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Abstract 
 

This thesis explores EFL teachers’ views concerning teacher evaluation practices and 

policies at five public universities in the Kingdom of Saudi Arabia. The research is 

informed by the interpretive paradigm due to its exploratory nature. With relativism as 

the ontological stance and constructionism as the epistemological stance, a mixed 

method sequential design was utilized to collect the required data. Quantitative and 

qualitative approaches were applied consecutively with more emphasis on the 

qualitative phase. The study utilised an online questionnaire in the quantitative stage 

in addition to one-to-one semi-structured interviews and focus group discussions in 

the qualitative stage. The numbers of participants were 249 for the questionnaire, 21 

for the one-to-one interviews and 9 for the focus group discussions. Descriptive 

statistics were conducted for quantitative strands, and thematic analysis for the 

qualitative data. Both types of data were analysed with the help of SPSS and NVivo, 

respectively. The analysis of both sets of data culminated in the emergence of three 

main themes, 10 categories, and 33 subcategories. The three emergent themes are 

the importance of EFL teacher evaluation, challenges to EFL teacher evaluation, and 

suggested solutions for better teacher evaluation. Following the abundance of ideas 

grounded in the data, a suggested participatory teacher evaluation model informed by 

EFL teachers’ voice is proposed. Based on the findings which provided evidence of 

challenges facing the current teacher evaluation in the Saudi higher education context, 

this study concludes by presenting recommendations for policymakers, administrators 

and teachers. For instance, a comprehensive framework needs to be developed for 

the professional development of teacher evaluators including initial training and 

continuous training programmes. Also, the management of higher education 

institutions needs to add a formative lens to the scheme of teacher evaluation at their 

workplace to help EFL teachers develop their instructional practice. Finally, 

suggestions for further research are also mentioned towards the end of the study.     
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Chapter One  

Introduction to the Study 
 

1. 1. Introduction 
This chapter presents an introduction to this research. It commences with the 

background of the study where I introduce the topic. The statement of the problem and 

the rationale of the study then follow to provide the readers with my standpoint as a 

researcher. The following section highlights the importance of the study to the Saudi 

context and also to the existing literature. In the two sections that follow, the objectives 

of the research are identified and the research questions are stated. The chapter ends 

with a general overview of the chapters, which provides the readers with an idea of 

the organization of the thesis.      

1. 2. Background of the Study 
In schools, universities and educational organizations, teachers are known to be at the 

centre of any educational enterprise (McCaffrey, Lockwood, Koretz, & Hamilton, 

2003). Regardless of the educational programme, how strong it could be or how well 

it is planned, it can only be as effective as those people who run it. It might be true that 

effective teachers are usually encouraging and inspiring for their students; they know 

well how to stimulate their pupils’ ideas, critical thinking about the subject matter, 

acceptance of challenging tasks, and even the choice of future careers. Therefore, the 

overall improvement-restructuring work in the field of education is  continuously related 

to teachers and teachers’ development and growth (Stronge & Xu, 2017), and this is 

contingent on the evaluation of teachers as its starting point.  
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Due to its significance, teacher evaluation attracts considerable attention from 

researchers and developers in the field of education. Its importance may rely on the 

idea that supporting innovation in the evaluation of teachers has the potential to touch 

upon everything else related to education. For instance, students’ success in school 

may be highly related to the quality of their teachers (Danielson, 2011). Furthermore, 

according to Darling-Hammond (2000), the successfully implementation of a 

curriculum along with the use of different teaching strategies that adequately serve 

students’ learning needs are attributed to those teachers who are recognized as 

effective educators. Accordingly, educational institutions should ensure that they 

appoint efficacious staff members. It is worth mentioning that teacher evaluation can 

be considered as one method to ensure and maintain quality teachers in classrooms.       

During the last few decades, research on teacher evaluation has received particular 

attention in education and social sciences studies, with a substantial number of articles 

in the literature in the area of teacher evaluation (seeBailey, 2016; Danielson & 

McGreal, 2000; Downing, 2016; Gullatt & Ballard, 1998; Gutmann, 2014; Kyriakides & 

Demetriou, 2007; Nagel, 2012; Peterson, 2000). However, Tovar (2011) claims that 

sufficient attention has not been given to the evaluation of English as a Foreign 

Language (EFL) teachers. With this in mind, it seems that those conducting research 

on the evaluation of teachers need to pay close attention to EFL teachers’ evaluation 

and to explore and suggest more subject-oriented practices.   

1. 3. Statement of the Problem 
The medium of instruction in all levels of education up to the tertiary level is Arabic, 

the official language in Saudi Arabia, and English is not widely used either by Saudi 
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people in their daily lives or in schools. Individuals are generally introduced to the 

language at school as a compulsory subject and treat it as a requirement to pass an 

exam, with the result that students rarely show interest in becoming competent users 

of English. Despite the fact that the Kingdom of Saudi Arabia has rapidly progressed 

in the field of education, the outcomes of teaching English as a foreign language are 

generally considered unsatisfactory (Rahman & Alhaisoni, 2013). In the same vein, Al-

Shumaimeri (2003) earlier argues that students graduating from Saudi secondary 

schools are hardly able to carry out even a short conversation in good English. Thus, 

when these students enter university and have to study English as a compulsory 

subject, teaching the language as such may be challenging for the teachers. 

Besides the lack of exposure to English, the students’ attitude towards English 

language and their learning aptitude, further challenges in teaching English in the Arab 

world may be related to the teachers themselves. Inappropriate teaching 

methodologies, inadequate teachers’ training, and the use of teacher-centred rather 

than student-centred activities have been noted as significant challenges to English 

language teaching in the Arab context in general (Fareh, 2010). From a personal 

perspective, I believe that the Saudi context is not an exception. Although being 

certified or holding credentials might make individuals eligible for jobs in the field of 

foreign language education, this may not be enough to ultimately make a good 

teacher. English language teacher preparation programmes are designed to help in 

training those teachers to become well qualified and effective. However, what has 

been done by the Ministry of Education to develop the curricula of English language 

in Saudi Arabia since 1991 may seem far superior to what has been done to improve 
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the programmes of English language teacher education (Al-Hazmi, 2003). 

Improvement not only requires efficient training for teachers; it entails effective and 

reflective supervision as well as a number of well-developed and planned professional 

development programmes (Habbash, 2011), which seem to be lacking in Saudi 

universities.  

Arguably, teacher evaluation can be seen not only as an essential responsibility of 

leaders and supervisors in educational institutions but also as a significant means of 

inquiry to inform the needed professional development programmes that are intended 

to develop instructional practices and lead to a better language teaching in Saudi 

Arabia. Based on this assumption, every effort should be made to make the process 

of teacher evaluation successful and fruitful. Accordingly, EFL teachers’ perceptions 

and ideas about teacher evaluation would appear to be essential in leading to more 

successful, effective, productive, and practical teacher evaluation. This is currently a 

problem in Saudi Arabia, given that policymakers and researchers interested in EFL 

teacher evaluation in the Saudi context do not pay sufficient attention to the teachers’ 

views (Shah, 2016). It is worth noting that in the context of this research listening to 

the teachers’ voice is not only about helping researchers and policymakers to make 

decisions for improvements. Listening to them further helps in understanding how their 

experiences in this specific context have shaped their opinions and informed the 

suggestions they propose.     

Troudi (2005) in line with the above argument affirms that “if any element is to be the 

core of a teacher education programme it should be the teacher’s view(s) of  what 
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language education is about and what he/she considers teaching to be” (p. 118). In 

other words, teachers’ views, which tend to generally be neglected, are an essential 

element in teacher evaluation programmes in a particular context. Being involved in 

EFL teacher evaluation in a Saudi university, I noticed that teachers were rarely asked 

about their views on the practices of teacher evaluation. Hence, I think involving them 

would enhance solutions that are tailored to many context-specific situations. I also 

found that teacher evaluation was not always welcomed by some teachers and its 

system was characterised by ambiguity and confusion. Thus, I believe that teachers’ 

perceptions need to be investigated, analysed, and critically discussed in order to have 

a better understanding of the current evaluation system, which, in turn, should help 

towards having better English language teaching in Saudi universities, 

1. 4. Rationale of the Study 
This study explores EFL teachers’ views with regard to teacher evaluation, its 

importance as it is currently practiced in Saudi universities, challenges to the success 

of the evaluation of EFL teachers, and suggestions to improve its practices and 

policies. It also attempts to provide a base for further investigations in relation to the 

evaluation of teachers in the TESOL context and within the field of critical applied 

linguistics. Studies of this type that suggest possible alternatives and develop 

practices assessment will ultimately “inform educational policies to improve 

approaches to learning” (Klinger, DeLuca, & Merchant, 2016, p. 145).  

Furthermore, the current study aims at reviewing the current status of EFL teacher 

evaluation at Saudi universities to identify positive and negative views of the teachers. 

This will help researchers and policymakers to understand the effects teacher 
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evaluation has on teachers and its general impact on the processes of learning. I hope 

to build a basis for better future practices and for correcting current mistakes by 

problematizing the given situation and critically questioning the taken-for-granted 

assumptions (Peeters & Robinson, 2015) and notions of EFL teacher evaluation.   

It may seem unwise to call for a change in or termination of the current practices and/or 

policies of teacher evaluation in Saudi higher education. What seems to be needed is 

to involve teachers and policymakers in adopting a critical lens as one form of reflective 

critique (Percy, 2015, p. 881) which can help in making sense of the current practices 

of teacher evaluation. Thus, it is essential to note that this study is not against the 

evaluation of EFL teachers and does not discuss teacher evaluation as an obstacle 

towards the progress of EFL teachers. Rather, it discusses how those teachers 

perceive the current practices of teacher evaluation and challenges to the successes 

of the system of teacher evaluation, and seeks suggestions from the teachers for 

solutions.  

This research simply attempts to provide a better understanding of the situation by 

identifying critical issues related to the quality of the current teacher evaluation system 

in Saudi universities. Critical issues such as evaluators’ qualifications, teachers’ 

involvement, teachers’ rights and job security will be raised and discussed. Moreover, 

I hope to prompt different stakeholders to engage in debates about the possible 

consequences of the current teacher evaluation system and search for feasible 

solutions to any challenges that are pinpointed.  I believe that one important step can 

be to challenge people’s ideologies and raise their awareness.         
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It is worth mentioning that actions derived from endeavors to change educational or 

social practices based on other societies’ experiences indicate that following the 

globalization movement blindly, such as applying readymade forms or models of 

teacher evaluation, is likely to be the least effective approach due to the “cultural 

resistance in a globalized world” (Fominaya, 2014, p. 81). Thus, I believe that this 

research can be seen as one of early introduction to the concept of a critical approach 

to research in EFL teacher evaluation at a higher education level in Saudi Arabia in 

that it is tailored to the context of the study. This study focuses solely on teachers’ 

viewpoints as they are at the heart of teacher evaluation where they are in direct 

contact with evaluators and affected by the practices and policies of the system. 

Furthermore, their opinions and ideas have not received much attention in the teacher 

evaluation literature in Saudi Arabia. As it is teachers who are the stakeholders most 

influenced by the teacher evaluation policies, it seems significant to explore their views 

on teacher evaluation and to understand how they perceive it. It is my belief that, by 

focusing exclusively on their viewpoints and investigating them in more depth, more 

attention can be given to their opinions.           

1. 5. Significance of the Study  
The idea that teacher evaluation plays a crucial role in improving instructional practices 

is well established in the literature of educational evaluation (Spillane, 2017). This can 

be achieved by diagnosing the strengths and weaknesses of each instructor based on 

a systematic approach, and then making appropriate decisions to elevate the level of 

performance in order to achieve quality in teaching. However, it can be argued that a 

limited number of studies have been conducted in evaluating EFL teachers’ 
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performance based on their evaluation both generally (Tovar, 2011) and in the Saudi 

context in particular (Alamoudi & Troudi, 2017). 

This study is significant for a number of reasons. First, the subject matter, i.e. teacher 

evaluation, is important in that it is one of the main concerns of those people working 

on quality assurance and trying to achieve academic accreditation as a global quest 

(Barqawi & Abuelrub, 2016).  Second, Brown and Crumpler (2013) justifiably argue 

that there is little research that tackles context-specific areas such as foreign language 

teaching and teacher evaluation practices. Since this study focuses on teacher 

evaluation in the context of EFL, it sheds light on some of the neglected areas in this 

context. Third, according to Tovar (2011), despite the fact that teacher evaluation has 

been the focus of much research recently, due attention has not been given to EFL 

teachers in particular. In an attempt to fill this gap in the literature, this study is intended 

to explore EFL teachers’ perceptions on the current evaluation systems in some Saudi 

public universities. To the best of my knowledge, EFL teacher evaluation has been the 

focus of a very limited number of research studies in Saudi Arabia. The only study I 

found is Al-Hammad (2011) on teaching performance assessment for English teachers 

at intermediate schools in the city of Hail. Accordingly, and as far as I know, the current 

study can be seen as one of the first studies that examines EFL teacher evaluation in 

higher education in Saudi Arabia.  

1. 6. Research Aim and Objectives 
The aim of this study is to explore EFL teachers’ perceptions about teacher evaluation 

in Saudi public universities. In order to achieve this aim, the researcher will focus on 

the following objectives: 
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• Understanding how EFL teachers perceive the importance of teacher 

evaluation in Saudi higher education,  

• Investigating the perceptions of EFL teachers in higher education about the 

purpose of teacher evaluation in Saudi public universities, 

• Exploring the methods that are used to evaluate EFL teachers in Saudi 

universities, 

• Defining the existing challenges to the current evaluation system in Saudi public 

universities as described by EFL teachers, and  

• Reporting some plausible solutions to these challenges as suggested by the 

teachers themselves. 

 

1. 7. Research Questions  
The current research is designed to address the following questions: 

1. What are the purposes of EFL teacher evaluation in Saudi public universities? 

2. What are the methods used to evaluate EFL teachers in Saudi public 

universities? 

3. Why is teacher evaluation important (or not important) to EFL teachers in Saudi 

universities? 

4. What are the challenges to the current teacher evaluation system in Saudi 

universities as described by EFL teachers? 

5. How can we address these challenges to have a better teacher evaluation 

system? 

1. 8. Organization of the Study 

This exploratory interpretive research that utilizes a mixed method sequential design 

is divided into seven chapters as follows: Chapter One, the introduction, presents the 

study and states the research problem and the rationale of the research. It also 

addresses the significance of the study in general and how it makes an original 

contribution to the body of knowledge in the discipline of teacher evaluation in 
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particular. The main objectives of the thesis along with the research questions are also 

included in this chapter. Chapter Two, the background, provides the reader with 

background information about the context of the study to familiarize the readers with 

some key aspects about Saudi education. It introduces the educational system in 

Saudi Arabia and how English language is taught within that particular context. English 

language teaching in higher education and how English language teachers are 

educated and trained to teach English in the Saudi context are briefly addressed in 

this chapter. Chapter Three, the literature review, outlines the conceptual framework 

for the study after describing and analysing previous related research. This chapter 

critically discusses and analyses the body of relevant knowledge with the ultimate goal 

of determining the gap in the literature that the current study is attempting to fill. 

Chapter Four, the methodology, identifies the theoretical framework. It clarifies the 

philosophical standpoints along with the methodological assumptions underpinning 

the study.  It also presents the description of and justification for the methods that are 

used to collect the data. This chapter also outlines how data is analysed and analysis 

techniques are revealed. The design of the study is explained thoroughly in this 

chapter and limitations are discussed. The following are also addressed: population 

description, justification for the sampling, instruments development, coding of data, 

and, most importantly, the ethical considerations that are taken into account while 

conducting the study. Chapter Five, the data analysis, addresses the results from 

analysing the data. It outlines the exploratory findings resulting from both the 

quantitative and qualitative analysis. These findings will be supported by some data 

that was gathered for the purpose of this research. The findings are also linked to 

findings from other relevant research in the literature. Chapter Six, the discussion, 
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considers what the research findings may mean in relation to both the context of the 

study and the literature. The outcome of the study will be linked to the theoretical body 

of existing knowledge on the topic of EFL teacher evaluation reported in chapter three. 

The main purpose of this chapter is to answer the "So what?" question and to elaborate 

on and move beyond the findings. Chapter Seven, the conclusion, brings the thesis 

to its end with conclusive remarks that provide closure. It addresses both theoretical 

and practical implications of the study and recommendations based on its findings. 

Furthermore, it presents a suggested model for EFL teacher evaluation that may help 

in overcoming the challenges reported by the teachers as well as in implementing their 

suggestions for solutions. It also raises current needs and proposes areas for future 

research.  

 1. 9. Summary of the Chapter 
The aim of this chapter is to introduce the study and to set the scene for the readers. 

It highlights the importance of the research for both the research context and the wider 

world. The problem of the study is then stated and followed by the rationale and the 

significance of the study. This chapter is brought to an end by presenting the objectives 

along with the questions of the research that will help in achieving them, and, finally, 

an overview of the organization of the study. The following chapter provides the 

background for the context of this study, the Kingdom of Saudi Arabia.     
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Chapter Two 

Background of the Study 
 

2. 1. Introduction 
This chapter offers fundamental background information related to the Kingdom of 

Saudi Arabia as the context in which this study took place. The first section introduces 

the reader to the kingdom and how the English language is used there. The attention 

then is shifted to a general view on the educational system followed by a special focus 

on the status of the English language in Saudi Arabia. As this study is focusing on 

higher education, an outline of the teaching of English in higher education is 

presented. Furthermore, and as part of the concern of EFL teacher evaluation 

research in Saudi Arabia, EFL teacher education in this context is outlined in the fifth 

section. The sixth part is devoted to a consideration of the EFL teacher as a faculty 

member in Saudi universities, with a focus on recruitment standards, promotion 

requirements, duties and responsibilities. Finally, the chapter is brought to an end by 

presenting the teacher evaluation system currently employed in Saudi universities, 

followed by a brief summary.     

2. 2. Overview of the Saudi Context  
Since the establishment of Saudi Arabia as a kingdom in 1932, the country has been 

through exceptional development in almost all fields of life such as health, economy, 

and science; and more recently in technology (Rahman, 2011). The educational 

sector, in particular, has seen a rapid growth in all parts of the country. English 

language teaching has also been taken in a new direction. The Saudi government, 
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people in authority, policymakers, Saudi thinkers, teachers and pupils are sensitive to 

the significance of the English language in the modern world and, accordingly, a 

considerable amount of work has been done at all levels of education in Saudi Arabia 

in order to improve the proficiency of English as a foreign language (EFL) amongst 

teachers and students.  

 English has been taught as a foreign language in all Saudi public and private schools, 

universities, and many governmental and industrial institutions. In Saudi universities, 

English has been taught as both a major field of study or as an elective course; it is 

also used as a medium of instruction in a large number of Saudi public and private 

universities. In some public institutions and various private organizations, English 

language courses have been introduced into their training centres in order to improve 

the employees’ proficiency in English. The King Abdullah bin Abdulaziz Programme 

for Scholarship, which gives Saudi students the chance to learn the language in a wide 

range of English-speaking countries, also reflects some of the efforts to improve the 

status of English language learning in the Kingdom. Furthermore, applicants who 

speak English well usually have a greater chance to compete in the job market in 

Saudi Arabia.   

Despite all the previously mentioned efforts, the status of English in the kingdom 

remains in a continuous state of change. This change has been the consequence of 

the low achievement of Saudi students generally in terms of proficiency after learning 

English as a foreign language for many years. In fact, it may be unfair to accuse one 

particular aspect of the system of Saudi education, such as textbooks, students, or 

their teachers, for the unsatisfactory outcome of teaching English in the country, as 
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there are a number of factors that have led to this result and teachers are aware that, 

as instructors and communicators of knowledge, they may play a significant role in this 

problematic situation. 

2. 3. Educational System in Saudi Arabia  
The system of education in Saudi Arabia is divided into two main stages: general and 

higher education, both of which are offered freely to Saudi and non-Saudi students. In 

the primary, elementary and secondary phases of general education, students’ 

progress depends on passing monthly and annual comprehensive exams. The 

General Secondary Education Certificate is awarded upon the completion of the third 

phase and students can then be enrolled in higher education.  

Three different types of educational systems can be found in Saudi schools: public, 

private, and foreign international systems. Public education is a government-funded 

sector that offers free education in all its stages. However, students need to pay if they 

opt to join the private or foreign international learning systems. The Ministry of 

Education oversees public and private education but foreign international schools, 

which are intended to educate diplomatic mission children, are not usually 

administered or supervised by the Ministry.       

Higher education includes about 36 universities in different specializations and more 

than 51 technical and vocational training colleges and institutions (Ministry of 

Education, 2017). Higher education has experienced remarkable progress in Saudi 

Arabia over the last decade. Recently, the Saudi higher education system has 

expanded to comprise 26 government universities (174 undergraduate programmes 
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for education, 438 for health and social care, 245 for engineering and industries and 

547 for natural sciences) and 33 private universities and colleges (ibid).   

This rapid expansion is an expected outcome of the increase in the budget allocated 

to higher education by the Saudi government. Statistically, government spending on 

higher education rose considerably during the period 2010-2014 to reach its peak in 

2014, when the government spent eighty billion Saudi riyals (around 14 billion British 

Pounds) on higher education (Ministry of Education, 2015). This has also led to a rapid 

increase in the number of registered students and, accordingly, to an increase in the 

number of faculty staff members. The number of registered students in public higher 

education jumped from 757.770 in 2010 to 1.358.312 in 2014 and in the private sector 

from 26.416 in 2010 to 193.221 in 2014. Over the same period of time the number of 

faculty members also rose from 41.589 to 64.689 (ibid).  

