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Abstract 

Revitalizing Educators using RENEW  

(Revitalizing Educators through a New Experience of Work) 

A Design Development Study 

 

by 

 Linda Marie Wells 

 

Doctor of Education 

 

University of California, Berkeley 

 

Professor Heinrich Mintrop, Chair  

 

Teachers have the capacity to change lives. They can change the academic trajectory of a 

young person, or inspire a student to continue. Nothing is sadder than a once vigorous teacher 

who loses the desire to transform lives in the classroom. It is estimated up to 30% of teachers 

burnout from the profession, but remain in the classroom, either too close to retirement or 

unprepared for other work. As the nation faces an ongoing teacher shortage, it is frustrating to 

fund these experienced teachers who should be top-performers. 

 

    If these teachers could find a way to renew their passion for their subject, or their 

enthusiasm for teaching, it might make all the difference in the classroom.  

 

      This problem of practice has vexed me for many years: How can veteran teachers sustain 

their enthusiasm and engagement for the profession, especially when working at challenging 

urban schools? The field of positive psychology holds some promise for professional renewal.  

Using the Job-Demands Resource model, an increase in personal resources, such as 

optimism, hope or self-efficacy, and job resources such as collegiality, should allow teachers to 

sustain their engagement no matter how challenging the work situation. I developed an eight-

session professional development series using collegial conversation and positive psychology 

exercises to help teachers in a challenging work situation build these assets. To determine the 

effectiveness of this intervention, I measured work engagement, self-efficacy, well-being and 

analyzed the process of each session.  
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The results from this study were subtle and mixed. Obviously personal change in positive 

affect is individualized, but the results of the positive psychology exercises as a method to 

support urban teachers shows promise. Future investigations of this area may show this is a 

simple, low-cost intervention that supports the social-emotional development of teachers and 

provides enough support to increase teacher retention.  
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Revitalizing Educators using RENEW  

(Revitalizing Educators through a New Experience of Work) 

Chapter 1 

Problem of Practice 

As teachers face the challenges of aging in the profession, up to 30% of them become 

disengaged from their work (LeCompte & Dworkin, 1991). Disconnected from students, isolated 

from colleagues, bored with their subject matter and dispassionate about their teaching, these 

teachers are entrapped in a professional that no longer satisfies them. Teachers are a classroom 

variable that can make a significant difference in student achievement (Darling Hammond, 2010; 

LeCompte & Dworkin, 1991), and when a teacher gives up on students, the system and herself, 

she is unlikely to advance student performance. Too close to retirement, with limited transferable 

work skills, these teachers remain in the classroom, often protected by tenure, but no longer 

working at an optimal performance level. Several issues contribute to this alienation but three are 

significant: student behavior, bureaucratic demands, and aging in the profession.   

As urban teachers continue in the field, some grow disillusioned, losing their original 

motivation to teach. Teachers who may have started enthusiastic, committed to making a 

difference in the lives of young people can end up distancing themselves from the students,  

no longer able to see the potential in a child, or in the process of teaching. As they age, teachers’ 

goals and motivations change. Dealing with blind mandates from the district office and the 

bureaucracy of paperwork contributes to employee alienation. These tenured teachers have 

extensive curriculum and classroom management experience and should be top performers, but 

this shift, whether described as alienation or burnout, results in mediocre job performance.  It can 

be challenging to predict which teachers may succumb to this pathway, but once they have done 

so, they can become a negative force in the school, undermining the school’s leadership and 

influencing other teachers, or at the most benign, isolating themselves from the school 

community (Chang, 2009).  

While individuals may experience this in different ways, there are common areas of 

experience including feelings of victimization, resentment, and inefficacy. When a teacher 

believes she is a victim, the actions of the students or administration become personal and the 

teacher feels targeted. This helplessness can contribute to inefficacy where the teacher feels no 

matter what she tries, it will have no effect. This means the teacher believes she is defenseless 

dealing with administration or the district, and nothing she does can change student outcomes. 

Teachers with this set of beliefs begin to resent their work and employer. As teachers age, each 

year new students arrive, and they may begin to feel they cannot connect with young people. 

Typical behaviors include detachment from the staff, the administration and the students, 

apathetic lessons and uninspired teaching. Often these teachers build a level of defensiveness that 

results in isolation, and some may try and alienate other staff. The goal of this design is to 

identify a way to support these teachers to begin to re-engage with the workplace, reignite their 

passion for teaching, and reconnect with their professional community. The purpose of this study 

was to design a research-based professional development series to increase engagement for 

alienated veteran urban teachers.  
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Design Challenge 

The general design of this study was an 8-week intervention that included weekly  

90-minute in-person sessions where alienated teachers ages 40 and above participated in 

discussions facilitated by inspiring teachers who have recovered from similar experiences. The 

discussions focused on three areas that contribute to teacher burnout: student behavior, 

bureaucratic demands and aging in the profession. The goal of these sessions was to inspire 

teachers and have them reframe their experience of work. Participants also completed weekly 

assignments designed to increase positive emotions. This intervention should result in an 

increase in well-being which should increase work engagement.  The goal of the intervention 

was for participants to find a new, interesting approach to the work, one that sustains them and 

allows them to enjoy their work. In the next section, literature will be referenced to support this 

design. 

Knowledge Base     

Literature in burnout, work engagement, positive psychology and support groups will be 

analyzed to provide the rationale for this design. First, three issues contributing to teacher stress 

and alienation are relevant to this investigation: student behavior, organizational factors, and 

career stage. 

Student Behavior  

The first, and most critical factor, is student behavior which is considered the top cause of 

teacher stress (Abel & Sewell, 1999; Chang, 2009; Haberman, 2004). The primary demand on 

teachers is students, and Dworkin estimates students make ten times the demands on urban 

teachers than their suburban counterparts (Dworkin, 1986). Disruptive student behavior is related 

to teacher burnout (Burke, Greenglass & Schwarzer, 1996, Friedman, 1995, Byrne, 1991, Hock, 

1988) and teachers become frustrated when instead of teaching they spend a significant 

percentage of time on discipline and classroom management.  Teachers consistently ranked 

student misbehavior as the number one cause of stress (Eskridge & Coker, 1985). Teachers who 

experience burnout symptoms withdraw from student-teacher relationships, feel inefficacious in 

the classroom and as a result, face more classroom management issues (Chang, 2009). 

Lack of administrative support plays a role in teacher stress  (Abel & Sewell, 1999; 

Dworkin, 1986; Haberman, 2004). While burnout manifests as an issue of the individual, 

Maslach and Leiter explain it as an organizational issue, identifying six issues that contribute to 

burnout: work overload, lack of control, lack of reward, lack of community, lack of fairness and 

value conflict (Maslach & Leiter, 1997). With centralized control structures, people lose the 

capacity to make decisions that affect their work, and this reduces individual autonomy, which 

results in diminished intrinsic reward (Maslach & Leiter, 1997; Maslach, Schaufeli, & Leiter, 

2001). When a teacher feels unsupported by the central organization and the site leadership, 

alienation can occur (LeCompte & Dworkin, 1991). Alienated teachers feel they have no control 

over their lives, events seem incomprehensible and the rules do not seem to exist (LeCompte & 

Dworkin, 1991; Seeman, 1959). While most burnout research focuses on the subjective 

experience of the worker, little focus has been placed on the dehumanization of workers through 

an organization’s bureaucracy. The problem is often seen as the worker’s inability to deal with 
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stress and not the overwhelming demands of the organization (Karger, 1981). Teachers reporting 

more bureaucratic interference report more emotional exhaustion (Burke, Greenglass, & 

Konarski, 1995). While an improvement in work 

conditions might result in improved work, most 

organizations are unable or unwilling to do this 

(Maslach & Leiter, 1997). 

Finally, the teacher’s age and career stage 

can make a difference in teacher response to high 

student demands and an unsupportive environment. 

In Huberman’s analysis of the life cycle of 

teachers, he identifies five stages of the teacher 

career lifecycle: survival and discovery, 

stabilization, experimentation/activism, 

serenity/conservatism then disengagement (which 

can be serene or bitter) (Huberman, 1989). These 

stages are not linear and not all teachers may 

experience all five stages.  As teachers enter the 

serenity/conservatism stage of the career lifecycle, 

Huberman estimates up to a third may enter a 

negative route (Huberman, 1989); this matches 

Dworkin’s appraisal that 30% of veteran teachers 

become alienated. Those who enter the negative 

phase may resent their career choice, may 

excessively complain about students and 

colleagues, and often resist innovation (Huberman, 

1989). As teachers age, their goals for their work 

change, their energy may decrease and the passion 

for teaching or subject matter may diminish. An effective intervention may help a teacher return 

to a more positive phase of the career cycle and can allow teachers to re-engage with their work 

(Huberman, 1989). 

Employee Engagement  

 

When work is challenging and demands match or slightly exceed resources, individuals 

perceive themselves as engaged and productive (Harter, Schmidt, & Keyes, 2003). This positive 

work behavior is an element of employee engagement. In general, engagement could be defined 

as the level to which an employee's positive or negative emotional attachment to their job, 

colleagues and organization influences their willingness to learn and perform at work (A. B. 

Bakker & Leiter, 2010; W. A. Kahn, 1990). Engaged employees have high levels of energy and 

are enthusiastic about their work. Two key sets of variables that drive work engagement are job 

resources and personal resources (A. B. Bakker & E. Demerouti, 2008; A. B. Bakker & Leiter, 

2010; Saks, 2006). Job resources include collegial support, supervisor feedback, and training, 

and having the knowledge, skills and physical resources to effectively complete tasks (A. B. 

Bakker, 2009). Personal resources, such as optimism, self-efficacy and resilience, support 

individuals in controlling the environment and successfully influencing it (Xanthopoulou, 

(Huberman, 1989) 1 

Equation 1 



4 
 

Bakker, Demerouti, & Schaufeli, 2007). 

 

The Job-Demands Resource (JD-R) model (Figure A) predicts engagement. Studies using 

the Job Demands-Resources model have consistently found resources to be a major antecedent of 

engagement (A.B. Bakker & Demerouti, 2007; J. J. Hakanen & Roodt, 2010; Schaufeli & 

Bakker, 2004). Job resources are either intrinsically motivational because they support employee 

learning and development which can lead to autonomy, competence or connectedness, or they 

are extrinsically motivating because they increase the probabilities of completing the work task 

successfully (A. B. Bakker, 2009).  

 

Changes in job resources have predicted increased engagement in several studies (A. B. Bakker 

& Bal, 2010; J. Hakanen, Bakker, & Schaufeli, 2006; Schaufeli & Bakker, 2004; Schaufeli et al., 

2009). In a study with Finnish teachers, job resources were especially influential for work 

engagement when there were high levels of student misconduct (A. B. Bakker, Hakanen, 

Demerouti, & Xanthopoulou, 2007).  

Specifically, four personal resources have been linked to positive job performance 

outcomes:  efficacy, optimism, hope and resiliency and these function synergistically to support 

desired work outcomes (D. Sweetman & F. Luthans, 2010).  In Luthan’s research, these emotions 

were developed quickly in an experimental setting, with significant results in work outcomes (F. 

Luthans, J. Avey, B. J. Avolio, S. M. Norman, & G. M. Combs, 2006; Luthans, Youssef, & 

Avolio, 2007). These resources are the antecedents to engagement, so as they increase, employee 

engagement should increase. These dispositions have been shown to predict work engagement, and 

results have been replicated in several studies (Xanthopoulou, Bakker, Demerouti, et al., 2007; 

Xanthopoulou, Bakker, Heuvan, Demerouti, & Schaufeli, 2007). The field of positive psychology 

provides several activities to increase optimism, hope, self-efficacy and resilience (Frederickson, 

2009; Frederickson, Cohn, & this, 2008; Fred Luthans et al., 2006; Luthans & Jensen, 2002; 

Luthans, Vogelgesang, & Lester, 2006; Lyubomirsky, 2001; Lyubomirsky, Dickerhoof, Boehm, & 

Sheldon, 2011; Lyubomirsky, Dickerhoof, & Sheldon, 2008). The building of positive affect has 

shown to increase these four emotions.   

Figure A – Job Demands-Resource Model 

(A.B. Bakker & Demerouti, 2007; A.B. 

Bakker & E. Demerouti, 2008) 
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 Support Groups 

Social support has been acknowledged as an important contributor to health and well-

being. Talk, including the sharing of one’s story, can be an integral part of recovery (Flores & 

Hondagneu-Sotelo, 2013). Support groups can reduce isolation and promote the healing power of 

the shared emotional experience  (Shaw, 1997). Successful support groups can be therapeutic 

without being therapy (Frost, 1994; Toseland, Rossiter, & Labrecque, 1989), they provide a way 

of coping and normalize experiences (Toseland et al., 1989) and few differences are found 

between peer-led or professional led support groups (Toseland et al., 1989). Benefits of support 

group participation include improved communication skills, coping skills and wellbeing 

(Docherty, 2004).  

Two models exist, a spiritual support group, such as Alcoholics Anonymous (AA), which 

is typically based on a higher power, and a therapeutic model, such as Weight Watchers (Moisio 

& Beruchashvili, 2010 ). The therapeutic model focuses on individual self-fulfillment and 

fostering positive experiences. Elements crossover for both types of groups, for example Weight 

Watchers participants “confessing” their guilt and feeling powerless over food or both groups 

using public storytelling as a mode to healing (Moisio & Beruchashvili, 2010 ).  

Cognitive restructuring using a peer facilitator has been used effectively in a variety of 

peer-support groups including AA (Steigerwald & Stone, 1999), gambling, overeating (Moisio & 

Beruchashvili, 2010 ), even gang affiliation (Flores & Hondagneu-Sotelo, 2013). Beck is 

credited with first using cognitive therapy (Steigerwald & Stone, 1999). Cognitive restructuring 

teaches people how to identify when thoughts or assumptions are incorrect or irrational 

(Steigerwald & Stone, 1999) and identify and support new thoughts and beliefs. Beck identified 

four patterns: dichotomous thinking (all good or all bad), overgeneralization (arriving at 

conclusions based on little data), magnification (catastrophizing) and arbitrary inference 

(arriving at conclusions with no evidence) (Steigerwald & Stone, 1999). In AA and similar 

support groups, a peer facilitator helps the individual see that their thoughts affect their 

emotional responses, helps them identify unrealistic thoughts and offer alternatives to those 

beliefs and help them re-evaluate those beliefs and provide guidelines and practice for change 

(Steigerwald & Stone, 1999). Using cognitive restructuring helps the alcoholic reframe faulty 

assumptions and beliefs in order to change this dysfunctional thinking (Steigerwald & Stone, 

1999). The AA meeting provides an environment where cognitive restructuring can occur. 

Sharing stories with those who have had similar experiences, and the social support of the 

sponsor are significant in recovery (Steigerwald & Stone, 1999). Early recovery begins with 

integrating new attitudes (restructured cognitions) which result in new behaviors; people move 

from isolation to relying on the social support of a group and begin to reimagine their self. 

(Steigerwald & Stone, 1999).  This allows participants to learn to think differently in situations 

in order to alter the effects of those situations (Gold, 1985). 

Social support from supervisors and coworkers has been linked to fewer burnout 

experiences but not all supportive communications are equivalent (J. Kahn, Schneider, Jenkins-

Henkelman, & Moyle, 2006). Communications can be positive if they focus on pleasant aspects 

of the work, negative when they focus on stressful aspects of the job or non-job related when 

employees discuss non-work related events, such as family issues. As positive support increases, 
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emotional exhaustion and cynicism decreases and self-efficacy increases, but negative or non-

work support were unrelated to burnout (J. Kahn et al., 2006).  In one study, 339 high school 

teachers from 41 states self-reported online with standard questionnaires (PANAS, ESSQ and 

MBI) to measure affect, social support and burnout. They found emotional social support from 

peers was predictive of burnout even when controlling for affectivity and emphasize that 

affectivity is an important aspect of burnout (J. Kahn et al., 2006). Drawing from social support 

theory, discussing pleasant aspects of the job helps teachers reframe their experience in a 

positive way while focusing on negative can contribute to burnout. (J. Kahn et al., 2006). 

The opportunity to interact with others facilitates teacher reflection; these interactions 

force teachers to negotiate their meaning and in doing so, extend, critique and reframe the ways 

in which they look at their professional practice (Bailey et al., 1998). While the efficacy of 

interventions reducing teacher stress have been ambiguous, a small study of 12 teachers that 

consisted of six three-hour training sessions where teachers learned how to reframe their 

experience, was successful in significantly reducing teacher stress (Forman, 1982). In a later 

study that only included 9 hours of training, cognitive restructuring was again found to reduce 

teacher stress, however, coworker support groups were not found to be effective and neither 

showed a change in teacher classroom behavior (Cecil & Forman, 1990). Since there is 

considerable evidence social support may decrease stress, possible explanations for this finding 

include that this study included several groups of teachers from the same school, which may 

have limited the confidentiality of the participants. There is also no information about the type of 

conversations held in this study, and previous studies showed negative conversations diminished 

support (J. Kahn et al., 2006).    

Collegiality 

Yonemura identifies three valuable outcomes of collegial conversations: first, these 

conversations allow for reflection on one’s teaching and appreciating it as an art. Next, collegial 

conversations provide release from the isolation and stress of teaching and, these conversations can 

increase congruence between theories and beliefs of teaching and actual practice (Yonemura, 1982). 

Collegial conversations allow teachers to refocus attention on different perspectives of teaching. 

Penlington investigated why collegial conversations are an effective tool in teacher professional 

development; she investigated how dialogue between teachers prompted change within a teacher’s 

reason, and then practice (Penlington, 2008). Teacher-to-teacher dialogue can act as a catalyst of 

change in reasoning and then a change in practice (Penlington, 2008). Through dialogue, people are 

able to step back and objectify situations. Because it can be challenging to untangle beliefs from 

actions, and beliefs are subliminal, it is difficult for a teacher to engage in deep reflection alone, and 

others are needed to facilitate a deep exploration of one’s beliefs and actions (Penlington, 2008).  

Extensive research has been conducted on collegiality and teachers’ collegial conversations, but 

these investigations have primarily focused on the function of collegiality in school change, 

reforms initiatives, or the implementation of specific innovations. Collegial relationships have 

been a factor in school improvement though it is challenging to ensure these interactions result in 

change in the professional practice (Horn & Little, 2010). Collegiality has also been examined as 

to the role it plays in helping teachers deepen their expertise in classroom teaching, often in 

specific subject areas (Little 1987; Stoll, Bolam, McMahon, Wallace, Thomas, 2006).  
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While the function of collegiality is different, there are elements that can be utilized from other 

collegiality studies. For example, Horn and Little identified a conversation routine that includes 

normalizing a problem of practice, specifying the problem, revising the account of the problem 

to identify its nature and possible causes, and generalizing to principles of teaching (Horn & 

Little, 2010). While the authors point out other elements including leadership and shared 

curriculum contributed to the success of the teachers using this process, there is the possibility 

this routine may be transferable to collegial exchanges that focus on coping. Also, as colleagues 

teach each other about new classroom practices, they may be able to teach each other how to 

cope with work demands. Collegiality that provides a structure for coping is open to the same 

failings as academic collegiality; collegiality is fragile and can easily be undone (Little 1987).  

 

Less investigation has occurred on how collegial conversations support teachers’ ability to cope 

with their experience in a dysfunctional school, or with individual stress or burnout. While many 

point to the benefits of collegiality and teacher growth, collegiality also supports an emotionally 

healthy workplace (Jarzabkowski, 2002). Jarzabkowski cites Nias who states collegiality allows 

individuals to express both positive and negative emotions and the opportunity to voice 

resentment or frustration; often teachers want someone to listen and understand what they are 

experiencing (Jarzabkowski, 2002).  This social collegiality contributes to trust. Socializing also 

provides a balance to the isolation that can occur in the classroom (Jarzabkowski, 2002).  

Hammersly identifies one important function of what he describes as “staffroom talk” is it 

provides teachers with a way to take stock of, and compare, students. Hammersley states 

teachers do this to help protect their professional identities so student behavior does not threaten 

their own sense of competence (Hammersley, 1984). 

Positive Psychology 

 In 2000, Martin Seligman as president of the APA launched the positive psychology 

movement focused on supporting humanity to flourish instead of on mental illness (M. Seligman, 

2011). Barbara Fredrickson researched the evolutionary function of positive emotions; through 

this work she developed the Broaden and Build Theory (Frederickson, 1998, 2001). While 

negative emotions are explained through the fight or flight syndrome, Frederickson contends the 

evolutionary benefit of positive emotions include broadening one’s experience of events which 

results in more options for response and building positive resources for future use. Advantages of 

positive emotions include a general increase in feelings of well-being, broadening the way one 

thinks, and increasing one's resources whether those are physical, mental, psychological, social, 

or physiological. These can actually create an upward spiral, a tipping point, that launches one 

into an overall positive feeling (Frederickson, 2001; Frederickson & Branigan, 2005).  

  

  In a meta-analysis of over 300 research papers which collectively included over 275,000 

people it was concluded that positivity produces success in life as much as it reflects it  

(Lyubomirsky, King, & Diener, 2005). Working with Marcel Losada, Fredrickson identified a 

ratio of 3:1 as the ratio of positive to negative emotions to reach the tipping point to flourish 

(Frederickson & Losada, 2005). While other researchers called the mathematical analysis of this 

research into question (Frederickson, 2013), the qualitative analysis stands that individuals with a 
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3:1 ratio of positive to negative emotions reach the clinical diagnosis of what is considered 

flourishing, the optimal state of well-being (Frederickson, 2013). The areas of positive emotions 

most studied will be used in this design. These are: gratitude, serenity, interest, hope, pride, 

amusement, inspiration, awe, and love (Frederickson, 2009).  

