (1916, p. 57) believes that “subconsciously or consciously, teachers may wish to promote a 

particular image of themselves”. 

4.3 Burnout and Personal/Contextual Factors 

Considering the participants’ responses, once again, the key role of contextual factors in the process of 

burnout was emphasized and introduced as the main detriment of burnout (Maslach et al., 2001). Also this is in 

line with studies on burnout which have found it to be highly affected by contextual factors such as physical 

workplace environment, number of students, and working conditions (Borg et al., 1991; Hakanen et al., 2006). 

Thus, in order to have a clearer picture of the burnout phenomenon in our institutes, the role of both personal and 

contextual factors should be considered. Although previous research in the literature has found negative 

correlations between teachers’ perceived self-efficacy and their burnout levels (Dick & Wagner, 2001; Chan 

2007; Skaalvik & Skaalvik, 2010), it seems that no matter how efficient teachers might believe themselves to be, 

the contextual factors that they have to deal with have stronger effects on their feelings of burnout.  

There are various internal and external factors that can influence teachers’ beliefs, attitudes, and classroom 

practice. Burnout is one of these factors that can negatively affect language teachers practice. Extrinsic factors 

including economic motives, no prospects of promotion and improvement, and student factors such as their lack 

of interest and motivation were found to be the main causes of burnout feelings from the teachers’ point of view. 

This study has implications for our ELT officials to appreciate the important role of English teachers and their 

endless efforts in this field and also emphasizes the serious problems that English teachers face which need to be 

solved in order to have successful and emotionally healthy English teachers, and consequently successful and 

motivated English learners. Positive use of reflective teaching principles as a pedagogical tool can help teachers 

to improve their practice and be more efficacious in their classroom. Teachers should give more attention to what 

happens in their classroom before, after, and even at the moment of teaching. Their considerations, 

interpretations, deliberations and thoughts about their teaching experience can affect and improve their practice 

greatly and pave the way for learner’s developments. 

The findings of this study can be fruitful for teacher educators, institute managers, and government officials 

to raise language teachers’ awareness of the dire importance of reflecting on their teaching experiences in order 

to understand the phenomenon of language teaching and learning from a deeper perspective and, in turn, come to 

a better understanding of the emotions they experience throughout their teaching career and provide them with 
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practical techniques for coping with any emotional problems they might happen to encounter. 
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Appendix 

Gender:   Female         Male           Teaching Experience (years): age: 

Degree: No Degree          BA in English               MA in English              PhD in English  

Degree in Other Fields of Study (please specify):   

Please check the box that best expresses your current teaching situation. 

Thank you very much for your time and cooperation.  
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1 I write about my teaching experiences in a diary or a notebook.       

2 I have a file where I keep my accounts of my teaching for reviewing purposes.       

3 I talk about my classroom experiences with my colleagues and seek their advice 
/feedback.  

     

4 After each lesson, I write about the accomplishments/failures of that lesson or I talk 
aboutthe lesson to a colleague.  

     

5 I discuss practical/theoretical issues with my colleagues.       

6 I observe other teachers' classrooms to learn about their efficient practices.       

7 I ask my peers to observe my teaching and comment on my teaching performance.       

8 I think of using/introducing new teaching techniques in my classes.       

9 I read books/articles related to effective teaching to improve my classroom performance      

10 I participate in workshops/conferences related to teaching/learning issues.       

11 I think of writing articles based on my classroom experiences.       

12 I look at journal articles or search the internet to see what the recent developments in my 
profession are.  

     

13 I carry out small scale research activities in my classes to become better informed of 
learning/ teaching processes.  

     

14 I think of classroom events as potential research topics and think of finding a method   
or investigating them 

     

15 I think about my students' emotional responses to my instructions.       

16 When a student is having an emotional problem or is neglected by his/her peers, I try to 
spend more time with him/her.  

     

17 Before and after teaching, I think about aspects of lesson my students liked/disliked.      

18 I ask my students to write/talk about their perceptions of my classes and the things they 
liked/disliked about it.       

19 I talk to my students to learn about their learning styles and preferences. 

      

20 I talk to my students to learn about their family backgrounds, hobbies, interests and 
abilities.  
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21 I ask my students whether they like a teaching task or not.       

22 As a teacher, I think about my teaching philosophy and the way it is affecting my 
teaching.  

     

23 I think of the ways my biography or background affects the way I define myself as a 
teacher. 

     

24 I think of the meaning or significance of my job as a teacher.       

25 I try to find out which aspects of my teaching provide me with a sense of satisfaction.       

26 I think about my strengths and weaknesses as a teacher.       

27 I think of the positive/negative role models I have had as a student and the way theyhave 
affected me in my practice.  

     

28 I think of inconsistencies and contradictions that occur in my classroom practice.       

29 I think about instances of social injustice in my own surroundings and try to discuss 
them in my classes. 

     

30 I think of ways to enable my students to change their social lives in fighting poverty, 
discrimination, and gender bias. 

     

31 In my teaching, I include less-discussed topics, such as old age, AIDS, discrimination 
against women and minorities, and poverty.  

     

32 I think about the political aspects of my teaching and the way I may affect my students' 
political views.  

     

33 I think of ways through which I can promote tolerance and democracy in my classes and 
inthe society in general.  

     

34 I think about the ways gender, social class, and race influence my students' 
achievements. 

     

35 I think of outside social events that can influence my teaching inside the class.       

36 I think of my job as showing care and sympathy to others.       

37 I regard myself as a role model for my students and as a result try to act as a moral 
example.  

     

38 I believe in the concept of justice and try to show it in my classroom practice.       

39 I talk about my moral standards and values to my students.       

40 I establish a clear set of rules for my students to follow in terms of their classroom 
attendance and the way they will be evaluated at the end of the course. 

     

41 I provide equal opportunities for all my students in the class regardless of their 
capabilities. 

     

42 I have a clear set of general class rules and what constitutes acceptable behavior for my 
students to follow. 

     

 

 

 

 

 