2. 4. English Language Status in Saudi Arabia  
English was first introduced into the newly-established public secondary school 

system in 1937 (Al-Abdulkader, 1979) as a compulsory subject with just little emphasis 

given to efficiency in both teaching and learning the language (Rahman & Alhaisoni, 

2013). At this early stage, and according to Al-Seghayer (2005), English was taught 

without any explicit goal. Since then, English has been taught to Saudi students not 

as a second or an official language but rather as a foreign language. However, the 

status of English in Saudi Arabia has been growing rapidly due to worldwide demands.  

English has become the language of technology, science, business, economy and 

commerce all over the globe. Thus, English language has become one of the major 

subjects in the system of education in Saudi Arabia. Accordingly, English language as 
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a subject is being now introduced from year four in the elementary stage in public 

education continuing up to college level. The main objectives of English language 

teaching are to improve the socio-economic state of the kingdom, to advance 

individuals’ careers, to interconnect with speakers of other languages, to develop 

international interaction, to spread Islam, and to obtain and provide knowledge (Alamri, 

2008). 

2. 4. 1. English Language in Saudi Higher Education  

In higher education policy, Arabic is the medium of instruction in Saudi universities 

(Ministry of Higher Education, 1999). However, English has increasingly become more 

dominant in a considerable number of universities and higher education institutions 

across the Kingdom. For many Saudis, English is needed  for the country’s prosperity 

in different domains in the future (Aburizaizah, 2014). Aburizaizah (2016) suggests 

that all Saudi universities place considerable emphasis on English language learning 

for freshman students. In fact, it seems that the Saudi Ministry of Education has 

dictated this policy of language teaching.  

To that end, according to McMullen (2014), the Ministry of Education in Saudi Arabia 

has recognized eleven goals for the teaching of English within the country. These 

goals include enabling students to acquire basic language skills, developing student 

awareness of the importance of English as a means of international communication, 

developing students’ positive attitude towards learning English, and enabling students 

to acquire the necessary linguistic competence required in different professions 

(Ministry of Education, 2013).   
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In some higher education institutions, English has been taught as part of the 

preparatory programme while in others it has been used as a medium of instruction in 

all subjects. Nevertheless, only a few institutions fully transferred to the use of English 

as the only medium of instruction; these include King Fahad Petroleum and Minerals 

University and King Abdullah University of Science and Technology. Students in all 

universities are expected and prepared to read books and journals in English and to 

write theses in English. Moreover, colleges of technology, vocational training 

institutions and military colleges provide intensive courses of English language as well 

as teaching science-related courses in English (Habbash, 2011). 

2. 4. 2. Preparatory Year English Language Programme 

The introduction of a preparatory year in Saudi universities is recent and accordingly 

only a few studies exploring various aspects related to this preparatory year can be 

found in the literature (Al-Shehri, 2017). It is worth mentioning that the preparatory 

year programme is the first foundation year and that it is intended to narrow the gap 

between tertiary education and high school. Its main objective is to prepare students 

with the language and academic skills that they will need during their university 

education.   

According to Al-Maliki (2013), preparatory year programmes are critical as they 

represent a middle/transforming stage between higher education and public 

education. In line with this, Al-Anzi (2015) summarizes the advantages of these 

programmes as follows:  
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• They present a significant educational leap given that they help improve the 
students' basic study and English language skills. 

• They develop students’ self-esteem, self-confidence, and improve their job 
skills. 

• They advance communication skills, students' independence, and self-
learning skills.      

However, preparatory year programmes in Saudi universities have been criticized for 

the lack of clear objectives and standards together with poor quality or presentation. 

For instance, Al-Otaibi (2015) links the lack of objectives to the fact that newly 

established programmes do not profit from the experience of other universities in the 

country. In the same vein, Al-Maliki (2013) believes that the lack of educational quality 

standards in these programmes has contributed to the failure of Saudi universities  to 

achieve their intended goals.  

Al-Shehri (2017) claims that English language programmes in the preparatory year 

suffer from the “lack of vision, poor educational outcomes, poor academic guidance 

and student support programs, and the reliance on private companies to operate most 

of these programs” (p. 435). He argues that, with the poor English language skills 

students bring in from high schools, it is not possible for them to acquire sufficient 

language skills in only two semesters. This is likely to be true even at those Saudi 

universities where English language programmes are taught in four modules during 

the preparatory year and where each module lasts for seven weeks. Despite the fact 

that the average number of teaching hours for English language is 18 hours per week, 

which is quite overwhelming for both students and teachers, such programmes seem 

to be unable to develop students’ language skills to any great extent.    
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Given the long teaching hours required for English language courses and the high 

volume of students enrolled every academic year in Saudi universities, and due to the 

shortage of preparatory year faculty members, Saudi universities frequently sign 

employment contracts with companies from the private sector. This situation has 

raised concerns for many educators in Saudi Arabia about the quality of education. Al-

Sameti and Al-Seraji (2016) warn that the preparatory year programmes have been 

converted into commercial programmes, where private companies have a tendency to 

hire faculty members with low qualifications. Thus, it can be argued that it is critical for 

English language institutions to directly supervise and evaluate teachers assigned by 

such companies as part of their teaching teams.   

It is worth noting that language institutions need to develop strategies in order to 

ensure that the courses they offer to students in preparatory year programmes are of 

sufficiently high quality. This is essential as it has been proven that one of the main 

reasons behind students’ withdrawal or failure is their inability to retain sufficient 

English language skills upon completion of their preparatory year programme (Al-

Juhani, 2012). Given that quality teachers are amongst the key aspects that can 

elevate the quality of any educational programme, their education and preparation 

seem to be essential steps in improving that quality. The following section explores 

teacher education in the country.     

2. 5. EFL Teacher Education in Saudi Arabia  
In all levels of education in Saudi Arabia, the minimum requirement for teaching is the 

four-year Bachelor degree. Therefore, universities in the Kingdom are fully responsible 

for teaching, preparing, and training prospective teachers and staff members. Colleges 
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of education at these universities have objectives that reflect their roles in preparing 

teachers in cooperation with the Ministry of Education. These objectives include 

preparing well-qualified staff as well as upgrading the professional and educational 

standards of the current teachers, principals and administrators through providing 

different training programmes.   

Schools of education place considerable emphasis on educational aspects in their 

programmes to prepare teachers and university staff (Zaid, 1994). They offer an 

extensive curriculum in various educational aspects, theories and methods. They also 

have distinct departments for different subjects such as Biology, Physics, 

Mathematics, Arabic, English, Geography, History and Islamic Studies. Graduates of 

education colleges are trained in learners’ psychology, teaching methodology and 

educational measurement. They are also enrolled in practicum courses where they 

practise teaching in intermediate or secondary schools. It is noteworthy that “many 

Saudi EFL teachers who are serving in schools around the country are graduates of 

faculties of arts and had never had any training” (Al-Saadat, 2004, p. 1) in educational 

practices and therefore they are not sufficiently prepared to be qualified language 

teachers.  

In Saudi universities, Saudi and non-Saudi teachers can occupy different kinds of 

position. Apart from being language instructors, they may be appointed as teaching 

assistant, lecturer, assistant professor, associate professor and professor, subject to 

vacancy and type of contract. With regard to lecturers and professors, they are usually 

assigned to teach according to their academic qualifications. Thus, while holders of 

doctoral degrees can teach any course in their specialization, those with a Masters 
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can only teach undergraduate courses, and holders of a Bachelor degree only teach 

introductory courses.  Unfortunately, teacher training is not considered a compulsory 

requirement for teachers at higher education level. Accordingly, many lecturers are 

found to be insufficiently qualified and they frequently lack some essential teaching 

skills. 

 In-service training programmes are offered on a very limited scale via some education 

departments scattered throughout the Kingdom. Furthermore, and according to Al-

Seghayer (2014, p. 21), these programmes are conducted in “a poor manner” and on 

a limited scale. Some English language teachers have taken few if any of the in-service 

training courses on offer despite the fact that they have been teaching English for a 

considerable period of time. Apart from promotion to supervisory positions (ibid), 

career advancement is not assured for English teachers. By the same token, 

incentives are not provided for English language teachers to engage in professional 

self-development and resources for teacher training are very limited. Nevertheless, 

developmental courses provided by professional development departments are highly 

recommended for EFL teachers in Saudi universities. 

2. 6. EFL Teacher as a Faculty Member in Saudi 
Universities  
EFL teachers who are working in Saudi universities are generally treated as faculty 

members and they adhere to and abide by rules and regulations from the “Regulations 

Document governing the affairs of faculty members in Saudi universities” taken at the 

sixth meeting of the Council of Higher Education held on 26/08/1417 AH (06/01/1997) 

approved by the Royal Order No. 7/ B/12457 on 08/22/1418 AH (22/12/1997). Thus, 
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it is important to look at some aspects of the previously mentioned document when we 

investigate EFL teacher evaluation in higher education in the Kingdom of Saudi Arabia.   

In Article 1 of the document, it is stated that Faculty members in Saudi universities 

comprise Professors, Associate Professors and Assistant Professors. Article 2 

clarifies who those of equivalence can be, namely Lecturers, Teaching Assistants, 

Language Teachers, and Research Assistants. Accordingly, seven different types of 

EFL teachers can be found in Saudi universities.   

In the following section, I will present a summary of the relevant Articles relating to 

three main areas: firstly, how faculty members are selected in Saudi universities and 

the standards for their recruitments; secondly, the responsibilities and duties they are 

required to fulfill as faculty members; and thirdly, the criteria and conditions for their 

promotion.   

Recruitment standards, responsibilities, and promotion criteria are closely related to 

EFL teacher evaluation for many reasons. Concerning recruitment standards, they 

give evaluators some idea of the type of qualification and education EFL teachers 

should be expected to have before embarking on any evaluation of EFL faculty 

members. The area of responsibilities and duties, on the other hand, restricts and 

defines the borders for the criteria of evaluation. With regards to promotion, an 

evaluation containing 100 points for faculty promotion is formally considered as a type 

of faculty evaluation. 
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2. 6. 1. Recruitment Standards 

In each Saudi university, a Standing Committee for the affairs of teaching assistants, 

lecturers, language teachers and research assistants is composed, with the Vice 

President for Graduate Studies and Scientific Research as its head, where 

appointment of its members is based upon a decision of the University Council. The 

responsibilities of this committee are listed in Article 3 as follows: 

1. Proposing the general policy for the selection of teaching assistants, lecturers, 

language teachers and research assistants and distributing it to departments 

and colleges. 

2. Approving recommendations issued by the college boards on the appointment 

of teaching assistants, lecturers, language teachers and research assistants 

according to the following criteria: 

A. The number of current Saudi faculty members and their percentage of 

the total number of faculty members in the department, 

B. The number of lecturers, teaching assistants, language teachers and 

researcher assistants in the department, 

C. The number of scholarships in the department and expected dates for 

their return along with their specialties. 

3. Proposing the distribution of job vacancies for teaching assistants, lecturers, 

language teachers and research assistants as needed for current and future 

departments. 

4. Determining the transferability of lecturers and teaching assistants to 

administrative jobs within the university or sending them to the Ministry of Civil 

Service. 

It is worth mentioning that there are different recruitment criteria depending on the 

position applied for. More information about these recruitment standards is available 

in Appendix 12 (p. 387). 
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2. 6. 2. Duties and Responsibilities  

In the following three Articles, the characteristics and responsibilities of staff members 

or those of equivalence in Saudi universities are outlined in detail. In Article 38, it is 

indicated that faculty members should show the following characteristics: 

1. Demonstrating honesty and morals besides adhering to the regulations, 

instructions and rules of moral behaviour that rises above all and reflects 

respect for the dignity of the job. 

2. Following the latest developments in his/her field, and contributing through 

various academic activities in order to foster the progress of his/her 

specialization. 

3. Conveying up-to-date academic findings in his/her field to the students, and 

nourishing the love of and the striving for knowledge and critical academic 

thinking. 

4. Participating actively in the Department Council work as well as in other boards 

and committees in which s/he is a member, whether at department, college or 

university level. Being actively engaged in different community service events. 

5. Devoting her/himself to fully working at the university, and, in accordance with 

the university rules and regulations, obtaining prior approval to work outside the 

university.  

In Article 39, it is stated that the faculty member should keep order and system within 

teaching halls and laboratories. If any incident disrupts order, it must be reported to 

the Head of Department. 

Teaching loads are specified in Article 40. It is stated that the following should be the 

upper limit for the shares of the faculty members or those of equivalence: 

1. Professor: 10 Teaching Units 

2. Associate Professor: 12 Teaching Units 

3. Assistant Professor: 14 Teaching Units 
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4. Lecturer: 16 Teaching Units (reduced during study period) 

5. Teaching Assistant: 16 Teaching Units (reduced during study period) 

6. Language teacher: 18 Teaching Units 

A teaching unit comprises the weekly theoretical lecture of not less than fifty minutes, 

or the weekly field practice of at least one hundred minutes in an academic semester. 

These figures are also known as teaching loads and they are used as one of the 

categories under the personal information section in the questionnaire designed for 

this study.  

Article 41 indicates that faculty members or those of equivalence are expected to work 

thirty-five hours a week, which is subject to an increase to forty hours upon a decision 

from the Council of the League. Those hours are spent in teaching, research, 

academic counseling, office hours, committees and other work assigned to them by 

competent authorities of the university. 

In Article 42, it is stated that the teaching load can be reduced for faculty members or 

those of equivalence to three units of teaching if they are assigned to administrative 

positions such as acting as Dean, Vice-Dean, Chair of the Department,.  

2. 6. 3. Promotion Requirements 

For EFL teachers in Saudi universities it is well known that performance evaluation 

results inform decisions on promotion. Promotion requirements are consistent across 

universities as they are set up by the Ministry of Education. Furthermore, promotion 

for an Assistant Professor to the grade of Associate Professor is open for all enrolled 

faculty members regardless of their nationality. It is worth mentioning that, in Saudi 

universities, such positions are open to any qualified individual subject to availability. 
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Article 21 clarifies that for an Assistant Professor to be promoted to the grade of 

Associate Professor the following criteria are required when a staff member is to be 

evaluated: 

1. Serving for at least four years as an assistant professor at a Saudi 

university or other recognized universities with a minimum of one year in 

a Saudi university  

2. Meeting the minimum promotion requirements of research output 

according to Article 32 of this document 

3. Publishing the subject-specific output while serving as an assistant 

professor 

As indicated in Article 22, for an Associate Professor to be promoted to the grade of 

Professor, the following criteria are required: 

1. Serving for at least four years as an associate professor at a Saudi 

university or other recognized universities with a minimum of one year in 

a Saudi university  

2. Meeting the minimum promotion requirements of subject-specific 

production according to Article 33 of this document 

3. Publishing the subject-specific production while serving as an associate 

professor 

Article 25 states that the promotion of faculty members is carried out according to the 

following evaluative criteria: 

1. Subject-specific production 

2. Teaching  

3. University and community service 

Article 27 is directly related to faculty member's evaluation for promotion. The article 

indicates that promotion evaluation contains one hundred points divided as follows: 
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60 points for subject-specific production 

25 points for teaching 

15 points for serving the university and the community 

The University Council sets the evaluation standards in teaching or serving the 

university and the community based on the recommendation of the Scientific 

Council.                                                      

For a faculty member to be promoted, as stated in Article 28, the sum of points 

obtained should not be less than 60, with at least 35 points in the field of subject-

specific production for promotion to the grade of Associate Professor and 40 points for 

promotion to the grade of Professor. Promotion to the grade of Associate Professor 

requires agreement of the majority of the three arbitrators, and promotion to the grade 

of Professor requires agreement of all three arbitrators; should one of the arbitrators 

disagree, the research output can then be given to a fourth arbitrator for a final 

decision. 

In Article 29 it is explained that the minimum subject-specific production required for 

faculty member promotion includes the following: 

1. Research published or accepted for publication in peer-reviewed 

journals, and the Scientific Council sets acceptance standards; 

2. Peer-reviewed research presented in specialized subject-specific 

conferences and symposia whether published or accepted for 

publication, and only one can be accepted as a single unit; 

3. Peer-reviewed research published or accepted for publication by 

specialized university research centres; 

4. Peer-reviewed subject-specific references or books, and only one can 

be accepted as a single unit; 
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5. Peer-reviewed reviews of a subject-specific book and only one can be 

accepted as a single unit; 

6. Peer-reviewed translation of specialized subject-specific books and only 

one can be accepted as a single unit; 

7. Research and books published by academic bodies approved by the 

Scientific Council and subject to arbitration, and only one can be 

accepted as a single unit; 

8. Inventions and discoveries that have been issued with copyrights by 

bodies recognized by the Scientific Council; 

9. Outstanding creative activity in accordance with the rules set by the 

Council of the University on the recommendation of the Scientific 

Council, and only one can be accepted as a single unit. 

For promotion to the grade of Associate Professor, according to Article 30, publication 

in academic journals must not be less than one unit. However, for promotion to a 

Professor grade it must not be less than two units.   

Article 31 clarifies that, for subject-specific productions to be counted, they should be 

published or accepted for publication in more than one body, and these bodies should 

belong to different universities or academic institutions.  

Article 32 states that the minimum subject-specific production required for promotion 

to the grade of Associate Professor is four units published or accepted for publication, 

two of which, at least, must be individual work. The University Council upon the 

recommendation of the Scientific Council has the right of exemption from this condition 

for some disciplines; however, at least one unit should already have been published. 

It is indicated in Article 33 that the minimum subject-specific production required for 

promotion to the grade of Professor is six units published or accepted for publication, 



Alamoudi, K 

 

41 

 

three of which, at least, must be individual work. The University Council upon the 

recommendation of the Scientific Council has the right of exemption from this condition 

for some disciplines; however, at least three units should already have been published. 

Article 34 assures that any subject-specific production is counted as one unit if it is 

single-authored, and only a half unit if it is co-authored by two, and if the joint research 

is between more than two it is calculated as a half unit for the principal researcher and 

a quarter unit for each of the remaining researchers, and if another joint research was 

conducted by more than two it is counted as a quarter unit for each of them.  

Article 35 explains that, for a subject-specific production to be counted, it must not be 

part of a Masters or doctoral thesis, or a previous work of the applicant. If this is the 

case, the applicant will not be promoted and will be prohibited from applying for 

promotion for a whole year starting from the date of this decision by the Scientific 

Council. 

2. 7. EFL Teacher Evaluation in Saudi Universities  
There appear to be few resources that provide information about policies and practices 

related to the evaluation of EFL teacher in Saudi universities. Some researchers have 

focused on a specific aspect of EFL teacher evaluation in the Saudi higher education 

context. For instance, classroom observation has attracted the attention of 

researchers such as Shukri (2014), who investigated the perception of EFL teachers 

towards classroom observation and its challenges. She found that the participants held 

positive viewpoints about classroom observation, pre- and post-observation meetings, 

and called for further training and workshops. In the same vein Shah and AlHarthi 

(2014) raised a number of critical concerns associated with classroom observation. 
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Some of these issues are the trust deficit between observers and observed teachers, 

observers’ subjectivity, the inadequate training of observers, and the insecurity and 

threat linked to classroom observation.  

Albaiz (2016) took the issue further and investigated the use of peer-observation as a 

method for evaluating the performance of EFL teachers at Saudi universities. The 

findings of her study revealed overwhelming support from the teachers; however, she 

argues that the implementation of such an approach needs the support of the 

accreditation bodies in Saudi Arabia. Aburizaizah (2016), on the other hand, found 

that developing EFL teachers’ performance and raising awareness of good teaching 

practices can contribute to assessing the performance of language teachers in Saudi 

universities.  

 It is worth mentioning that only a very limited number of studies give a holistic view 

about the practices of teacher evaluation in Saudi higher education and to the best of 

my knowledge none of them has tackled EFL teacher evaluation. Given that the 

evaluation of language teachers in Saudi universities does not essentially differ greatly 

from that of teachers of other subjects, I will outline those attempts that tackle teacher 

evaluation holistically in the Saudi higher education.  It is well known that Saudi public 

universities have different systems for teachers’ evaluation. A comprehensive 

overview of these systems has been provided in the work of Alaidarous (2011). In 

general, these systems include three main criteria: teaching, academic research and 

community services. However, I believe that all these approaches to teacher 

evaluation tend to overlook administrative and professional development which 

frequently form part of teachers’ duties at university level. According to Alaidarous 
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(2011), the most comprehensive evaluative system for teachers is found in King Fahad 

University of Petroleum and Minerals and King Abdulaziz University, where three 

aspects are considered: self-evaluation, evaluation of head of department, and college 

evaluation (a sample of the evaluation form employed at King Abdulaziz University is 

available in Appendix 13 & 14, p. 391 & 379). Academic profile is used in two 

universities: King Abdulaziz and Al Taief University. The evaluation of the head of 

department is considered important in four universities: King Saud, King Fahad, King 

Abdualaziz, and King Faisal University. Students’ evaluation is more public in Saudi 

universities and is employed in five universities: King Saud, King Abdualaziz, Um Al 

Qura, Al Taief, and Noura University; however, it is not included in the academic profile 

at King Abdulaziz University and merely used as feedback. College evaluation is 

utilized in four universities: King Fahad, King Faisal, and Taiba University. Self-

evaluation is found useful in only two universities: King Fahad and King Abdulaziz. 

Alaidarous (2011) argues that despite its significance, peer evaluation is not 

considered fundamental in Saudi Universities.  

To examine the quality of teacher evaluation in Saudi universities, Alharbi (2015) 

conducted a case study in Al Qassim University. He found that the majority of the 

participants believe the following: 

• The university pinpoints staff weaknesses in order for them to be able to 
overcome them;  

• The university impels staff members to make use of modern technology in their 
teaching; 

• The university attempts to encourage communication between students and 
staff.  

However, the participants also believe that the university needs to evaluate staff 

members in a periodic manner, and to appoint an external member as an evaluator of 
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the staff. The study eventually recommends developing the regular evaluation of the 

faculty members and considering not only the teaching process but also research and 

other activities.  