Work engagement is an active type of well-being (Ouweneel, Le Blanc, & Schaufeli, 

2012). Frederickson’s broaden and build theory posits positive emotions precede work 

engagement and may predict future well-being (Ouweneel et al., 2012). By experiencing positive 

emotions, people may enhance their resources, which may lead to an enduring state of well-being 

which can include work engagement (Ouweneel et al., 2012). Several studies have shown a 

positive relationship between job resources and work engagement (Ouweneel et al., 2012).   

Interventions aimed at increasing an individual’s happiness, including work engagement, 

may focus on changing the individual’s behavior, attitudes or beliefs. Several studies have 

confirmed successful interventions. For example, focusing and developing one’s strengths can 

contribute to leading a meaningful life (M. Seligman, 2011; M. E. Seligman, Steen, Park, & 

Peterson, 2005). An online study where participants identified their top five strengths and were 

encouraged to use them in a new and different way every day, showed an increase in happiness 

(M. E. Seligman et al., 2005). Acts of kindness boost happiness (Lyubomirsky, 2007), so does 

expressing gratitude (Emmons & McCullough, 2003; M. E. Seligman et al., 2005). Self-efficacy 

appears to be an extremely important component in well-being (Ouweneel et al., 2012; 

Ouweneel, Le Blanc, & Schaufeli, 2013). This increase in positive affect should result in happier 

people, and happier people are more productive on the job (Zelenski, Murphy, & Jenkins, 2008). 

Many experiments have been conducted in gratitude. (Emmons & McCullough, 2003; 

Lyubomirsky et al., 2008; Sheldon & Lyubomirsky, 2006; Toepfer & Walker, 2009).  By 

focusing on the positive, individuals increase their enjoyment in life and, according to 

Frederickson’s Broaden and Build Theory, develop a reserve of optimism for use in the future 

(Frederickson, 2001). A simple exercise identifying three things that went well during the day 

has been used by Seligman (M. Seligman, 2011; M. E. Seligman et al., 2005) and others. Since 

daily events would always be different, this exercise avoids hedonic adaptation (Sheldon & 

Lyubomirsky, 2012).  

 The  Use Your Strengths Activity is designed to increase well-being and self-efficacy 

("VIA Institute on Character," 2015). In this exercise, participants identified three existing 

strengths then were instructed to use their existing strengths in new ways and new situations. 

Increasing self-efficacy can make teachers more effective in the classroom (Brouwers & 

Tomic, 2000). Spending time socially with someone has shown to increase positive affect 

(Frederickson, 2009; Gable, Reis, Asher, & Impett, 2004; Lyubomirsky, 2007).  Creating 

social bonds has shown to contribute to well-being (Schwartz & Sendor, 1999) and provide 

tools for coping (Frederickson, 2009). Practicing acts of kindness has shown to increase 

happiness (Lyubomirsky, 2007; Otake, Shimai, Tanaka-Matsumi, Otsui, & Frederickson, 

2006). In particular, planned acts of kindness have more effect than random acts of kindness 

(Lyubomirsky, 2007). A savoring exercise was used to increase optimism (Frederickson, 2009; 

Lyubomirsky, 2007). Writing about your best possible self has been shown to increase 

optimism and general well-being (Burton & King, 2004; King, 2001; Lyubomirsky et al., 

2006). This is a simple exercise where given a weekly writing prompt, people write about their 

best possible selves with a focus on relationships, health, work or dreams. Goal setting has 
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been shown to foster hope (Brunstein, 1993; Deci & Ryan, 2000; King, 2001; MacLeod, 

Coates, & Hetherton, 2008; Sheldon, Kasser, Smith, & Share, 2002; Wiese & Freund, 2005).  

 Taking care of one’s physical body through meditation, exercise, smiling, sleep, or 

spending time in nature has shown to increase positivity (Davidson et al., 2003; Easerlin & 

Cardena, 1998; Frederickson et al., 2008; Johnson, Waugh, & Frederickson; Smith, Compton, & 

West, 1995). Another activity that has been studied is on stopping negative rumination 

(McCullough, Bellah, Kilpatrick, & Johnson, 2001; Nolen-Hoeksema, 2000). This is a simple to 

learn activity where one identifies when he is ruminating and uses a signal, such as internally 

saying, “STOP!” to end the ruminating.  

While most studies focus on one intervention, Sin and Lyubomirsky recommend using a 

“shotgun approach” to increase well-being (Sin & Lyubomirsky, 2009). One of Schaufeli’s 

studies used multiple activities (Ouweneel et al., 2012).These researchers concluded the 

following elements should be in an intervention program: participants must volunteer for the 

intervention; the activities should have been validated for effectiveness, and the employee must 

complete the entire intervention program (Ouweneel et al., 2013). This intervention included 

three types of online assignments: happiness, goal-setting and resource building. Initially, 878 

participants signed up for the intervention, with a control group of 1330; 86 participants 

completed the intervention and 225 completed the control with the expectation that assignments 

previously validated to increase positive emotions or self-efficacy would increase participants’ 

work engagement. Over eight weeks, participants received ten assignments focused on creating 

positive experiences at work, ten assignments on goal setting and five assignments on building 

work resources. The intervention had a positive effect building positive emotions and self-

efficacy, both of which are antecedents to work engagement, but no significant short-term effect 

was found in work engagement (Ouweneel et al., 2013). However, when initial measurements of 

work engagement were used and participants were placed in low, medium or high work 

engagement, those experiencing low work engagement increased significantly. The authors 

suspect those most in need benefit more because they have more to gain with their level of well-

being. This nationwide, online intervention had a high attrition rate; it is a challenge because the 

employees who were most likely to benefit from the intervention were the least likely to 

complete it.  

Summary 

   In summary, up to a third of veteran teachers experience burnout and continue teaching, 

but what is often described as burnout may be alienation, exhaustion or excessive stress. Student 

behavior, organizational factors and teacher age and stage in career cycle contribute to stress. 

Alienated veteran teachers are likely to continue working until retirement; they have extensive 

experience, but because of this disengagement, they may have limited effectiveness in the 

classroom. If they could re-engage with their work, their work performance should increase and 

students should benefit.  Employee engagement is an optimal state of work measured by vigor, 

absorption and dedication. The Job Demands-Resource model postulates personal resources can 

generate tangible work resources that allow employees to meet job demands. When employees 

have challenging work and are able to meet work demands, engagement should result. 

Employees who increased job or personal resources increased their capacity to acquire work 

resources and ultimately increased work performance. If employees increase positive emotions, 
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they should be able to increase personal resources. Job resources can be developed through the 

social support of collegial conversations where teachers reflect on their work experience and 

reframe it. When personal and job resources increase, engagement should result.  
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Chapter 2: Theory of Action  

Introduction 

The theory of action created for this study identifies the path intended for change to occur in the 

form of an 8-session professional development intervention workshop called RENEW 

(Reviving Educators through a New Experience of Work). The theory of action provides the 

rationale and plan for the intervention development. Together, the theory of action and theory of 

change create the theoretical model for the operationalization of this design study. 

In this section, I will explain the problem of practice for veteran teachers who have 

become disengaged from their work.  I will review the theory of change process and necessary 

elements that will influence behavior change in a positive way for these teachers. I will then 

review the overall intervention and activities along with the preconditions required for the 

implementation of this design study process. 

Explaining the Problem 

As teachers age in the profession, up to a third become alienated and disengaged from 

their work. These teachers are at the top of the pay scale and have more experience than novice 

or mid-career teachers and should be exemplary. Research identifies three elements that 

contribute to this disengagement. First, the daily demands of students, especially in urban 

environments, contribute to teacher burnout, which Dworkin terms alienation. The bureaucratic 

nature of schools also contributes to this feeling of alienation, providing directives with little 

explanation, or that seem counterintuitive to the work. Finally, as teachers age in the profession 

they may experience a change in their goals and aspirations, diminished energy and reduced 

investment in work commitment. These disengaged teachers do not provide the best classroom 

experience for students, rarely contribute to the school community and can actually be a 

detriment.  

Theory of Change and Intervention  

The theory of change outlined for this design study describes a professional 

development workshop sequence intended to provide veteran teachers with the knowledge, 

skills, and dispositions needed to revitalize their professional practice. Through an examination 

of the professional knowledge base related to teacher burnout and alienation, I have identified 

key characteristics critical for sustained work engagement. When teachers increase positive 

affect, collegiality, self-efficacy and the capacity to reflect upon and reframe experience, they 

should begin to re-engage with work. The intervention design will consist of eight in-person 

sessions with collegial conversations, and positive psychology exercises that have been selected 

to shift teacher behavior from a problematic state to desired state of being engaged in the 

classroom.   
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Theory of action 

This professional development series is based on a theory of action briefly outlined below.  

Problem Behavior 

Up to 30% of veteran teachers become disengaged from teaching (LeCompte & Dworkin, 

1991). This disengagement may be observed by undesired behavior including isolation, 

apathy, inefficacy, resentment and a negative affect. Teachers disconnect from students and 

staff. They are alienated from the work and tend to complain. 

Desired Behavior  

Teachers will begin to re-engage their professional practice. This renewal will be observable 

by a change in positive affect, efficacy, and an increased connection with students and staff. 

Participants should report changes in well-being, positive attitude and work engagement.  

Explaining the problem 

Three compelling issues contribute to veteran teacher disengagement. Student behavior is the 

main cause of teacher stress (Abel & Sewell, 1999; Haberman, 2004), organizational conditions  

contribute to a loss of autonomy and self-value (LeCompte & Dworkin, 1991; Maslach & 

Leiter, 1997), and the teacher career stage, where teachers may reevaluate their contributions to 

the learning community or may become distanced and embittered (Huberman, 1989). 

Theory of Change 

When disengaged veteran teachers change three things, affect, frame and belief, they can begin 

to re-engage with their work. To do this, teachers need to believe their experience of work can 

change; they need to learn how to develop and sustain their positivity, and they need to learn 

how to reframe their experience of work. To support the change of affect, belief and frames, 

teachers will participate in collegial conversations that examine issues of student behavior, 

central office bureaucracy and the challenges of the career phase; they will also complete 

positive psychology exercises that build positive affect. Teachers gain social support by 

engaging with positive, inspiring peers, and participate in supportive and challenging 

conversations that expose beliefs and attitudes and allow participants to reflect on their work. 

This collegial dialogue can increase the belief that the experience of work can improve, and 

provides an opportunity to reframe their experience of work. This activity is supported by the 

literature on support groups and the use of cognitive restructuring. Practicing positive 

psychology exercises has increased positive affect, as seen in positive psychology literature.    

      To change to the desired behaviors, teachers should: 

 Increase collegial support with inspiring teachers 

 Reframe their work experience 

 Learn and apply positive psychology exercises 

 Increase positive affect 
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 Experience work with a changed attitude 

Theory of Intervention 

To create this change, teachers will participate in weekly collegial conversations designed to 

increase peer support and reframe the experience of work, and complete weekly activities  

designed to build positivity. The vehicle of change is teaming disillusioned veteran teachers with 

teachers who are inspiring and engaged in the challenge of the classroom. Building job and 

personal resources through positive psychology activities will increase engagement (A. B. 

Bakker et al., 2007). 
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Undesired 
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negative 
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Desired Behavior
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Theory of Change and Intervention 

 

The theory of action proposed is: if teachers developed and sustained a positive affect, 

then they will increase well-being and be more likely to display desired work engagement 

behaviors, specifically, connecting with students and colleagues and taking a fresh approach to 

lessons (A. B. Bakker & Bal, 2010; J. Hakanen et al., 2006; Tadic, Bakker, & Oerlemans, 

2011).  

Theory of 

Change and 

Intervention 

Positive Affect 

 If teachers develop the skills to develop and sustain a positive 

affect, then teachers will increase well-being and be more likely to 

display desired work engagement behaviors, specifically, 

connecting with students and colleagues and taking a fresh approach 

to lessons. 

  Collegiality 

 If teachers are exposed to peers who have experienced burnout or 

alienation and have been able to recover and sustain their passion 

for work, then they will be inspired that they can recover. 

Self-efficacy 

 If teachers identify and use their strengths, and value their skills as 

an experienced teacher, they will be more effective in the 

classroom. 

  Reframing 

 If teachers learn how to reframe their work experience, then they 

can create a new, positive approach to their daily work. 

 

Intervention 

Design: 

 

 

RENEW 

Teachers who participate in RENEW will: 

 Engage in dialogue with inspiring teachers 

 Reflect on student and peer interactions 

 Reframe their work experiences 

 Practice activities designed to increase positive emotions 
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Preconditions for Design Implementation 

The following preconditions contribute to a successful implementation:  participants 

must volunteer for the intervention; the activities should have been validated for effectiveness 

and the employee must complete the entire intervention program (Ouweneel et al., 2013). 

Facilitators should allow for open discussion, then refocus the dialogue on positive aspects of 

work, as negative discussion has been shown to be detrimental (J. Kahn et al., 2006). The 

conversations should be held at a neutral site. 

Intervention Design 

The primary intervention for RENEW was an 8-week professional development series. 

The workshop consisted of six teacher participants and two facilitators. The facilitators were 

inspiring veteran teachers who had experienced burnout or alienation and recovered.  The weekly 

dialogue focused on one of the three areas, student demands, bureaucratic aggravations and the 

challenges of growing older in the profession. The function of these sessions was to provide an 

opportunity for teachers to connect with an inspiring teacher, reflect on work experiences and 

reframe their experience of work. The in-person sessions were held at a neutral site. 

This design provided the opportunity for collegial conversations with a focus on positive 

dialogue.  Instead of seeking a professional development opportunity that offers tips for surviving 

in the classroom, this intervention attempted to guide teachers into what Parker Palmer calls the 

teacher’s “inner terrain” and take them on a journey toward connectedness (Palmer, 1998). The 

conversations were not about getting “fixed”, they were not a solution to a teacher deficit. As 

teachers talked and listened attentively, promoting discussion and reflection, but not providing 

solutions, each teacher may reframe their experience. Reframing allows one to view issues from a 

different perspective. When teachers change their frame, they can approach work with a revitalized 

attitude.  

Each week participants was introduced to evidence-based positive psychology exercises 

designed to increase positive emotions. The theory of action proposed if teachers developed and 

sustained a positive affect, then they would increase well-being and be more likely to display 

desired work engagement behaviors, specifically, connecting with students and colleagues and 

taking a fresh approach to lessons (A. B. Bakker & Bal, 2010; J. Hakanen et al., 2006; Tadic, 

Bakker, & Oerlemans, 2011).  

Positive psychology activities were used to increase positive affect and much 

consideration was given to the delivery of these exercises. The goal was to reach the 3:1 ratio of 

positive to negative experiences (Frederickson & Losada, 2005). While the mathematical 

rationale for this had been questioned (Frederickson, 2013), the qualitative data holds that a 3:1 

ratio results in the well-being state known as flourishing. Most experimental interventions were 

conducted in a laboratory setting where only one intervention was conducted, typically for eight 

weeks. To reach the 3:1 ratio, introducing a new positive psychology technique on a weekly 

basis seemed insufficient. It was determined to present all the techniques in the initial meeting, 

based on Michael W. Fordyce’s work at Edison Community College where he introduced 

fourteen elements of happiness at the beginning of his courses (Fordyce, 1977), then, at the end 

of the course, examined which habits students adopted and the correlated effects. Students self-
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selected to apply habits to practice; though a soft intervention, and this approach had results 

(Fordyce, 1982).  It was determined to introduce all the habits at once, then focus on one each 

week. This seemed to provide a way to understand and practice the different habits and allow 

individuals to select the practices that worked best for them (Lyubomirsky et al., 2011).  

Experiments typically differed in two ways from this intervention design. First they 

focused on only one technique that was reinforced for eight weeks; Second, though there is 

evidence these interventions are successful online (Sheldon & Lyubomirsky, 2012); most 

conducted experiments in a laboratory setting, ensuring participants completed the exercises. The 

selection demonstrated the challenges of implementing these type of changes in a real-world 

setting over laboratory setting. All of the positive psychology activities were selected from 

previously tested activities and each one was used to develop happiness and well-being in 

general, or a specific personal resource.  

  



18 
 

Chapter 3: Research Design  

Introduction 

In this section, I present the methodological choices for this study. I will present the basic 

elements of the research that includes baseline data/impact data and process design data. Next, I 

present expected data collection strategies. I discuss procedures that will be used for data 

analysis and issues related to reliability, validity, credibility, and transferability. Finally, I 

conclude by presenting information to ensure rigor and protect against threats to rigor or bias. 

Methodological Choice 

 The purpose of this study was to design a remedy for an authentic educational problem, 

to help teachers who have lost their passion for teaching because of aging, bureaucracy and the 

demands of working with youth. This purpose lends itself to a design development study, as the 

methodological choice where the researcher acts as the primary agent in designing the 

intervention, and assumes the role of an action researcher. Using both design development and 

action research enabled me to apply participant feedback and modify the intervention as it 

progressed.  

Design research projects strive for two types of results. These interventions are used to 

solve complex educational problems and develop the specific design principles that provide 

understanding into the purpose and function of the intervention process (Nieveen, 2007).  The 

action research role within this study required I observed the events and actions that occurred 

during the intervention while working to make the intervention effective (Gummesson, 2000). 

The primary goal of action research is the understanding of the data, including how the change 

process was managed and how reflection was used (Coghlan & Brannick, 2005). While I was 

the lead developer for this study, the collaborative nature of the study process with the 

facilitators and six participants was typical of insider action research (Coghlan & Brannick, 

2005). As the collaboration evolved, the action research became the means to analyze, plan, 

change, and modify the content and implementation cycles of the study. 

Design studies include four key characteristics: 1) preliminary investigations, 2) 

theoretical embedding, 3) empirical testing, 4) and documentation, analysis and reflection on 

process and outcomes (van den Akker, 1999). In this design study, these four characteristics 

were incorporated and embedded into the research.  Preliminary investigations included a 

review of the literature base, consulting experts knowledgeable about this problem of practice, 

and analyzing ways this problem had been approached in the past.  Theoretical embedding 

involves developing a theoretical rationale for the design elements. For this design, the elements 

were based on a literature review focused on teacher burnout and alienation, work engagement 

and positive psychology. Empirical testing refers to the method of data collection in this study 

through the theory of change and intervention to determine the effectiveness of this design 

based on pre- and post-interviews and surveys. For this study, the research design, data 

collection, and data analysis were the means for this testing. The final area addresses 

documentation, analysis, and reflection on process and outcomes; I used systematic 

documentation and included analysis and reflection on the design, development, evaluation, and 
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implementation process in addition to looking at study outcome data to determine overall 

themes, impressions and findings. 

Study Participants  

The research participants were six secondary level teachers who self-identified as being 

burned out or alienated. These teachers were age 40 or older. Teachers were recruited using flyers 

posted in teacher lounges in SFUSD. Teachers should have demonstrated a desire to change, agreed 

to attend all professional development sessions and practice the positive psychology activities, and 

complete pre- and post- interviews and surveys. As a participant-researcher designing and leading 

the study along with the professional development intervention, I was intimately involved at all 

levels and my action research role included “simultaneous action and research in a collaborative 

manner” (Coghlan & Brannick, 2005). An overview of the participants is provided below. 

Table: Participants 

Name Age Years 

taught 

Years 

SFUSD 

Years 

Ellison 

Subject General information 

George 64 20 20 4 
Chinese Asian male. George had also taught 

math, primarily computer science. 

Bodie 49 23 23 23 

PE White male. Bodie was the only 

original Ellison staff member to 

continue at the site. 

Julie 43 13 10 4 

Biology Asian female. Julie was hired as an 

LTS in 1997, went on a leave of 

absence in 2003, quit in 2005, and 

then returned in 2011. This was the 

third high school she had worked at 

in the district. 

Terry 44 17 17 10 

Special 

Education 

White male. Terry was hired as a 

substitute in 1995, was finally hired 

as a teacher in 2003. This is his fifth 

high school in the district. He 

occasionally teaches Spanish in night 

school. 

Miguel 40 15 6 3 

Music Latin male. Miguel was hired as a 

middle school music teacher in 2010 

was laid off then rehired to teach 

ELD and Spanish. Started teaching 

Spanish at Ellison then was hired to 

teach Band and Guitar.  
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Maria 63 32 1 1 

Spanish Latina female. Returned from 

retirement to join the district this 

year. Her husband had passed away 

four months before joining the 

school staff. Her contract was not 

renewed. 

 

The facilitator was a colleague working as an Art Content Specialist. She was 43 and had 

15 years of experience in the district. At the end of her ninth year of employment, she had been 

consolidated from her position at a high school. While there are true consolidations, based on 

program changes or funding issues, often this is used as a way to remove personnel when an 

administrator does not care for the staff member and this seems to be the case in her situation. 

This left the facilitator angry and burned out. She did not feel her union supported her. She was 

rehired the following year as an itinerant art teacher and did not care for the travel to various 

schools. The next year she took a position at a middle school. She did not like the school 

administration and she did not feel she was suited for working with middle school children. She 

finally found a position at a high school where she felt appreciated by the administrators and 

students. When she heard about this project, she was very excited and read the Frederickson and 

Lyubomirsky books and also read on reframing. The function of the facilitator was to provide an 

inspiring staff member who had survived an episode of burnout, to show renewal was possible.  

Research Methods 

There are many different research methods used to conduct educational investigations 

and for this study a mixed methods research approach was selected. The intent of qualitative 

research can be defined as attempting to understand a particular social situation (Locke, 

Silverman, & Spirduso, 2004), similar to the problem-of-practice that this design study will 

exam. The exploratory nature of qualitative research was appropriately suited for the design 

challenge that seeks to determine both the extent to which a research-based intervention process 

was able to enhance principal instructional leadership practice as well as examine the course by 

which the iterative intervention process occurred.  