The above outline suggests that different sources for evaluation have been used in 

Saudi universities; however, special attention for EFL Faculty cannot be found within 

those general guidelines for evaluation. Given the current situation, it seems that more 

studies are needed in the field of EFL teacher evaluation in Saudi Higher education.      

2. 8. Summary   
In conclusion, this chapter gives the reader an account of the role of English in the 

Saudi context and explores some essential aspects that are closely related to the issue 

of evaluating EFL teachers in Saudi Higher Education. The educational system in 

Saudi Arabia has been introduced and the status of English in the kingdom has also 

been discussed. As the focus of this research is on higher education, the use and 

teaching of English in that particular sector are given special attention. EFL teacher 

education in the Saudi context has been outlined in order to give some background 

information on the preparation to become an EFL teacher. Since this research focuses 

on higher education, some light has been shed on the EFL teacher as a faculty 

member in Saudi universities and issues such as recruitment standards, promotion 

requirements, duties and responsibilities have also been explored. Finally, a summary 

of the teacher evaluation system in Saudi universities has been presented. In the 

following chapter, the literature on the phenomenon of EFL teacher evaluation will be 

reviewed.      
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Chapter Three 

Review of the Literature  
 

3. 1. Introduction 
In this chapter, I attempt to conceptualize the issue of evaluating English language 

teachers at universities in general and in the Kingdom of Saudi Arabia in particular. Of 

all the structural elements in higher education institutions, teachers seem to receive 

the least amount of attention, support, opportunities to evaluate their proficiency or to 

value their experience and teaching skills in the Saudi context (Alamoudi & Troudi, 

2017). This situation impacts significantly on foreign language teachers with regards 

to their professional development and academic growth, especially when demands on 

teaching quality in higher education are to be considered. The main objectives of this 

chapter are, first, to offer a review of the current body of knowledge on the purposes 

and methods of evaluating language teachers, and, second, to reflect on the 

philosophies and models developed for the purpose of evaluating teachers or faculties 

in tertiary education. The models are carefully analyzed, discussed and eventually 

critiqued in light of the researcher’s reading in the wider literature along with the 

researcher’s experience as an English language teacher who has been working in a 

Saudi University and has participated in the EFL Teacher Evaluation Committee prior 

to developing an interest in research of teacher evaluation.     

3. 2. Teacher Evaluation   
It has previously been observed that many attempts to define the concept of evaluation 

in the field of education have been made.  Some of these attempts were to distinguish 
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between evaluation and other closely related conceptions such as measurement, 

assessment or appraisal. However, the comparison between these terms is not part 

of the objectives of this research and hence these terms are not discussed here. In 

the following section, I will provide some of the well-established definitions for the term 

“evaluation” and how it has been developed in the field of education in order to 

introduce and conceptualize the evaluation of language teachers’ performance.  

3. 2. 1. Operational Definitions of “Evaluation” in Education 

As a significant educational concept, evaluation has received much attention in the 

literature. Various distinctive definitions have been provided in order to help people 

conceptualize this important yet sensitive issue to value and develop educators’ efforts 

and contributions.  

In the context of evaluation research, Ralph W. Tyler entered the field as one of the 

prominent figures in educational evaluation. He is well known for his work in 

associating evaluation with the concept of learning objectives in educational 

programmes (Alamoudi & Troudi, 2017).  According to Tyler (1949), evaluation is "the 

process of determining to what extent educational objectives are actually being 

realized” (p. 69). His model of objectives has had a lasting impact on the current 

conceptualization of evaluation, especially when the achievement of students, 

educational programmes, or institutions is to be taken into account. However, the 

model has been criticized in the literature for its inability to present a method for 

assessing educational objectives themselves. Yet, and for the purpose of evaluating 

contributions made by teachers of English as a foreign language in higher education, 

Tyler’s definition may be regarded as adequate, considering the standard-based and 
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students-learning-objectives-oriented approaches to classroom observation which are 

largely adapted by higher education institutions in the Saudi foreign language teaching 

context.  

Cronbach (1960, cited in Azike, 2014), on the other hand, links evaluation in education 

to decision-making instead of objectives, and defines it as "the collection and use of 

information to make decisions about an educational programme” (p. 65). His work 

involves evaluation in three different areas in educational decisions: administrative 

regulation, course improvement, and decisions about individuals. I believe that, 

although Cronbach’s definition seems effective in guiding decision-making, it could 

also be criticized for equating evaluation to only one of its various roles and aspects 

besides focusing on only summative evaluation (for more information about 

Summative Teacher Evaluation see page 61, Section 3. 3. 1. 2.).    

Another definition is provided by Rossi, Lipsey, and Freeman (2003), who identify the 

concept of evaluation as the “use of social research methods to systematically 

investigate the effectiveness of social intervention programs in ways that are adapted 

to their political and organizational environments and are designed to inform social 

action to improve social conditions” (p. 16).  Employing a systematic investigation for 

the purpose of evaluation is an important element of their definition. Another strength 

of the definition can be seen as the link between evaluation and political environments 

and social action in order to improve social conditions.   

The idea of a systematic approach has been taken further by Patton (2008) who 

defines evaluation as the “systematic collection of information about the activities, 
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characteristics, and results of programs to make judgments about the program, 

improve or further develop program effectiveness, inform decisions about future 

programming, and/or increase understanding” (p. 38). Although this definition can be 

seen as a definition of evaluation in general, it can be extended to educational 

contexts. Patton has included not only a systematic approach in his definition but the 

definition can be perceived as embodying an inclusive description for various purposes 

of evaluation such as educational activities, characteristics and effectiveness of the 

programme. Yet, the question remains as to whether or not this definition could be 

applicable in evaluating the performance of EFL teachers within the Saudi higher 

education context in the sense that it can also be relevant to evaluating the 

performance of teachers of other subjects. . 

When Teaching English to Speakers of Other Languages (TESOL) is taken into 

account, various definitions of evaluation can be found in the literature. For instance, 

Genesee (2001) defines evaluation in TESOL settings as “a process of collecting, 

analysing, and interpreting information about teaching and learning in order to make 

informed decisions that enhance student achievement and the success of educational 

programmmes” (p. 144). He also provides different evaluative examples and argues 

that evaluation, from that perspective, can have various aspects to focus on in different 

pedagogical contexts. In his opinion, the examples provided lead to four fundamental 

components of evaluation in TESOL as follows: articulating the purpose of evaluation, 

identifying and collecting relevant information, analyzing and interpreting information, 

and finally making decisions. The four components are presented in four sequentially 

connected circles in figure 3.1.  
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Figure 3. 1. The process of evaluation, Genesee, 2001 

 

Given that the context of this study is higher education, it might be worth looking, 

briefly, at how researchers define evaluation of faculty performance. In the wider 

literature of educational evaluation, faculty evaluation has been tackled from different 

perspectives. From a rather practical perspective and according to Seldin (2006), 

“faculty evaluation has many facets. It is an exercise in observation and judgement. It 

is a measurement and feedback process. It is an inexact, human method that must 

meet key requirements if it is to succeed (p. 1)”. The second sentence in Seldin’s 

definition might be taken as an appropriate reflection of the spirit and practice of EFL 

teacher evaluation in some Saudi higher education institutions. In these institutions, 

teacher evaluation schemes are mainly employed as a means of observing and 

judging the performance of EFL teachers. However, the sentence that concludes the 

definition appears to reinforce the importance of perceiving faculty evaluation as an 

“inexact human method” which is a concomitant of the necessity for criteria.               
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While all the previously mentioned definitions differ in their details and the way they 

help researchers conceptualize the term “evaluation”, the decision to choose one of 

those definitions depends on a number of significant research-relevant factors. In my 

opinion, these factors include, but are not limited to, the following: the context of the 

study, the research question(s), and the issues to be addressed by the research per 

se. It is worth mentioning that the definition of evaluation for the purpose of this 

research is informed by the aforementioned Patton’s (2008) definition for a number of 

logical, philosophical and practical reasons. First, his definition seems to be 

comprehensive (in purpose) in the sense that it includes a variety of purposes such as 

making judgment, improving effectiveness, informing decisions, and increasing 

understanding, which works well with the research questions of the current study and 

the context of higher education. Second, Patton considers evaluation as a way to 

collect information about different aspects that include activities, characteristics and 

results, which allows different stakeholders’ perspectives to be involved. This does not 

contradict the constructivist philosophy of multiple realities underpinning this study. 

Third, Patton has included the notions of development and improvement in his 

definition. This presumably allows for the definition of a practical outcome that will help 

improve instructional practices. However, evaluation as such needs to be used with a 

considerable amount of caution in higher education contexts, as Patton’s (2008) 

definition can be seen as focusing more on the use of evaluation outcomes. It may 

thus  overlook what Christie and Alkin (2013, figure 3.2. below) called “methods” for 

evaluating teachers’ performance, whether inside or outside the classroom, and 

valuing faculty staff members’ effort and other activities such as non-academic 

community service (for more information about Christie and Alkin’s evaluation tree see 
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Section 3.3.1 p. 15). With reference to Christie and Alkin’s classification in their 

evaluation tree, another caution may be that Patton’s definition can be viewed as 

having more social accountability roots, thus giving it a control-oriented approach 

towards teacher evaluation rather than a social-inquiry or epistemology orientation.   

 

 

 

  

  

 

Figure 3. 2. Evaluation theory tree, Christie & Alkin, 2013 

 

In order to make Patton’s definition more appropriate to EFL teacher evaluation in the 

Saudi higher educational context, and drawing on my previous research and 

experience in EFL teacher evaluation in that context, I have developed the following 

proposed definition for EFL teacher evaluation for the sake of the current study. EFL 

teacher evaluation in higher education can be defined as:  
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The systematic collaborative collection and analysis of 
information about the activities, characteristics, and results 
of EFL teachers’ performance in order to increase 
understanding of teachers’ needs, develop their teaching 
practices, and to inform personnel decisions or decisions 
about future developmental programmes that are adapted 
to their social and organizational environments. 

The use of this definition helps conceptualize the term evaluation to suit the context 

and enquiry of this study.   

3. 2. 2. Introducing the Concept of “Evaluation” in the Field of 
Education 

In the field of education, there appears to be agreement that the history of evaluation 

began before the turn of the 20th Century (Glasman, 1986; Guba & Lincoln, 1981; 

Norris, 1990). Glasman (1986) argues that the history of educational evaluation can 

be divided into three distinct phases: the first continued until 1930s, the second lasted 

until 1960s, and the third is still going on. It seems that expansion rather than 

substitution of the old ideas is the main characteristic of the development of 

educational evaluation throughout those three periods.  

Evaluation in education was seen first as measurement and the focus was on the 

measurement of the level of intelligence of children and their ability to learn a specific 

subject (Glasman, 1986). Glasman claims that educational evaluation before the 

1930s was used widely in the life and physical sciences. On the other hand, Guba and 

Lincoln (1981) argue that during the last decade of the nineteenth century, Joseph 

Rice, who is known as the father of educational research, devised a number of 

achievement tests supporting his debate about the inadequate use of school time. His 
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test published in 1904 has become the base for almost all tests that measure 

intelligence since then. However, the publication of Fredrick Taylor’s The Principles of 

Scientific Management can be considered as having the greatest impact on ideas 

about the standardization and systematization of the industry of education in that it 

offers a systematic methodology for educational administration (Norris, 1990).   

Despite the fact that Tyler’s contribution to the field of educational evaluation in the 

1930s maintained that evaluation was merely synonymous with measurement, he is 

regarded by many researchers as the father of educational evaluation and the 

invention of the term “evaluation” was attributed to him (Norris, 1990). This idea was 

opposed by Guba and Lincoln (1981), who argue that Tyler’s method of evaluation 

was a distinct improvement on the measurement-directed methods that were popular 

at that time. The reasoning in Tylor’s approach is the systematic nature of evaluation, 

which seems justified given that Tylor’s focus was on refining programmes and 

curricula in particular by means of examining educational objectives that can be 

considered an essential impetus for evaluation in the field of education.         

3. 3. The Changing Landscape of Teacher Evaluation  
Medley, Coker, and Soar (1984) offer a concise summary of the change in teacher 

evaluation in the twentieth century. They divide it into three main phases: (1) the quest 

for great teachers; (2) determining the quality of teachers by students’ learning; and 

(3) observing teaching performance. The three phases are discussed in the following 

sections. In 1896, the issue of ‘Great Teachers’ started with the study conducted by 

Kratz, who asked 2,411 students in Iowa to define the features of the best teachers 

(Medley, 1979). According to Medley, Kratz was hoping to establish a benchmark that 
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all teachers could be judged against. In his study, "helpfulness" was labeled as the 

most significant characteristic of a great teacher and "personal appearance" was 

reported as the next important feature. This result seems understandable if one 

considers just the students and disregards other factors or measures when evaluating 

teachers. 

That idea was not accepted by Barr (1948), who claimed that supervisors' assessment 

of teachers was the actual metric of choice. However, some researchers at that time 

started to examine student achievement and used students’ learning to reflect teacher 

quality, assuming that supervisors' opinions of teachers do not reveal anything about 

students’ learning.  Domas and Tiedeman’s (1950) review of more than 1,000 studies 

of teacher characteristics indicated that for evaluators there was no clear direction. 

The notion of using students’ achievement to evaluate their teachers was also rejected 

by Getzels and Jackson (1963), who argued that many of the students’ tests were 

inappropriate to address the effectiveness of teachers. Medley, Coker, and Soar 

(1984) supported this opinion, claiming that students’ achievement may vary and 

achievement tests can be poor measures of the success of the students themselves, 

let alone their teachers. This is true, especially considering that students’ achievement 

can be affected by a number of other factors and may be linked to a wide range of 

distinct considerations. 

The second era, Examining Teaching Performance, started with a focus on detecting 

effective teachers’ behaviours that result in student learning. Brophy and Good (1986) 

argued that learners who receive quality instruction from their teachers achieve more 
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than those who work independently or receive poor instruction. Clark and Peterson 

(1986) concurred with this and went further, claiming that good teachers tend to adapt 

their instruction to their students’ needs. However, Powell and Beard (1984) argued 

that there is a risk of subjective judgment when comparing one domain in teacher 

performance to another. Their bibliography of teacher evaluation research between 

1965 and 1980 remains a valuable reference over time. 

 The third phase, teacher evaluation based on teacher performance, has experienced 

a number of changes over time.  Many challenges to this approach in valuing the 

performance of teachers have been detected, “including evaluation inflation, highly 

subjective instruments, and a lack of objective measures” (Nagel, 2012, p. 33). 

Noticeably, despite the fact that there are many methods of assessing the quality of 

teachers, each has its own strengths and limitations. Notwithstanding the restraining 

factors, the notion that better student learning is a result of effective instruction remains 

strong. Darling-Hammond’s (2000) attempt to find a link between teacher quality and 

student achievement can be seen as support for this argument. Although her study is 

based on a large collection of data from a 50-state survey of policies, it can be also 

argued that the study is based on some out-of-date estimates. What really makes her 

review distinctive is that it examines different student-related variables that may affect 

their achievements, other than the quality of the teachers.  

Taking the value-added model in math and reading into account and in a more recent 

study, Cowan and Goldhaber (2015) attempt to examine the effectiveness of NBPTS-

certified (National Board for Professional Teaching Standards) teachers by comparing 
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them to NBCTs ( National Board Certified Teachers). Although Cowan and Goldhaber 

conclude by stating that NBPTS-certified teachers are more effective than NBCTs, it 

can be argued that the rationale of their study is to use “individual assessment exercise 

scores to estimate optimal weights for value-added prediction” (Cowan & Goldhaber, 

2015, p. 1). However, they end the study by calling for the creation of more 

professional development opportunities, and a better licensing system. This may not 

be relevant to higher education in Saudi Arabia, especially where TESOL is 

concerned; however, a well-designed teacher evaluation system should identify the 

features of effective teaching and locate those effective teachers in order to improve 

the value of current professional development training programmes.  

3. 3. 1. Why Educational Evaluation for Teachers and Faculties? 

Bearing in mind the global concern with ranking, standards and sustainable 

development for education, and considering the research which has been carried out 

so far within different educational fields in higher education, teacher evaluation is seen 

as an essential part of educational institutions and/or language programmes around 

the world. However, when teaching in higher education is taken into consideration, the 

issue of how to sustain an effective teacher evaluation that contributes to continuous 

professional development for teachers has caused considerable debate over recent 

decades (Disterheft, Caeiro, Azeiteiro, & Filho, 2013). In the following section, I review 

some of the debates on the importance of teacher evaluation and the main purposes 

for evaluating the performance of teachers. 

Christie and Alkin (2013) argue that the evaluation theory tree has three main roots: 

“social accountability, systematic social enquiry, and epistemology” (p. 11).  These 
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three roots can be seen as the foundation from which evaluation emerged and hence 

they feed into the fundamental purposes of evaluating teachers (figure 3.2. p. 51). 

According to McGreal (1983), evaluation in general is expected to serve two 

fundamental needs: accountability to satisfy summative purposes of evaluation (for 

more details about summative evaluation see page 61, Section 3.3.1.2) and 

improvement to satisfy formative purposes of evaluation (see page 57, Section 

3.3.1.1). It seems that the push for both accountability and improvement has resulted 

in supervision relying on integrated models of formative and summative evaluation 

(Gullatt & Ballard, 1998). However, and according to Towe (2012), both purposes  for 

teacher evaluation cannot be satisfied by only one evaluative system. Additionally, 

some researchers in the field of educational evaluation and supervision such as 

Daresh (2007) and Bailey (2006) suggest further purposes for language teacher 

evaluation. They name it the diagnostic type of evaluation (see page 64, Section 

3.3.1.3). Given those three purposes (formative, summative and diagnostic), one could 

argue that, when an evaluation scheme is claimed to satisfy more than one purpose, 

one of the intended purposes may have more weight than the other two. In such cases, 

a clear evaluation system that utilizes multi purposes should be clarified for both 

teachers and evaluators. In the following section, the three purposes for teacher 

evaluation will be discussed in detail. 

3. 3. 1. 1. Formative Evaluation: Evaluation to Improve Performance  

Formative evaluation can be considered a distinct form of teacher evaluation from 

different perspectives. From the teachers’ perspective, formative evaluation might be 

seen as a method for supporting individual growth. Danielson and McGreal (2000) 
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argue that formative evaluation places importance on teacher improvement, growth, 

and development. In line with this, Bailey (2006) argues that formative evaluation is 

conducted mainly to offer feedback for the purpose of improvement. Peterson (2000) 

goes further and claims that formative assessment data may be used as a type of 

feedback to shape future performance, to build new practices or to alter existing 

practices. Peterson’s standpoint suggests that teachers’ perspectives on teacher 

evaluation might differ from institutional administrative perspectives. Thus, institutions 

need to consider teachers’ perspectives about teacher evaluation when they carry out 

formative evaluation. In line with this argument and in an attempt to ascertain the 

reasons why EFL teachers feel  disconnected from professional endeavours, Glisan 

(2005) makes a distinction between three different types of EFL teachers: those who 

are interested in remaining on the periphery of the profession, those who are in 

isolated settings such as rural areas, and the vast majority who do not believe in the 

value of professional development plans.  From a personal perspective, I believe that 

a number of EFL teachers strongly believe in the importance and value of professional 

development programmes. These teachers can help develop a better individual and 

institutional growth while practising formative EFL teacher evaluation in higher 

education; their voices can feed decisions on workshops that are needed by the 

majority of teachers in their context. Nevertheless, the involvement of any EFL teacher 

in professional development activities carried out within the educational programmes 

on offer may remain a personal decision made by the teachers themselves.     

Hughes (2007) carried out an empirical study to investigate the indicators of quality for 

English language teachers by examining the importance attributed to formative self-
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evaluations done by English language teachers. Findings from the questionnaire show 

that teachers involved in processes of continuous improvement plans found them 

useful. The results of that study can be seen as supporting the call for EFL teacher 

engagement with the institutional formative development programme. However, the 

situation in higher education may be more challenging. In support of this argument, 

and taking the performance of university teachers into account, Seldin (2006) states 

that evaluation carried out to improve performance can be seen as only one of the 

reasons for the evaluation of faculty members. Where faculties are concerned with 

formative evaluation for their own performance as individuals within higher educational 

institutions, approaches such as continuous professional development and informal 

peer observation can be useful.  

In the TESOL context, Shukri (2014) conducted a study to investigate EFL teachers’ 

perceptions towards classroom observation, a teacher evaluation method, as a form 

of professional development. The participants included 50 female teachers from King 

Abdulaziz University in Saudi Arabia who received a 5-point Likert-scale questionnaire 

in the first stage and open questions in the second. The findings revealed that the 

majority of the participants agreed and strongly agreed that classroom observation 

provides feedback for teachers that allows them to improve their teaching practices. 

In my opinion teacher evaluation as such can play a significant role in developing 

teaching and learning. In addition, 75% of the participants agreed and strongly agreed 

that training opportunities based on teacher evaluation and observers’ feedback help 

to enhance their teaching skills. Shukri claims that this high tendency of agreement is 

a result of the fact that EFL teachers view professional development workshops as 
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essential in keeping them up to date in terms of teaching styles and methods. Amongst 

the study’s recommendation is the implementation of “informal” peer observation and 

microteaching sessions in order to enhance teachers’ instructional practices and 

contribute to their professional development. The findings and recommendations of 

the study support the argument that formative evaluation can be a method of 

supporting teacher growth.  

In line with Shukri’s (2014) claim, Albaiz (2016) suggests that peer-observation as a 

teacher evaluation tool can improve student-learning outcomes and ensure quality of 

teaching. The 107 respondents from the University of Jeddah in Saudi Arabia involved 

in her study had different qualifications and work experience as EFL teachers in 

different Saudi higher education institutions in the Kingdom of Saudi Arabia. The 

research instrument was a survey with 37 close-ended questions. The findings 

indicate that the majority of the participants perceive peer-observation as a way to 

support EFL teacher professional development that enhances their teaching skills and 

knowledge of the subject matter, and to develop better attitudes about teaching. 

Moreover, 44.16% of the participants believe that classroom visits by colleagues 

encourage language teachers to identify different strategies that can help promote the 

success of their students in the process of learning English language at tertiary level. 

Furthermore, only 21.62% of the participants believe that teacher evaluation by 

colleagues is biased, while 30.01% believe it is not biased, and the overwhelming 

majority were not sure. The study recommends that the application of peer-

observation requires relevant authorities to cooperate with institutions of higher.        
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3. 3. 1. 2. Summative Evaluation: Evaluation to Make Decisions   

Summative evaluation, on the other hand, can be described as the summary of 

evaluation that serves decision-making in different educational programmes. 

According to Danielson and McGreal (2000), its focus might be on ranking, rating, and 

making judgments about the adequacy of teachers’ performance. Bailey (2006) claims 

that results from summative evaluation help to determine when funding is to be 

continued: it is “a final assessment, a make-or-break decision at the end of a project 

or funding period” (p. 184). However, and prior to Bailey’s opinion, teachers’ evaluators 

have long considered the difficulties and challenges involved in evaluating work done 

by professionals (teachers). Wragg, Wikeley, Wragg, and Haynes (1996) argue that 

those in “receipt of public funds must be accountable” (p. 1) and consider it a society’s 

right to know; yet, they acknowledge that valuing educational performance and 

procedures can be sensitive and might lead to rejection instead of cooperation. In their 

view, the performance of teachers can also be negatively affected when teacher 

evaluation is carried out with a focus on effective performance. In higher education, 

the case may become more controversial, given that faculty members and teachers in 

higher education are expected to provide high quality education to their students.  

In higher education, summative evaluation can be linked, but not limited, to decisions 

for faculty members’ tenure and routines for individual promotion. Youn and Price 

(2009) claim that people involved in processes related to routines of promotion and 

tenure decision-making in comprehensive universities can be faced with ambiguity 

when the probable outcome is to be considered, given that tenure and promotion are 

known to be rule-based actions. Before proceeding with the issue of evaluation for 
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personal faculty decision, it seems wise to explain what the term “comprehensive” 

university means. According to Henderson and Buchanan (2007), universities that are 

labeled  comprehensive are those universities that “grew rapidly in size, structure and 

mission over the past 40 years, struggling to attain a consistent character that 

distinguishes them from the doctoral universities and liberal arts college” (p. 523).  

Accordingly, it seems that struggle with identity is a main feature amongst these 

universities. Henderson and Buchanan argue that members of faculty at such 

universities, often with heavy teaching loads, may be unaware or confused about their 

own roles, when they can be required to provide different kinds of services for their 

communities. Unfortunately, this may also be the case with some faculty members 

involved in EFL teaching at a number of Saudi universities. Hence, the faculty roles 

must be taken into consideration before making decisions based on the summative 

type of evaluation.       

Routines, promotion, and tenure may be issues related to the summative evaluation 

of faculty members. These academic actions should be based on a set of clear and 

well-regulated rules rather than the subjective views of the evaluator or decision-

maker. Monin, Noorderhaven, Vaara, and Kroon (2013) mention this issue while 

calling for justice, equity, and equality in organizational decision-making. These issues 

can be crucial in any academic organization, and the case may become more serious 

when EFL teacher summative evaluation is to be considered in Saudi universities, 

given that some teachers feel uneasy about the rather opaque system of teacher 

evaluation. According to Youn and Price (2009), people involved in decision-making 

processes are faced with ambiguity where probable outcomes are to be predicted from 
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beginning to end. Accordingly, organizational actions that are based on rules, as 

opposed to those based on choices, should require the involvement of more than one 

actor in the decision making, operating in a cyclical, complex, temporal sequence of 

actions. Institutionally, it may be difficult to predict the outcome of each step in the 

decision-making procedure for an individual faculty member, given the dilemma 

mentioned above. Such an academic working environment has been criticized for 

assuming that actors in decision-making procedures may rely on looking at 

appropriateness instead of making a sensible calculation based on data to make 

decisions on tenure or promotion for faculty members in order to deal with the 

ambiguity they may encounter.           

From what has been discussed above, what is crucial to this study is what Youn and 

Price (2009) call the loss of “maximizing the value of certain outcomes” (p. 211). This 

should be one of the main targets for summative evaluation, where the value of a 

faculty member’s performance and academic/social contributions is expected to be 

under the evaluators’ magnifying-glass. From a teacher’s perspective rather than an 

academic intuitional/organizational one, Seldin (2006) argues that in some higher 

education institutions, and in haste, administrators tend to collect, not to select, 

inaccurate data or use poorly designed methods for gathering information that are 

implemented in a “get-it-done-quickly” (p. 6) manner to conduct evaluation of faculty 

members for personnel decisions. This, in fact, may be the case in some summative 

evaluation of EFL teachers in Saudi universities, especially where teacher evaluation 

is a new trend for accreditation or university/institutional ranking purposes.  
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Accordingly, and taking into consideration the importance of the summative type of 

evaluation, faculty members seem to be in general agreement with their universities’ 

norms; however, they may balk at what looks like administrative screening with zero 

value objectives (Seldin, 2006) and could end up rejecting the evaluation system along 

with its unexpected outcomes. Ultimately, teachers need to be aware of the idea that 

promotion or tenure decisions are significant acts yet they can be costly decisions. 

Youn and Price (2009) arguably suggest a termly contract that is linked to increases 

in salary in a compensatory manner as a prospective alternative for tenure system. 

This might be accepted by some EFL teachers in higher Saudi education, although 

faculty members may look at different aspects such as job security and sustainability 

while considering evaluation for tenure promotion, given that they may see themselves 

as struggling with the previously mentioned teaching loads, research, and community 

services. In the following section, an additional purpose for the evaluation of teachers 

or faculty members, namely diagnostic evaluation, will be presented to give a complete 

picture of the purposes for teacher evaluation.        

3. 3. 1. 3. Diagnostic Evaluation: Evaluation to Provide Data to Outsiders 

Daresh (2007) argues that evaluation is diagnostic when determinations in educational 

programmes are to be considered. According to Daresh, this type of evaluation is used 

to “determine the beginning status or condition (…) prior to the application or 

intervention or treatment” (p. 281). In line with this, Bailey (2006) claims that before 

any attempt to change, and in order to provide data about the current status, diagnostic 

evaluation should be carried out. Bailey goes further and argues that it seems sensible 

to start with diagnostic evaluation, followed by systematic formative evaluation, and 
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then summative evaluation can be conducted after an extended period of formative 

evaluation.  

The term “decision” in the context of EFL teacher evaluation in higher education might 

be perceived as vague or misleading per se. Concerns such as promotion versus 

retention constantly arise. When teachers’ understanding and conception are to be 

considered and in an attempt to investigate how administrators influence retention 

decisions made by teachers, Boyd et al. (2011) conducted a study based on a survey 

completed by 4,360 first-year teachers to examine the relationship between the 

reported working conditions and teacher turnover (teachers leaving or being replaced). 

They found that administrations have “the greatest influence on teacher retention 

decisions” (p. 303). However, Boyd and his co-researchers argue that the teachers’ 

characteristics and experience can also predict teachers’ turnover. They also claim 

that old and young teachers in their study seem to have a higher retention rate than 

middle-aged teachers. Building on this argument, and given that educational 

programmes are expected to seek continuous development for teachers in their 

profession, one could claim that diagnostic evaluation is only needed when change 

decisions are to be carried out within educational structures. This can be easily solved 

for new-comers to the profession through recruitment-based decisions. However, this 

may raise other concerns, such as how to conduct diagnostic evaluation of those EFL 

teachers who have been involved for years in the profession of teaching. Furthermore, 

the same concern may apply with faculty members who are part of the academic field 

at their universities, involved in research activities and expected to support social 

enquiries in their communities.   
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In a relevant study, Henderson and Buchanan (2007) investigated faculty members’ 

involvement in publishing activities related to teaching and learning scholarship at 

comprehensive universities (for a definition of comprehensive universities see page 

62, Section 3.3.1.2). Their findings illustrate that those faculty members at universities 

which are labeled comprehensive show more involvement in articles publication 

focusing on pedagogical interests rather than in research-oriented journals. What 

matters in their study is that the faculty members’ roles as academics seem to be 

confusing and unclear and hence it may not be wise to report the results of any 

diagnostic evaluation to an outsider. They use Coser’s (1974 cited in Henderson and 

Buchanan, 2007) adjective “greedy” (p. 524) to describe those post-secondary 

educational institutions that place multiple academic and community service demands 

on faculty members. 

 Moreover, when diagnostic evaluation for teachers in higher education is to be 

considered, issues such as academic role, research duties and professional identity 

need to be taken into account when collecting or reporting the necessary data. In 

support of this argument, Seldin (2006) claims that academic institutions need to 

gather and propagate information on student services, student satisfaction and 

learning ratings, drop-out, employment of alumni, patterns for achievement, and 

contributions to the community and society. This can be carried out for a number of 

reasons such as providing faculty hiring, retention, promotion, or tenure data that may 

be required by government legislation, trustees’ boards, or other departments to check 

on faculty efficiency.  Nevertheless, Seldin does not report on faculty publication, 
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which seems essential as part of faculty members’ contributions that need to be 

reported as well.  

Henderson and Buchanan (2007), in contrast, argue that publication remains the 

central and most significant factor for a faculty member to attain academic status in 

higher education. They argue that putting some effort into publishing by scholars on 

teaching and learning might be seen as a challenge for those involved in low status 

institutions, where the contribution of publications may not count towards faculty 

members’ tenure, promotion, or increase of merit-based salary. This would appear to 

be the case in many contexts, especially where EFL teachers are involved in higher 

education yet not treated as faculty members but rather as service teachers. Although 

a number of Saudi and non-Saudi EFL teachers who are appointed as assistant or 

associate professors are promoted based on their publications, other language 

teachers who are interested and involved in research activities dearly wish that such 

activities were counted for when they are being evaluated.        

Having outlined above the various debates on the main purposes for teacher 

evaluation, I believe that utilizing all the three types, namely formative, summative and 

diagnostic evaluation, is the logical way forward. However, the three purposes can be 

given a different amount of attention and significance depending on the context, 

objectives, and the rationale for the teacher evaluation programme adopted in a 

specific educational institution.  
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3. 3. 2. How to Evaluate Teachers? 

In the wide range of literature on teacher evaluation, there has been discussion of 

different methods and various sources that can be used, such as student rating, 

classroom observation, self-evaluation and teaching portfolio (Arreola, 2006; Poster, 

Poster, & Benington, 1991; Seldin, 2006; Towe, 2012). Quirke (2010) suggests that, 

in order for any teacher evaluation system to be balanced and effective, it should allow 

for the collection of data from multiple sources. In line with this, Brown and Crumpler 

(2013) argue that, due to the complexity of evaluating the performance of foreign 

language teachers, there should be a number of peer observations in addition to the 

classroom visits carried out by administrators, as well as other forms of teacher 

evaluation.  

In the following, I present a number of teacher evaluation methods, namely student 

ratings, classroom observation, self-evaluation, and teaching portfolio. However, this 

does not suggest that any one of them should be utilized in a specific context; rather, 

the educational institution should adopt one or more of them to satisfy the purpose(s) 

for EFL teacher evaluation in that particular context.     

3. 3. 2. 1. Student Rating 

Student rating is used extensively to reflect on the performance of teachers and to 

provide colleges and educational institutions with their perspectives and feedback. 

Seldin (2006) argues that it is widely thought that the ratings of students are all that is 

needed to evaluate the effectiveness of teaching. However, there are ongoing 

concerns about utilizing this approach in evaluating the performance of teachers. 

Students, as a key element in educational systems, have a very close and extended 
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interaction with the teacher; hence, their judgment can be valuable and genuine. 

However, their ratings should not be the only source. Despite the perspective that 

students may be seen as a significant source to evaluate the teacher’s performance 

in a wide range of educational institutions, including the Saudi context, their ratings as 

a tool can have their own limitations.   

In this respect, it can be argued that students may neither be well prepared nor have 

enough experience to be able to evaluate their teachers (Al-Seghayer, 2016). They 

may focus on the teacher’s personality and give it more attention than academic and 

teaching skills. Arreola (2007) reports that two-thousand articles or more in the 

literature have been devoted to students’ ratings of faculties in various subjects over 

the period of more than eighty years of research. This reflects the considerable 

attention in the literature given to the rating of students for faculty members. In his 

chapter on student ratings, Arreola (2007) challenges the validity of what he calls 

“Homemade Faculty Evaluation Tools” (p. 99).  

Bearing in mind higher education contexts and cultural aspects, and according to 

Arreola, there is doubt about the usefulness of the ratings of students. For instance, 

Burden (2010) conducted an interpretive study in order to understand EFL teachers’ 

views on the usefulness of students’ ratings of ELT teacher faculty in Japanese 

universities. He claims that students tend to take evaluation as a revenge tool and to 

show their frustration at having to take compulsory English language classes, which 

they consider a boring requirement.  Thus, I believe that student ratings are more 

beneficial for professional development purposes and programmes rather than making 

decisions based on them. Furthermore, any inclusive evaluation system may need to 
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consider research findings before relying on student ratings in order to avoid any 

expected limitations. 

Davidson (2010) argues that student rating is potentially an effective tool to help 

administrations to evaluate EFL teachers only if both students and teachers value 

teacher evaluation. He claims that teachers frequently have negative attitudes towards 

student ratings. Davidson investigated the attitudes of 94 EFL teachers towards 

students’ ratings of teachers at two campuses of Zayed University in the United Arab 

Emirates. He found that 68.5% of the participants believe that students do not read 

questions on the evaluation survey carefully and 62.8% think that evaluation surveys 

do not generate valid data about their teaching. He concludes his study by confirming 

that students’ evaluation of teaching is the least effective way to evaluate the 

performance of EFL teachers.  

In a comparative study in a Saudi context, Al-Qahtani (2010) asserts that a 

considerable number of Saudi university students do have the critical thinking abilities 

that might enable them to participate in staff evaluation compared to other university 

students in the Gulf area. This might be considered as an encouraging aspect for more 

student ratings for faculty in Saudi higher education. However, Al-Seghayer (2016) 

claims that the language used by individuals in Saudi society, including students, can 

be used as a tool to evaluate the society in which they live or the culture they come 

from. Thus, researchers or practitioners who are developing teacher evaluation tools 

need to be aware of, sensitive to and reflective on the language of the forms that are 

used by students while commenting on their teachers’ performance.  
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3. 3. 2. 2. Classroom Observation 

The literature on teacher evaluation has acknowledged the fundamental role of 

classroom observation in enhancing the quality of teaching (Howells & Meiring, 2015), 

yet teachers tend to perceive classroom observation as a fear-inducing practice in that 

it is commonly thought that the observer puts them on the spot and is there to ‘get 

them’.  

Shukri (2014) argues that there are two main approaches to classroom observation as 

a method of evaluating EFL teachers, namely supervisory and non-directive 

approaches. In supervisory classroom observation, the observer is an administrator or 

a supervisor who usually pays visits to classrooms in order to give overall feedback 

and/or judgement on the teacher’s performance and the lesson s/he observes. The 

relationship between the observed teacher and the observer involves a kind of power 

relationship as the observer occupies a superior role. This type of classroom 

observation tends to be judgmental since it mainly relies on the observer’s judgement, 

which can be subjective, especially where the observer does not receive sufficient 

training.  The non-directive approach to classroom observation, on the other hand, 

focuses on motivating the observed teachers to think critically about their performance 

and providing alternatives to what the observers have seen in the classroom during 

their class visit(s). It can be argued that the ultimate aim here is developmental rather 

than judgmental. As such, the relationship between the observer and the observed 

teacher is one of equality, where no superior role is taking place.       

Seldin (2006) suggests three phases for classroom observation: first, the pre-visit 

consultation session, where the observer generally reviews the syllabus and other 
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relevant materials with the observed teacher; second, the visit itself, where the 

observer visits the classroom and observes the performance of the teacher; and, third, 

the follow-up session, where the observed teacher meets with the observer in order to 

discuss ideas after the class visit to help improve the performance of the teacher. For 

the purpose of easing what is to be observed and discussed throughout these three 

phases, basic checklists are usually considered and a wealth of literature in this area 

can be found such as Weimer, Parrett, and Kerns (1988), Braskamp and Ory (1994), 

and Chism (1999). Despite its ease of use, Zepeda (2014a) claims that it is essentially 

challenging to reduce all actions and words down to a predetermined list and 

categorize them in one form. I believe that checklists may be useful to look for patterns 

of occurrence, but tend not to offer sufficient space to describe details of the lesson 

observed.      

Weaknesses that are associated with classroom observation as a method for 

evaluating teachers’ performance have received attention in the literature. For 

instance, it is not an easy task to make sure that the piece of teaching that is being 

observed is a proper representation of everyday practice. Teachers’ performance 

inside the classroom may also be altered by the presence of the observer within the 

classroom environment and disturb learning accordingly. Arreola (2006) suggests that 

scheduling multiple visits, training a special team to carry out classroom observation, 

preparing the students, preparing the instructor, and scheduling a post-observation 

conference can help in addressing some of these drawbacks.  

Another weakness of classroom observation, which observers do not usually pay 

attention to, is that students’ behaviours inside the classroom may be affected by the 
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observer’s presence in the classroom. In line with this argument, Skaalvik and Skaalvik 

(2015) claim that reduced accomplishment and loss of self-efficacy have been 

reported inside classrooms by class-teachers in their study. Interestingly, some of the 

30 teachers in their study have reported that they are highly satisfied with their jobs as 

teachers, yet they suffer severe stress and exhaustion because of negative feedback 

after class visits.  In the context of TESOL in higher education, Shah and AlHarthi 

(2014) argue that EFL teachers perceive post-observation feedback as being 

threatening and causing undesirable stress due to the observers’ lack of training and 

relevant qualifications. I believe that, with such an unpleasant atmosphere of threat in 

the work place, teachers are likely to suffer different levels of job insecurity. To this 

end, Al Boqami (2014), in his investigation of 3603 participants from King Abdulaziz 

University, asserts the importance of job security in promoting creativity for academic 

staff members, which will ultimately enhance students’ learning.  

3. 3. 2. 3. Self-Evaluation  

Though not widely used as a pattern for teacher evaluation in many educational 

programmes, when compared to the previous methods, self-evaluation can be a 

worthwhile source for evaluating teachers. The teachers themselves seem to perceive 

the lack of self-evaluation as a weakness in any teacher evaluation system (Towe, 

2012). Self-evaluation can be significant, given that teachers critically analyze their 

own instructional practices, which will help towards their professional growth. Doherty 

(2009) argues that teachers have different perceptions from administrators about the 

teacher assessment process (TAP). In fact, the teachers in his study perceived 

teacher evaluation as a tool to reflect on their own performance for developmental 

purposes, while the administrators tended to see it as a tool to inform decision-making. 
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Both views, however, may be acceptable where teacher evaluation serves both 

purposes in educational institutions.     

A major criticism of self-evaluation as a method for teacher evaluation is that teachers 

tend to give themselves higher ratings than they deserve (Centra, 1977). In line with 

this and in a more recent study, King (2014) argues that more clarity is needed when 

teachers’ development is to be considered to follow any teacher evaluation scheme. 

The study raises questions on how to ensure that teacher development programmes 

will make a difference to teachers’ growth. King’s study reached the conclusion that 

“teachers’ retrospective recollections” help when a school review needs to gather 

evidence, prioritise what they want to accomplish, set targets, and finally devise plans 

in order to get there. This may confirm the usefulness of teacher self-evaluation as an 

effective tool towards the improvement of instructional practices. With regard to this 

point, Centra (1977) made an early claim that teacher self-evaluation cannot be used 

for making certain decisions such as promotion. In higher education, Abu Arrab and 

Gadadah (2008) argue that faculty members play a significant role in enhancing the 

teaching quality in educational institutions. In light of their argument, self-evaluation 

can be more effectively applied with other methods to have a more effective and 

comprehensive evaluation scheme.  

As an example of the suggested methods for teachers’ self-evaluation, Robles-Gómez 

et al. (2015) suggest using an online continuous assessment and self-evaluation 

academic users system. By encouraging the use of internet-based platforms in the 

Spanish University for Distance Education, they claim that they have developed an 

online tool that can enable facilities to implement a new learning and teaching service 
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system. From their point of view, their proposed model enables faculty members to 

track the progress of their students as well as to assess their practical activities but 

not their theoretical knowledge. Their findings are significant in supporting the claim 

that faculty feel more confident with the use of that system, namely the Technology 

Acceptance Model, TAM (Robles-Gómez et al., 2015, p. 99), which is used to measure 

the acceptance of the model. However, it seems that there are a number of justified 

limitations surrounding the study. First of all, their study gives more weight to students’ 

points of view than to faculties’ opinions; the study includes 52 students and only 12 

faculty members as its sample. Second, the system is designed to satisfy the needs 

of postgraduates in the College of Computer Science at their university; yet, it could 

be applicable in other contexts to enhance the investigation of faculty statements, by 

using questions adapted to measure faculties’ response in terms of usefulness, ease 

of use, or any relevant aspects that can be connected to the needs of faculty members.  

To conclude the discussion on faculty self-evaluation, linking self-evaluation to 

students’ feedback using the available technological support and services seems to 

be a worthwhile conclusive judgement from different perspectives. However, whether 

teachers accept the use of technology to have more ideas about their own 

performance and to facilitate their own professional development remains a debatable 

issue.     