Impact Data 

The research design combined high quality interventions and design principles resulting 

in an iterative development approach (Nieveen, 2007). Baseline and impact data provided 

evidence as to the effectiveness of the intervention and design principles. I evaluated whether 

the design contributed to an increase in employee engagement antecedents shown by an 

increase in positive affect, increase in social interaction, and an increase in self-efficacy and 

enhanced well-being. Two types of activities were conducted to determine baseline and impact 

data: a structured interview with teachers and a pre-and-post survey of each participant.  

Initially, participants provided baseline data regarding perceptions and experience about 

their own experience of work; this baseline was established using the Ultrecht Work Engagement 

Scale (UWES), the standard measurement tool for work engagement (Appendix A). The use of the 
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survey and the qualitative interview data (Appendix B) helped the researcher understand the 

behaviors and perceptions of the participants.  The structured interview protocol was re-

administered after the teachers completed the RENEW professional development series. The 

results of the two interviews and surveys were compared to determine the change in the teacher’s 

work experience. 

Work engagement was measured using the UWES (Ultrecht Work Engagement Scale) 

(Appendix A). The UWES measures work engagement using a 17-item questionnaire that 

measures vigor, dedication and absorption. Results have been found to be consistent and reliable 

in a variety of fields and countries.  

The Diener Flourishing scale (Appendix C) was used to measure well-being. The scale 

was originally called psychological well-being. The Flourishing Scale is a brief 8-item summary 

measure of the respondent's self-perceived success in important areas such as relationships, self-

esteem, purpose, and optimism. The scale provides a single psychological well-being score. This 

eight-question survey uses a Likert scale where the lowest possible score is 8 and the highest 56. 

Questions included: “My social relationships are supportive and rewarding”; “I am optimistic 

about my future”; “I lead a purposeful and meaningful life.” 

Participants completed the Maslach Burnout Inventory for educators (Appendix D) and 

one area, personal accomplishment, was used to evaluate self-efficacy.  Self-efficacy is 

considered one of the most important personal resources (Brouwers & Tomic, 2000; Fred 

Luthans et al., 2006; D. Sweetman & F. Luthans, 2010). A state of reduced personal 

accomplishment features a sense of incompetence and lack of productivity (Schaufeli et al., 

2009). The Maslach Burnout Inventory is considered the standard tool for measuring burnout. 

The survey included twenty-two questions and used a 7-point Likert scale.  

The social support survey (Appendix E) consisted of six questions and used a Likert 

scale. Questions included, “I feel supported by my work colleagues”, “I spend time talking about 

curriculum or other classroom issues with colleagues” and “There is at least one person at work I 

can trust.” 

Elements of the Research, Data Collection Strategies and Sources 

Table: Data Collection 

Data Description Frequency Type 

Pre-intervention 

survey 

Online, Likert scale measured affect, 

work engagement and well-being 

1x Quantitative 

Baseline  

Post-intervention 

survey 

Online, Likert scale measured affect, 

work engagement and well-being 

1x Quantitative 

Impact  

Pre-intervention 

interview 

Semi-structured interview designed to 

collect baseline data to measure results 

1x Qualitative 

Baseline 

Post-intervention 

interview 

Semi-structured interview designed to 

measure and triangulate intervention 

results 

1x Qualitative 

Impact 

Weekly 

reflection 

Online, Likert measured process 8x Quantitative 

Process 
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Observation  Researcher collected process data when 

group reflects on previous session 

during check-in (Appendix F) 

7x Qualitative 

Process 

 

Process Data 

Process data was used to capture the change process produced by the design. As the 

study process unfolded, I expected to modify or add aspects to the design in order to meet the 

needs of participants, based upon their feedback. Each workshop session had opportunities for 

participants, facilitators and the researcher to reflect upon the content and delivery of material 

and modify or change future sessions as needed. In addition, process data was used to evaluate 

design feasibility and implementation quality. Feasibility refers to whether the design is 

practical for a specific context or situation. Implementation quality refers to the extent to which 

the design can be used intended and whether the design components (i.e. activities, material, 

protocols, etc.) resulted in intended change in the participants’ work engagement. The interviews, 

surveys and weekly feedback also provided the process data, as did observations from the 

researcher and facilitators. As data was analyzed, patterns or themes may emerge that could be 

connected to specific activities provided during the intervention sessions. The process data 

collection strategy needed to be fluid in order to continue with the intervention process while 

simultaneously allowing for reflection on matters of feasibility and content quality based on 

feedback. The table below identifies initial details regarding basic elements of the planned 

research and data collection strategies and data sources.  

Data Analysis - Analytical Procedures 

 I analyzed the data using a linear process as suggested by Creswell (Creswell, 2009). 

Interviews were transcribed for review and coding; feedback data was collected online. Prior to 

the formal coding process, I scanned the data sources and captured impressions through notes 

and summary sheets, checking for initial patterns. The next step in the analysis of information 

was determining baseline and impact data. I compared the pre- and post- surveys and 

triangulated with the interview. The coding of data (Appendix G) was used to generate and 

identify themes and patterns of evidence and to chunk the evidence into manageable pieces 

(Creswell, 2009). Once the evidence was organized, the next step was to read through all the 

data and reflect on the overall meaning. I triangulated different data sources by examining 

evidence from the various sources and data points (i.e. interviews, surveys, and observations). 

These multiple data sources allowed me to provide justification for patterns and themes 

(Creswell, 2009). The more frequent corroboration of data, the increased opportunity for 

presenting stronger claims in the findings for this study. A frequency chart was used to 

determine the rate of occurrence of patterns or themes identified by the coding process. During 

the entire data analysis process, I was continuously evaluating the intended purpose of this 

design study to ensure I maintained focus on logical findings. 

Reliability, Validity, Transferability 

In qualitative research, reliability refers to the extent to which the researcher’s approach 

is consistent so that the design may be repeated across different researchers and over time 
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(Creswell, 2009). Clear and consistent procedures and protocols were used across all facets of 

the data collection process. During the RENEW workshops, agendas were followed and each 

workshop session had a time for reflection upon workshop experience built into the design. The 

baseline and impact data collection processes were standardized to a degree allowing for 

consistent pre- and post-data collection while process data followed a structured and planned 

sequence of activities but also allowed for participant feedback to influence the content and 

design. 

The construct of validity determines whether the research measures what it was intended 

to measure (Creswell, 2009), that is, how much credibility does the research hold for doing 

what it was supposed to do. In this design study, an important measure of validity will be 

whether the workshops contributed to new behavior for the participants. 

For the context of a design study, transferability refers to the extent to which an 

intervention can potentially be transferred to a different context and result in similar findings 

(van den Akker, 1999). The degree to which the two contexts may be similar will allow a 

higher degree of transferability and the results could therefore transfer across specific situations. 

In the current study under discussion, transferability was limited by the unique characteristics of 

the researcher and participants. Given this context, I provided detailed descriptions about the 

role of the participant researcher, the participants and facilitators, as well as the specific content 

of the intervention workshop sessions. By providing clear and precise details of each aspect of 

this design development study, future researchers could determine whether the findings can be 

transferred to their unique context. 

Ensuring Rigor, Threats to Rigor, Bias 

Design studies are vulnerable to issues related to rigor and bias. In this design study I 

took an active role in the development and implementation, therefore the rigor associated with 

the action research paradigm needed to be considered. Creswell (2009) suggests a number of 

strategies to enhance the overall rigor, quality, and accuracy of qualitative studies. I used 

multiple sources of data collection including interview, observation, and document collection. 

The use of these multiple sources of data collection allowed me to triangulate data in order to 

examine common themes and patterns. 

Protocols for interviews and observations were designed and followed. Once the data 

was collected, coded, and analyzed, I used member checking to validate the accuracy of 

identified themes or patterns with the original participants. In addition, I engaged in a self-

reflective process to reduce bias and make transparent the role I held in relation to design 

features and the participants in the study. I sought feedback about this study from an advisor 

and colleagues throughout the implementation.   

The concept of rigor in action research also addresses issues related to bias in that the 

method of how data are generated, gathered, explored, and evaluated and how events 

questioned and interpreted through multiple action research cycles requires that a systematic 

reflection process be utilized (Coghlan & Brannick, 2005). The multiple roles of designer, 

researcher, and actor in this design development study may contribute to advocacy bias. 

Advocacy bias may occur when the values of the researcher affect the conduct of the study or 
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the findings (Stake, 2006). There are a number of factors that can contribute to an advocacy 

bias, such as the researcher’s hope of finding the program successful, the desire to reach 

conclusions that are useful to others, and the desire to generate findings that will produce a 

certain outcome (Stake, 2006). I created this development design study with the intent of 

developing a professional development series intended to improve the work engagement of 

veteran teachers who have experienced workplace alienation. It was my desire to be successful 

in this outcome. Maintaining procedural safeguards such as triangulation of data sources as well 

as presenting disconfirming information helped avoid this potential bias (Creswell, 2007). 

Conclusion 

 The purpose of this design study was to develop an intervention that supports veteran 

teachers re-engage with their work. This was measured by changes in personal and job resources 

considered antecedents in engagement, and a shift in frame. The dimensions to be measured 

included work engagement, social support, self-efficacy, and well-being. Job resources were the 

social support to be developed through collegial conversations. These conversations worked to 

shift each individual’s frame of the work experience. Weekly positive psychology activities 

developed the personal resources of optimism, resiliency, self-efficacy and hope. Teachers who 

increase personal and job resources should experience an increase in work engagement. This 

intervention should be adaptable to many similar circumstances and, depending upon its 

effectiveness, may provide a low-cost intervention to support ongoing renewal of veteran 

teachers.  
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Chapter 4 Findings 

Introduction 

 I report findings in three steps. I first discuss process. Process data analysis reveals how 

participants completed a sequence of planned activities as part of the professional development 

series designed to increase their employee engagement. I then investigate quantitative scales to 

explore impact and growth. In addition, I explore more nuanced changes by investigating how, 

over the process of the intervention, attitudes and beliefs changed.  

The workshop series was conducted at an urban high school, “Ralph Ellison High.” 

Ellison had been designed to support traditionally underserved, low-socioeconomic youth in 

math, science and technology. Though identified as underperforming, the school was designed to 

prepare students to enroll in prestigious universities and in the past had experienced a level of 

success. Unfortunately, the school had experienced several negative incidents and the school 

reputation plummeted. In the few years prior to my intervention, the school had struggled and 

attained a reputation as dangerous or ineffectual. Enrollment dwindled from 1100 to fewer than 

400 students. Nine different administrators in seven years tried to stem the tide of decline, but the 

level of teacher turnover remained very high.  

The group consisted of four men and two women, with an average age of 50. One male 

was Asian (Chinese), two were white (PE, Special Education) and one was Latino (music); one 

female was Asian (science), one was Latina (Spanish). 

 Eight 90-minute sessions were conducted for the RENEW workshop. Prior to the 

intervention, I conducted the quantitative survey. At the end of the intervention cycle, I 

administered an interview and the quantitative survey again to determine employee change. Each 

workshop session had an agenda and learning objectives aligned to specific activities designed to 

increase the dimensions of employee engagement, self-efficacy, social support and well-being. In 

this section I review the activities for each session, list what happened in each session, then 

analyze the proceedings. 

Session 1: Planned Activities, Learning Goals, and Expectations 

Session 1 - Activity Learning goal 

Informational PowerPoint on 

workshops: 

 Workshop protocols 

 Employee Engagement 

including job demands 

resource model 

 Positive Psychology 

 Collegial Conversations 

including reframing 

 

Gain a general understanding of:  

 Workshop protocols 

 Employee Engagement 

 Positive Psychology theory and exercises  

 Purpose of collegial conversations 

 Process and value of reframing 

 

Conduct collegial conversation on 

students – inspiration and 

challenges 
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Session 1 - Activity Learning goal 

Reflect on the rewards and challenges of working 

with students; identify ways students can cause 

stress or satisfaction to the work.  

 

Understand individual experiences that create 

stress or gratification. 

Reframing 
Re-evaluate current work with a new lens; find 

meaning and motivation in current work 

Positive psychology exercise 1 – 

gratitude 

Participants learn to establish a routine to identify 

three things that went well during the day. 

Participants should experience an increase in 

optimism and well-being. 

 

Session 1: Proceedings  

This session had four main activities: the informational presentation, the collegial 

conversation about working with students, the option to reframe the experience, and the positive 

psychology exercise about gratitude.  The learning goals of the session were to understand the 

workshop procedures, begin to form personal connections, reflect on the joys and challenges of 

working with youth, and if possible, find a new approach to negative classroom experiences. The 

final learning goal was to understand how to begin practicing the positive psychology activity. 

The six participants, the facilitator, and I sat at two tables that had been arranged in 

tandem to create one long table. The first activity was the informational PowerPoint that was 

delivered by the facilitator. The presentation included four areas: workshop protocols, employee 

engagement, positive psychology and the collegial conversations. Participants received a binder 

of all materials including a printout of the PowerPoint presentation. 

The first section was straightforward and covered the workshop protocols including the 

length of sessions, content to be covered each week and the norms, including confidentiality. 

Participants watched the projected presentation and some followed along with the printout. 

Maria nodded several times during the presentation. Everyone except Terry paid attention. Terry 

spent much of the time looking at the floor or the exit door, and he had a ruler or similar object 

that he would occasionally pound into the floor.  

The second section of the presentation addressed employee engagement. This section 

covered a brief overview that included a definition of employee engagement, described the Job-

Demands Resource Model and how the workshop activities might support employee 

engagement. Jorge asked Terry to interpret a few words, asking, for example, “What is 

absorption?” The group was asked if they could identify a work experience incident where they 

or a colleague had used job or personal resources to meet work demands. Bodie said he had seen 

staff use their relationships to get what they wanted in classroom assignments, such as a desired 

preparation period, or an honors course. Maria said when she had enough supplies, including 

books, pens, paper, and had administrative support, it was easier for her to concentrate on 
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working with the students. Next, the facilitator lectured about the six dimensions of the burnout 

phenomenon.   

The third section of the presentation was on positive psychology. The facilitator 

described the Broaden and Build Theory and reviewed the twelve positive psychology activities 

that would be covered during the series. Participants nodded during the presentation. The 

facilitator asked if there were any questions about the theory or the exercises. There were none. 

The final section of the informational presentation was on how the collegial 

conversations would be conducted. The facilitator said that the purpose of the collegial 

conversations was to build social support at the workplace. The guidelines of the conversations 

were reviewed, including information that there were guiding questions, and that all the 

discussions were to remain confidential. Participants nodded that they understood the parameters 

of the conversations. The informational presentation was scheduled to take twenty minutes but 

took forty. 

The next activity was the actual collegial conversation.  The facilitator guided the initial 

questions: “What is your current experience of working with students? What is rewarding about 

working with youth? What is challenging about working with students?” The questions were in 

the binder. The facilitator read through them, and then opened the discussion with, “What is your 

current experience of working with students?” 

The group sat silent for a moment. Bodie began the conversation and spoke obliquely of 

school troubles, but never mentioned working with students. The facilitator encouraged Maria, 

then Julie to speak, but neither did. Terry began to speak and said all the school’s problems were 

problems of the administration. While others added comments agreeing with him, Terry 

controlled the conversation, speaking for several minutes at a time. While he identified the 

administration as the problem in the school, there were no specifics. “The school’s falling apart 

and it’s been falling apart for years. Every school goes through ups and downs, and this school’s 

collapsing!”  

The facilitator asked what was going on in the school, but the participants did not 

respond. The facilitator returned to the original question and asked if someone could identify 

what he enjoyed about working with students. The participants sat silent for about a minute. The 

facilitator then asked if anyone could identify a challenge he experienced working with students. 

No one added anything. The conversation should have taken sixty minutes, but because the 

presentation went overtime, the activity only lasted twenty-five minutes, and a conversation 

never got off the ground.  

The next activity was the option to reframe the situation. The facilitator asked if there 

was any way to reframe the current situation in the school.  The participants sat silent at the 

table, Bodie had his head in his palm, seeming to think about this, Miguel’s eyes moved back 

and forth as he stared at the ceiling, Maria stared at the center of the table. Participants appeared 

to be processing this thought, but no one offered an idea. After about two minutes, the facilitator 

asked, “Is there any other perspective to see the administrator’s behavior?” Bodie shook his 

head, no, and Maria let out an audible sigh. The facilitator moved on. This activity lasted 

approximately ten minutes. 
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The fourth activity of the session was a positive psychology exercise on gratitude.  The 

learning outcome was to practice the routine of identifying three things that went well, on a daily 

basis. The experiential learning was to increase optimism. Using a guiding document (Appendix 

H), the facilitator introduced the gratitude exercise and gave examples of things that could go 

well and how to start practicing this as a routine. She asked if there were any questions. There 

were none. She pointed out these could come from the classroom, a lesson that went well, or 

connecting with a specific student. These things could also come from home, such as having a 

good conversation with one’s spouse, or even just enjoying a cup of coffee. The facilitator 

provided three things that went well for her. I asked if everyone understood the assignment for 

the week. Maria said, “Find three things that went well every day.” When the workshop session 

ended, participants left immediately. This activity also lasted about ten minutes. 

Session 1: Analysis  

The initial focus of session 1 was informational and participants followed the 

presentation of the material in a largely passive stance. Participants thumbed through the binder 

and watched the presentation. Occasional questions of clarification were asked. But the 

overwhelming pattern was that the activities did not connect to the participants. They displayed 

evasive behavior, stony silence, and minimal compliance. The burning issue was clearly the 

abysmal situation of the school for which the administration was held responsible. There was a 

visible display of hopelessness, but the activities planned and implemented as planned did not 

give room for voicing feelings of distress.  The prompts for the collegial conversation were 

leading away from the most urgent need for communication, and the reframing and positive 

psychology exercises seemed contrived.  

 Clearly, as an introduction the first session did not give sufficient room for participants to 

try out their voice. As a result, there was no material of a cognitive or emotional nature to work 

with. In the lecture and direct instruction mode, the participants were merely passive. The 

participants, hopeless and disengaged, needed to feel a sense that their concerns would be heard 

and that they might move past their impasse through the workshop. While a certain degree of 

information and establishing the ground rules was necessary, we as facilitators were glued too 

much to our curriculum and did not read our participants well. Be it as it may, it was clear that 

the situation we had entered was severe and that activating and unleashing active participation 

would be a major challenge.  

Session 2 - Learning Goals   

Session 2 Activities Learning goal 

Collegial conversation on 

motivation and how it may have 

changed as participants aged; is 

there anything new that motivates 

you 

Reflect on original motivation 

Reflect on current motivation 

Determine if the current motivation is still valid; 

is current motivation enough to create work 

engagement.  

Reframing 

Re-evaluate current work with a new lens; find 

meaning and motivation in current work  

Identify if there is another element of the work 

that establishes motivation 



29 
 

Positive psychology exercise 2:  

Planned act of kindness 

Participants learn to plan then complete a weekly 

act of kindness. The planned act of kindness 

activity increases happiness. 

 

Session 2 - Proceedings 

Collegial Conversation  

The facilitator opened the conversation with a prompt that the participants essentially 

ignored and the conversation quickly veered from motivation and the aging process back to the 

administration. Several participants voiced their opinions about the principal and assistant 

principal. The first comments were that the principal, Esther, who was fairly young and 

inexperienced, did not care about staff or students, but the group discussed this and decided the 

principal did care, but was incompetent. She would agree to do things and they would never 

happen. She would walk around the school and smile to everyone, but did little else. She had not 

visited most of the participants’ classrooms.  

The group quickly identified the assistant principal, Don, as uncaring and vindictive. He 

was highly disliked by the entire staff; one participant called him an “asshole”. He was described 

as doing as little as possible and was disinterested in the teachers. He had made choices that were 

negative for the students, including laying off a popular male counselor who had helped form 

several student cultural clubs and establish student events, and his elimination had been 

detrimental for student morale. The group concurred that the administrators were unprepared to 

lead the school.  

There were two primary administrative issues: student discipline and staff respect. Staff 

would send students to the office for discipline and the administrators reportedly took no action. 

The students were typically returned to the classroom within ten minutes. The administration 

would not back up the teachers’ discipline; the students knew it and took advantage of it. The 

group felt staff provided requested input regarding the school, but their input or participation was 

never included in any decision-making and this, they said, was frustrating.  

During this conversation, Terry violated the norms of the workshop by ridiculing 

colleagues. For example, when Bodie said the administrators were negative, Terry responded, 

“You’re the most negative person in this school!” Bodie said, “Look who’s talking.” The 

facilitator intervened, reminding participants the goal was to create collegiality and examine 

work issues, but Terry continued to verbally spar with others several times. Julie and George 

were reluctant to contribute their thoughts. The conversation lasted for about an hour. 

Reframing 

 Participants were asked if there was any way they could reframe the situation at the 

school. She asked in a few different ways, could the administrative choices be viewed from a 

different perspective. Bodie said, “People just stay in their rooms.” No one else spoke, so the 

facilitator shared how she had some negative experiences including being laid off and being cut 

from a school she enjoyed, but she did not let those incidents affect her desire to teach. She used 

the change to start over and was able to turn negative work situations into something positive. 
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She then asked again if anyone wanted to reframe his or her situation. No one did. While my role 

was primarily to observe, I knew participants needed to build a reservoir of hope or optimism 

about their situation and the reframing was not the right tool at this stage. I asked, “What do you 

think it will take to turn the work situation around?” Bodie was first to respond and he said, “It 

won’t change unless we get someone in here who knows what he or she is doing.” The others 

agreed or stated they did not think the situation could change. The reframing discussion lasted 

for approximately ten minutes. 