3. 3. 2. 4. Teaching Portfolio 

Teachers frequently create teaching portfolios as a means of collecting educational 

documents and to provide practical evidence, instructional materials, and both 

teaching and learning records. Portfolios can also be used to reflect on the individuality 
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of teaching and are often more effective where they can be shared with other teachers 

working in a relevant field. Seldin (2006) claims that developing teaching portfolios can 

allow educational contexts to connect intended pedagogical theories with current 

teaching practice, where teachers are able to provide a “natural outcome” for 

improvement to take place (p. 114). This suggests that teachers’ portfolios are more 

useful for developmental purposes. In line with this, Davison and Leung (2009) argue 

that portfolios can be used as one of the methods for formative assessment; however, 

this may be a misconception, as  teaching portfolios can also be used in an external 

larger-scale set of standards to assess the performance of language teachers. This, 

however, can be a challenge in those educational institutions that have a large number 

of teachers.     

One of the key concerns with this approach to assessing the extent to which language 

teachers are teaching effectively is that it is highly dependent on how teachers are 

able to present their work in the portfolio. Teaching portfolios as such can be part of 

the faculty members’ identity and the way they exhibit themselves. Some researchers 

who have tackled the issue of teacher evaluation in the literature, such as Seldin, 

Miller, and Seldin (2010) and Davison and Leung (2009), agree on this point. However, 

Seldin et al. (2010) provide more endorsement for the role of portfolios in teachers’ 

identity and how teachers perceive their roles in educational systems.  Based on these 

views, a very high level of trust between teachers and principals is required, as claimed 

by Arreola (2006); it seems reasonable to suggest that teachers need to be trusted, 

especially in reporting and documenting their own work for performance evaluation 

purposes in order to have better practices.  
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It can be argued that no one is more aware of their practice, preparation and readiness 

for teaching than teachers and faculty members themselves. Accordingly, I believe 

that faculties and teachers involved in teaching EFL in higher education need to be 

clear, transparent, and honest in conducting their teaching portfolio. By doing so, they 

will help to make the portfolio useful and serve its purposes. Part of this honesty and 

transparency involves including results from formal evaluation where that practice is 

established in educational institutions. In line with this and within the context of 

TESOL, Troudi and Rich (2012) argue that “while taking different formats such as 

direct classroom observation, forms with a set of items and criteria, and self-

observation summaries, it is important to keep a record of the reports written by one’s 

evaluators” in their teaching portfolios (p. 61).   

Besides reports written by others, language teachers may also need to include their 

own reflection as an important part of the portfolio. According to a study by Korenev, 

Westbrook, Merry, and Ershova (2016) on a language teachers’ target language 

project, which was based on responses from 670 participants, more than 60% of them 

reported that they perform reflection on their teaching. They claim that the materials 

of English language courses should help teachers to develop “interactive 

communicative competence”, part of which involves reflections that can be 

incorporated with other evidence in their teaching portfolios.  

In higher education, there may be certain areas where the productivity of teachers 

cannot be easily measured. For instance, Kim, Wolf-Wendel, and Twombly (2011) 

claim that it is not easy to measure or keep records on faculty member research 

productivity; yet measures like conference presentations, grants, and publications can 
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be considered and included in teaching portfolios. Seldin (2006) also admits the 

complexity of reporting on teaching practices and the individuality of faculty members’ 

teaching. Thus, the purposes of teaching portfolios may need to receive considerable 

attention before implementing them. Personal improvement programmes, evidence for 

personnel decisions, application for awards, applications for new positions, or other 

purposes towards senior faculties’ retirement are the main purposes for teaching 

portfolios of faculty members, according to Seldin, which brings us back to the main 

issue of how to evaluate teachers, bearing in mind the main purposes behind not only 

the teaching portfolios of faculty members but also the reasons for creating any 

teaching record.  

3. 3. 3. EFL teachers: Evaluation and Special Concerns  

Research in the field of teaching English as a foreign language deals with different 

concerns related to language learning, curricular aspects, teaching and teachers’ 

performance. In their theoretical article, Brown and Crumpler (2013) claim that there 

is little agreement as to what makes a method of language teachers’ assessment 

effective. This problematic issue can affect the evaluation of teachers of foreign 

languages. Brown and Crumpler argue that this evaluation faces many challenges, 

especially for evaluators who do not have sufficient knowledge about second language 

acquisition. This issue becomes more complex when those evaluators do not speak 

the target language that is used inside the classroom. Despite the fact that in such 

cases it may be challenging for classroom observers to reflect on the content 

knowledge of the teacher, it becomes more challenging to observe the degree to which 

students comprehend the information provided. It is worth mentioning that senior 
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teachers can observe teachers’ performance in foreign language classrooms in 

different ways and using different methods, for instance, classroom observation 

checklists, which include the content knowledge of foreign language teachers as 

merely one of the criteria for teacher performance assessment. This might be 

considered insufficient.  

Brown and Crumpler (2013, figure 3.3., p. 80) have developed a model that positions 

the assessment of foreign language teacher portfolios at the heart of teacher 

evaluation in order to shift teacher evaluation towards a more learning and progression 

model. Their assessment portfolio model offers an inclusive and wide-ranging 

approach to instructor’s performance assessment that is informed by “multiple sources 

of evidence, which leads to a more complete and authentic” (p. 145) evaluation. They 

argue that administrators, due to their busy schedules, cannot supervise and evaluate 

foreign language teachers in a proper sufficient way. Hence, they pay more attention 

to the teacher portfolio, where teachers themselves keep records of their teaching 

evidence and materials. In fact, the model proposed by Brown and Crumpler tends to 

overlook “self-evaluation” as an approach for a better system of foreign language 

teacher evaluation. If it were added to the model, teachers would be able to diagnose 

and reflect on their teaching as a whole, which can be seen as a better attempt to 

improve the quality of the teachers’ performance.  
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Figure 3. 3. Foreign language teacher evaluation, Brown and Crumpler’s Model, 2013 

 

In an attempt to examine the main criteria of in-service English language teachers’ 

evaluation, Akbari and Yazdanmehr (2012) conducted an exploratory study in five 

private language institutions in Iran. Interviews with the supervisors along with analysis 

of application forms, observation sheets and other relevant documents illuminated the 

procedures and criteria of teacher assessment in the target setting. Their suggested 

procedures in assessing in-service English language teachers’ performance are 

categorized into four groups: teacher’s command of English, teaching skills, 

compliance with the syllabus and personal/affective features. The model they 

developed exclusively for English language teacher evaluation is presented in figure 

3.4 as follows: 
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Figure 3. 4. English language teacher evaluation, Akbari and Yazdanmehr, 2012  

 

In Akbari and Yazdanmehr’s (2012) model, the teacher’s command of English involves 

accuracy of speech, structure, pronunciation, and performance in discourse along with 

fluency in speech. Personal/affective features include punctuality, rapport with 

learners, tolerance in error treatment, enthusiasm and dynamism in involving learners. 

Teacher’s compliance with the syllabus comprises expected content to be covered, 

educational goals to be achieved, and the way of presenting the material to be 

followed. Teaching skills involve communication skills, class management techniques 

and task management. Their model might be seen as distinctive and uniquely 

designed for EFL teachers but it fails to consider other social and administrative 

duties/skills as well as the community services and research activities that frequently 

form an essential part of EFL faculty members’ activities and which should not be 

overlooked.  
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In a survey conducted with 457 post-secondary foreign language teachers, Bell (2005) 

examined their perceptions on the teaching attitudes and behaviours contributing to 

effective foreign language teaching. The participants were French, German, and 

Spanish language teachers at the American Council on the Teaching of Foreign 

Languages in New York. Her study demonstrated a strong positive agreement on all 

five standards for foreign language teaching. Other categories in which the teachers 

agreed with the majority of items include teachers’ qualifications, general theories 

related to the communicative approach to foreign language teaching, the significance 

of small group activities, and negotiation of meaning and strategies in foreign language 

classes. In fact, the study was more concerned with the teachers’ behaviour and 

attitude towards aspects highly related to language acquisition rather than contributing 

to the effectiveness of foreign language teachers and teaching. 

Brown (2006) investigated language teachers’ and students’ perceptions of effective 

teaching in foreign language classrooms, which, he argues, are distinctive from the 

classrooms of other subjects. People involved in EFL teacher evaluation may find such 

studies on effective language teaching useful in giving them insights on teaching 

qualities they need to pay attention to when they evaluate teachers. Brown’s (2006) 

findings are the result of analysing a questionnaire distributed to 49 university 

language teachers and 1400 of their students at the University of Arizona. From the 

teachers’ perspective, engaging students in information-gap activities, assessing 

group tasks, being as knowledgeable about culture as language, and having students 

respond to physical commands are the main characteristics of effective foreign 

language teachers. Concerning students’ opinions, correcting oral errors indirectly, 
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being as knowledgeable about culture as language, having students respond to 

physical commands, addressing errors with immediate explanation, presenting 

grammar with real-world contexts, speaking with native-like control of language, using 

real-life materials in teaching language culture, and engaging students in information-

gap activities are the most prominent features of effective foreign language teaching. 

Arguably, Brown’s study can be seen as being more concerned with instructional 

practices and disregarding other areas that can be utilized to evaluate language 

teachers. 

Al-Hammad (2011) conducted a study aiming at examining the teaching performance 

level of 18 English language teachers from intermediate-level schools in the city of 

Hail, Saudi Arabia, according to the teaching quality standards. By employing an 

analytical and descriptive approach, Al-Hammad applied a controlled observation 

method on teaching standards and found that teachers were competent in the use of 

teaching aids and class management skills. In that study and within her sample, 

students’ assessment and lesson delivery were satisfactorily accomplished. Lesson 

planning, however, was achieved by her participants to only the lowest quality 

standard. Al-Hammad’s study reinforces the importance of conducting in-service 

training sessions on teaching quality standards for English language teachers mainly 

in the three dimensions of planning, implementation and assessment. Despite the fact 

that the sample was limited to English language teachers, the dimension and the 

criteria were not subject-content oriented and could be applicable to teachers of other 

subjects. In the Gulf context Al-Mahrooqi, Denman, Al-Siyabi, and Al-Maamari (2015) 

compared Omani school students and teachers’ perceptions of the characteristics of 
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good EFL teachers. 171 Omani students and 233 English teachers took part in the 

study, which showed general agreement between students and teachers about the 

importance of all characteristic categories, with special importance given to English 

language proficiency and equality in treating students.  

To conclude, a number of studies with different focuses and approaches to teacher 

evaluation can be found in the literature, each of which has its own interest and 

philosophy under the umbrella of a specific paradigm and school of thought. In the 

following section, the two main approaches to teacher evaluation that are informed by 

different schools of philosophy are discussed. 

3. 4. EFL Teacher Evaluation: Differentiated Models 

The issue of teacher evaluation has received considerable critical attention and 

different models related to the various philosophical and theoretical evaluative 

rationales behind them can be found in the literature. In the following section, models 

that can be utilized to evaluate teachers of English as a foreign language are divided 

into two main categories: first, the technocratic accountability-oriented model, and 

second, the democratic model.  

3. 4. 1. Technocratic Approach to Teacher Evaluation: 
Accountability and Teacher Evaluation 

Towards the end of the last century, the reflections of New Public Management 

continued to be intensified by audit cultures (Power, 1997). Ryan (2004) claims that 

educational accountability “reflects this audit intensification, particularly since the 

passage of the No Child Left Behind Act of 2001” (p. 443). In fact, such legislations 
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may rely heavily on performance indicators as their principal strategy in order to 

institutionalize the audit practice and to improve students’ learning and achievements. 

It is through monitoring that these performance indicators assist stakeholders and the 

public. However, and within such audit cultures of accountability, teacher evaluation, 

which is closely related to classroom observation and supervision, has been given the 

“negative connotations of the word inspection in the EFL contexts” (Ashour, 2011, p. 

43).  

According to Power (1997), the main characteristic of educational accountability is that 

it is a hierarchical top-down mechanism that reflects an atmosphere of efficiency and 

control in an attempt to improve educational achievements. Power (1997) claims that 

this accountability approach can be labeled the “new rationality of governance” (p. 10). 

In the same vein, Ashour (2011) adds that when teacher evaluation tends to be top-

down in the context of ELT, it becomes hierarchical, power-based and bureaucratic. 

In the context of education, Glanz (1998) argues that bureaucracy consists of “a 

hierarchy of authority, prescribed rules, centralized decision-making and procedural 

specifications” (p. 45). Robinson (2009), likewise, confirms that when we think of 

teacher evaluation within bureaucratic educational systems, we consider it in terms of 

hierarchy, authority and control. As such, teacher evaluation might be seen as a pro 

forma with a negative touch of its artificial practices. Educators, under such 

bureaucratic teacher evaluation schemes, will tend to view themselves as subjected 

to vigilance by a central authority whose ultimate goal is to judge them against a set 

of predetermined standards. 

It is worth noting that an example of the attempts of teacher evaluation within the trend 
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of accountability in education was found in 2004 in Ohio through the report of the 

Governor’s Commission on Teaching Success (Downing, 2016). That report was later 

followed by a call for an Educator Standards Board of Education. In 2009, the Educator 

Standards Board was directed by House Bill 1 to recommend “model evaluation 

systems for teachers and principals” for their adoption and review. In response to that, 

The Ohio Teacher Evaluation System (OTES) was created and designed by the Ohio 

Department of Education (ODE), to assess the Ohio teachers’ performance (Ohio 

Department of Education, 2017). The Original OTES Framework for 2015–2016 

includes two components: teacher performance on standards and student growth 

measures, each accounting for 50% of the overall structure (Figure 3.5. below). 

 

  

 

 

 

 

Figure 3. 5. Ohio Teacher Evaluation System (OTES)  

 

Teacher performance on standards, which is the first component, can be determined 

by three aspects: a professional growth plan, a mid-year review of formal and informal 

observations, and a final review of formal and informal observations. The processes 
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require the evaluator to use data collected from multiple sources as evidence. These 

involve professional improvement or growth plans, formal or informal observations, 

walkthroughs, conferences and/or any other artifacts and evidence the teacher is 

happy to share with the evaluator. Pre- and post-observation conferences are not 

compulsory but are contemplated as rich sources of evidence for best practice. 

Furthermore, the post conference is seen as a reflection opportunity for both the 

teacher and the evaluator to decide on areas for reinforcement and refinement. 

Refinement areas are usually anticipated to drive decisions regarding professional 

development for that instructor (Ohio Department of Education, 2016). 

Student growth measures, which form the second component, also carry a weighting 

of 50% of the overall structure of the system. Student growth measures are a 

mechanism for determining the degree of academic gains students have made (Ohio 

Department of Education, 2017). This can be done through the calculation of student 

growth between two points in time. There are three methods, each of which can be 

used to measure student growth: teacher-level value added, approved vendor 

assessment data, or Local Education Authority (LEA) measures. The LEA measures 

can only be used when data from the other two methods are not available (Ohio 

Department of Education, 2015) and they include Shared Attribution or Student 

Learning Objectives (SLOs). Shared attribution is a student growth measure that is 

shared by or attributed to a group. It can be helpful in supporting collaboration for 

meeting school goals. SLOs are another way to measure the influence of a teacher on 

student learning; they are typically intended to cover an interval of instruction that is 

long-term and includes a target for academic growth for each and every student (Ohio 

Department of Education, 2015). Finally, data from both components, 50% each, are 
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used to determine a teacher performance rating of Accomplished, Skilled, Developing, 

or Ineffective (figure 3.5, p. 86.). 

It is worth noting that the movement towards accountability was one that grew in 

momentum and vastly increased in volume. Downing (2016) claims that the nationwide 

movement to call for accountability was technocratic and efficiency-oriented in nature. 

Kyriakides and Demetriou (2007) earlier argue that, within this accountability 

movement, a teacher evaluation system is not only a kind of technocratic affair but is 

also “determined by political influences” (p. 45). Accordingly, and with the political 

influence in mind, many schools and educational institutions in the US developed 

closely identical programmes in order to ensure accountability in education, with nearly 

all of them having employed data and results from large-scale assessment (Popham, 

2000).  

Despite the fact that there were opposing premises of democratically oriented teacher 

evaluation, many evaluation commissioners rejected the democratic “value-committed 

stance for evaluation” and favoured what House and Howe (1999) call ‘stripped of 

values technocratic evaluation’. These critics, clearly, have confidence in the impartial 

objectivity of the standards, which were needed for the support of the concepts of 

contemporary accountability such as results-based management, evidence-based 

decision-making, and teacher performance indicators (Greene, 2007). All these 

reinforce the climate of control associated with technocratic evaluation within the 

accountability movement. On the other hand, there have been different movements 

against this stream of accountability. For instance, Ravitch (2016) fears that results-

based teacher evaluation systems could create a toxic atmosphere amongst teaching 
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staff and eventually colleagues will tend to compete with each other. She also warns 

that the accountability movement is designed to improve the welfare of companies, 

which profit from the movement, rather than the welfare of the students.  

So far, however, there has been little discussion about technocratic teacher evaluation 

in the context of TESOL. It seems that, to date, no large-scale studies have been 

performed to investigate the prevalence of technocratic approaches to evaluate EFL 

teachers. A qualitative study was conducted by Mahamadou (2010) in the Republic of 

Niger to explore supervisory practices in the evaluation processes of EFL teachers in 

Salma city. The sample included 9 EFL teachers and 3 supervisors and the researcher 

employed observations, interviews, group discussions and journal logs to collect the 

data. Mahamadou’s study revealed that EFL teacher evaluation in Niger is summative 

in nature and technocratic in approach. Accordingly, it is performed for administrative 

purposes in a bureaucratic way. The findings indicate that the only method for EFL 

teachers to obtain feedback after classroom observation was the directive controlled 

method, irrespective of the teachers’ teaching experience. In that method, the 

supervisor mainly controls the feedback, which puts supervisors in a power position, 

giving the impression of them being the expert, and the teachers need to follow the 

supervisor’s guidance closely. Mahamadou (2010) claims that this clarifies the tension 

between teachers and supervisors as that method may only suit novice teachers. 

Responding to the participants’ request for a democratic supervisory approach, the 

study recommends listening to the teachers’ desire for democracy, freedom, 

collegiality and dialogue in the supervisory processes in the city of Salma.     

These ideas amongst others help towards the development of contrasting movements 
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and approaches to teacher evaluation, one of which, the democratic way, will be 

discussed in the following section.                   

3. 4. 2. Democratic Approach to Teacher Evaluation  

Within the realm of evaluation, the democratic approach can be seen as empowering 

people to initiate, take corrective action, and control. According to Bailey (2016), 

“reliance on principles of scientific management as a means of regulating pedagogical 

practice undermines the democratic and liberating aims of education through the 

application of business-oriented systems” (p. 143). I believe that the use of a 

predetermined set of checklists makes teachers more dependent on evidence-based 

practices instead of being involved in making decisions. In line with this, Trujillo (2014) 

argues that removing professionalism from teachers frequently results in changing 

instructional rules dramatically and conceptualizing them as a merely managerial 

practice. As such, designating the roles of the teachers by virtue of such a limited 

paradigm may be pedagogically unsound.      

It seems that lapses within technocratic approaches to evaluation resulted in 

resistance from within the field of education, which eventually sparked teachers’ call 

for involvement in various ways. In this respect, Gutmann (2014) argues that 

technocratic teacher evaluation flaws in the USA set the stage for contests against 

management and encouraged teachers to call for systems that are more democratic. 

The doctrine of technocratic evaluation was thought to set teachers as cogs in the 

complex factory of education at a  time where the principles of scientific management 

“operate vis-à-vis the technical control and de-skilling of teachers” (Au, 2011, p. 36). 

As such, it was thought that democratic evaluation could introduce ways of engaging 
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teachers and encouraging them to think critically about their instructional practices, to 

empower them, and in particular to strengthen social justice. However, perspectives, 

interests and values of other stakeholders may remain as core issues in the 

procedures. Accordingly, one of the main characteristics of democratic evaluation is 

that it is dialogical, as an evaluator should not presume that he/she knows how 

stakeholders think without engaging them in intensive dialogue. This will eventually 

help the evaluator to define the situation and stimulate reasonable solutions.  

One of the first theorists to call for and write about democratic evaluation was the 

British evaluator Barry MacDonald, who published on the concept of democratic 

evaluation in the 1970s. Podems (2017) claims that MacDonald’s ideas about 

democratic evaluation were guided by the premise that the public has the right to get 

access to enough information, which will enable them to have meaningful and 

thoughtful engagement. This suggests that, for an evaluation to be democratic, it 

should provide appropriate information to diverse and various types of audiences and 

stakeholders with assorted interests. Kushner (2016) goes further and suggests that, 

for evaluation systems to be democratic, they should involve the voice of the 

marginalized population. Accordingly, it seems that Kushner recognizes the 

complexities of political and social dynamics that an evaluator needs to pay attention 

to in order to ensure the engagement of those stakeholders who are marginalized.    

The issue of democratic evaluation has been a focus of attention for researchers and 

practitioners during much of the last decade. Like MacDonald, Earnest House 

campaigned for a deliberative democratic approach to evaluation that addresses 

social class inequities, involves minority cultures, and advances social justice. House’s 
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work has engaged strongly with the political spirit of evaluation. House and Howe 

(1999) claim that values, facts, and methods of evaluation are intertwined with politics. 

Thus, it can be argued that, besides informing institutions, evaluation can contribute 

to shaping their content and morale.  

In collaboration with philosopher colleagues, Hanberger (2004) goes further and 

argues that, besides the idea that democratic evaluation places informed stakeholders 

at its core, it is expected to evolve around confidentiality, negotiation and criticality. 

However, different democratic evaluation systems may tackle these issues differently. 

According to Hanberger, there are three different democratic evaluation orientations: 

elitist, participatory, and discursive democracy-oriented evaluation, which I will discuss 

in the following section. Lee (2016) offers a visual representation of the three 

democratic orientations and identifies their positions in terms of inclusion, dialogue, 

and deliberation (Figure 3.6. below). 

 

 

 

 

           

 

Figure 3. 6. Lee (2016) of Hanberger’s democratic evaluation orientations 
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According to  Schumpeter (2013), political elites grapple with one another for power in 

open societies within the theory of elitist democracy. In the literature, this theory is 

sometimes referred to as the Lockean or the liberal view and it assumes that people 

have the ability to control those who rule over them by means of choosing amongst 

competing elites (Habermas, 1994). The main principle in elitist democracy is that of 

representative democracy (Hanberger, 2004), which is embedded in technocratic 

policy and/or expert-oriented practice (Hanberger, 2001).  

The participatory democratic evaluation is derived from the participatory theory of 

democracy, which assumes that people’s participation in making decisions is the most 

significant value of democracy. Groen (2017) claims that participatory evaluation is 

one of the forms of collaborative social inquiry that is based on problem-solving. 

Stakeholders’ participation in the process of policy-making frequently involves political 

aims that intend to endorse freedom of choice and to “promote fairness through the 

involvement of individuals associated with all groups” (Weaver & Cousins, 2007, p. 

21).     

Discursive democratic evaluation, sometimes called “deliberative democracy” (Van 

Aaken & List, 2017), is established in a form of democracy linked with public 

commitment to an approach of reasoning on concerns of public policy (Hanberger, 

2004). Peters (2017) argues that it is through deliberation that discursive democratic 

evaluation can help people to change their beliefs, habits and actions. It can be argued 

then that this change can take place by means of communication without domination. 

Surprisingly, teacher evaluation within the TESOL context has not yet been closely 

investigated. As far as I am aware, there is only one study, looking at theoretical 
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aspects of EFL teacher supervision in Syria that discusses the oppression of teachers 

and calls for a democratic approach to reviewing EFL teachers’ performance. Ashour 

(2011) argues that “dialogue, trust, mutuality, democratization, and love are 

unfortunately absent, or made absent by those in power, from teacher-supervisor 

relationships in the Syrian educational system” (p. 78). In his opinion, educational 

systems should abolish the dichotomy of the ‘teachers-do not-know and the-

supervisor-knows’ autocratic approaches to the evaluation of teachers. Ashour (2011) 

adopted Freire‘s ideas of critical pedagogy: that it is the role of education to empower 

and free the whole of society. Freire (2014) believes that teachers should implant hope 

in their educands (the term Freire used for students), that there is always a better 

tomorrow, and that democracy is always possible, no matter how tough the 

oppressors, who they are and how much they are deprived of their humanity. 

Prior to that, Freire (2000) argues that “those who have been denied their primordial 

right to speak their word must first reclaim this right and prevent the continuation of 

this dehumanizing aggression” (P. 88). Thus, Ashour (2011) claims that dialogical and 

collaborative relationships between EFL teachers and supervisors are needed to 

replace the existing power relationships. Accordingly, his study recommends that, in 

practical terms, liberation needs the involvement of all people, and their determination 

and willingness, irrespective of any differences amongst them. The study also 

recommends that teachers and supervisors should get involved in special training 

workshops, programmes, and regular meetings where ideas can be shared 

respectfully.  

It is worth mentioning that critics have reported different challenges to democratic 
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approaches to teacher evaluation. For instance, Groen (2017) argues that this type of 

evaluation requires considerable time and planning, given the involvement of various 

stakeholders. Thus, the commitment of the participating stakeholders seems to be a 

key to the success of this type of evaluation. Moreover, Weaver and Cousins (2007) 

claim that selecting stakeholders in the democratic type of evaluation can be 

problematic. The degree of authority and control that different stakeholders have over 

the data obtained can be another issue and there may be a risk of information misuse. 

Cousins (2004) warns that, whether intentionally or unintentionally, there is always the 

hazard of misuse of data, considering the involvement of stakeholders in interpreting 

and reporting the findings of this type of evaluation.    

3. 5. The Conceptual Framework of the Study 
This study aims at exploring and examining current practices of EFL teacher 

evaluation implemented in Saudi Arabia at tertiary level with some elements of 

criticality that challenge the contemporary ideologies, whether selected by or imposed 

on the participants. The body of research discussed above helps in providing different 

models to feed into the conceptual framework, which is also informed by the 

constructive theoretical framework, as will be discussed in the forthcoming chapter. 

In light of the objectives and questions of this study, a critical approach to EFL teacher 

evaluation seems appropriate. This stance is mainly concerned with questioning 

policies and practices related to teacher evaluation and problematizing the taken-for-

granted givens. Pennycook (2004) highlights that, in a critical approach to TESOL, 

making things socially relevant and raising awareness are fundamental steps in the 

desired change processes. It aims not only to describe what is wrong but also to 
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propose various ways for change. The conceptual framework has been informed by 

some of the reviewed literature such as MacDonald’s 1970s ideas about the 

meaningful engagement of stakeholders and Hanberger’s (2004) opinions on criticality 

of this engagement. As discussed in the literature review, critical approaches to 

teacher evaluation can help empowering teachers to raise their voice and advance  

taking corrective actions. I believe that critical notions help moving teachers from being 

seen as merely gears in the complicated factory of education to empower them as 

agents of change and to engage them to think critically about their teaching practices. 

This becomes a necessity  in contexts where teachers, amongst other stakeholders, 

are being marginalized given the complexities of political and social dynamics.       

Moreover, this critical vision helps the TESOL researcher to focus on the extent to 

which dominant ideologies enforce the creation of meanings and understanding that 

results in privileging some and oppressing others (Hawkins & Norton, 2009). Thus, in 

putting emphasis on awareness of what a critical approach might be, researchers and 

teachers become transformative agents who can support the engagement of different 

partners collaboratively in educational activities, making them aware of the social 

construction of the givens and accordingly questioning them. It is worth mentioning 

that, within the boundaries of this research, criticality is an approach that evolves 

through exploring the experience of EFL teachers (the participants) rather than a 

prescriptive theory. The ultimate goal of this critical approach is to naturally appeal to 

EFL teachers’ awareness of policies and questioning practices around teacher 

evaluation and other critical issues such as marginalization and discrimination. This 

critical approach is also utilized in an attempt to maximize EFL teachers’ 

representation and legalize the role of teachers in order to empower them. This can 
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eventually lead to authentic learning (Martin, Breunig, Wagstaff, & Goldenberg, 2017) 

and agency (Akbari & Tavassoli, 2014).  

On that account, from a critical point of view, the success of EFL teacher evaluation 

can be determined by observing how those who either are using the policies or being 

affected by them react to them in a certain context. I believe it is not sufficient to 

examine the policies away from the context in which they are applied and the people 

who are in direct contact with and affected by them. Thus, the current practice of EFL 

teacher evaluation and its policy should be critiqued based on the Saudi context in 

order to see how successful it is when applied in that specific context and to be in an 

appropriate position to seek suggestions and solutions to the existing challenges.   

3. 6. Summary of the Chapter 
In this chapter a body of research in the literature on teacher evaluation have been 

reviewed, in order to show how evaluation has been conceptualized in education in 

general and higher education in particular. It was my intention to link it to the context 

of the study in a reasonable logical approach to help the development of tools aimed 

at finding answers for the research questions. The chapter moves gradually through 

discussion of concepts, theories and models for teacher evaluation in order to inform 

an appropriate conceptual framework to facilitate a proposed teacher evaluation model 

for faculty members who are involved in EFL teaching in Saudi higher education. The 

model is to be proposed based on the results of this study to enhance pedagogical 

aspects of EFL teaching in Saudi universities after the data collection and analysis are 

complete. In the next chapter, the theoretical framework, research design, methods 

utilized, and tools designed to collect data for this study are outlined.  
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Chapter Four 

Methodology 
 

4. 1. Introduction 

In order to capture the participants’ unique experience to help in achieving the 

objective of the study, namely to explore the challenges faced by EFL teachers at 

Saudi public universities under the current evaluation systems, a mixed method 

sequential design is applied. Quantitative followed by qualitative methods of data 

collection and analysis are utilised following a participant–selection variant of the 

mixed method sequential design. Both quantitative and qualitative data are important 

to this research and expected to contribute equally to the study.  Nevertheless, the 

emphasis is on the qualitative phase, and this has greater priority since the study is 

exploratory in nature and qualitatively oriented since it is informed by the interpretive 

paradigm. The quantitative phase employs a cross sectional survey to answer the first 

and second research questions. It also provides some information which is helpful in 

answering the third question. The items of the questionnaire were developed partly 

from the related literature while other items were driven from my personal experience 

with teacher evaluation in the Saudi context. The main purpose of the first quantitative 

stage is to generate data as a starting point for the second qualitative phase. The 

qualitative phase employs semi-structured interviews and focus group discussions to 

answer research questions number 3, 4 and 5. This chapter is divided into four main 

sections: the philosophical assumptions, the research design, the data collection and 

analysis, and finally the research ethics.   
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4. 2. Philosophical Assumptions and Theoretical 
Framework  
The study is informed by the interpretive paradigm. Interpretive research supporters 

believe that the objective claims and the methodological practices of scientific 

research reflect a number of theoretical limitations that cannot give researchers the 

chance to understand social phenomena and interpret human actions (Sandberg, 

2005). Human beings can be distinguished from physical objects in the way they 

attach meanings to the world around them (Pring, 2017). As Creswell states, the 

meaning individuals attach to a social action is mainly grounded in their knowledge 

and experience, which can be considered the most prominent feature of interpretive 

enquiry (Creswell, 2013). When experience is to be considered, the interpretive 

approach is progressively applied in order to justify “experience-based methods” 

(Garrick, 1999, p. 147). In this study, teacher evaluation as experienced by EFL 

teachers in Saudi universities was interpreted in order to explore the meaning or 

multiple meanings they attach to this phenomenon; thus, the philosophical 

assumptions of the interpretive approach seem to be the most suitable philosophy to 

underpin the study.   

Experienced realities, which might be equated with subjective states, are likely to be 

different from one individual to another  (Johnson & Onwuegbuzie, 2004). The 

subjective meaning of the participants and the various ways of understanding a social 

phenomenon are what an interpretive researcher is looking for and aiming to explore, 

which is precisely the case in this study.  The basics for the subjective knowledge of 

interpretivists’ claims are the interpretive assumptions, which are based on the 

distinctive and subjective stories of the participants, the language they utilise, their 



Alamoudi, K 

 

100 

 

descriptions of the phenomenon, and even the metaphors they use (Garrick, 1999). 

The subjective meanings and individual interpretation of teacher evaluation as 

perceived by EFL teachers in Saudi universities form the core argument of this study. 

From this standpoint, the interpretive paradigm fits within the philosophical 

assumptions of the proposed research.  

Since the way people perceive the world differs from one individual to another within 

a social group and between social groups as well (Pring, 2017), it is the interpretivist’s 

intention to explore these various ways and to reflect on the expected differences. This 

view is also held by Neuman (2002), who claims that the most prominent concern of 

interpretivists is the “systematic analysis of socially meaningful action” (p. 62). 

Therefore, reality can be seen as socially constructed (Mertens, 2005 cited in 

Mackenzie & Knipe, 2006, p. 3). Accordingly, new knowledge perceived daily forces 

individuals to form and reform how things can be understood and how social 

phenomena are constantly reconstructed, which reinforces interpretive subjectivity. 

According to Burr and Hooser (1995), in social constructionism, there is a focus on 

interaction, social practices, and process. Explanations for a social phenomenon can 

be found in the “interactive processes that take place routinely between people” (p. 8) 

instead of in individuals or social structures. Accordingly, the emphasis is more on the 

process rather than the structure of social interactions and knowledge, which can be 

seen as what people do together and not only what a person has experienced 

individually. This will be further discussed in the next section.  
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4. 2. 1. Ontological Assumptions 

According to Crotty (1998), ontology can be defined as “the study of being. It is 

concerned with “what is”, with the nature of existence” (p. 10). By exploring the 

perceptions of EFL teachers at Saudi universities on teacher evaluation, I hold the 

assumption that social phenomena and their meanings differ from one individual to 

another. This view suggests that human beings attach different meanings to the same 

phenomenon (Pring, 2017), resulting in a world with multiple, possibly relative, ways 

of perceiving reality. This implies that there can be multiple realities that are 

experienced by the same person about the same phenomenon, depending on the type 

of social interaction or process which may result in constructing these relatively 

different realities. Accordingly, relativist ontology will serve as the underpinning stance 

to understand reality. In the present research, participants hold their own perspectives 

about the investigated phenomenon, developing a variety of meaningful relative 

realities. On the other hand, the researcher is expected to construct meaningful 

realities while interpreting their perceptions. All these realities are “contingent upon 

human practices, being constructed in and out of interaction between human beings 

and their world, developed and transmitted within an essentially social context” (Crotty, 

1998, p. 42). In other words, teachers may have the same experience and have been 

working under the same conditions but, since they interact differently with their social 

context, they do not constitute the same reality and they develop, rather, some relative 

truth.  

4. 2. 2. Epistemological Assumptions 

Understanding what can be involved in knowing, in other words “how we know what 

we know” (p. 8), is the definition of epistemology (Crotty, 1998). In this research, a 
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constructivist approach will be the epistemological stance underpinning the study. 

Accordingly, an objective truth is ‘not out’ there, waiting to be uncovered by the 

researcher. When we engage with the realities in our world, truth consequently exists. 

Truth cannot be discovered; instead, different people construct meanings or “truth” 

differently. 

In conducting this study, there are two levels of interpretation: the participants will 

provide their interpretation about the phenomenon of teacher evaluation and I, as the 

researcher, will provide my interpretation of their interpretation. Bryman (2015) has 

added a third level of interpretation, given that “the researcher’s interpretations have 

to be further interpreted in terms of the concepts, theories, and literature of the 

discipline” (p. 31). As a result, one can see how reality is constructed and affected by 

the many levels of social interactions it goes through.   

Given the exploratory nature of this research, relativism as the ontological stance and 

constructionism as the epistemological stance seem to be appropriate theoretical 

perspectives. The purpose of this study is to explore and to deeply understand EFL 

teachers’ perceptions on teacher evaluation in Saudi universities, which assumes that 

participants are engaged with a reality or a phenomenon and make sense of it in 

various ways. In this sense, there will be no “true or valid interpretation” (Crotty, 1998, 

p. 47) and all diverse interpretations are appreciated and valid. Thus, the interpretive 

rather than the positivist approach will allow me to communicate with the participants 

and the collected data effectively in order to understand their interpretation of the 

investigated phenomenon.   
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4. 2. 3. Methodological Assumptions 
Any discussion of the ontological and epistemological assumptions of research 

necessitates a consideration also of the methodological assumptions, as these 

philosophical constructs not only affect the quality of the research, but also the 

appropriateness of the methods that are employed to collect data.  According to 

Sapsford (2006), methodology can be seen as the “philosophy of methods. It 

encompasses, first, an epistemology, which is the ‘rules of truth’ for warranting the 

validity of conclusions; and secondly, an ontology establishing the ‘objects’ about 

which questions may validly be asked and conclusions may be drawn” (p. 176).  

As discussed in earlier sections, this research is exploratory in nature and the rationale 

behind all the quantitative and qualitative methods applied is to explore and 

understand how the participants view teacher evaluation in their context. In line with 

this, Stebbins (2001) argues that exploration cannot be a synonym of qualitative 

research; he claims that exploration indicates the development of theory from the 

collected data, whereas qualitative research emphasises the actual collection of the 

data by which a researcher develops a theory. This is the case of the current research, 

where the gathered data helps the researcher to explore the targeted phenomenon 

regardless of the types of methods that have been used. It is worth highlighting that 

the use of the quantitative elements in this study does not indicate any positivistic 

intention or confirmatory purposes. As Shannon-Baker (2016) puts it, “’quantitative’ 

and ‘qualitative’ should not be used as synonymous with paradigms. These qualifiers 

are instead more about our approaches to data and methods rather than signaling a 

singular worldview” (p. 320). Accordingly, both quantitative and qualitative methods 

were integrated to help in establishing the research findings rather than influencing the 
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ontological or the epistemological assumptions of this research. Thus, a systematic 

design for utilising both types of method was developed before commencing the data 

collection, as outlined in the following section.      

4. 3. Research Design 

Creswell (2013) defines research design as “the specific procedures involved in the 

research process: data collection, data analysis, and report writing” (p. 20). This 

suggests that the researcher needs to plan a clear, well-constructed and developed 

research design before commencing the research procedures. This view is supported 

by Bryman (2015), who reminds us that for researchers, the research design serves 

as a “framework” for the two main stages of the research: namely data collection and 

data analysis. As discussed earlier, the philosophical assumptions underpinning this 

study have fed into an exploratory approach to answer the research questions. Given 

the fact that there are different variations when research design is to be considered, 

making a decision on a specific design can be challenging. Yet, one needs to 

remember that the central aim of any research is to address the predetermined set of 

research questions (Tashakkori & Teddlie, 1998).   

4. 3. 1. Mixed Methods Research 

Mixed method research is defined as “collecting, analysing, and “mixing” both 

quantitative and qualitative methods in a single study or a series of studies to 

understand a research problem” (Creswell, 2013, p. 623). As discussed in the previous 

section, the research aim and questions has informed the research design. As the 

study includes a number of Saudi universities in different geographical regions of the 

country and, given the fact that each of the universities has its own system for teacher 
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evaluation, commencing with a questionnaire to have a general view about the trends 

seems the most appropriate approach to collect the required information. Since this 

research is exploratory in nature, the qualitative stage then serves to provide a deep 

understanding of the explored phenomenon.    

The mixed methods design employed in the current research includes two phases: a 

quantitative phase followed by a qualitative phase. The rationale for mixing both 

quantitative and qualitative data is that neither the qualitative nor the qualitative 

approach alone is sufficient to capture the participants’ experience and/or perception 

on EFL teacher evaluation in the five Saudi universities selected. To enhance the 

breadth of this study and to give a wider understanding of EFL teachers’ evaluation in 

Saudi higher education, a quantitative approach is suitable to cover a considerably 

larger number of participants. As for the depth of the data that is needed to address 

the predetermined research questions and to satisfy the exploratory claim of the 

research, a qualitative approach to collect the data is suitable. Brown and Crumpler 

(2013) claim that researchers who do both qualitative and quantitative research, 

particularly in TESOL, have a considerable number of advantages compared to other 

researchers considering only a qualitative or quantitative approach. In the same vein 

Tashakkori and Teddlie (1998) remind us that quantitative and qualitative methods 

complement one another when they are used in combination and provide a more 

comprehensive picture about the social phenomenon. Given these advantages of 

mixed methods research, the subsequent step after selecting the design is to 

determine which variant to select that could best fit the research philosophy and 

objectives. The following section gives more details on this issue.  
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4. 3. 2. Sequential Mixed Methods Design  

Creswell, Gutmann, and Hanson (2010) claim that most of the writings about mixed 

methods design tend to place more emphasis on sequential two-phase approaches. 

According to Creswell (2017), the explanatory sequential mixed methods design is: 

 

a mixed methods strategy that involves a two-phase project 
in which the researcher first collects quantitative data and 
then follows up or builds on this database with a second 
qualitative data collection and analysis (p. 243). 

The design chosen for this study is a customised version of one that is labelled by 

Creswell (2017) “explanatory sequential” (p. 243), where the qualitative data is used 

to explain the quantitative findings. However, this is not the formula used in this 

research; instead, the quantitative data is intended to give more breadth to the study, 

a better understanding of the explored phenomena and its practices in different 

variants of the Saudi context, and to provide valuable insights into the issues that 

require more attention by researchers. For the sake of this research, the less common 

participant-selection variant is applied and not the more common follow-up explanation 

variant. Unlike the follow-up explanation variant, in the participant-selection design, 

the priority is on the second “qualitative phase instead of the initial quantitative phase” 

(Creswell, 2017, p. 86). Having considered the philosophical assumptions 

underpinning this research discussed earlier, I came to the conclusion that the 

participant-selection design would fit better with my study. Creswell emphasizes that 

this variant may produce more accurate results than the other variant for studies that 

have a focus on the qualitative inquiries to investigate a phenomenon. However, an 

initial quantitative data stage is added, based on the fact that it is needed to inform the 
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second qualitative phase and to identify and to purposefully select the appropriate 

sample of participants.  

The aforementioned method is used in this study where the quantitative phase is used 

for the purpose of informing the qualitative main phase. The main qualitative approach 

of the current study is compatible with the philosophical assumptions for the research’s 

main purpose, which is exploring EFL teachers’ perceptions, while the other set of 

data can be seen as subservient within the mixed methods sequential design 

(Creswell, 2014). Furthermore, the quantitative method of the first phase serves an 

exploratory purpose as it gives an idea about the general trends in a number of 

institutions and what people think about teacher evaluation.  It is worth mentioning that 

the main approach of this research is qualitative in nature, where the study will be 

informed by a constructivist approach to knowledge, and this design fits well for that 

purpose. A representation of the sequential mixed-methods design can be found in 

the following figure 4.1.     
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Figure 4. 1. The sequential mixed-methods design of the study 
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4. 3. 2. 1. Implementation 

The sequential mixed methods design allows the researcher to combine qualitative 

and quantitative data, and as Bryman (2015) puts it, research methods that cross both 

qualitative and quantitative research strategies are invited. The implementation 

assumption, according to Creswell et al. (2003), refers to the sequences of qualitative 

and quantitative data collection. Most importantly, implementation, or ‘timing’ as 

Creswell and Clark (2011) label it, “describes the order in which the researchers use 

the results from the two sets of data within a study - that is, timing relates to the entire 

quantitative and qualitative strands, not just data collection” (p. 65).They suggest that 

implementation can be divided into three main types: concurrent, sequential, and 

multiphase combination. The present study implements three methods sequentially in 

the two phases:  one method in the quantitative stage and two in the qualitative stage.  