Positive Psychology 

 The facilitator introduced the positive psychology exercise for the week, which was a 

planned act of kindness. She explained participants should continue conducting the gratitude 

exercise daily, and then add an act of kindness once a week. The act of kindness should be 

planned out, and should require an investment of time and/or money. While the facilitator’s 

presented the positive psychology exercise, it was evident that participants did not connect. 

When the facilitator’s presentation ended, participants left immediately. 

Session 2 - Analysis 

 More time was spent on the conversation this session and more detail came out. The 

facilitator was unequipped to deal with the level of dysfunction, such as when Terry attacked 

Bodie. Rather than using the attacks as material to increase the self-awareness and perhaps a way 

to reframe the problem as one of administrator and teacher disrespect, the facilitator clamped 

down. Offering her experience of ‘reframing’ came off as patronizing, and the positive 

psychology exercise came off, as in the first session, as contrived.  

 The original choice to put the positive psychology exercise at the end was a way to end 

each session on a positive note. But this could only work if the material that surfaced during the 

collegial conversation could be transformed and reframed, even if only to a minor degree. But 

the mood remained somber. The situation remained hopeless in the eyes of the participants, and 

in fact now members of the group had attacked each other. The planned ‘curriculum’ of the 

intervention as well the capacities of the facilitators were wholly inadequate to the severity of the 

situation. It became increasingly clear to us that we had assumed we would be conducting a 

workshop with people who had volunteered for the group because they were intrigued by the 

opportunity to explore how to overcome a current impasse and who wanted to hear from other 

people on how to make a positive difference in their lives, but this group was an altogether 

different set-up. These were very angry teachers who probably had many skills, but were so 

caught up in blaming the ineffectiveness of the school on the administration, that they had also 

become ineffective. Both the facilitator and I wanted to increase the teacher agency, but it was as 

if we became caught in the whirlwind of anguish and hopelessness with the staff – they could not 

see a way out and neither could we.   

Session 3 - Learning Goals  
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Session 3 Activities Learning goal 

Maslach-Leiter  

My Relationship With Work survey 

Participants learn the 6 areas that lead to burnout: 

work overload, lack of fairness, lack of 

community, lack of reward, values mismatch 

Participants rank their experience of work, 

identifying areas of concern 

Participants learn language to specifically 

describe work issues 

Use Your Strengths Activity 

Using the VIA Character Strengths chart, 

Participants identify 3 strengths they consistently 

use 

Collegial Conversation: working in 

a bureaucracy 

Discuss the Maslach Leiter survey 

Positive psychology exercise 3: Use 

Your Strengths 

Find new ways at work to use your strengths; 

experience more self-efficacy 

Positive psychology exercise 3: 

conduct a weekly social activity 

Do something social with at least one other 

person at least one time each week to increase 

well-being 

 

Session 3 - Proceedings 

Session 3 had five activities: the check-in, the My Relationship with Work Survey, the 

Use Your Strengths Activity, the collegial conversation, and two new positive psychology 

exercises.  

The check-in included a quick review of the 12 positive psychology activities that would 

be practiced during the workshops. Miguel, Maria and Julie asked several general questions, 

such as, if there was a specific time of day to do the exercises. The facilitator reminded 

participants they could pick any time, after a specific class, getting into the car to come to work 

or go home, or at the end of the evening.  

During the check-in, Miguel reported he had been using the gratitude exercise. Though 

this activity had been introduced in the first week, this was the first time participants mentioned 

using it. Miguel identified some of the things that went well for him. His list included taking his 

children to a playground, performing with his band at a local coffee shop, and having a great 

class with the instrumental band. The other participants listened to Miguel and some nodded as 

he spoke. He said he enjoyed taking the time to reflect on what went well. Maria said she was 

also doing this exercise. Things that had gone well for Maria included spending time with her 

granddaughter and going out to dinner with her daughter. The facilitator asked if anyone had 

done the planned act of kindness exercise; no one had. As a group, we discussed the difference 

between the planned act of kindness and random acts of kindness. Bodie asked if it made a 

difference. The facilitator said both acts fostered happiness and increased optimism but research 

showed there was a bigger increase with a planned act of kindness. 

Use Your Strengths Activity 
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 The learning outcome of this activity was to identify three existing strengths individuals 

currently used in the classroom, or other areas of their lives. Using a list of strengths, participants 

selected three they considered their personal character strengths (Appendix I). Samples of these 

character traits included integrity, humor, or fairness. The goal was for the participants to 

recognize in themselves three strong traits that could later be reinforced in the positive 

psychology exercise.   

 The group discussed several traits, trying to identify their strengths. Julie and George 

worked independently and Bodie, Miguel and Maria talked over their ideas. Terry was out and 

completed the assignment the following week. Each participant selected three strengths. 

Participant Strength 1 Strength 2 Strength 3 

Maria Kindness Gratitude Care and Compassion 

Miguel Creativity Hope Social Responsibility 

Bodie Honesty Fairness Bravery 

Julie Judgment Self-Regulation Honesty 

George Humility Honesty Judgment 

Terry Perseverance Social Intelligence Love of Learning 

 

Maslach Leiter My Relationship With Work Survey  

Next was the Maslach Leiter My Relationship With Work Survey. This survey identified 

areas of potential burnout including work overload, lack of fairness, lack of reward, lack of 

control, lack of community, or values mismatch (Appendix J). The purpose of this activity was to 

analyze one’s work experience in these six areas, identify areas of concern and acquire 

vocabulary to better express the work experience using this specificity.   The facilitator reviewed 

the worksheet and participants worked individually to rank each of the six areas, then calculate 

their scores. Completing the form took approximately fifteen minutes and there was limited 

discussion, only questions about how to calculate the score.  

Collegial Conversation 

 The collegial conversation questions were:  

 Using the Maslach Leiter survey, did you identify any areas of concern? 

 Considering the six areas, where would you like to improve your experience of work?  

The instrument’s scale scored from zero to 20 and any score over 10 was considered an 

area of concern. Maria identified community as an issue; her score in that category was 17. She 

stated she had no supportive interactions at work, except for being in this group. She had tried to 

develop friendships with colleagues and it had not worked out. From the survey, Maria identified 

the shared sense of purpose with the organization and sense of community with the organization 

as the two areas that she wished would change.  

Bodie identified reward as his highest area of concern; he scored 15. He felt he was not 

recognized for his work and he was not enjoying the work. Miguel said his area was fairness; he 
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scored a 16. He identified that the site administration did not treat employees fairly. Bodie 

agreed and said maybe that was his area as well. The three discussed the survey, and then moved 

to the questions on control that included items such as shared decision-making, autonomy and 

leadership and the three decided this area was the highest concern for each of them. Though it 

may not have ranked highest for each, all three scored over 10 in this area. Julie agreed; this had 

been her highest ranked category, with a score of 16. George did not want to discuss his score 

and Terry completed the survey the following week. Terry’s highest score was an 18 in values.  

Sharing the survey scores triggered a discussion of these three areas, decision-making, 

autonomy and site leadership that seemed to be at the core of what the participants described as 

the school’s dysfunction. Bodie said teachers were asked for input regarding decisions and then 

it was never used and this left him very frustrated. Julie and Maria both discussed autonomy and 

both stated they felt the assistant principal was “spying on them” as he would drop in and 

observe their classes unannounced and the experience never felt supportive. Maria said she never 

had the opportunity to use her professional judgment, that after any visit, the assistant principal 

would tell her she was doing everything wrong, from classroom management to curriculum, but 

he never offered any constructive advice. She did not feel supported. All four felt the leadership 

was not trained well enough to support the teachers as leaders in the school. The discussion then 

became very specific about administrative actions that were not supporting the teachers. Bodie 

said he sent students to be suspended, but they were not and they came back to class. He felt this 

undermined any authority he might have with students. He also returned to the decision-making 

issue, as he had received a grant for $15K of PE equipment and the administrators convinced 

him to let them use those funds for different purposes and they would purchase the new PE 

equipment the following year.  He agreed, but the next year he did not receive the equipment. He 

felt betrayed. 

The facilitator asked if people could reframe the current situation. Because of the broken 

promises, Bodie said he did not think he could find a way to trust or work with the current 

administration. Maria agreed, she had been treated badly by the administration and did not want 

to ignore their behavior. Miguel, George and Julie did not respond.  

Positive Psychology Exercise 3 

 The positive psychology exercise for the week was to use your strengths in new ways. 

This meant, for example, when faced with a challenge in the classroom or working with the 

administrators, to rely on one of the three identified strengths. For example, if humor was an 

individual’s strength, and the teacher was in a situation where a student was challenging him, he 

could use humor to diffuse the situation. People were asked to think of a time when they had 

used their strengths. Maria shared a situation where a student had to make a presentation in class 

and started crying. Maria’s strength was compassion, so she was able to help the student regain 

her composure and complete the presentation. The participants agreed they understood how to do 

the strengths activity 

This session had a second positive psychology exercise, which was to spend social time 

with someone each week. Participants were asked what type of social activity they might want to 

do. Maria said go shopping with her daughter; Bodie said spending time with his wife. Julie said 
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she would like to spend dinner with a friend. Participants were reminded to continue the daily 

reflection on three things that went well and to conduct a weekly act of kindness.   

Closing 

Participants identified the Maslach/Leiter Activity and the Use Your Strengths Activity 

as highlights of the session. All participants stayed after the session and talked in groups of two 

or three for up to fifteen minutes. I overheard Bodie and Miguel talked about the challenges of 

the high school redesign project that had recently started; George listened. Maria and Julie spoke 

and this was the first time I ever observed them having a one-on-one conversation. Maria asked 

Julie about how she ran her classroom and said she would like to watch her teach. After the 

session, Maria spoke with me privately to say the assistant principal had given her a non-renewal 

letter, meaning she would not be rehired.  

Session 3 - Analysis   

Probably the most important event for the proceedings of the workshop was the way 

Miguel and Maria, belatedly, reported using the gratitude exercise. Not only did this show that 

they were finding the exercise useful, but their positive reports created an atmosphere of positive 

feelings among the group. In addition, Maria admitted later, risking vulnerability, that the group 

was her only collegial outlet at the school. Even though the previous two sessions did not suggest 

that in any way they had succeeded in moving the group forward in significant ways, participants 

seemed to recognize that the group could serve a positive purpose. Incipient positive feelings are 

also indicted by the fact that all members of the group, for the first time, volunteered to remain in 

the room and chat with each other after the session was over. It seems that the collegial 

conversations, structured by the “Strength” tool and the Maslach tool, also contributed.  

All participants identified three strengths and all completed the My Relationship with 

Work Survey. In the collegial conversations, participants used the language from the survey to 

describe their work experience. This created more specificity in the conversations, which had 

been vague until this session, and it allowed participants to recognize shared concerns in a 

common language. Participants were able to take the information from the survey and connect it 

with their work.  

There was a palpable shift in the conversation during this session. In previous sessions, 

the participants directed their comments to the facilitator or to me. In this session, participants 

started making eye contact, speaking to, and connecting with each other. In session 3, 

interpersonal relationships improved, positive experiences and strengths played a larger role, and 

the problems at hand were analyzed with more structure. Yet in the end, the school malaise 

projected onto the administration held sway again. Planned activities and facilitation were not 

able to make a dent here. A reframing away from the fixation on the administration to one’s own 

action space and one’s own agency was not forthcoming as of yet, but in the informal 

conversations after the session, these action spaces came to the fore.  

Terry’s absence during this session was notable. Terry held informal power in the group 

and all members, except Bodie, looked toward Terry, sometimes literally, for direction. When 

Terry was absent, it opened the space for a different type of discussion. I believe his absence 
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allowed Miguel, Julie and Maria to ask questions about the process and to make the workshop 

seem more worthwhile. Without this one session where he was absent, I do not think Miguel 

would have yelled at him in Session 5. Terry’s absence allowed participants to think and act for 

themselves. I wonder how different this entire workshop would have been if he had not been a 

participant, yet he is exactly the type of teacher it is designed for; ultimately, however, I should 

have been prepared for the level of anger and resentment that was going to surface. 

Session 4 - Learning Goals  

Session 4 Activities Learning goal 

Collegial Conversation:  

identifying gifts as a teacher 

Realize the importance teachers bring to the 

students; see the value in the work. Make 

connections between teachers they have admired 

and their own talents.  

Positive psychology exercise 4: 

Savoring 

Participants learn various ways to experience 

savoring: food, social events, memories, and 

music. Savoring increases optimism. 

 

Session 4 - Proceedings 

The check-in reviewed the previous week’s positive psychology exercises of using your 

strengths and conducting a social activity. Bodie said he and his wife picked Friday night to have 

pizza and a movie together with their sons. The family had not been spending time together and 

while “there was nothing earth-shattering about it”, he was glad they spent time together. Terry 

said he had gone out on a date and it had been awhile since he had taken time for himself. He 

said he was in a better mood in the classroom the next day because he had taken a break from 

teaching evening school and grading papers. Julie said she met a friend and they had gone 

shopping together, but she did not notice any difference inside or out of her classroom. Maria 

said she went to the park with her daughter and granddaughter. While this was an activity she 

typically did, she was aware that she identified it as quality social time.  

The groups discussed how they had used the Use Your Strengths activity during the 

week. Terry had been absent the previous session, and identified his strengths during this 

workshop. Maria gave an example from the previous week, where some students had not 

completed an assignment and she tried to bring compassion and still have high expectations for 

her students. She had heard of the warm demander workshops and wanted to look into them. She 

was glad she remembered to be compassionate in the situation and felt she needed more time 

trying to incorporate the idea of using her strengths. She asked about the purpose of this exercise. 

The facilitator explained one function was to increase work effectiveness and satisfaction by 

building on one’s existing strengths, instead of trying to fix weaknesses. Bodie said he was 

honest with the students, but he was honest every day and did not see the point of this exercise. 

Terry said he was always trying to show his love of learning to his students and he felt this 

helped motivate them. He said he would try and use this skill more in the coming weeks. Miguel 

said he was a social activist but had not participated in activism in many years. He said his 

isolation in the building and being fairly new to the staff had made it difficult to take a stance. 

This was his third year at the school. He had been teaching Spanish at the school for two years, 
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but this was the first year he was able to teach music, and it was the first year he had tenure. He 

felt the new school redesign project would give him a chance to help improve the school, what 

he defined as “social responsibility” in the strengths activity, but he was still trying to integrate 

this idea into action. During this discussion, Miguel said he and Maria had started a group that 

was meeting at lunch and they were trying to come up with ways to improve the school. The 

lunch meetings provided a way to plan before the school redesign meetings. A group of four or 

five other teachers attended weekly.  

Participant Strength 1 Strength 2 Strength 3 

Maria Kindness Gratitude Care and Compassion 

Miguel Creativity Hope Social Responsibility 

Bodie Honesty Fairness Bravery 

Julie Judgment Self-Regulation Honesty 

George Humility Honesty Judgment 

Terry Perseverance Social Intelligence Love of Learning 

 

Miguel, Maria and Julie reported they continued to use the gratitude exercise. It was the 

easiest to integrate and the practice they were all most consistent about. Miguel said he would 

drive in to school, reviewing what had gone well the day before and this would put him in a 

better mood. No one was doing the planned act of kindness, so the facilitator suggested trying to 

do five random acts of kindness during the week.  

This week, the positive psychology activity was moved to the beginning of the session 

after the check-in. The activity for week 4 was savoring and participants were walked through an 

activity savoring chocolate. The facilitator asked participants to identify other things people 

could savor. Miguel said music, Maria said coffee, and Bodie said time with his kids. 

Participants were reminded to find things to savor on job and, when possible, to take a moment 

to acknowledge things that were working in class. 

Collegial Conversation  

Week 4’s conversation was about identifying your gifts as a teacher. Questions included: 

 Who were some of the teachers who were important to you and why? 

 What are some of your gifts as a teacher?  

 As a teacher, what have been the most meaningful rewards you have received, rewards 

that have helped keep you engaged with the work? 

 What aspects of your identity and integrity feel most supported by and engaged with the 

work you do? 

Bodie started the discussion and talked about his 8th grade math teacher who was also the 

baseball coach. He said this teacher had been the most important to him because he cared about 

the boys on the baseball team. The coach wanted them to win but also taught them how to handle 

losing. Occasionally, he had taken the team to pizza after a game. Bodie said this was the first 

time he had spent time with any adult besides his parents. He also thought the teacher was pretty 

good at math.  
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Terry said his fourth grade teacher had made a big difference for him and made him feel 

that he was important. This teacher changed the way Terry felt about school and the classroom 

became a place where he felt accepted. Julie spoke about a college professor, who had been very 

demanding, but the push from him made her work harder; she hoped she could be that type of 

teacher. Maria said she had a high school English teacher who made the class fun while learning. 

Miguel said he had many excellent, influential teachers. The one that had meant the most was a 

social studies teacher who had brought up social inequities. Miguel felt he had learned a great 

deal from him. He also spoke of his father who was the first person who taught him guitar and 

how he felt this opportunity, to learn from his father, had created a deep bond between them.   

The conversation moved to identifying the best teaching experience. Bodie described one 

of his best experiences was coaching a baseball team that had been somewhat successful and at 

the year-end banquet, one of the team members made a speech about him and the team gave him 

an engraved crystal baseball. While the students had not won a championship, he had seen the 

students grow both athletically, and also at the school. The speech the student made was 

extremely meaningful for him. Julie said one of her students came back to the school to visit and 

told her she decided to major in biology because of her class. Julie said this made her feel her 

work had some influence with students. Miguel talked about a concert his students had just 

completed. Seeing the growth in their performance, and seeing their joy after the performance, 

helped balance days when students had been rude, or when he had to work late. When 

participants identified their gifts, Julie said she was very knowledgeable of her subject matter 

content; Miguel discussed how he listened to his students and had empathy for them; Maria said 

she cared about her students because she wanted them to be successful. During this session, there 

was no discussion of the administrators or school issues.  

Again, participants stayed about fifteen minutes after the session ended. Terry told Bodie 

he was going to the beach, and described the evening school class where he was teaching 

Spanish. George stood with them. Maria asked Julie where she was swimming. Miguel said the 

lunch group would meet in Maria’s room for lunch.   

Session 4 - Analysis 

 Participants reported on the exercises indicating they were attempting to use them, even if 

they were not consistent. Participants selected activities that were a good fit. The social activity 

seemed successful; it was as if people needed a reminder to take time for them. Participants did 

not necessarily connect the results of conducting an experience outside of work back to work, 

even though it may have a result, such as a better mood, in the classroom. Maria used the 

Strengths activity and Miguel made the intellectual connection but had not used it. During the 

discussion of this activity, participants grappled with how to use it, but wanted to continue using 

it. I suggested success with the Using Your Strengths activity came from practice. Participants 

continued to use the gratitude practice and Miguel connected doing this activity prior to work to 

the improvement of his mood for the day. 

 One goal of the conversation this week was to connect the skills or actions of admired 

teachers with one’s own talents. The goal was that teachers would see their work impacted many 

students, that same way they had experienced admired teachers. The conversation on respected 

teachers went well, but when participants identified their own gifts, the conversation became 
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very superficial. People did not make the connection between their skills and great teachers in a 

way that could be observed. It was noticeable that during the discussion on admired teachers, the 

conversation never diverted to the administrators or the issues at the school.   

 The post-workshop talk was mostly social, but when several participants started the 

session they said they would need to leave as soon as the workshop was done, then they would 

stay. Friendliness and support were developing.  

Session 5 - Learning Goals  

Session 5 Activities Learning goal 

Collegial Conversation:  

This week’s plan was not used so this 

conversation did not happen. This session had 

intended to be on aging in the profession. 

Positive psychology exercise 5: 

Commit to goals  

This week’s plan was not used so this exercise did 

not happen. Using a planner, identify and commit 

to selected short and long-term goals. This 

exercise is designed to foster hope  

 

Session 5 - Proceedings 

 At the beginning Session 5, Bodie brought a new teaching schedule that had been passed 

out by the administration. They participants were not happy. They had provided input on the 

schedules to the administration, but now it appeared that none of the feedback they had provided 

seemed to have been considered and new schedules seemed to have been randomly developed 

independent of staff input. Some of the staff were to work a four-day schedule of nine hours; this 

schedule made participants especially angry as it violated the union contract and disrupted 

childcare arrangements.  

During this session, the plan was abandoned. The participants were fuming about the 

schedule. They treated the scheduling as an example of feeling they had no control over their 

work situation, and feeling they had provided input and it was never considered. For some, like 

Bodie, this made faculty meetings and discussions infuriating. Participants were stuck and 

helpless. They felt their input was ignored, and there was no point in bringing any issues to the 

administration.  

The conversation rotated from the lack of autonomy to the administrator’s incompetence 

to the thought that nothing would ever change. At one point, the participants were discussing the 

high school redesign meetings that were being held weekly. In those meetings, Miguel and Terry 

were on a team designing career pathways. The school currently had a game design pathway and 

the teachers discussed starting a culinary pathway. This came up in the workshop discussion 

when Terry said, “It’s like the culinary idea. It’s just stupid!” Miguel turned and looked at Terry 

and said, forcefully, “You’ve got to stop. You’re so negative! Anyone comes up with an idea and 

you say it’s no good! It’s not the idea, it’s you!” Terry did not respond. The other participants 

looked at each other. After about twenty seconds of silence, the conversation returned to 

complaints about the administration. 
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Near the end of the conversation, the facilitator asked, “When work is this frustrating, 

what can you do to cope with it?” Miguel said exercise, Maria said get out of here and Terry said 

go out for a drink. Participants were reminded to continue with the positive psychology 

exercises, but no new exercises were introduced. The facilitator said, “The work situation here is 

a challenge. I don’t have an answer. This is a very rough situation.” Everyone stayed about 

fifteen minutes after the workshop ended. During this time they discussed the alternate schedules 

and the frustration with the administration.  