In the first phase, I implemented a quantitative strand that involved collecting and 

analysing purely quantitative data using a quantitative instrument, namely a 

questionnaire, the main purpose being to explore the investigated phenomenon and 

to feed into the next qualitative stage. With regard to the second stage, I employed a 

qualitative strand that included two different methods, namely one-to-one interviews 

and focus group discussions. The two phases are illustrated in figure 4.2. below. The 

data in the second qualitative phase was collected using two methods: semi-structured 

one-to-one interviews and focus group discussions (FGD). The semi-structured one-

to-one interview was conducted to discuss the main findings of the questionnaire, to 

have a better understanding of the results and to find answers for research questions 

3 to 5. While carrying out the semi-structured one-to-one interviews, answers to 

research question 4, namely on evaluation challenges facing EFL teachers, were 
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obtained. These one-to-one interview outcomes also informed the FGD phase and 

guided the construction of the discussion guide. All the phases are clearly illustrated 

in figure 4. 2.  

   

 

  

 

Figure 4. 2. Implementation and integration of the qualitative and quantitative strands 

 

In the following section, I will present the way in which both quantitative and qualitative 

strands are implemented in this study and which one has priority. 

4. 3. 2. 2. Priority 

Priority can be defined as the relative weight or importance given to the quantitative 

or the qualitative methods while addressing the problem of the research in mixed 

methods deigned research (Creswell & Clark, 2016, p. 415). There can be three 

different options for researchers for a weighting decision: equal priority, quantitative 

priority, or qualitative priority. Bearing this in mind and given the philosophical 

assumptions underpinning this study, it seems more appropriate to prioritize the 

qualitative strand regardless of the implementation or sequence.  

For the purpose of typological organization and using Johnson and Onwuegbuzie’s 

(2004) visual representation,  Dörnyei (2007) artfully draws nine different combinations 
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for mixed methods varieties that clearly indicate both the sequence ‘implementation’ 

and dominance ‘priority’. According to his classification, this research might best fit 

with the ninth combination, which is quan            QUAL, where the arrow represents a 

sequential collection of the data, small letters indicate lower priority or weight, and 

capital letters indicate priority or increased weight. This can be further illustrated in 

figure 4.3. below.   

 

 

 

 

Figure 4. 3. Sequence and prioritization of the two strands  

 

4. 3. 2. 3. Integration of the Data 

In mixed methods research, combining or integrating the data can be used to refer to 

how the quantitative and qualitative results are brought together in the research. It can 

be argued that integration shows the interactive or independent relationship of both 

strands when they are mixed together in a single study. This depends to a large extent 

on the design of the mixed methods study and the type of integration that is included. 

According to Creswell (2017), “the way the researcher combines the data needs to 

relate to the type of mixed methods design used” (p. 123). Before deciding on which 

type might properly fit with this research, I should mention that Creswell identifies four 

integration types: merging, explaining, building, and embedding. However, Creswell 

and Clark (2016) argue that there are four possible points of interface where qualitative 

• quan

Phase 1 • QUAL
Phase 2
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and quantitative strands can be mixed: at the level of design, during data collection, 

during data analysis, or during interpretation. This four-point conceptualisation 

appears more convincing, especially when practicality of application is to be 

considered, as the first classification of types may seem more of a theoretical 

approach related to the chosen design.  

Creswell (2003) identifies two stages where mixing both strands and data integration 

can become effective, namely the data analysis and interpretation. It is worth 

mentioning that mixing both types of data of this study comes was at the level of 

interpretation, as the analysis tools used for both types of data are different, with SPSS 

being used for the quantitative data and NVivo for the qualitative data.    

4. 3. 3. Participants and Sampling Procedures 
Participants, who are also known as the sample of the study, can be defined as “the 

segment of the population that is selected for research. It is a subset of the population” 

(Bryman, 2015, p. 715). Before discussing the sampling strategies applied, I will give 

a brief summary of the participating universities and sampling procedures. The five 

selected universities belong to the largest three and most significant regions in the 

county. Three universities are from three different cities that are situated in Makkah 

Region (where the Holy City is), the fourth is located in Riyadh Region (where the 

Capital City is) while the fifth is in the Eastern Region (where oil comes from). Three 

universities from different regions are also known to have the highest ranking in Saudi. 

In order to answer the research questions, my aim was to involve as participants of 

this study EFL teachers in five public Saudi universities from different regions in the 

country. A link to the questionnaire, with an invitation letter to participate, was sent to 
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the whole population. However, prior to this, a letter seeking permission was sent to 

deans and heads of departments, given that they act as gatekeepers who have access 

to the intended population, to ensure that the questionnaire would be sent to as many 

participants as possible and that I could reach a sufficient number of participants.  

After the gatekeepers had given access to the participants by forwarding the invitation 

letter along with the questionnaire link to their EFL teachers, the intended population 

was successfully reached. Any individual from the population had an equal chance of 

being selected and all participants were seen as being representative of the whole 

population; thus, the sample should consist of what Dörnyei (2007) calls ‘self-selected 

participants’, where participants choose to participate without any systematic control 

by the researcher, as is the case with probability sampling. Given this situation, I 

should refer to non-probability sampling strategies, which may be seen as 

inappropriate to aim for in a psychometric sense. Bryman (2015) reminds us that, with 

probability sampling, researchers can make generalisations from findings they derive 

from a study sample for the whole population. However, this is not the case in this 

research and generalisation is negligible. As a researcher, I am not aiming at 

generalising the results of the quantitative phase but rather to give more breadth that 

helps to understand the phenomenon at this preliminary stage.  

According to Creswell (2017), there are two major types of non-probability sampling: 

convenience and snowball sampling. In the former, those who are willing and available 

to participate will be members of the sample, while in the latter the researchers tend 

to ask participants to identify others to be members of the sample. As the selection of 

participants in this research was based on availability and willingness of the teachers, 
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it becomes apparent that convenience sampling can better fit with the data collection 

procedures of this research than snowball sampling.  Dörnyei (2007) reminds us that 

convenience sample can seldom be totally ‘convenience-based’ but rather it tends to 

be partially purposeful. This suggests that, regardless of the ease of access to 

participants, they should have certain key features that are fundamentally related to 

the purpose of the study and which will enable them to contribute to the research 

questions which is the case in sampling for this research. In this research, it was stated 

in the invitation email and on first page of the online questionnaire that participants 

should be EFL teachers, teaching at a Saudi university, and should have been 

evaluated at least once in their current workplace. Therefore, a convenience 

purposeful sampling best describes sampling strategy in the first quantitative phase.           

For the qualitative stage, 3 universities that permitted me as a researcher an access 

and EFL teachers from those universities who were interested in the topic and willing 

to continue to the next qualitative phase were identified. It is worth mentioning that 

there was a special section towards the end of the questionnaire which was allocated 

to recruit qualitative phase participants. Thus, a sampling frame was easily initiated. 

The sampling frame according to Bryman (2015)  is “the listing of all units in the 

population from which a sample is selected” (p. 715). However, whether to include 

individuals from outside this list or not was a question that emerged at a certain point 

of selection time. As the design suggests that the qualitative phase is informed by the 

quantitative phase, it could be argued that participants in the qualitative phase should 

be expected to also have answered the survey questions. According to Creswell 

(2017), the sample of the qualitative phase in an explanatory sequential design is a 
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subset of the sample of the quantitative phase and should be drawn from the 

participant pool of the quantitative sample. As the questionnaire in this study was sent 

online, it could be the case that some of the prospective participants were not able to 

respond to it due to a number of technical issues. Therefore, I came to the conclusion 

that individuals who fulfilled the conditions that enabled them to participate in the first 

quantitative phase could also participate in the second qualitative phase even if they 

were not listed in the sampling frame.  

Following the purposive sampling method, individuals who subsequently volunteered 

to take part in the one-to-one interviews were contacted. Concerning the purposive 

sampling, the goal is to sample the participants using a strategic method in a way that 

“those sampled are relevant to the research questions that are being posed” (Bryman, 

2015, p. 418). Researchers who utilise purposive sampling usually aim at making sure 

that there will be a convenient variation in the resulting data so that each participant 

contributes differently in terms of significant elements in relation to the study questions.  

Dörnyei (2007) identifies nine different strategies for purposive sampling and argues 

that issues of feasibility, such as availability of respondents, time and budget need to 

be taken into consideration. He also reminds us that above all ‘saturation’, where 

interviewing adds very little or nothing to the data, needs to be considered. In his 

opinion saturation is easily reached when individuals of the samples tend to be 

homogenous. Bearing this in mind and given the exploratory nature of the study, 

amongst the nine different strategies Dörnyei refers to, I judged that maximum 

variation sampling could most benefit this research and help in addressing the 

research questions.  
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In maximum variation sampling, researchers select respondents with notably different 

types of experience and commonalities are usually underscored, which allows 

researchers the intended variations within the group of participants (Dörnyei & 

Taguchi, 2009). This approach to sampling will allow for more variability and diversity 

to be explored within the phenomenon under consideration in the present study. 

Creswell and Clark (2016) go further and indicate that this strategy can be seen as 

one of the most common sampling strategies in mixed methods research. There can 

be different criteria to maximise differences, such as demographic information 

(gender, level of education, age, etc.,) of the participants or other similar 

categorisations, which will enable us to assume that respondents who are purposefully 

selected can be seen as different individuals (see table 4. 1. below on the maximum 

variation of the sample).  One of the strengths of this strategy is that the participants’ 

variation can provide the researcher with different views, which indicates that variation 

may offer some good qualitative data and reflects the complex picture of the explored 

phenomenon.  

Table 4. 1.  
Maximum variation of the qualitative stage sample 

No. University  Pseudonym Gender Nationality Highest Qualification 
No. of 
working 
years  

1 1st Omaima Female Indian  MA  7 
2 1st Fatin Female Saudi Doctorate 5 
3 1st Farah Female Egyptian BA 8 
4 1st Ferdaws Female  Algerian  MA 3 
5 1st Majeda Female  Saudi MA 9 
6 1st Mariam Female  Saudi MA 18 
7 1st Sundos Female Sudanese  MA 6 
8 1st Karam Male Jordanian BA+Diploma in Education  6 
9 1st Hatim Male Tunisian BA 6 

10 1st Hamdan Male British MA+MSc 6 
11 2nd  Joseph Male British MA + MPhil 5 
12 2nd  Daniel Male Irish BA+Diploma in TESOL 10 
13 2nd  Brian Male American MA 3 
14 2nd  Albert Male British MA 5 
15 3rd  Samar Female  Pakistani MA 2 
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16 3rd  Roza Female  Indian MA 7 
17 3rd  Nadin Female Jordanian MA 4 
18 3rd  Mawadda Female Saudi BA 2 
19 3rd  Asher Male Zimbabwean  BA 5 
20 3rd  Ayman Male Sudanese  MA 3 
21 3rd  Abdulhameed Male Saudi BA 1 

 

The sample of this study in the piloting stage involved 20 participants who provided 

complete answers to the questionnaire. The one-to-one interview was piloted with 3 

EFL teachers from 3 different Saudi universities. Later in the study, I received a total 

of 250 completely answered questionnaires from 5 different Saudi universities. 

However, I decided to exclude one participant who seemed not to take the 

questionnaire seriously. Thus, only 249 participations were taken further and analysed 

as the sample of the first quantitative stage. For the qualitative phase, 21 participants 

from 3 Saudi universities (whose gatekeepers allowed access) participated in the one-

to-one semi-structured interviews. As for the 3 focus group discussions that were 

carried out in the same 3 universities, a total of 9 participants took place in the 

discussions. The following table (4.2.) summarizes all participations in the pilot and 

final study during both the quantitative and qualitative stage. 

Table 4. 2.  
Number of participants in each stage  

              
              Method           
     Stage 

 
Quantitative Tools 

Questionnaire 
(5 universities) 

Qualitative Tools 
(3 universities) 

 
Total 

One-to-One 
Interviews 

Focus Group 
Discussions  

 
The Pilot  

 
20 

 
3 

 
0 

 
23 

 
The Study 

 
249  

 
21  

 
9 

 
279 

 
Total 

 
269 

 
24 

 
9 

 
302 
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4. 3. 3. 1. An Overview of the Participants Involved in the Questionnaire   

As mentioned earlier, the total number of respondents who took part in the 

questionnaire was 249. Of the total number, only 65 (26.1%) were Saudis compared 

to 184 (73.9%) who were non-Saudis (table 4.3.). The difference in number of the two 

groups is due to the fact that the majority of the English language teachers in the 

preparatory year programme are of different nationalities and only a few are Saudis. 

This fact is likely to impact on the data as Saudis have more job security with long-

term contracts.  

Table 4. 3.  

 

While the highest number of respondents, 117 (47%), are working on a one year type 

of contract, only 39 (15.7%) are working on a six year or more contract (table 4.4.). 

This reinforces the idea of lower job security for the majority of the sample and how 

Nationalities of the participants  

 Frequency Percent 
Valid 

Percent 
Cumulative 

Percent 
Valid American 16 6.4 6.4 6.4 

Algerian 1 .4 .4 6.8 
British 21 8.4 8.4 15.3 
Canadian 5 2.0 2.0 17.3 
Egyptian 17 6.8 6.8 24.5 
Filipino 1 .4 .4 24.9 
Indian 14 5.6 5.6 30.5 
Iranian 1 .4 .4 30.9 
Irish 1 .4 .4 31.3 
Jordanian 22 8.8 8.8 40.2 
New Zealand 1 .4 .4 40.6 
Pakistani 38 15.3 15.3 55.8 
Saudi 65 26.1 26.1 81.9 
South African 5 2.0 2.0 83.9 
Sudanese 11 4.4 4.4 88.4 
Syrian 4 1.6 1.6 90.0 
Tunisan 10 4.0 4.0 94.0 
Yemeni 2 .8 .8 94.8 
Zimbabwean 1 .4 .4 95.2 
Not Specified 13 5.2 5.2 147.3 
Total 249 100.0 100.0  
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crucial results from teacher evaluation can be in affecting decisions on their contract 

renewal every year. This will be drawn upon in the coming chapters.      

Table 4. 4.  

 

 

4. 4. Data Collection and Analysis 
According to Bryman (2015), data collection can be perceived as the process where 

the researcher gathers data from the intended sample that would help in answering 

the research questions. As mentioned earlier, this research utilises and mixes three 

different methods to collect the required data and to create a corpus to answer the 

intended research enquiry. The mixed methods that are used for data collection in this 

research are, namely, questionnaire, semi-structured one-to-one interview and focus 

group discussion (FGD). As each method is intended to inform the following one, the 

methods will be applied separately in the same previously mentioned order. The data 

collected by each method was initially analysed to feed into the questions for the 

following method. The procedures for collecting and analysing the data for each 

method are explained separately in the following section.   

Length of the participants’ contracts   

 Frequency Percent 

Valid 

Percent 

Cumulative 

Percent 

Valid One year 117 47.0 47.0 47.0 

Two years 13 5.2 5.2 52.2 

Three years 8 3.2 3.2 55.4 

Four years 10 4.0 4.0 59.4 

Five years 8 3.2 3.2 62.7 

Six years or more 39 15.7 15.7 78.3 

Others 54 21.7 21.7 100.0 

Total 249 100.0 100.0  
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4. 4. 1. First Stage (Quantitative): Self-Completion Online 
Questionnaire 

The questionnaire is designed to mainly measure the perceptions and attitudes of EFL 

teachers about the phenomenon under investigation. Attitudinal measures can be 

constructed by writing the questions, finding the instrument(s) in the literature 

(Creswell, 2017), or by using both techniques, where the researcher consults the 

literature and adds more questions. In fact, the third approach was applied in this study 

by referring back to various studies on EFL teacher evaluation involving 

questionnaires, adapting them as needed, and adding other questions that suit the 

context of the study and help in addressing the research questions. The quantitative 

phase applies a cross-sectional strategy to collect data. In other words, the product 

should elicit what Cohen, Manion, and Morrison (2013) call a “snapshot of a population 

at a particular time” (p. 267).  

The questionnaire is designed to include aspects that reflect the participants’ 

background (e.g., years of experience, age, academic qualifications) to ensure that 

the “snapshot” represents the intended population. I constructed a 5-point Likert scale 

(strongly agree, agree, neutral, disagree, and strongly disagree) questionnaire 

(appendix 1, p. 319) to include closed questions that are quick to complete and easy 

to analyse.  In addition, the questionnaire included open-ended questions that are 

intended to avoid the limitations of questions with pre-set categories. Adding open-

ended questions can be considered an advantageous feature, especially in a study 

with an exploratory approach, such as this study. This type of question gives the 

participants an opportunity to freely express their opinion, which helps researchers to 

better understand the phenomenon being explored.   
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It is worth stating that using questionnaires in educational research has its advantages 

and disadvantages. Self-completion questionnaires are widely known to be cheap and 

quick to administer (Bryman, 2015). In this study it should be noted that the sample 

was scattered in different regions of Saudi Arabia, while I was located in the UK: a 

self-completion questionnaire offered me what Bryman calls an ‘unrestricted 

compass’, where the use of online surveys has almost no constraints when 

geographical coverage is to be considered, which is the very reason why an online 

questionnaire was chosen for this study.  It is also an efficient use of time in the sense 

that it can be distributed to a relatively large number in a relatively short time. The 

researcher effect is also absent with self-completion questionnaires, which makes the 

outcomes more reliable. Given that it is an online questionnaire, better data accuracy 

is an advantage, as entering the data on the electronic platform is automated and the 

researcher does not run the risk of error by entering the data manually onto a 

spreadsheet.  

Despite these strengths, self-completion questionnaires have some weaknesses that 

are discussed by Bryman (2015). Great attention must be paid to ensuring the 

questions are clear and the questionnaire can be easily completed, given that no 

probing can be carried out to get more information from the participants. Moreover, 

the respondents are able to read other parts of the questionnaire before responding 

to the first question, which cannot ensure that the questions are answered 

independently of one another. These challenges, in fact, may be of a great concern 

where studies are merely quantitative or rely heavily or solely on questionnaires. 

However, this is not the case in this study, where the questionnaire functions as an 
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initial source of data and the qualitative phase attempts to overcome the 

questionnaire’s shortcomings. Finally, there is a considerable risk of lower response 

rates and/or missing data. Daniel (2011) claims that with electronic surveys response 

rates are lower than with paper surveys. This argument gains some support from the 

following factors: participants may use more than one email account; email and 

internet may not be frequently used by some people; emails can be blocked; there are 

issues related to anonymity and confidentiality; emails are occasionally ignored or 

filtered into junk mail, and email addresses frequently change. However, this is not 

always the case.  

In contrast, Cobanglu, Ward and Moreo (2001, cited in Bryman 2015) claim that, 

compared to post and fax paper questionnaires, the online survey in their study, which 

combined all three types, proved to achieve a “higher response rate (26 per cent 

versus 44 per cent) and a faster response speed, and was cheaper” (674). As a 

researcher doing her research by means of an overseas scholarship granted by the 

Saudi Ministry of Education and having participants in the study who reside in my 

home country, I believed that an online web-based questionnaire would be the most 

convenient and appropriate option, given that the majority of the intended population 

have internet access at their workplace and they can complete the questionnaire 

easily.  

4 .4 .1. 1. Developing the Questionnaire 

To develop questionnaires and as a general recommendation by questionnaire 

specialists, one should start writing items without being restricted to a specific number. 

Thus, researchers need to free their imagination and create as many questions as 
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they can. Dörnyei and Taguchi (2009) have labelled the “resulting collection of items” 

an item pool that “should include many more items than the final scale” (p. 40). In fact, 

different sources can be identified to generate items for the item pool, such as the 

gathered qualitative data, an established questionnaire, and the researchers’ own 

thoughts (Dörnyei, 2009). As the qualitative phase was designed to come after the 

quantitative one, the questionnaire developed for this research relied on the last two 

sources: some items were adopted from earlier questionnaires in the literature of 

teacher and faculty evaluation and occasionally modified while others were based on 

my own understanding of and experience with teacher evaluation in the Saudi context.  

According to Punch (2013), questionnaires are frequently used to seek factual 

information such as background, demographic and knowledge information, and often 

contain ‘measures’ of attitudes, beliefs, opinions and values. Both aims are important 

and were considered while developing the questionnaire for this study. However, when 

the sequence of both types is to be taken into account, there are two options: to start 

with the factual and end with attitudinal questions or to start with the attitudinal and 

end with the factual questions. Oppenheim (2000) claims that placing factual questions 

that enquire about the participants’ demographic information at the top of first page is 

normally preferred by novice researchers. As this style may resemble what 

Oppenheim calls the many ‘bureaucratic’ forms that we have to fill out and as 

information regarding age and marital status may be perceived as private in many 

cultures, it seemed better to place these demographic questions at the end of the 

questionnaire designed for this study. With regard to number of questions, in the first 

draft, I started with 54 questions derived from an item pool of 123, with 10 factual 
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questions at the end preceded by 4 open-ended questions, while the rest were mainly 

attitudinal questions.  

Two question formats can be found in questionnaires, namely closed questions and 

open-ended questions. According to Dörnyei and Taguchi (2009), theoreticians tend 

to discourage open-ended questions which are known to be exploratory and qualitative 

in nature. It has been claimed that “the desire to use open-ended questions appears 

to be almost universal in novice researchers, but is usually rapidly extinguished with 

experience” (Robson, 1993, p. 243). From a personal perspective, and given the 

exploratory nature of this research, it seemed reasonable to include 4 open-ended 

questions towards the end of the questionnaire. As the questionnaire was distributed 

among EFL teachers at 5 different locations, open-ended questions gave the 

participants the opportunity to communicate further experiences they have had and 

would like to share that I was not aware of when constructing the closed questions. 

This would eventually help me develop and construct the questions for the qualitative 

phase. Indeed, this encouraged me to make the decision to include open-ended 

questions, a decision supported by Dörnyei and Taguchi’s (2009) view that  open-

ended questions may offer a greater kind of ‘richness’ than entirely quantitative data.  