Session 5 - Analysis 

This time, we, the facilitator and I, finally realized that it was better to abandon the 

planned curriculum in the face of a clear need articulated by the participants. We discussed 

afterward that our inclination had been to want to fix the problem by running through our 

planned exercises, hoping that somehow our curriculum would avoid an all-out gripe session. In 

some sense, the insistence on our curriculum, i.e. on emphasizing the positive and constructive, 

had worked. There was clearly a marked shift, but our approach made no dent on a perception 

and reframing of the urgent problems the group was facing.  Both of us felt that the tools we 

were bringing were not enough to help these participants build a positive approach to their 

problem solving. The school administration was weak and did not know how to avoid the most 

basic conflicts, such as a typical one over schedules. But at the same time, unless teachers would 

identify their own agency, as opposed to projecting their problems on to an uncontrollable 

administration, productive problem solving could not ensue.  

What we had planned did not sufficiently serve this purpose. It became clearer to us that 

we had thought about shifting a mindset when we planned the intervention, but we had thought 

too little about how to handle concrete conflicts in a shared work place, such as Ellison School. 

The participants did not simply want to explore steps to re-engage, they wanted answers to their 

problems. Prior to this session, the facilitator and I had decided that if the conversation became 

overwhelming to us, we would let people talk, and then acknowledge the emotions and events 

that had been discussed. We felt people needed to be heard and that might be the only function 

we could serve. The free flow of interaction rewarded us with a teachable moment that could 

have helped reframe the groups’ focal problem.  

While all the participants were angry about the schedule, the teachable incident occurred 

when Miguel spoke up to Terry. Terry and Miguel had been friends before the workshop; Miguel 

had seemed a bit dependent on Terry. The reaction from the group members showed Miguel’s 

response was unusual. Miguel had been soft-spoken and kind and while he had voiced anger 

about the administration during the workshops, this was the first time he had ever spoken in an 

angry tone to a colleague. Terry made vitriolic comments to several participants during the 

workshops, but this time he did not respond. Here was an opportunity for the group to realize 

that they themselves with negative, disrespectful, and defeatist behavior exacerbated the situation 

and demised their agency. The moment passed, unexploited by us.  

Session 6 - Learning Goals 
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Session 6 Activities Learning goal 

Collegial Conversation: 

bureaucracy 

Identify the challenging elements of working 

within a bureaucracy and identify ways to be 

successful despite the bureaucratic demands 

Positive psychology exercise 6: 

take care of body 

Spend some time taking care of your body by 

meditating, physical activity, smiling, spending 

time in nature, or something similar. This activity 

should increase happiness.   

 

Session 6 - Proceedings 

Prior to session 6, I was able to observe the principal leading the Ellison staff in a design 

thinking activity. Being familiar with design thinking, I did not see the principal making any 

errors or acting incompetent in any way, in contrast to what was shared in the group. Staff wrote 

ideas of what should be included in their ideal school on post-its and began to organize the post-

its in categories. I wondered why the staff felt the principal was incompetent. Bodie walked over 

to me and whispered in my ear, “This is the sixth time we’ve done this!” 

In the check-in, participants were asked if they had conducted the savoring exercise. 

Everyone but George reported they had savored something. Bodie identified two work events, 

one when he was teaching a soccer class where he spent a few minutes just watching the students 

play soccer. He said this was the first time he had enjoyed his work in a while. Also, he was 

coaching baseball; his varsity team won and he took time to enjoy the win. Terry said he was 

trying to savor a few bites of his lunch, to take a moment and enjoy some peace as well as the 

food. It was never long because he opened his classroom to students during lunch, but he 

appreciated the time for himself, even if it was only a few minutes. Maria said she had prepared 

soup at home, sat down and had a bowl by herself and tried to savor every bite. Miguel said he 

had listened to some music he loved and played it driving into work. He said he was much more 

conscious of playing and enjoying it instead of having the song just play in the background. This 

activity made his day get off to a good start. Maria, Miguel and Julie continued to use the 

gratitude exercise. Bodie, Miguel, Maria and Julie discussed using the social activity. The act of 

kindness activity was not used by any participant.  

The activity for week 6 was to do something to take care of one’s body, either by 

spending time in nature, exercising, smiling, getting sleep or using a mindfulness practice. 

Everyone knew the value of exercise and sleep; the concepts of spending time in nature, smiling 

or mindfulness were new to all. Everyone was willing to do this, and the group was reminded to 

continue the gratitude exercise, the acts of kindness, the social activity and the use your strengths 

exercise.  

Collegial Conversation  

The conversation for Week 6 was on bureaucracy, the questions were: 

 Considering the bureaucracy we work in, can you identify ways in which the institution 

reflects our individual and collective shadows?  
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 Can you identify qualities of colleagues that you find difficult? Is there any way you 

might be unconsciously contributing to the problem? How could you bring this to 

consciousness and do something about it? 

 Can you identify anyone you admire who had formal or informal power and was able to 

change the institution or society in which they lived and worked? What were some of 

his/her inner qualities? What powers do you possess to work toward positive institutional 

change?   

 How would you like your legacy as a teacher to be described? 

Given the previous week’s conversation, the group returned to the discussion of the high 

school redesign meetings and focused on the biggest problem with the students, which were cell 

phones. The students were on them all the time, texting, and the administrators would not do 

anything. “Send them to the office, they send them back.” Everyone shared a story about what 

went on in the classroom with student cell phone use. This included students using phones to 

cheat, mocking the teacher that they could not stop the student from using the phone, texting to 

meet up for fights, texting their friends in class, and playing games during class. The 

conversation included a discussion about Board policy that had been passed a year before that 

would not allow a student to be suspended for willful defiance. The group discussed how using 

the cell phone was willful defiance and asked why the Board would work against the teachers. 

The student handbook said no electronics were allowed and at the same time teachers were told 

they could have the students use their phones for lessons. The rules contradicted each other, 

made no sense, and no administrator in the school would enforce them. How could they teach 

with the constant distraction and misbehavior? Even the facilitator shared a story about her 

classroom as she had similar issues. Again, the teachers were frustrated; they had asked the 

administration for help, nothing changed, and they had given up. The facilitator asked if 

participants could identify a way to make the classroom successful with this challenge and no 

administrative support. Participants thought, but no one had an answer.    

When the session ended, participants stayed an additional fifteen minutes, mostly 

socializing during this time, asking about summer plans and how colleagues planned to wrap up 

the year.  

Session 6 - Analysis 

The savoring exercise appeared successful. Both Bodie and Terry had used it in work 

situations and Miguel made a connection with the activity and work. The act of kindness exercise 

had not been used by anyone, so the facilitator stopped reminding people about this activity after 

this session. 

The prompt for the collegial conversation was quite challenging, but the participants 

quickly crystallized it to one focal problem: cell phones and the administration’s unwillingness 

to take any action to enforce existing school rules. Again, as to taking any positive steps towards 

problem solving, the group was at an impasse, as it was the case for the “scheduling” situation. 

Our emphasis on positive emotions and our inability to connect these emotions to taking steps in 

reframing and solving shared problems at the workplace became even more apparent in this 

session.  



42 
 

Session 7 - Learning Goals  

Session 7 Activities Learning goal 

Collegial Conversation: motivation  Participants identify current motivation 

Positive psychology exercise 7: 

stop negative rumination 

Participants learn techniques to reduce negative 

thinking  

 

Session 7 - Proceedings 

 During the check-in most participants reported they had done some sort of physical 

activity. Maria said she took a walk in the park and used a meditation tape. Bodie said he was 

already weightlifting three times a week. Julie said she went swimming, something she had 

wanted to do, but just had not scheduled. The conversation in this session was supposed to be on 

aging in the profession.  After reflecting on our previous conversations, does anyone have new 

insight about aging in the profession? 

 How have you changed as a person and an educator? 

 How would you like to continue to grow?  

 Does your original motivation still matter to you? Is there any new motivation that can 

support you as a teacher? 

 How has work changed for you as you have aged? 

 When you first started teaching, what motivated you? What were some of your original 

goals? 

 As you have grown in the profession, is there anything new that can sustain you in the 

classroom? 

The facilitator asked, “What is your motivation to teach?” People considered this 

question for a couple of minutes, and then Terry responded, “I picked teacher because it has the 

most vacation.”  Everyone laughed. The facilitator said, “Okay. Is there anything else that 

motivated someone?” Terry spoke again, “To be honest, it’s my spiritual mission. I looked at all 

careers and I thought, ‘Where can I do the most good,’ and it’s this. It’s really a spiritual act for 

me. I want to change people’s lives.” I asked him, “When the administration is making you 

crazy, can you remember that? That you want to change lives?” He did not verbally respond but 

nodded.  

Miguel said his initial motivation in teaching had been his love of music, and he loved 

sharing music and helping people learn to perform. He said when he had mentioned his father 

teaching him how to play the guitar a few weeks ago, it reminded him of the feeling he had 

learning from his father. He wanted to have his students experience that feeling; he knew he 

could not reach every student this way, but this was his goal. Maria told the group she would not 

continue to teach. Bodie said his motivation was retirement and he was counting down the days, 

even though he had several years left. On a daily basis, he felt getting more students to 

participate in PE was his goal. Many just sat on the bench and would not participate. He was 

going to use the daily number count of students who would participate as his goal. He felt by 

using the number count, he could see an actual difference. Julie said her motivation at this 
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moment was seeing her students develop the critical thinking skills she had encouraged. While 

she was teaching the scientific process, she wanted to teach in a way that students identified and 

used systems and processes. She felt this was a different approach to her work.  

Session 7 - Analysis 

 This was the second discussion on motivation during the workshop. The first time the 

participants remained silent. But this time most participants actually engaged with the prompt 

and were able to identify something positive that motivated them. And they were willing to share 

with their colleagues. The interpersonal climate in the group seemed to have improved 

remarkably over the last few sessions.  

Session 8 - Learning Goals  

Session 8 Activities Learning goal 

What they took away from the 

workshop 

Identify strategies that helped:  

 Develop collegiality 

 Increase positivity   

 Any other benefit 

Collegial Conversation: how to 

sustain the work 

Identify effective strategies to continue growing 

collegiality and using the positive psychology 

exercises 

 

Session 8 - Proceedings 

The final session included food and the beginning of the workshop was spent socializing. 

The discussion was about how to sustain the work. The main prompts were: 

 What is the value in prioritizing your self-care as an educator? 

 How can you continue to use anything from these sessions – the collegial bond, the 

reframing, the positive psychology – as you continue your work 

 What else can you do to sustain yourself throughout your career? 

Most of the discussion focused on the changes the staff hoped would come from the high 

school redesign project, but for many these hopes were tinged with discouraging experiences of 

past efforts. Most said they hoped to continue incorporating the positive psychology activities, 

and the one everyone could consistently do was the gratitude exercise. Bodie identified the social 

activity as the most effective exercise in the series. His oldest son would start high school in the 

fall and he wanted his entire family to spend time together while they could still do so. He 

enjoyed the pizza night they had established and said it made him feel a better parent; he was not 

sure it made a difference in his work.  

Maria said the gratitude exercise and the savoring were the activities that made a 

difference for her. The school year had been extremely difficult and reflecting on what went well 

each day helped her find small things that were working, whether they were at work or home. 

The savoring exercise helped her enjoy activities that she had taken for granted. She also was 
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thankful for the workshops because she appreciated the time to talk with colleagues. Miguel also 

identified the gratitude and savoring exercises as the ones he would continue. He saw a 

connection with both exercises in work and home life. He was now looking for times in the 

classroom when things went well or when he could savor the experience of working with his 

students. This bit of balance provided a “light in the chaos” for him.   

Terry said he wanted to continue the savoring and strengths activities. He felt he was just 

“starting to get the hang of them” and use them daily. Julie, the science teacher, also said the 

Using Your Strengths activity was one she would continue. She had been using her identified 

strength, judgment, specifically critical thinking, in the classroom and modeling how to use this 

skill, to her students. She said showing her process of logic was helping the students in their 

science notebooks. She saw some students were analyzing the steps of science experiments in a 

more detailed and critical manner. George also identified emphasizing strengths as the exercise 

he would continue.  

Everyone said the collegial conversations had been valuable. The group agreed that the 

topic was less important than the collegial connection. Miguel, Maria, Bodie and Julie said they 

would like some form of collegial conversations to continue in an effort to address school issues.  

In the discussion around self-care, while all participants felt it was important, they also 

identified barriers. The most common issue was the challenge of taking the time to take care of 

oneself. Other issues included the demands of childcare or other family needs, the time 

requirements of work including the work day, but also grading papers, preparing lessons or 

running clubs. Self-care was often ignored in order to meet the other demands of life.  

At the close, each participant shared a word describing his or her experience. Maria said 

friendship, Bodie said conversation, Miguel said collegial, Terry said reflection, Julie said self-

care and George said co-workers. Again, the participants lingered about fifteen minutes after the 

session had ended. Most discussed summer plans. 

Session 8 - Analysis 

Reflecting on the exercises helped participants identify the activities that worked for them 

and which they would continue. This discussion identified the positive psychology exercises, 

most notably the gratitude, savoring, social activity, and strengths exercises, as most beneficial to 

participants. The teachers also appreciated the opportunity for collegial conversations. In some 

sense, it did not come as a total surprise that they stressed the interpersonal exchange while the 

content of the conversations was secondary, if not irrelevant. We had already noted earlier that 

the conversations did not deliver on a better grasp, let alone a reframing, of the problems at hand.  

Outcome Data 

Introduction 

To determine outcome, four dimensions were examined, work engagement, self-efficacy, 

well-being and social support. Four separate scales were used to collect this data, the Utrecht 

Work Engagement Scale (UWES) was used to measure engagement, the Maslach Burnout 
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Inventory was used to determine self-efficacy, Diener’s Flourishing Scale was used to measure 

well-being, and an additional scale captured social support.  All scales used a Likert scale and 

were conducted online, prior to, and after the conclusion of the workshop series.  

Quantitative - Work Engagement 

Work engagement was measured using the UWES (Utrecht Work Engagement Scale) 

(Appendix A). Half the staff at Ellison increased in work engagement as measured by the UWES 

and half did not. As the intervention progressed, it was clear George had limited English 

language skills and may have not had complete comprehension of the materials or survey 

questions so his scores are questionable. Given that, his score decreased from 86 to 54, a 

significant reduction. The three that showed increased engagement on this scale were Miguel, 

Terry and Julie.  

Miguel’s score moved from 85 to 95. Miguel exhibited the most obvious positive external 

changes. In the initial workshops, he started out observant but quiet, and as the series continued, 

he began speaking up, asking questions and voicing his opinion. Miguel started demonstrating 

leadership role in the school, especially working on the school redesign project. He worked in an 

isolated part of the building and prior to the workshop had limited encounters with other staff. 

By the end of the workshops, he was meeting with others for lunch to discuss the school’s 

present state and work for changes.  

Julie’s engagement increased from 65 to 86, a change of 21 points. Julie seemed reluctant to 

participate until halfway through the workshop, when she suddenly started contributing in the 

conversations, asking questions, and interacting more with colleagues. Terry’s engagement 

changed from 67-78, a difference of 11 points. His increase is interesting since he had several 

incidents when he ridiculed participants or the workshop itself, yet he also had the most heartfelt 

responses.  

Bodie fully participated in the workshops and reported he had done some of the 

exercises. He also displayed a high level of resentment towards the administration and 

consistently voiced that nothing would change in the school. He was especially frustrated with 

the high school redesign project.  His frustration seemed more entrenched compared to the other 

participants. This may have been because he had a twenty-year history at the school. He had 

experienced the school as a beacon of academic education in the neighborhood that it was 

located in and he had been through many school reform waves. He stated he was tired of 

investing time in activities he found pointless. He had a shift from 48 to 42 points, a difference of 

6. While he was making an effort, the intervention was not strong enough to create a positive 

shift in his work engagement.   

Maria had returned from retirement to teach; her husband had passed away four months 

before the intervention and she was in a very depressed state. During the course of the 

intervention, her contract was not renewed. Despite several efforts, she was not experiencing 

success in the classroom, and on several occasions, the Assistant Principal 

   

UWES pre and post for Ellison High teachers 
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came in to her room at what she described as “the worst possible times”, then he would ridicule 

her later about her teaching. While she may have appreciated the workshop for the social 

connection, she completely detached from the work at the school. Her work engagement 

decreased substantially, a change from 82 to 24. Maria disconnected with work, but remained 

active in the workshop and participated in the school subgroup that formed. In the interview she 

stated she shifted her efforts from work to home. Both Maria and Miguel stated they were 

committed to both school and personal change. Given that, they demonstrated the most visible 

changes, in self-care and in school leadership.  

 Changes on the quantitative scales should not be overrated and over interpreted. But there 

is a clear tendency of a mild positive change for some participants; while for those who declined 

the pattern makes sense in light of their behavior, sentiment, or experience during the workshop.  

Quantitative - Social Support 

 All participants increased in the social support measure. Collegiality improved, evidenced 

by the connections made in the workshop, the shift in conversations from vagueness and 

defensiveness to more openness and appreciation of personal connections. Again, the 

quantitative data should not be over interpreted, but the entire group showed a small increase in 

social support. Based on observation and interview, the growth in social support can be attributed 

to the collegial conversations.   

  

George Bodie Julie Terry Miguel Maria

UWES pre 86 48 65 67 85 82

UWES post 54 42 86 78 95 24
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Quantitative - Well-being 

The Diener Flourishing scale was used to measure well-being. Again, the results were mixed. 

Two people increased, two decreased and the rest stayed basically the same. Theoretically 

speaking, the Diener scale would have only shown consistent results if the workshop had been so 

powerful that it influenced overall feelings of improvements on one’s life. Process data suggest 

that this was not the case.  

 

George Bodie Julie Terry Miguel Maria

social pre 13 25 19 21 23 21

social post 15 28 22 22 25 23
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Quantitative - Efficacy 

Participants completed the Maslach Burnout Inventory for educators, which includes three 

sections including personal accomplishment. The personal accomplishment section was used to 

measure self-efficacy. Bodie showed an increase in self-efficacy moving from 18 to 22. Julie 

increased from 20 to 38. Terry and Miguel stayed about the same while Maria and George’s self-

efficacy decreased significantly, George moved from 41 to 21 and Maria’s score went from 38 to 

12. Given that the collegial conversations and reframing exercises failed to address work-related 

problem solving in more productive ways, a consistent pattern of improvement could not be 

expected. The data bear this out.  

George Bodie Julie Terry Miguel Maria

Flourish - pre 46 39 30 48 39 33

Flourish - post 37 40 37 48 39 22
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Additional Process Findings  

Introduction 

A general review of participant scores indicated the quantitative scales that were used 

seem to be too broad and would need a longer-term intervention to show change. Despite this, 

Ellison High staff showed small changes and this may mean they were beginning to move 

towards improvement. Though there were changes in the quantitative data, they were small and 

in some dimensions inconsistent.  In a next step, I attempt to make sense of the quantitative data 

in light of data that I collected during the process. These data bolster the claim that a nuanced 

change did occur and that the intervention contributed to this change. Using notes, workshop 

observations, and interviews, I evaluated the qualitative data with a focus on these small changes 

with the help of rubrics, which I developed after the end of the study.  

Work Engagement Rubric 

For the work engagement rubric, I established five levels ranging from a decrease in 

work engagement to a visible increase in work engagement. To determine when change 

occurred, I identified shifts in the process, quantitative or interview data. The primary goal of 

this intervention was to increase employee engagement for teachers so this measurement is 

significant. Evidence is outlined in the table below.  

All participants connected in some way to the positive psychology exercises, but only 

some applied them consistently and saw a difference in work engagement. For the three that 

showed an increase, one consistency was identifying a personal, compelling motivation. Terry 

identified teaching as his mission, Julie made the connection between finding ways to support 

the students in learning critical thinking skills, one of her strengths, and Miguel made a 

connection of sharing his love of music and the bond he developed learning from his father to his 

George Bodie Julie Terry Miguel Maria

MBI - PA - pre 41 18 20 42 30 38

MBI - PA - post 21 22 38 41 32 12
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work. Identifying motivation was a collegial conversation activity and it appears it may have 

supported an increase in positive work experience.  

There were changes in behavior, for example, Julie used the science notebook as a 

vehicle to demonstrate and develop critical thinking skills, Miguel reported more enjoyable days 

in the classroom and changes in dealing with challenging students, and Terry reported more 

reflection on his approach in the classroom.  

 

Work Engagement  

Rank Description 

1 Work engagement decreased 

2 No change in work engagement; either does not understand ways to increase 

work engagement or is not interested in changing work engagement; taking no 

action for change 

3 Would like to increase work engagement, employing workshop activities to 

change but not seeing or connecting changes to work 

4 Taking action to increase work engagement and identifying occasional, or small 

change 

5 Demonstrating work engagement by reporting increased energy, enthusiasm, or 

engagement 

 

Participant Ranking Evidence 



51 
 

George 2 Scale score decreased; did not participate in conversations; did not 

report doing exercises; did not report change in work engagement; 

did not identify motivation. 

Bodie 4 Scale score increased; participated in conversations and activities to 

increase work engagement but found it challenging to see changes at 

work. Applied savoring during classes and reported more enjoyment 

of work. Motivation was daily count of participants.  

Julie 4 Scale score increased; motivation was seeing students develop 

critical thinking.  Applied the Use Your Strengths activity in the 

classroom, helping students increase their critical thinking skills. 

This shifted her professional practice and she noted improvements in 

her interactions with students.  

Terry 4 Scale score increased; motivation was teaching as a spiritual act, 

doing good acts.  Started applying activities in classroom, such as 

savoring.  

Miguel 5 Scale score increased; participated in conversations and exercises. 

Connected activities such as listening to music before work with a 

better mood, or savoring playing music with students. Reported more 

enjoyment with students and more involvement with colleagues. 

Identifies his love of music and experience with his father as his 

motivation to work. 

Maria 1 Scale score decreased; did the exercises and participated in 

conversation. When she was told she would not be returning she 

stopped investing time and energy at work. 

 

As part of the positive psychology work, the group discussed Csikszentmihalyi’s concept 

of flow. Miguel began to notice when he was in a state of flow in the classroom and would 

reflect on what had happened that led up to the experience, as well as what was going on. “I 

enjoy seeing them (students) every day. I love they ask me question and ask for help. I enjoy 

helping them at lunch and after school. I love to play music with them. Sharing my music 

knowledge and help students discover new things is what I like doing. Be part of that process 

that makes them happy for learning a new skill and they wanting to know more. When I have 

flow when teaching – it is incredible! When we are all playing music and there is flow – 

beautiful. When I have flow during the day, I enjoy the work much more.” He was much more 

aware of his engagement and stated he found himself in flow more often and felt more 

committed to the students  

 Terry had a challenging experience in the series, but he did seem to experience a small 

increase in employee engagement, identifying the collegial conversation questions as the trigger 

to the change. “When I thought about things like why I originally came into the profession, or 

thought about the traits of my favorite teacher, it made me think about what I was doing here and 

what I wanted to do with kids. I really want to help kids. Every day I think about how I can help 

my kids.” Terry indicated he was thinking daily about how he could be his students’ favorite 

teacher. Julie’s use of developing critical thinking skills through the science notebook gave her a 
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concrete way to connect with her students.  Identifying a compelling motivation, and reflecting 

on the classroom experience contributed to an increase in work experience.  

Social Interaction Rubric 

To determine change of social interactions, I created a rubric that ranged from rated the 

frequency, intensity, or range of social interactions within the group or outside of the workshop.  

Social Interaction 

Rank Description 

1 Social interactions decreased 

2 No change in social interactions 

3 Increased interaction in the group 

4 Increased interaction with group members, outside of the group 

5 Increased interaction with colleagues who were not in the group 

 

Participant Ranking Evidence 

All 

participants 

 During week 3 participants began having conversations 

after the sessions. All participants stated the collegial 

conversations were valuable. 

George 4 Stayed for social interaction after workshops. 

Bodie 
4 Stayed for social interaction after workshops; had 

recently started meeting with other coach. 

Julie 

3 Julie started joining the conversations the third week.  

Stayed after workshops, but had minimal interactions 

with group members 

Terry 
4 Increased social interactions with group; stayed for 

social interactions after workshops.  

Miguel 
5 Started meeting with subgroup; took leadership role in 

high school redesign meetings 

Maria 5 Started meeting with subgroup.  

 

All participants showed a small increase in social interactions. For some, there was a 

definite change in behavior.  The greatest change in social interactions was evident in Miguel 

and Maria. Both started meeting in a subgroup to try and address school change, and Miguel 

started showing leadership in the high school redesign meetings, whereas he had not been a 

participant in past school site meetings. The workshops seemed to develop collegiality between 

participants in general work situations, as they were speaking after, as well as outside of, the 

workshops. 

Miguel made a significant shift in his collegial relationships. At the beginning of the 

workshops, he had a friendship with Terry. He worked in an isolated wing of the building and 

had limited contact with other teachers. His connection with colleagues shifted during the third 

session and he began to identify school challenges and possible steps to address them. By the 
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final interview, Miguel was much more detailed in his description of school challenges. He 

freely expressed his thoughts and had developed relationships with Maria and Bodie. He and 

Maria had formed a sub-group that met weekly at lunch in Maria’s room to discuss school issues 

and identify ways to work with the administration and implement change. “In the past, I don't 

have much interaction with other staff members because of the location of my room but now I 

enjoy talking to them, visiting and sharing daily experiences. We are meeting to try and change 

things.” Finally, he assumed a role of informal leadership in the school redesign project and was 

leading an investigation on starting a school career pathway. Assuming this role showed growth 

in his self-efficacy as a school community member.  

While Maria had a negative experience at the school, she demonstrated change in 

collegial relationships during the course of the intervention. In her interview, she stated she had 

no collegial connections prior to the workshops. She was unable to develop a relationship with 

the other school Spanish teacher, and as a part-time teacher, she did not attend all the staff 

meetings. During the first two workshops, she was attentive but did not participate in the 

conversations. During the third session, she started speaking up. As the workshops progressed, 

Maria voiced more and more of her experiences and concerns and often waited after the 

workshops to speak with me privately about the dilemmas she faced in the school. By the end of 

the workshops, she had formed a friendship with Miguel and Bodie and was meeting with other 

teachers. “The workshops increased my work engagement and my collegial connection with 

those who were in my group and we all grew more friendly and expanded to yet an additional 

group. Many staff were holding their experiences and opinions to themselves. Our group actually 

broke out and got into a second group to see that change happens here at school and is not just 

another topic.” 

Bodie also worked in an isolated wing of the building and had few interactions with other 

teachers. While he did not join the subgroup that formed, he developed relationships with Miguel 

and Maria. They were willing to speak freely in the discussion groups about the school issues 

and to try and find ways to support each other. He also started meeting regularly with one of the 

school coaches; this helped reduce his isolation. 

Julie started contributing to the conversations during the third week. She started 

connecting more with the members of the group, but did not form a level of collegiality that was 

sustained outside of the meetings. Terry reduced his antagonism to the others and started staying 

after the workshops to socialize. George had a language barrier, but when the participants started 

to linger after the workshops, he always stayed, always standing and listening to a group of male 

colleagues. The collegial conversations seemed to have supported an increase in social 

interactions for all participants. Miguel and Maria demonstrated the greatest change; this may be 

because they made more of a commitment to what they were doing, or the collegial support may 

have provided them with enough fortitude to pursue collegial relationships outside of the group, 

when in the past they had both been isolated.  

Well-being Rubric  

This rubric was based on the effort made by participants and ranges from taking no action 

to improve well-being, to consistently taking action and seeing change. The rubric therefore is 

more targeted to the kinds of behaviors that the workshop encouraged. The rubric, therefore, is 
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probably a more accurate representation of what occurred in the workshop than the more generic 

Diener scale.  

Maria and Miguel demonstrated the largest change in taking care of their well-being and 

seeing results, but Miguel’s score did not change and Maria’s decreased. Bodie and Julie showed 

a quantitative increase and although they did not rank as high on the rubric as Maria and Miguel, 

the actions they were taking were a substantial change in their behavior.  

Well-being 

Rank Description 

1 I do nothing to increase my well-being  

2 Acknowledging my well-being matters 

3 Identifying and trying thing to improve my well-being 

4 Consistently using techniques or exercises to improve my well-being 

5 Consistently using techniques or exercises to improve my well-being and 

demonstrating or reporting increased well-being 

 

 

Participant Well-Being 

Ranking 

Evidence 

George 1 Decreased. No reports of efforts to increase well-being. 

Bodie 3 Stayed the same. Scheduled social time with family; 

savored moments in work 

Julie 3 Stayed the same. Started swimming; meets friend for 

shopping  

Terry 3 Stayed the same. Goes on date; savored lunch; trying to 

incorporate self-care in day 

Miguel 4 Increased. Beginning week 3 stated he has been using 

gratitude exercise. Savored music as he drives into 

school; identifies this puts him in a better mood. Limits 

after school duties. 

Maria 4 Increased. Beginning week 3 stated she has been using 

gratitude exercise; this and the savoring exercise help 

her enjoy her day. Making efforts to create balance in 

her life.  

 

Miguel and Marie both consistently used techniques to try and improve their well-being. 

When Miguel started the workshops, he was staying at the school until at least 6:30 four days a 

week. By the end of the workshops, Miguel had made some changes to improve his well-being, 

including curtailing some work activities in order to spend more time with his children. “I have 

three kids, I enjoyed my kids, I’m happy in my life. I worked late and I don’t see them. I decided 

two times a week to go home and spend time to go to the park and make a sacrifice at school.”  
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Maria also took steps to increase her well-being. When her class had been unmanageable, 

she initially started coming in earlier, investing more energy in ideas on how to engage the class 

and increase achievement, but four weeks into the intervention, she realized the importance of 

spending time on herself.  “It’s hard to find the balance. I want good lessons and now I’m 

making sure I enjoy the time I spend with my granddaughter. I’m taking care of myself. I’m still 

trying to come up with exciting lessons, but I’m putting my own well-being first. I’m glad I 

started thinking about well-being. It’s helping me keep my sanity.”  

Bodie enjoyed time with his family but felt all of them were too busy and did not spend 

enough time together. Bodie integrated the positive psychology activity to plan social time. He 

and his wife started reserving Friday nights as a family night with their three sons. The night 

would typically be pizza and a movie at home, but it was time spent together. He noted he looked 

forward to it and enjoyed it, but could not make a connection to this home activity improving his 

work experience. By savoring the soccer experience, he noted his work experience was more 

enjoyable.  

Terry also reported he had been teaching all day then teaching evening school. He started 

to carve time out to relax, but had not been consistent. At the beginning of the workshops, Julie 

said she would go home as soon as possible but wanted to do something she identified was for 

her well-being. She decided swimming once a week was the activity she wanted to do for herself, 

but was finding it hard to be consistent. George could identify that well-being was important, but 

could not state ways to increase his own.  

There were small behavioral changes that might register a qualitative change over a long 

period of time, but this dimension was probably a poor choice for this specific study. 

Self-efficacy Rubric 

This rubric was based on self-perception of efficacy and identification and use of 

strengths in the workplace. The rubric therefore is more targeted to changes in professional 

practice and may be a better reflection of what occurred in the workshop than the MBI Personal 

Accomplishment Scale.  

Rank Description 

1 Convinced nothing I do works; I am meant to be defeated in my job 

2 Able to name specific elements in the workplace that contribute to low  

self-efficacy 

3 Able to see one’s own strengths and assets 

4 Reporting using those assets in the workplace 

5 Effectively using strengths and assets in the workplace 
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Participant Ranking Evidence 

George 1 Decreased. No evidence of conducting strengths exercises or 

identifying personal teaching assets. 

Bodie 3 No change. Identified admired teachers and his own teaching 

talents, but did not relate his skills back to the classroom.  

Julie 4 Increased. Identified strengths in the classroom and made 

connections to work (science notebook); Identified admired 

teachers. 

Terry 3 No change. Identified admired teachers; reflected on personal 

talents, but did not apply them in the classroom.  

Miguel 5 Increased. Applied strengths in the classroom; Identified 

admired teachers. Using strengths begins to increase 

relationships with students. 

Maria 3 No change. Identified admired teachers and assets but did not 

apply them in the classroom. 

 

Bodie, Julie, Terry and Maria shifted from early conversations where it was challenging 

to identify their strengths to later sessions where they all were able to consistently identify their 

assets. Miguel did this as well and consistently reported ways he was using his empathy or love 

of learning in the classroom and his student relationships seemed to be improving. Julie also 

reported demonstrating her critical thinking skills to her students and helping them use this skill 

with their student science notebooks. 

The identification of strengths and assets may have contributed to an increase in self-

efficacy. Participants changed knowledge about their strengths, but not necessarily their 

behavior, which was either inconsistent or disconnected.  

Summary of Findings from Impact and Process Data 

In this section I examine the data, looking for patterns in order to draw conclusions about 

the workshop experience. I first look at the quantitative data for consistent and inconsistent 

patterns, and add information from the rubrics to further develop patterns. Finally, using data 

from the workshops, I attempt to explain these patterns and try to identify what improved for 

participants, based on the process. 

I created tables for each dimension, color-coding whether the participant had increased, 

decreased or stayed the same in the quantitative measure or rubric score. Increased scores were 

coded green, decreased scores were in red and minimal change was coded yellow. This allowed 

for a quick, visual reference to see where participants had similar results. I then created a table 

that compiled all results to see if there was a visual pattern. While these visuals were helpful, 

there were no simple, distinct patterns. Each person had a unique trajectory and most changes 

were in social-emotional disposition. There was less evidence of change in work engagement or 

dispelling workplace despair. 

 While the quantitative data did not show significant changes, the small shift in behavior 

and attitude seem to show some change occurred. The small quantitative increases aligned with 
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actions captured in the rubric. Overall, the activities that seemed to support change were 

identifying a compelling motivation, identifying and applying one’s strengths and talents as a 

teacher, and increasing social interactions with colleagues.  The collegial conversations and 

using one’s strengths activity contributed to these shifts. The gratitude and savoring activities 

may have contributed to well-being, but the quantitative data could not support this.  

In general, there were three levels of change during the workshop: change that expanded 

into the organization, personal change, or there was no change. Miguel and Maria both 

experienced change that expanded into the school community, by the creation of the lunch group 

and their actions in the school redesign project. Bodie and Julie experienced a level of personal 

change. Julie experienced this in the classroom, with the use of the strengths exercise and how it 

changed the student use of the scientific notebook. Bodie saw more personal change with his 

family by ensuring he spent quality time with them. George and Terry went through the 

workshops and increased social activity but it is not clear if this social activity would continue 

after the workshops ended.  

Work Engagement Summary Findings 

Participant Quantitative Score Rubric Score 

George Decreased Decreased 

Bodie Decreased Increased 

Julie Increased Increased 

Terry Increased Increased 

Miguel Increased Increased  

Maria  Decreased Decreased 

 

Social Interaction Summary Findings 

Participant Quantitative Score Rubric Score 

George Increased Increased 

Bodie Increased Increased 

Julie Increased Same 

Terry Increased Increased 

Miguel Increased Increased  

Maria  Increased Increased 

 

Well-Being Summary Findings 

Participant Quantitative Score Rubric Score 

George Decreased Decreased 

Bodie Same Same 

Julie Increased Same 

Terry Same Same 

Miguel Same Increased  

Maria  Decreased Increased 
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Self-efficacy Summary Findings 

Participant Quantitative Score Rubric Score 

George Decreased Decreased 

Bodie Increased Same 

Julie Increased Increased 

Terry Same Same 

Miguel Same Increased  

Maria  Decreased Decreased 

 

All Dimensions Summary Findings 

Part Work 

Engage 

Quant 

Work 

Engage 

Rubric 

Social 

Quant 

Social 

Rubric 

Well 

being 

Quant 

Well 

being 

Rubric 

Self-

Efficacy 

Quant 

Self-

Efficacy 

Rubric 

George  D  2 I  4 D 1 D 1 

Bodie D 4 I 4 S 3 I 3 

Julie I 4 I 4 I 3 I 4 

Terry I 4 I 4 S 3 S 3 

Miguel  I 5 I 5 S 3 S 4 

Maria D 1 I 5 D 4 D 1 

 

 I will examine each of these tables, looking for patterns.  

Work Engagement  

Participant Quantitative Score Rubric Score 

George Decreased Decreased 

Bodie Decreased Increased 

Julie Increased Increased 

Terry Increased Increased 

Miguel Increased Increased  

Maria  Decreased Decreased 

 

 The primary goal of this workshop was to increase work engagement, but the results were 

mixed, and even for those who experienced increases, they were mild. My expectation would be 

that it would be harder to shift work engagement in teachers who had been working longer in the 

field, and that would include George, Bodie, Terry and Maria. The JD-R model claims if an 

employee has enough personal or job resources, work engagement increases. Terry and Bodie 

did show small growth, but for George and Marie, either there was not enough time in the 

workshops to build resources, or the exercises were not robust enough to result in change. Julie 

and Miguel showed an increase and both applied the workshop activities in the classroom. Julie 
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applied a specific activity in the classroom (Use Your Strengths) and Miguel applied the 

workshop experiences in the classroom in a more general way. This seems to be the difference 

for this pattern; more emphasis should have been made on connecting the discussions and 

exercises with the classroom, and this may have affected teacher agency as well.  

Social Interaction 

Participant Quantitative Score Rubric Score 

George Increased Increased 

Bodie Increased Increased 

Julie Increased Same 

Terry Increased Increased 

Miguel Increased Increased  

Maria  Increased Increased 

 

 The quantitative social interaction scores showed growth for all participants, but the 

rubric score indicated Miguel and Maria had experienced a change that moved beyond the group, 

into the school community. By starting the lunch meeting group, they were taking action and 

developing their agency. The difference for Miguel and Maria was they believed the school 

could change and that teachers could influence this change. This belief already existed, but 

started to develop and activate after the third workshop session, where the social interactions 

became more personal and connected, as seen by the shift from talking to each other instead of 

the facilitator.  The workshop factor that seemed to work was the collegial conversations; having 

the time and opportunity to voice their ideas. Bodie and Terry consistently made comments that 

they did not think things could change, so possibly specific exercises designed to increase hope, 

a deeper level of work, or a more effective use of strategies like reframing, might have helped 

them recover confidence the school could change, but they both could also have been so burned 

out that the belief or hope could not be recovered.  George and Julie never voiced opinions on 

whether the school could change and while they interacted in the group, it was always very 

superficial. All participants experience a level of alienation, but and George and Julie maintained 

a more aloof, outsider presence.  To support them, more time should have been spent developing 

trust within the group.  

Well-Being 

Participant Quantitative Score Rubric Score 

George Decreased Decreased 

Bodie Same Same 

Julie Increased Same 

Terry Same Same 

Miguel Same Increased  

Maria  Decreased Increased 

 

Diener’s Flourishing Scale was deemed as too broad to show change over eight weeks, 

but comparing the results, most participants stayed the same. Using the rubric score, Miguel and 
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Maria showed an increase. Both consistently completed the positive psychology exercises and 

both stated they felt the exercises were valuable. Both Maria and Miguel consistently used the 

gratitude exercise, which was designed to increase general happiness and well-being. Terry, Julie 

and Bodie were inconsistent in their use of the exercises and Terry and Bodie consistently 

questioned the value of the exercises. George may have not done the exercises at all and, with 

the language barrier, he may have ended up feeling up even more isolated.  The primary issue 

was this was not an appropriate area to measure over the course of eight weeks. Because 

Diener’s scale measures the respondent's self-perceived success in broad areas such as self-

esteem or life purpose, it would be unlikely participants would show a measurable shift in only 

two months.  

Self-efficacy 

Participant Quantitative Score Rubric Score 

George Decreased Decreased 

Bodie Same Same 

Julie Increased Increased 

Terry Same Same 

Miguel Same Increased  

Maria  Decreased Decreased 

 

Self-efficacy exercises included Use Your Strengths and the conversations selected to increase 

this disposition focused on describing favorite teachers and identifying your gifts as a teacher. 

The two participants who showed change were Julie and Miguel. Julie applied the Use Your 

Strengths activity in her classroom, with the use of the science notebook. Miguel related the 

story of learning guitar from his father and this seemed to be a connection that influenced his 

teaching. His descriptions of his classroom and how he was working with the students shifted, 

and he seemed to be developing more meaningful relationships with his students. Overall, 

however, there was limited change in self-efficacy. Since this is considered one of the most 

important elements of positive psychology, either different exercises should be selected, or the 

exercises should be delivered in a more effective manner; as is, they did not have much effect.  

All Dimensions 

Participant Work 

Engage 

Quant 

Work 

Engage 

Rubric 

Social 

Quant 

Social 

Rubric 

Well 

being 

Quant 

Well 

being 

Rubric 

Self-

Efficacy 

Quant 

Self-

Efficacy 

Rubric 

George D 2 I  4 D 1 D 1 

Bodie D 4 I 4 S 3 S 3 

Julie I 4 I 3 S 3 I 4 

Terry I 4 I 4 S 3 S 3 

Miguel  I 5 I 5 S 3 S 4 

Maria D 1 I 5 D 4 D 1 
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 Examining the overall changes, improvement occurred in the social-emotional area. 

Maria and Miguel were the most successful participants. Maria connected to the workshops and 

made social connections, but the negative experiences of the school clouded her overall 

experience. Miguel was the most successful, showing a definite shift in his social connections, 

teaching and school leadership skills. Both Terry and Bodie experienced a high level of hostility 

towards the school and while they went through the workshop, they showed little change. Julie 

seemed a bit standoffish, but did increase her collegial connections and the Use Your Strengths 

activity made a change in her classroom. From the visual chart, Julie and Miguel were the most 

successful participants, and they are the two that took the workshop experiences and applied 

them in the classroom. In Julie’s case, she only applied one activity, but it made a difference. 

George had a negative experience and this frustration may be due to his limited English skills. 

He did stay after and while the male participants talked, he stayed with them, so even for George, 

at a minor level, there was some collegial interaction, but not enough to shift his work 

experience.  

 The factors that seemed to have made a difference were: 

 Application in the classroom – Miguel and Julie applied workshop elements in the 

classroom. Julie used the science notebook and Miguel applied his experience of his best 

teachers and both experienced a shift in student relationships.  

 Consistency – Miguel and Maria began to consistently practice the gratitude exercise and 

this appeared to bolster their strength to tackle work issues.  

 Link to personal motivation – Miguel, Maria and Terry linked their experience to a 

personal motivation and this supported their personal renewal work.  

 Long term dissatisfaction – George, Bodie, Terry and Maria had worked longer in the 

field and had several previous, negative school issues that may have delayed results from 

the workshop.  

Overall, the positive psychology exercises made a difference for participants. They 

changed the climate in the group over time and as a result the collegial conversations improved 

in terms of interpersonal appreciation, risk-taking and sharing. The actual perception and 

reframing of work-related problems was unsuccessful. Overall the goal was to increase work 

engagement and that was not successful. The workshop reproduced impasse and helplessness 

and continued the projection of school problems on administration. This was definitely a failing 

of the facilitator and researcher. To modify this pattern, we should have been more prepared to 

support teacher agency, especially when we saw our prepared agenda was not enough to 

overcome the angst of the group. But, the emotional perspective changed in the group to the 

point that the administration related problems did not produce as much anger in the end as in the 

beginning.  
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Chapter 5 Discussion 

 

Introduction 
 

In the teacher lifecycle described by Huberman, teachers enter several career stages 

where they may sustain a positive disposition or take a negative turn. The potential of career 

alienation exacerbates as teachers continue in the career. Both Huberman and Dworkin estimate 

that up to thirty percent of veteran teachers burn out but continue teaching. Veteran teachers are 

at the high end of the pay scale, districts have typically invested significant amounts of money 

and time in professional development to advance their skills, but if, as Huberman and Dworkin 

claim, up to one in three teachers is burned out, they cannot effectively serve students. If this 

disengagement could be remedied, these teachers could improve their professional practice, 

better serve students, and become supportive of the school community.  

My design challenge was to find a low-cost method to renew work engagement for 

alienated veteran teachers. I used two primary areas of literature for my study, the Job-Demands 

Resource model and positive psychology. The Job-Demands Resource model hypothesizes that 

an increase in personal resources (such as resilience, optimism and hope) or job resources (such 

as feedback or social support) will help meet job demands and increase work engagement, 

demonstrated by vigor, dedication and absorption. The field of positive psychology has studied 

many activities designed to increase personal resources. Additional literature on support groups 

and collegiality held the promise of increasing collegial support. I used elements from positive 

psychology and support groups to design a workshop that would increase these resources, and 

potentially work engagement.  

Meeting the Design Challenge and Deriving Design Principles  

 

Design development research is appropriate for problems of practice of which there are 

no practical solutions. Sometimes these studies are successful and sometimes they are not, so a 

primary goal of these studies is to identify what worked and what might be improved in a future 

iteration. The purpose of this design challenge was to develop a low-cost intervention to increase 

veteran teacher engagement, one that could be easily integrated into a busy day of work. To 

create this change, I had to identify drivers that would convince teachers to make the desired 

changes. To reduce alienation and increase work engagement for disengaged veteran teachers, I 

identified five change drivers: increase collegial support with inspiring teachers; reframe their 

work experience; learn and apply positive psychology exercises; increase positive affect; and 

experience work with a changed attitude. These choices were grounded in the positive 

psychology and work engagement literature.  

 

 

 

 

 

 



63 
 

 

 

Problem Change Drivers Goal 

 

Alienated 

veteran 

teachers 

disengaged 

from 

classroom 

and 

colleagues 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

Reduce 

alienation/ 

burnout 

 

Increase 

work 

engagement 

 

These change drivers served as the foundation for the intervention and helped determine 

the three design principles: (1) introduce positive psychology exercises to develop personal 

resources and increase positive affect; (2) use collegial conversations to build social support and 

job resources; and (3) reframe an existing situation to find a new way to experience work.  

The purpose of design development is to identify tools, tasks, processes and activities that 

begin a process of learning that improves a problem of practice. As a study proceeds and is 

evaluated, the successful elements are identified and these are the design principles. Design 

principles are not superficial procedures, instead they combine with “how” with the “why” and 

identify the essential features of activities, and connect them with the learning the procedures 

support. This informs future studies as to which activities were effective or ineffective. To 

analyze this information, both impact data and process data are analyzed. In this this study, the 

data showed the positive psychology exercises contributed to small, positive changes for 

participants. Some aspects of the collegial conversation activities also seemed to have 

contributed to positive results, but the reframing activity was unsuccessful in this design. I will 

examine each of these areas, using the data to support these claims.  

Positive Psychology 

 

A group of six teachers from one urban high school met for eight weeks in a workshop 

designed to increase work engagement. Each week the teachers learned a new positive 

psychology activity which they were supposed to practice during the week. These activities 

included a daily gratitude activity, a savoring exercise, identifying personal strengths and 

applying them in new ways, and others. The findings indicated the positive psychology exercises 

Increase collegial support with inspiring teachers 

 

Learn and apply positive psychology exercises 

 

Experience work with a changed attitude 

 

Reframe their work experience 

 

Increase positive affect 
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had a small beneficial effect. These effects were associated with a positive change in mood and 

improvement in student interactions. Participants did not report using the exercises until the third 

week, but when two participants shared their results, others started using the activities. Though 

none of the participants used the activities consistently, five made connections between the 

exercises and a change in mood, or a shift in student relationships. The exercises that were easy 

to incorporate and required no planning and little effort, such as the gratitude exercise and 

savoring, were reported by participants as being more successful, both in the use and results of 

the activity. Because they required little effort, it may be that these activities resulted in more 

practice.  

The Use Your Strengths activity was introduced the third week with the purpose of 

increasing self-efficacy. Like savoring, this technique could be applied to any task, so the 

teachers were able to apply it to what they were already doing, instead of adding a new, 

additional task to an already busy schedule. The two participants who used The Use Your 

Strength activity reported improvement. Both stated they felt more competent in the classroom 

and they observed the students were more engaged. Both of these participants showed an 

increase in the MBI Self Accomplishment score.  

In summary, positive psychology appears to contribute to developing positive affect, 

even when practiced inconsistently. The activities seem most effective when they required no 

planning and minimal time to conduct, like the gratitude activity, or could be applied to existing 

tasks, like the savoring exercise. Exercises, like the Use Your Strengths activity, which focus on 

one of the four areas identified by Luthans as being important for work, (self-efficacy, hope, 

optimism and resilience) appeared to be helpful in the classroom.     

Social Support 

 

The second design principle was the use of collegial conversations to build social 

support. Questions around three areas of stress (student interactions, bureaucracy and aging in 

the profession) were used to prompt the discussion and have participants reflect upon and 

analyze the work situation. The goal of this activity was to build collegiality and make meaning 

of the current work experience. All participants increased in social support in the quantitative 

scale and five out of six increased on the rubric, though the changes were small. Collegiality 

improved, noted by the reduction in isolation, increased interaction with colleagues, and the 

initial steps to collective action, shown by the formation of the sub-group. Three elements were 

effective with the collegial conversations, providing an opportunity to talk, creating a space for 

collegiality to blossom, and using a structured activity to support the conversations.  

Providing the opportunity for teachers to discuss school issues in a space without the 

administration was very valuable for these teachers, and was mentioned in interviews. The 

workshop provided a different atmosphere than casual conversations that naturally occur in the 

school environment. Providing this platform created the space for teachers to voice their pain. 

These teachers needed time to state their experiences and identify what they felt was unjust 

treatment by the site administrators. The conversations broke down when the researcher and 

facilitator tried to control the flow of the conversation or tried to diminish participant anger.   

The conversation starters were intended to prompt discussion and reflection of work 

stress points. These questions did not work. Originally the design had intended teachers from 
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multiple schools would participate, but because it was one school, the issues the teachers faced 

were local.  The intent of the conversation starter questions was to focus the conversation while 

the participants had important topics they wanted to discuss. As the workshop continued, and the 

positive psychology exercises contributed to a change in mood, the collegial conversations 

improved. The venting and distrust lessened and the participants became more appreciative of 

each other in their conversations. The idea that guiding questions would deter participants from 

venting and lamenting turned out to be false. Anger and finger pointing was too strong for 

participants to respond positively to the cues. Instead of using the anger and finger pointing to 

the administrators as material for collegial conversations, the activities forestalled closer 

examination of entrenched helplessness.  

 

While the prepared questions did not work, the structured activity did. The Maslach/ 

Leiter exercise provided a way for the teachers to structure and categorize their despair, so 

through this activity they moved from lamenting to analyzing. Once teachers were analyzing the 

situation, the anger diminished.  

Another stymie to the conversations was the facilitator and researcher trying to control 

participant anger. From the first session, we both saw the anger, and we both made it clear to the 

participants that we heard what they were saying and acknowledged the seriousness of what they 

were experiencing. Though we saw and discussed this, we received process feedback that 

avoided this issue, and we did not respond correctly. We missed opportunities to help these 

teacher gain agency by using certain subjects, personal attacks, and the repetitive voicing of 

frustrations, as the core content to drive the conversations. We were anxious for participants to 

let go of the past and move on to the renewal phase. We wanted them to use the positive 

psychology activities and the reframing to help begin healing their situation, and use the 

conversations for renewal instead of addressing their current situation.  Until the participants 

were completely done with the venting process, they were not ready to move into any area of 

renewal. This was a shortcoming in the design. 

The conversations were also influenced by group dynamics. Collegiality began to form in 

the third session when the belligerent group member was absent and therefore unable to 

dominate the discussion. With his absence, the tone of the group changed and this shift was 

sustained through the rest of the workshop. During that session, staff began to talk to each other 

instead of to the facilitator and researcher, collegiality started to form and this was shown by 

participants staying to socialize beyond the required time for the session. Having time to talk and 

a safe environment contributed to staff making connections. At the same time, there were several 

times when the facilitator and researcher should have used the group dynamics to better 

understand and analyze the school situation.  

 The collegial conversations were somewhat successful. They worked best in this design 

when participants had the time to fully vent their feelings about the work situation, when their 

laments were acknowledged and taken seriously by both the facilitator and peers, and when 

given a structured process to move from lament to analysis. The process was unsuccessful when 

the researcher and facilitator tried to direct the conversation with questions, tried to suppress the 

anger, or tried to rush the process to renewal before the participants were ready.    

Reframing  



66 
 

 

In the original design, an opportunity to reframe the work experience was included at the 

conclusion of each collegial conversation. The group was introduced to reframing in the first 

session and was provided with two examples. With the level of participant angst, the thought of 

reframing a disastrous work situation seemed condescending. It was an extremely bad choice to 

introduce this concept without fully hearing the magnitude of the staff anguish, and the facilitator 

and I were never able to recover this activity.  

The goal of the reframing activity was to provide a simple way for teachers to change the 

way they experienced work. Reframing provided a method to change the lens of the work 

experience and reconsider it in a fresh, new way. The facilitator and I had hoped participants 

would use reframing to re-assess their work experience, but this activity was unsuccessful. The 

issues restricting the effect of this activity, similar to those of the collegial conversations, 

included the level high level of frustration of the participants, the facilitator and researcher trying 

to force the renewal process, and the issue that the workshop was originally designed for 

participants from multiple schools. If the reframing activity had been effective, I believe there 

may have been shifts in the well-being measurement. It was not effective, and this measure 

showed little or no change. In the interviews, none of the participants felt it was a valuable 

component of the program.   

This design was originally geared towards a different context, that is participants from 

many different workplaces, but the group ended up being from one school. Given this shift, the 

reframing needed to be more focused on local problem solving. As previously mentioned, we 

were unprepared for the level of despair expressed by the participants and we chose to stick to 

the plan and tried to force the activities we felt would benefit participants. I had anticipated 

working with multiple issues from several schools but with one school, all participants shared the 

same dilemma. When this was recognized, we should have analyzed the work situation and 

identified ways to use the reframing exercise in a way that was beneficial to the participants, 

although, with the misstep in the first session, it may have been too late. 

We introduced this activity too early and it seemed contrived. We also did not explain the 

concept well. We should have introduced it later, maybe session three or four, and spent more 

time explaining, modeling and practicing reframing instead of abandoning it after the third 

session.  I believe reframing is a driver that can be effective, but was unable to provide any 

evidence of this.  

After examining process and impact data, only one design principle can be validated, the 

use of the positive psychology activities, though the other principles still hold promise. In 

summary, re-evaluating my design principles I would state: if one wants to support veteran 

teacher work engagement in a context of anguished teachers in a climate of distress, supporting 

teacher use of positive psychology activities is a promising approach. One should support 

teachers in consistent use of the activities. Another iteration would be required to learn how to 

effectively incorporate collegial conversations. Activities designed to reframe the work 

experience hold promise, but would need to be revised from the manner used in this study.  

Further Iterations   
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  Based on the data, future iterations would benefit from strengthening the positive 

psychology activities, modifying the collegial conversations and changing the approach to the 

reframing activity. It is important to emphasize this intervention focused on using collegial 

conversations and positive psychology techniques to develop personal resources as a way of 

sustaining engagement; it was not about providing a toolkit to change school or department 

issues, yet participants repeatedly wanted and asked for techniques to create change. Another 

consideration for future iterations should address the desire of school personnel to seek ‘toolkit –

type’ resolutions. This is what we typically do with teachers and schools, provide them with a 

quick fix, such as a toolkit, curriculum or protocol to address an issue of underperformance, or 

similar issue. Teachers may seek these things because this is what they have become accustomed 

to, so one issue may be changing this mindset or taking this mindset into consideration before 

launching into the design. 

 

The original design was not intended for a group of teachers from one school. If future 

iterations were confined to one school, this should be taken into consideration in the design and 

the emphasis could be on change at the organizational level (which would of course include the 

individual change). Several factors would have to be reconsidered, for example, whether the site 

administration would participate and how that might affect the conversations. This aspect of 

organizational change is an important criterion for any design in re-engagement.  

 

Several attributes regarding positive psychology worked, but could be strengthened in 

future iterations. The data showed it was best to use the simplest activities, ones that could be 

integrated into existing activities. It would be beneficial to find a way to support consistent 

practice; one element that supported this was hearing of other participants’ success. In a new 

iteration, it would be valuable to focus on the four traits identified by Luthans as the most 

powerful in the workplace: self-efficacy, optimism, hope and resiliency (F.  Luthans et al., 2006; 

Sweetman & Luthans, 2010). Several activities already exist to develop these skills and limiting 

the focus would make it easier to measure specific learning that occurs. Until I analyzed the data, 

I could not see there needed to be a more direct connection between the desired learning outcome 

and the specific activity selected to create that outcome. In future iterations, the desired outcomes 

should be more closely linked to the selected activities.  

The collegial conversations should also be modified in future iterations. First, the 

facilitators should employ an open-ended discussion process and allow participants to drive the 

conversation. A few structured activities to support the analysis of work situations should be 

offered, but most importantly, the facilitator should be prepared to adapt the collegial 

conversations based on group dynamics. More time should be allotted for processing the main 

concerns, then these concerns may be used as the material for the conversations. Participant 

needs should guide the collegial conversations. Reframing should be introduced when 

appropriate, preferably after some collegiality has formed with the group. The reframing process 

should be fully explained, modeled and practiced. 

With compelling exercises, the participants driving the collegial conversations, and a 

better approach to reframing, there may be improved results. The iteration employed within this 

design study was not supporting teachers through the issue they had with site administration. If 

this issue had been dealt with effectively, the teachers may have been able to tap into their 

resources and develop their agency. The most important learning of this study was that future 

https://en.wikipedia.org/wiki/Self-efficacy
https://en.wikipedia.org/wiki/Optimism
https://en.wikipedia.org/wiki/Hope
https://en.wikipedia.org/wiki/Psychological_resilience
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iterations should avoid the direct teaching style of this intervention in favor of a more 

participant-centered approach to the activities. For example, if, during session 1, participants had 

the full time to voice their experience, the facilitator could have used the Maslach/Leiter exercise 

to provide a deeper understanding of the work situation so participants could have analyzed their 

issues. Once the problems were more specific, the reframing may have been more successful and 

the personal strengths and motivation exercises would have been more relevant, and possibly 

more powerful. I may have developed a fresh perspective on the most urgent issue and this 

would have contributed to ensuring that participants felt heard. From there, as a group, we may 

have been able to better analyze, then reframe the situation. This could have contributed to 

problem solving, or providing hope for the participants. This coordination of activities and 

participant agency would benefit a future iteration.  

The Role of the Facilitator 

 

The role of the facilitator (and in this study the researcher also served as a facilitator) turned 

out to be far more important than anticipated and the most important finding of this study may be 

that these type of renewal activities should be participant-centered. The facilitator and I were not 

experienced enough to support these participants, but some basic facilitation strategies, such as 

practicing active listening and asking probing questions would have improved the workshop 

experience. A group can achieve more, and work more collaboratively when they work with an 

effective facilitator. 

 

In better defining the facilitator’s role, I would suggest the following: first, define desired 

outcomes for the facilitated session. While there were identified outcomes, they were all based 

on the activities and plan I wanted to complete, not what the participants needed. If participants 

had identified their desired outcomes for the workshop and each of my session outcomes had 

focused on renewal, the drivers might have been more successful. I initially established a 

generalized needs assessment that would lead to generalized renewal, with a group of teachers 

from different schools. In this distressed school with very specific needs, I should have started 

from scratch and co-created the activities and outcomes with the participants. I kept thinking, 

with enough time, the design of the workshops will work for the participants. For me, in a 

leadership capacity, this is a valuable insight from this experience; when things are not working, 

stop and re-evaluate them instead of forcing an agenda that is not working.  

The facilitator should be able to recognize and support different group dynamics and 

individual behavioral styles to ensure everyone was engaged and participated. The facilitators 

should be credible and confident, and after the first session, I believe the facilitator and I had lost 

our own confidence, and that of the group. We tried to hold onto our confidence by rigidly 

adhering to the agenda, instead of showing we cared about the issues. Facilitation would benefit 

from asking questions to uncover the real issues and move the group forward. We should have 

identified the early, unspoken conflict that needed to be resolved, then facilitated dialogue 

around it.  

Another example of how we might have improved our approach: in the second session, 

participants identified two primary administrative issues – student discipline and staff respect. 

We could have used these two problems to identify the underlying group issue such as 

hopelessness, or the feeling the work situation would never improve, and use that to drive the 
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discussions. We should have identified crucial sessions, including the fifth session when teachers 

were discussing the schedule and Miguel confronted Terry. We should have used that event to 

analyze work issues, instead of moving on and pretending it had not happened. This was a 

crucial element of this study. It was obvious from the very first conversation, when participants 

were passive, that we were making a tactical error and needed to change course. The facilitator 

and researcher read the participants’ very clear signals including silence, passivity, anger, 

insistence on focusing on the site administration issues and this should have directed us to re-

assess our ideas about the participants’ needs. Upon reflection, this experience was much like my 

early teaching. As a young teacher, I was very rigid in relying on the lesson plan. As I became 

more experienced, I was able to make my pedagogy more student-centered and quickly adapt 

any plan to meet the student need. The unwillingness to let go of the intervention plan was very 

similar to that past experience and I feel my fear of losing control of the group made me cling to 

the plan. The group actually needed to go where it wanted, and if that was out of control, then 

that is what should have happened as this may have supported these teachers in finding a path to 

their individual renewal. The human side of facilitation needs to be much more in the center of 

this type of study, both in terms of activities and in terms of theory.  

Knowledge base 

 

Within the context of literature, there were two knowledge bases relevant to this 

particular design study, the literature on employee engagement and the literature on positive 

psychology. The literature on employee engagement identified elements from the Job-Demands 

Resource model that could be used as levers to increase employee engagement, these were 

personal and job resources. The literature on positive psychology provided a method to increase 

these resources. If one could increase personal and job resources, this should result in increased 

work engagement; the positive psychology exercises offered a simple, low-cost method to 

increase these resources. Together these two literature bases provided a rationale to test positive 

psychology activities as a solution to re-engage veteran teachers.    

Re-Examining the Theory of Action   

 

The theory of action for this design dissertation states that when teachers increase 

positive affect, collegiality, self-efficacy and the capacity to reflect upon and reframe experience, 

they should begin to re-engage with work. The theory of action, which is informed by the 

literature is sound. However, the lack of impact experienced as a result of this study, could be 

contributed to the design and implementation of collegial conversations and reframing activities. 

The facilitation moves and approach used by the facilitator turned out to be extremely important, 

and should be addressed in the theory of action.  

The Theory of Change describes a professional development workshop sequence 

intended to provide veteran teachers with the knowledge, skills, and dispositions needed to 

revitalize their professional practice. My original Theory of Change indicated to change to the 

desired behaviors, teachers should: 

 Increase collegial support with inspiring teachers 

 Reframe their work experience 

 Learn and apply positive psychology exercises 
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 Increase positive affect 

 Experience work with a changed attitude 

Based on the data, and the importance of the facilitator’s role, I suggest the following 

modifications. To change to the desired behaviors, teachers should: 

 

 Consistently practice positive psychology exercises to increase positive affect 

 Participate in participant-centered collegial conversations to increase collegial support 

 Practice reframing in order to reframe their individual work experience with a renewed attitude 

A primary difference between the applied theory of change and the modified theory of 

change, is the addition of the facilitator using participant-centered activities. Instead of direct 

learning, a more collaborative pedagogical approach should have been used. Collaborative 

pedagogy is aligned with participants acting as co-creators of the workshops and, increasing 

interaction and interpersonal engagement would support collegiality and agency. In a 

collaborative learning situation, the participants could engage in the common task of finding a 

way to thrive in an antagonistic environment and the interdependency would also build 

collegiality. Whether the collaborative learning had been used to develop an understanding of the 

situation, or make meaning of it, or possibly find a solution, the experience would have been 

more engaging than insistence on implementing planned activities, and might have increased 

engagement.  

Action Research  

 

Because this design study has an action research orientation, it is important to address the 

two primary concerns upon which such studies need transparency and clarification: my dual role 

as designer and researcher. As the designer, my primary concern was to remain true to the 

articulated design process. As the researcher, my principal concern was that I remained open to 

the data I received, particularly when the data did not correspond with anticipated or expected 

findings.  

Initial reflection upon my role in the design process clarified that I acted within the 

boundaries articulated at the onset of this design study. From the beginning of this process, I 

maintained a genuine curiosity and hopefulness about the possibility of increasing engagement 

for participants. This sincere sense of curiosity outweighed any personal bias I may have had in 

the outcome of the study; I was primarily interested in seeing how the process would unfold and 

what that process might yield with respect to data. I methodically documented my process, in the 

hopes that if this design was not successful, future studies would be conducted that could build 

upon my work, correct any missteps or false interpretations, and successfully design such a tool. 

Overall, I believe that the findings and interpretations were comprehensive and free from 

personal bias, and rigorous by the criteria of action research. In the next sections I clarify the 

roles involved in the research. 

The Role of Designer  

 

When designing this study, I understood my primary role to be that of lead designer. 

Although I consulted practitioners, I expected to have discretion as to which elements of this 

design study were deleted, added or modified. I remained true to my role as lead designer and 
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carefully followed the design plan and I am not aware of any personal bias that may have 

influenced the design or implementation. Although I did not have a formal system of checks and 

balances, I did have a critical friend through the process, one with whom I checked in weekly.  

The Role of Researcher 

 

The issues of researcher bias and subjectivity are important and necessary concerns when 

conducting a study with an action research orientation. Bias and subjectivity are natural and 

acceptable in action research as long as they are critically examined and not ignored. There is a 

certain inevitability in the researcher bringing a potential bias to the study when collecting and 

analyzing data. Advocacy bias, in particular, is of concern since the researcher is also acting as 

the chief architect of the intervention. Participant comments from interviews were used to verify 

or dispute findings found from intervention results. When collecting process data, I followed 

procedures to maintain a research orientation. These included reflective journaling, following the 

research protocols, and discussing data collection and analysis with a research colleague. From a 

review of these procedures I found that I followed research protocols as planned with respect to 

the impact data. This review of my research processes and data was necessary to address 

concerns characteristic of the researcher’s involved participation in an action research project. 

With respect to collecting and analyzing impact and process data, I acted more as a traditional 

researcher collecting and analyzing data on a phenomenon. In my role as lead researcher, I 

earnestly attempted to weigh process data against my understanding of the literature, and my 

experience working with participants in developing their positive affect and employee 

engagement. I found I acted appropriately in my role as designer, and within the bounds set forth 

by action research.  

Study Limitations  

 

Finally, as is the case with design development research, recreating the exact context of 

the study is challenging. With a small sample (n=6) of participants, it would not be possible to 

generalize the results of this study to a larger population of teachers, but elements developed in 

this design study could be transferable, in terms of activities to support the professional renewal 

of teachers. Although the knowledge gained in this study may add to an existing knowledge base 

on teacher engagement, burnout and career lifecycle, again, the findings are certainly not 

generalizable to a larger population of teachers. The one design principle that seemed 

transferable was the use of the positive psychology exercises.  

Study limitations for this intervention included a small sample size and a short 

implementation cycle. First, the sample size was small, with only six participants. With such a 

small number, it is impossible to generalize the results. The second limitation was the short time 

allotted for integration of activities. While many positive psychology investigations showed 

results in eight weeks, this may have been too short of a time to show results integrating several 

activities.  

Summary 

 

Despite the challenges of this implementation, it is notable that with minimal investment, 

the positive psychology exercises, and to a lesser degree the collegial conversations, worked in a 
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limited manner. Participants did show a marked change in mood and reported increased 

collegiality. Given this limited success, there is value in continuing research in positive 

psychology development with teachers.  
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Appendix A: Ultrecht Work Engagement Survey  

Work & Well-being Survey (UWES) © 

 

The following 17 statements are about how you feel at work. Please read each statement 

carefully and decide if you ever feel this way about your job. If you have never had this feeling, 

cross the ‘0’ (zero) in the space after the statement. If you have had this feeling, indicate how 

often you feel it by crossing the number (from 1 to 6) that best describes how frequently you feel 

that way.  

 

Never 
Almost 

never 
Rarely Sometimes Often Very Often Always 

0 1 2 3 4 5 6 

Never 

A few 

times a 

year or less 

Once a 

month or 

less 

A few 

times a 

month 

Once a 

week 

A few 

times a 

week 

Every day 

 

1. ________  At my work, I feel bursting with energy* (VI1) 

2. ________  I find the work that I do full of meaning and purpose (DE1) 

3. ________  Time flies when I'm working (AB1) 

4. ________  At my job, I feel strong and vigorous (VI2)*  

5. ________  I am enthusiastic about my job (DE2)*  

6. ________  When I am working, I forget everything else around me (AB2)  

7. ________  My job inspires me (DE3)*  

8. ________  When I get up in the morning, I feel like going to work (VI3)*  

9. ________  I feel happy when I am working intensely (AB3)*  

10. ________ I am proud on the work that I do (DE4)*  

11. ________ I am immersed in my work (AB4)*  

12. ________ I can continue working for very long periods at a time (VI4) 

13. ________ To me, my job is challenging (DE5)  

14. ________ I get carried away when I’m working (AB5)*  

15. ________ At my job, I am very resilient, mentally (VI5) 

16. ________ It is difficult to detach myself from my job (AB6) 

17. ________ At my work I always persevere, even when things do not go well (VI6)  

 

* Shortened version (UWES-9); VI= vigor; DE = dedication; AB = absorption 

© Schaufeli & Bakker (2003). The Utrecht Work Engagement Scale is free for use for non-

commercial scientific research. Commercial and/or non-scientific use is prohibited, unless 

previous written permission is granted by the authors  
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Appendix B: Pre- and post-intervention interview 

 How do you feel about work? 

 Do you experience flow? 

o When 

o How often?  

 Tell me about your interactions with students. 

 Tell me about your relationship or interaction with colleagues. 

 How persistent are you in achieving your work goals. Can you give me an example? 

 How resilient are you when faced with a challenge? Can you give me an example? 

 What are your strengths, as a teacher? Can you describe how you use them? 

 Tell me what you enjoy about your work 

 What is fulfilling about your work? 

 What do you wish you could change about work? 

 What do you like best about your work? Tell me more about that. 

 What do you like least about your work? Tell me more about that. 

 Is there anything else you’d like me to know? 

Post Intervention Questions 

 Q1: Please describe your experience of work 

 Q2: What do you wish you could change about your work? 

 Q3: Tell me about what you like most about your work. 

 Q4: Tell me what you do not like about your work. 

 Q5: Tell me about your interactions with students. 

 Q6: Tell me about your interactions with colleagues 

 Q6: Did you do the positive psychology exercise?  

 Q8: Did you see any changes from the doing the positive psychology exercises? Please 

describe 

 Q9: Did you feel the workshops helped increase your employee engagement? Can you 

explain how? If they did not help, what do you think might work? 

 Q10: Do you think you will continue to use the positive psychology exercises? 

 Q11: Did the collegial conversations help build social support? Please   describe. 

 Q12: Is there anything else you'd like to share? 
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Appendix C: Diener’s Flourishing Scale 

FLOURISHING SCALE 

©Copyright by Ed Diener and Robert Biswas-Diener, January 

2009 
Below are 8 statements with which you may agree or disagree. Using the 1–7 scale below, 

indicate your agreement with each item by indicating that response for each statement. 

 

 7 - Strongly agree 
 6 - Agree 
 5 - Slightly agree 
 4 - Neither agree nor disagree 
 3 - Slightly disagree 
 2 - Disagree 
 1 - Strongly disagree 

 

   I lead a purposeful and meaningful life 

 

   My social relationships are supportive and rewarding 

 

   I am engaged and interested in my daily activities 

 

   I actively contribute to the happiness and well-being of others 

 

   I am competent and capable in the activities that are important to me 

 

   I am a good person and live a good life 

 

   I am optimistic about my future 

 

   People respect me 

 

Scoring: 
 

Add the responses, varying from 1 to 7, for all eight items. The possible range of scores is 

from 8 (lowest possible) to 56 (highest PWB possible). A high score represents a person with 

many psychological resources and strengths 

 

Permission to Use 
The scale is copyrighted but you are free to use it without permission or charge by all professionals 
(researchers and practitioners) as long as you give credit to the authors of the scale: 
Diener, E., Wirtz, D., Tov, W., Kim-Prieto, C., Choi, D., Oishi, S., & Biswas-Diener, R. (2009). New 
measures of well-being: Flourishing and positive and negative feelings. Social Indicators Research, 39, 
247-266.  
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Appendix D: Maslach Burnout Inventory – Educators 
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Appendix E: Social Support Survey Questions 

 

Hi, can you tell me a little about collegiality at your site?  

 

   Never  
Once a month 

or longer  

A few times a 

month  
Weekly  Daily  

I feel supported 

by my work 

colleagues.  

I feel 

supported by 

my work 

colleagues.  

I feel 

supported by 

my work 

colleagues.  

I feel 

supported by 

my work 

colleagues.  

I feel 

supported by 

my work 

colleagues.  

I feel 

supported by 

my work 

colleagues.  

I spend time 

talking about 

curriculum or 

other classroom 

issues with 

colleagues.  

I spend 

time talking 

about 

curriculum or 

other 

classroom 

issues with 

colleagues.  

I spend 

time talking 

about 

curriculum or 

other 

classroom 

issues with 

colleagues.  

I spend 

time talking 

about 

curriculum or 

other 

classroom 

issues with 

colleagues  

I spend 

time talking 

about 

curriculum or 

other 

classroom 

issues with 

colleagues.  

I spend 

time talking 

about 

curriculum or 

other 

classroom 

issues with 

colleagues.   

I spend time 

talking about 

school issues or 

school decisions 

with colleagues.  

I spend 

time talking 

about school 

issues or 

school 

decisions with 

colleagues.  

I spend 

time talking 

about school 

issues or 

school 

decisions with 

colleagues.  

I spend 

time talking 

about school 

issues or 

school 

decisions with 

colleagues.  

I spend 

time talking 

about school 

issues or 

school 

decisions with 

colleagues.  

I spend 

time talking 

about school 

issues or 

school 

decisions with 

colleagues.  

I spend lunch or 

have coffee with 

colleagues.  

I spend 

lunch or have 

coffee with 

colleagues.  

I spend 

lunch or have 

coffee with 

colleagues.  

I spend 

lunch or have 

coffee with 

colleagues. A 

few times a  

I spend 

lunch or have 

coffee with 

colleagues.  

I spend 

lunch or have 

coffee with 

colleagues.  

I feel colleagues 

listen to my 

advice.  

I feel 

colleagues 

listen to my 

advice.  

I feel 

colleagues 

listen to my 

advice  

I feel 

colleagues 

listen to my 

advice.  

I feel 

colleagues 

listen to my 

advice.  

I feel 

colleagues 

listen to my 

advice.  
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   Never  
Once a month 

or longer  

A few times a 

month  
Weekly  Daily  

There is at least 

one person at 

work I can trust.  

There is at 

least one 

person at 

work I can 

trust.   

There is at 

least one 

person at 

work I can 

trust.  

There is at 

least one 

person at 

work I can 

trust.  

There is at 

least one 

person at 

work I can 

trust.   

There is at 

least one 

person at 

work I can 

trust.  

3. Any thoughts on your interactions or social support with colleagues?  

 
4. What is your identifier?  

 
Bottom of Form 
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Appendix F: Process Questions asked during weekly meeting 

 Last week, what activities were occurring when you were engaged in the workshop? 

 Did any activities leave you disengaged? 

 Through the week, what resonated with you? 

 If you could change something from last week, what would it be? 

 Were there any challenges to participating? 

 Did the activities seem appropriate?  

 Based on last week’s topic, how do you currently feel about (the topic – working with 

students, aging in the profession, etc.) 
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Appendix G: Initial Codes 

 

Dimension Potential Indicator Code Related Prompt 

Positive affect 
 How would you describe your 

typical mood at work? 

 

PAP Positive affect – positive  

PAN Positive affect – negative 

PAZ Positive affect – no effect 

Social Support 

 Tell me about your relationship 

or interaction with colleagues. 

  

 Did you notice any change in 

your interactions with 

colleagues?  

 Do you feel your work as the 

classroom teacher is valuable? 

Why? 

 

SSP Social support – positive 

SSN Social support – negative 

SSZ Social support – no effect 

Self-efficacy 

 Tell me about your interactions 

with students. 

 Do you feel your teaching makes a 

difference? 

 Did you notice any change in your 

classroom, the way you deal with 

students, or subject matter? 

 

SEP Self-efficacy – positive 

SEN Self-efficacy – negative 

 

SEZ Self-efficacy – no effect 

Well-being 

 How would you describe your 

general well-being? 

 Did you notice any difference in 

work, home, or general well-being? 

 

WBP Well-being – positive 

WBN Well-being – negative 

WBZ Well-being – no effect 
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Appendix H: Gratitude Exercise 

 

From http://ggia.berkeley.edu/ 

 

THREE GOOD THINGS INTERVENTION 

This exercise will take 10 minutes to complete.  Please write down three things that 

went well this week and provide an explanation about why they went well. Use this space to 

write about the events. It is important that you have a physical record of what you wrote; it is 

not enough to do this exercise in your head. The things you list can be relatively small in 

importance (e.g., “my coworker made the coffee today”) or relatively large in importance (e.g., 

“I earned a position with greater responsibility”). 

 

 

As you write, follow these instructions: 

1. Give the event a title (e.g., “coworker complimented my work on a project”) 

2. In the space below, write down exactly what happened in as much detail as possible, 

including what you did or said, and if other people were involved, what they did or 

said. 

3. Include how this event made you feel at the time and how this event made you feel 

later (including now, as you remember it). 

4. Use whatever writing style you please and do not worry about perfect grammar and 

spelling; Use as much detail as you want. 
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Appendix I: VIA Character Strengths 

 

The VIA Classification of Character Strengths 
1. Wisdom and Knowledge – Cognitive strengths that entail the acquisition and use of 
knowledge 
• Creativity [originality, ingenuity]: Thinking of novel and productive ways to conceptualize 
and do things; includes artistic achievement but is not limited to it 

• Curiosity [interest, novelty-seeking, openness to experience]: Taking an interest in ongoing 
experience for its own sake; finding subjects and topics fascinating; exploring and discovering 

• Judgment [critical thinking]: Thinking things through and examining them from all sides; 
not jumping to conclusions; being able to change one’s mind in light of evidence; weighing 
all evidence fairly 

• Love of Learning: Mastering new skills, topics, and bodies of knowledge, whether on one’s 
own or formally; obviously related to the strength of curiosity but goes beyond it to describe the 
tendency to add systematically to what one knows 

• Perspective [wisdom]: Being able to provide wise counsel to others; having ways of looking at 
the world that make sense to oneself and to other people 
 

2. Courage – Emotional strengths that involve the exercise of will to accomplish goals in the face 
of opposition, external or internal 
• Bravery [valor]: Not shrinking from threat, challenge, difficulty, or pain; speaking up for what 
is right even if there is opposition; acting on convictions even if unpopular; includes physical 
bravery but is not limited to it 

• Perseverance [persistence, industriousness]: Finishing what one starts; persisting in a 
course of action in spite of obstacles; “getting it out the door”; taking pleasure in 
completing tasks 

• Honesty [authenticity, integrity]: Speaking the truth but more broadly presenting oneself in 
a genuine way and acting in a sincere way; being without pretense; taking responsibility for 
one’s feelings and actions 

• Zest [vitality, enthusiasm, vigor, energy]: Approaching life with excitement and energy; not 
doing things halfway or halfheartedly; living life as an adventure; feeling alive and activated 
 

3. Humanity - Interpersonal strengths that involve tending and befriending others 
• Love: Valuing close relations with others, in particular those in which sharing and caring are 
reciprocated; being close to people 

• Kindness [generosity, nurturance, care, compassion, altruistic love, “niceness”]: Doing 
favors and good deeds for others; helping them; taking care of them 

• Social Intelligence [emotional intelligence, personal intelligence]: Being aware of the 
motives and feelings of other people and oneself; knowing what to do to fit into different 
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social situations; knowing what makes other people tick 
 

4. Justice - Civic strengths that underlie healthy community life 
• Teamwork [citizenship, social responsibility, loyalty]: Working well as a member of a group 
or team; being loyal to the group; doing one’s share 

• Fairness: Treating all people the same according to notions of fairness and justice; not 
letting personal feelings bias decisions about others; giving everyone a fair chance. 

• Leadership: Encouraging a group of which one is a member to get things done and at the time 
maintain time good relations within the group; organizing group activities and seeing that 
they happen. 

 

© 2004-2014 VIA® Institute on Character; All Rights Reserved 

 

5. Temperance – Strengths that protect against excess 
• Forgiveness: Forgiving those who have done wrong; accepting the shortcomings of others; 
giving people a second chance; not being vengeful 

• Humility: Letting one’s accomplishments speak for themselves; not regarding oneself as 
more special than one is 

• Prudence: Being careful about one’s choices; not taking undue risks; not saying or doing 
things that might later be regretted 

• Self-Regulation [self-control]: Regulating what one feels and does; being disciplined; 
controlling one’s appetites and emotions 
 

 

6. Transcendence - Strengths that forge connections to the larger universe and provide 
meaning 

• Appreciation of Beauty and Excellence [awe, wonder, elevation]: Noticing and 
appreciating beauty, excellence, and/or skilled performance in various domains of life, 
from nature to art to mathematics to science to everyday experience 

• Gratitude: Being aware of and thankful for the good things that happen; taking time to 
express thanks 

• Hope [optimism, future-mindedness, future orientation]: Expecting the best in the future 
and working to achieve it; believing that a good future is something that can be brought 
about 

• Humor [playfulness]: Liking to laugh and tease; bringing smiles to other people; seeing the 
light side; making (not necessarily telling) jokes 

• Spirituality [faith, purpose]: Having coherent beliefs about the higher purpose and meaning of 
the universe; knowing where one fits within the larger scheme; having beliefs about the 
meaning of life that shape conduct and provide comfort 
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Appendix J: Maslach Leiter My Relationship With Work Survey 

 

MY RELATIONSHIP WITH WORK 

Michael P. Leiter, PhD, Christina Maslach, PhD: Banishing Burnout: Six Strategies for Improving Your 

Relationship with Work, Jossey-Bass: San Francisco, 2005. 

Instructions 

In each of the six areas, how does your current job fit with your preferences, work patterns, and 

aspirations? 

 If things on a given dimension are just right, put a check in the Just Right column. 

 If a certain dimension is incompatible with your preferred way of working, put a check 
in the Mismatch column. 

 If a quality is a major departure from your ideals, put a check in the Major Mismatch 
column. 

 Put the corresponding number in the Σ column; then add up the numbers in to Total 
at the bottom. 
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Rating 0 1 2  Σ 
The amount of work to complete in a day.      
The complexity of my work.      
The intensity of demands from customers.      
The firmness of deadlines.      
The frequency of surprising, unexpected 
events. 

     
The opportunity to settle into a comfortable 
groove. 

     
The frequency of interruptions in my work 
day. 

     
The proportion of my work time spent with 
customers. 

     
The amount of I work alone.      
The amount of t I work with other employees.      

Workload Total      
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Rating 0 1 2 Σ 
The amount of group decision making.     
The extent to which I share authority with co-
workers. 

    
Information on major organizational 
developments. 

    
My participation in decisions that affect my 
work. 

    
The quality of leadership from upper 
management. 

    
The quality of leadership shown by my 
supervisor. 

    
The authority I am assigned in my area of 

responsibility. 
    

Opportunities to exercise my professional 
judgment. 

    
My capacity to influence decisions that affect 
my work. 
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Rating 0 1 2 Σ 
My salary and benefits relative to what I 
require. 

    
My salary/benefits relative to elsewhere.     
Recognition for achievements from my 
supervisor. 

    
Recognition for achievements from 
management. 

    
The rigorousness of regular performance 
evaluations. 

    
My access to perks at work.     
Opportunities for promotion.     
Opportunities for bonuses or raises.     
The amount of time I do work I truly enjoy.     
The amount of time I work with people I truly 
enjoy. 

    
Reward Total     

 

 

Rating 0 1 2 Σ 
Knowing what is happening across the 
organization. 

    
Open, honest communication across the 
organization. 

    
The freedom to express differences of opinion.     
The extent people must rely on others at 
work. 

    
The frequency of supportive interactions at 
work. 

    
The closeness of personal friendships at work.     
The amount people interact informally at 
work. 

    
A shared sense of purpose across the 
organization. 

    
My sense of community with the entire 
organization. 

    
Openness to people from units other than 
one’s own. 

    
Community Total     
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Rating 0 1 2 Σ 
My supervisor’s attention to treating 
employees fairly. 

    
Management’s attention to treating 
employees fairly. 

    
Management’s dedication to equal 
consideration. 

    
Procedures for allocating rewards are clear 
and open. 

    
Procedures for discipline are specified in 
detail. 

    
The objectivity of decisions on pay raises or 
bonuses. 

    

My freedom to follow my professional 
judgment. 

    
Control Total     
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10 10 10 10 10 10 

0 0 0 0 0 0 

The objectivity of decisions on work 
assignments. 

    
The extent to which individuals interact 
respectfully. 

    
The level of cultural sensitivity across the 
organization. 

    
The organization’s accommodation of 
diversity. 

    
Fairness Total     

 

Rating 0 1 2 Σ 
The depth of management’s commitment to 

its mission. 
    

The influence of organizational values on my 
work. 

    
The influence of the organization’s values.     
The level of honesty across the organization.     
Management’s diligence in maintaining 
integrity. 

    
My willingness to make sacrifices for the 
mission. 

    
The potential of my work to further the 
community. 

    
My confidence in the mission’s 
meaningfulness. 

    
The constructive impact of the organization’s 
activities. 

    
The organization’s contribution to quality of 
life. 

    
Values Total     

 

Summary 

Make a graph by shading each bar to correspond with your Total score (0 to 20) from each of 

the six boxes. 

 