Returning to my questionnaire, the closed part includes 35 questions, all of which are 

Likert scale in form, which Dörnyei and Taguchi (2009) claim to be the most popular 

format, with five response options indicating the extent to which participants agree or 

disagree with a given statement. The website used for presentation of the 

questionnaire offers both vertical and horizontal layouts and I selected one that would 
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work over all the items in order not to confuse participants. In this respect, Bryman 

(2015) argues that, if the questionnaire is being responded to in haste, with the 

horizontal alignment there could be a risk of misplacing the tick. However, Bryman 

seems to overlook how lengthy the questionnaire may look with the contrasting vertical 

layout, which may result in discouraging participation. With the issue of 

discouragement in mind, and given that Bryman’s argument may make more sense 

with a paper-based questionnaire, I decided on the horizontal format. Wording is 

another issue that needs further attention by researchers: this issue will be discussed 

later in the piloting section (section 4.4.1.3.). It is worth mentioning that the 

questionnaire developed for this research went through four main stages: designing 

and developing the initial draft, revising, piloting the revised version, and finally refining 

the final draft that was sent to the study informants. In the following sections I will 

discuss how a final draft was developed.  

4. 4. 1. 2. Examining Validity of the Questionnaire 

According to Dörnyei and Taguchi (2009), a quantitative instrument can be termed 

valid when “it measures what it is supposed to measure” (p. 51). They remind us that 

there are three types of validity: ‘criterion validity’, which is the correlation of an 

instrument with another instrument that is similar; ‘construct validity’, which shows how 

the results of an instrument conform to a theory where the targeted construct is a part; 

and finally ‘content validity’, which concerns the judgement of experts about the 

content of an instrument. Since theory validation is not the aim of the questionnaire in 

this study and given that the questionnaire is a researcher-developed instrument, I 

focused my attention on the content analysis of the questionnaire in order to ensure 
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that content validity could be established. Field (2013) defines content validity as the 

“evidence that the content of a test corresponds to the content of the construct it was 

designed to cover” (p. 872).  

In line with this but in a rather simpler approach, Bryman (2015) argues that a 

researcher who has developed a new questionnaire could seek the judgement of 

experienced individuals in determining “whether on the face of it, the measure seems 

to reflect the concept concerned” (p. 171), and hence determine what can also be 

called ‘face validity’. Before proceeding with experts to ensure the content validity of 

my questionnaire, I decided to examine the wording, clarity, length of questions and 

the format of the developed questionnaire by sending it to 4 research peers for 

consultation and feedback. Based on their feedback, the sequence of questions in 

some parts of the questionnaire was modified, the wording in a small number of items 

was improved, definitions for two technical terms (namely summative evaluation and 

teachers’ portfolio) were included and a closing question was added. As experts in the 

field of language teaching, both my supervisors were contacted to examine the content 

validity of the questionnaire. Based upon their feedback and judgment, the first draft 

of the questionnaire was finalised and the ready-for-piloting version produced. This 

strategy to assess the content validity is supported by the approach adopted by 

Creswell and Clark (2016) to validate instruments by employing content validity. They 

remind us that researchers need evidence of content validity by looking at how 

experienced judges examine whether the questions are representative of potential 

items. After ensuring the instrument was ready for piloting, it was sent to the piloting 
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phase participants. In the following section, how the questionnaire was piloted and 

how it was further examined will be discussed.    

4. 4. 1. 3. Piloting the Questionnaire 

Besides making sure the questions of the questionnaire work well, according to 

Bryman (2015), “piloting also has a role in ensuring that the research instrument as a 

whole functions well” (p. 263). Therefore, piloting is a very significant stage that a 

researcher should not overlook. Piloting may be even more important in quantitative 

approaches to collecting data. Sudman and Bradburn (1983) argue that, if researchers 

do not have the resources to pilot their questionnaires, they do not have to carry on 

with the study. In the questionnaire developed for this study, piloting is intended to 

verify the first draft in terms of clarity of items and consistency of constructs.  

Twenty EFL teachers from two Saudi universities received the link to the online 

questionnaire for piloting purposes. The first draft they received contained a total of 54 

statements, and was divided into four main sections: the first section was devoted to 

methods used for teacher evaluation with a total of ten items (from item number 1 to 

10), where questions 2 and 5 were taken from Mazandarani's (2014) questionnaire, 

and the rest were developed by me based on my readings in the wider literature on 

teachers’ evaluation. The second section was dedicated to the purposes for teacher 

evaluation and contained 8 statements (from item number 11 to 18), where question 

13 and 14 were based on my readings and the rest from the aforementioned 

Mazandarani's questionnaire. The third section concentrated on teacher evaluation as 

experienced by EFL teachers at Saudi universities and constituted 25 elements (from 

item number 19 to 43), where only question 20 was from Mazandarani's (2014) 
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questionnaire; questions 19, 32, 38, 40, 42, and 43 were written by me, and the rest 

were from Shough’s (2010) study. The fourth and final section was designed to provide 

me with the participants’ demographic information with 11 items (from item number 44 

to 54).  

Based on the test-pilot results and after examining the internal consistency (which will 

be discussed in more detail in the following section 4.4.1.4), the finalised questionnaire 

ended up consisting of 52 items (see appendix 1, p. 319). In the first section, 3 items 

were deleted and 3 were added, which gives a total of 10 items (from item number 1 

to 10), where only question 4 was from Mazandarani's (2014) questionnaire and the 

rest were developed from my readings together with the piloting stage feedback. With 

regard to the second section, it was modified to include 7 items (from item number 11 

to 17), where questions 11, 12, 15, and 16 were from Mazandarani (2014) and the rest 

were developed from my readings and the piloting stage feedback. The third section 

remains with 24 statements (from item number 18 to 41), where question 19 was from 

Mazandarani's (2014) questionnaire; items 18, 30, 36, 38, 40, and 41 were based on 

my experience and readings and the rest were from Shough's (2010) study. Finally, 

the fourth section remains the same with 11 items (from item number 42 – 52).  

It is worth mentioning that the numbers that show the sequence of statements were 

intentionally deleted from the participants' view in the final draft of the questionnaire. 

When I analysed the pilot questionnaire, the report of the platform of the online 

questionnaire showed that the completion rate was 38.89% with a total of 20 

completed responses. Further analysis indicated that there were 33 participants who 

dropped out after starting the questionnaire. The drop out started at the beginning of 
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the second section and reached its highest point at the beginning of the third section, 

with only one dropping out in the fourth section. When I asked for participants’ 

feedback, some of them replied that a questionnaire with a total of 54 questions 

seemed rather long given the busy schedules of teachers. As a result, I deleted the 

numbers that show the sequence of the questions from the participants’ view or layout. 

Arguably, showing the numbers was significant in the piloting stage where the 

informants needed to refer to a specific item number to give a particular comment 

when providing feedback. However, in the final draft and for the sake of collecting 

sufficient quantitative data for this study, I found the strategy of removing the 

numbering had a positive effect on the response rate as it increased from 38.89% in 

the pilot stage to 56.12% in the actual data collection stage. In the following section, 

the focus will be on the reliability of the instrument.            

4. 4. 1. 4. Reliability of the Questionnaire 

Field (2013) defines reliability as “the ability of a measure to produce consistent results 

when the same entities are measured under different conditions” (p. 882). It is well 

established in the literature that there are four different ways to ensure the reliability 

of an instrument, namely test-retest reliability, inter-rater reliability, inter-method 

reliability and internal consistency reliability. Since the instrument in this study is 

designed to include a number of items and is intended to be run only once, internal 

consistency seems to be the most appropriate measure for reliability (Cohen et al., 

2013). Internal consistency indicates how homogeneous the items of a scale are 

(Muijs, 2010). Pallant (2013) claims that Cronbach’s alpha coefficient is one of the 

most frequently used indicators to measure the internal consistency of a questionnaire.  
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In line with this, Bryman (2015) claims that the popularity of using Cronbach’s alpha 

to test internal consistency is due to its incorporation into software to analyse 

quantitative data. This incorporation makes it easy and fast for researchers to calculate 

internal consistency and accordingly assess the reliability of the instruments they use. 

After piloting the questionnaire of this study, the data was made ready for this type of 

software incorporation. I entered the data into the IBM SPSS programme to check out 

its internal consistency in order to assess its reliability. Initial examination revealed 

that the Cronbach coefficient alpha value was 0.768 (table 4.5.). Nunnally (1978, cited 

in Pallant, 2013) reminds us that a minimum of 0.7 Cronbach alpha value is considered 

a high reliability and sufficient to claim an instrument is reliable.  

Table 4. 5. 

 
 

By eliminating 9 items from the scale, the Cronbach coefficient alpha value increased 

to reach 0.865 (table 4.6.). This level of internal consistency value, according to 

Pallant, can be considered a very good level of reliability. While values above 0.7 are 

seen as ‘acceptable’, values above 0.8 are ‘preferable’ Pallant (2013, p. 104). 

Therefore, and given that the questionnaire includes a relatively large number of 

questions, I decided to remove those 9 items from the final draft of the questionnaire 

rather than to find the faults with them and revise them.  

 

Internal consistency of questionnaire items/1 

Cronbach's 

Alpha 

Cronbach's Alpha 

Based on 

Standardized Items N of Items 

.768 .780 36 
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Table 4. 6.  

 

4. 4. 1. 5. Analysis of the Questionnaire Data  

The data collected in the first stage of the study by means of a questionnaire was 

analysed using the IBM Statistical Package for the Social Sciences (SPSS) analysis 

software, Version 24. SPSS is known to be the most popular computer programme 

among social scientists for analysing quantitative data (Bryman, 2015). Furthermore, 

it is a powerful programme that enables researchers to handle any statistical 

procedure that seems complex (Pallant, 2013). SPSS allows users to analyse 

quantitative data in various ways and for different enquiries very quickly. With the help 

of SPSS, descriptive statistics for categorial and continuous variables were calculated 

(see Appendices 6 & 7, p. 350 & 357). Moreover, frequencies for each question and a 

frequency table were extracted through the software (Appendix 8, p. 348). The final 

part of the questionnaire with its open-ended questions was analysed qualitatively 

using thematic analysis techniques and Nvivo, which will be explained in detail in the 

qualitative data sections. It is worth mentioning, and given the qualitative focus of my 

study, that SPSS is used mainly to provide some descriptive analysis for this project.  

4. 4. 2. Second Stage (Qualitative): Semi-Structured Interviews and 
Focus Group Discussions  

Lichtman (2012) argues that interviewing is the most frequently used method for data 

collection in the qualitative approach. By interviewing, the researcher can explore 

Internal consistency of questionnaire items/2 

Cronbach's 

Alpha 

Cronbach's Alpha 

Based on 

Standardized Items N of Items 

.865 .869 27 
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aspects that cannot be examined through observation and it offers the researcher the 

opportunity to investigate and probe the “interviewee’s thoughts, values, prejudices, 

perceptions, views, feelings and perspectives” (Wellington, 2015, p. 137). In the 

literature, three different types of interviewing can be identified: structured, semi-

structured, and unstructured interviews. In the semi-structured type, the researcher 

prepares the main questions with prompts to stimulate participants’ replies and to 

make sure that they contribute as much as they wish.  

Brinkman and Kvale (2015) define the semi-structured interview as “a planned and 

flexible interview with the purpose of obtaining descriptions of the life world of the 

interviewee with respect to interpreting the meaning of the described phenomenon” 

(p. 327). In their opinion, the semi-structured interview is flexible as opposed to the 

structured interview with its fixed and structured design. In this study the flexibility of 

the semi-structured interview was intended to give me the opportunity to follow up the 

elaboration of the participants’ unique ideas and to adjust the questions accordingly, 

which makes it suitable for the exploratory nature of the proposed study. Furthermore, 

Mann (2016) claims that one of the aims of the semi-structured interview is to achieve 

participants’ descriptions of their life world along with their interpretations of the 

investigated phenomenon. This concurs with constructivism, subjectivity, and the 

philosophical assumptions underpinning this research.  

Interviewing, like any other method, has a number of advantages and disadvantages. 

Brinkman and Kvale (2015) claim that “interviewing is an active process” (p. 17); 

accordingly, and during that active process, interviewers have the opportunity to get 



Alamoudi, K 

 

133 

 

explanation, clarification and examples. In this case, this type of interviewing will enrich 

the data needed for this exploratory study. The interviewee, on the other hand, is able 

to clarify ambiguous questions and seek further explanation. Thus, I ensured that the 

participants fully understood the questions that were asked. Furthermore, non-verbal 

data such as facial expression and body language can be obtained to help and support 

interpretation of the outcomes. Finally, the flexibility of semi-structured interviews 

enabled me to adjust my interview schedule and questions to suit individual 

participants and to follow the flow of their ideas. The use of semi-structured interviews 

at the second stage of the research was also intended to give me the opportunity to 

fully and deeply understand the investigated phenomenon through the lenses of the 

informants.  

Some of the disadvantages of the semi-structured interview include the need for a 

skilled interviewer, its high cost, and the extended time it requires. Skilled interviewers 

know when to probe and when to stop and listen; they are also capable of maintaining 

the required level of formality during the interview, while unskilled interviewers may 

find it challenging to deal with a style of interview which  Drever (2006) describes as a 

“formal encounter, with a specific purpose” (p. 4), especially if the interviewee is a 

friend. To deal with this challenge, I excluded my close friends and attempted to have 

sufficient knowledge of conducting interviews to carry them out myself. Piloting the 

interview and seeking interviewees’ feedback at the piloting stage helped me to 

improve my interviewing skills, especially the skills discussed in this section. 

Furthermore, interviewing can be seen as both costly and time-consuming: travelling 

from one region of the country to another in order to conduct interviews with the 
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selected participants was an economic disadvantage of this method. I also had to 

spend a considerable period of time reaching my interviewees, given that they were 

scattered in three different universities, and carrying out the interviews with them 

myself. Finally, time is also needed for the transcription of the collected data and for 

the analysis. This challenge is indeed unavoidable; however, the degree of depth and 

understanding of the phenomenon resulting from interviews made it worth the 

challenge.  

4. 4. 2. 1. Semi-Structured Interview Guide   

Bryman (2015) has made a clear distinction between interview schedule and interview 

guide. He defines a schedule as a set of questions that are prepared by researchers 

to ask their participants, and this is what tends to be used in the structured type of 

interviewing. On the other hand, an interview guide can be described as a collection 

of prompts of areas to be addressed in an unstructured interview or the “more 

structured list” of issues to be covered in a semi-structured interview. Given this 

distinction, the flexibility assumed with the so-called ‘interview guide’ gives the 

interviewer the chance to explore how the interviewees view their own social world. It 

seems clear then that interview guides play an essential role in qualitative interviewing 

as they help interviewers ensure that all areas of enquiry are covered and they offer 

appropriate wording for the questions.  

Dörnyei (2007) addresses issues related to question types and wording when 

designing an interview guide. The issues include, for example, starting with easy 

questions to help participants open up and relax and to end with an open question to 

invite the interviewee to have the final say about what has not been discussed at the 
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same time as offering the participants the opportunity to comment on their own 

interests and experience.  Bryman (2015) mentions 9 different kinds of interview 

questions and makes a clear distinction between them as well as when and how to 

adopt each of them. Using this as a guide, and being informed by other interview guide 

templates suggested by Brinkman and Kvale (2015), I developed an interview guide 

for this study (see Appendix 2, p. 325). The guide starts with an introductory section 

containing general factual questions assumed to function as warm-up questions. 

Thematically formulated questions that address the main areas of research enquiry 

followed, along with probing questions. The guide ends with a final question that invites 

the interviewee to freely add aspects that are related to his/her experience with the 

phenomena that have not received attention or may not be addressed in the interview.  

4. 4. 2. 2. Piloting the Semi-Structured Interview  

According to Dörnyei (2007), since quantitative studies rely heavily on the 

psychometric components of their instruments, piloting is more important in a 

quantitative approach than in a qualitative approach to data collection. However, this 

does not lessen the importance of piloting the interview guide before commencing the 

actual interviews. Just as issues such as ambiguity, complexity or duplication can be 

avoided by consulting experts in the field and peer researchers, aspects related to the 

researcher’s interviewing skills and the estimated length of the interview can only be 

tested by piloting the guide beforehand. Accordingly, a total of 3 EFL teachers were 

interviewed to pilot the interview guide.   

As I had anticipated, piloting did not result in changes to the questions but it increased 

my confidence in the guide and gave me the chance to develop my interviewing skills. 
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I became more sensitive to the proper use of probes and silence to encourage the 

interviewees to clarify or say more about their opinions. Piloting also gave me some 

ideas about the time needed to conduct the interview and to cover all the questions. It 

also gave me the chance to use the data obtained from the piloting stage at a later 

stage. In line with this, Richards (2014) argues that with methods of collecting 

qualitative data, there is no actual stage of piloting where researchers test their tools, 

as piloting and the actual data collection stage can be finely merged. However, I did 

not include the qualitative pilot data as the participants involved in the pilot sample 

were found to be from universities that I did not get access to and were eventually 

excluded.  

4. 4. 2. 3. Focus Group Discussion 

Focus Group Discussion (FGD) can be simply defined as “a group interview” 

(Lichtman, 2012, p. 129). However, it can be argued that an FGD is different from a 

group interview. Morgan (1988, cited in Cohen et al., 201) describes FGD as “the 

interaction within the group who discuss a topic supplied by the researcher” (p. 436). 

The idea of interaction between the participants has been reinforced by Barbour and 

Kitzinger (1999), who define an FGD as “the explicit use of group interaction to 

generate data” (p. 4). This interaction is expected given that the role of the FGD 

moderator is to stimulate the discussion so that the desired data emerge.   

There are three main questioning strategies to moderate any FGD: open-ended, more 

structured, and the topic guide approach (Flick, 2014). In the first two types, the 

moderator has a list of questions that suit the approach being implemented. For the 

last approach, a list of topics is used to stimulate the discussion and questions are not 
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required. It was my intention to apply the open-ended questioning method for a 

number of reasons. First, the FGDs were conducted after initially analysing the 

outcome of the questionnaire and after conducting the one-to-one interviews. 

Accordingly, I had a general understanding about the phenomenon in the given 

context so there was no need for the topic guide approach which is appropriate where 

the researcher has no prior knowledge about the context. Second, in preparing a set 

of questions, I could expect some kind of comparability between the 3 FGDs that were 

conducted with participants from different universities, where each FGD would bring 

participants from the same university together. Finally, the open-ended approach 

helped to give the participants the opportunity to raise issues they perceived as 

significant with more freedom and flexibility since they were not restrained by a more 

structured method, and this suits the exploratory nature of the research.  

FGDs can be seen as effective tools for collecting qualitative data. The moderator can 

probe the cognitive and emotional responses of the group members that were 

unattainable in the first quantitative phase. Thus, like individual interviews, FGDs will 

balance the drawbacks of the questionnaire and they will all work complementarily. 

FGDs also encourage multiple views of the phenomenon, as is required for a study 

with an interpretive focus. Given the participatory collective approach of this method 

of collecting qualitative data, it seemed reasonable to encourage participants to 

provide answers to research question number 5, related to solutions to overcome the 

challenges, an area of enquiry investigated beforehand in the individual interviews. 

Furthermore, and since FGDs can be adapted easily to different settings and cultures 
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(Krueger & Casey, 2014; Morgan, 1996), they should be beneficial for a study carried 

out at 5 universities scattered throughout the regions of Saudi Arabia.  

Some of the expected challenges associated with FGDs include the required control 

over the proceedings of the sessions. Participants speaking at the same time, late 

comers, no-shows, expert informants, dominant speakers, and disruptive or quiet 

members are different types of participant-related issues that might hinder the 

effectiveness or smoothness of the sessions. However, a trained moderator can deal 

successfully with such challenges. It was my aim to seek a well-qualified moderator to 

lead FGDs or to lead them myself, given that I had practised moderating FGD sessions 

a couple of times after receiving some theoretical guidance during my work as a senior 

coordinator of the programme at my institution. Another challenge may arise during 

the analysis stage in that FGD data are difficult to analyse (Litosseliti, 2017). 

Recording the sessions, taking notes, and developing some strategies for analysis 

helped me overcome these expected obstacles. It is worth mentioning that I developed 

a guide for FGDs (see Appendix 3, p. 327) following all the procedures for the semi-

structured interviews. However, given the larger number of participants in the FGDs 

compared to the one-to-one interviews, the number of questions was intended to be 

fewer considering that the participants needed to contribute equally to the 

discussion.     

4. 4. 2. 4. Establishing Dependability of the Qualitative Phase  

According to Brown (2008), the main characteristics of sound research are 

consistency and fidelity. Consistency in qualitative research is termed dependability 

and equates to reliability in quantitative research. On the other hand, fidelity is termed 
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credibility in qualitative research and corresponds to validity in quantitative research. 

Within the notion of dependability, the aim is to ensure the consistency of the process 

in the study and the stability across methods (Miles, Huberman, & Saldaña, 2014).  

Shenton (2004) claims that the dependability of a qualitative research study can be 

achieved by using multi-methods such as the two qualitative methods that are used in 

this study, the focus groups and individual interviews. In line with this, Brown (2014) 

reminds us that dependability can be enhanced by triangulation. There are three types 

of triangulation that have been utilised in this mixed methods research, namely 

method, location and perspective triangulation. The three methods used to collect data 

for this research provide the research with the use of multiple data gathering 

procedures that enhance method triangulation. Gathering data from five different sites 

boosts what Brown (2014) refers to as location triangulation. Perspective triangulation 

was achieved through taking the negative perspectives that contradict the findings of 

the results and implying multiple perspectives. In addition, having different categories 

of EFL teachers in terms of nationality, experience, qualification and age group 

increases perspective triangulation.  

4. 4. 2. 5. Establishing Credibility of the qualitative Phase  

It is important to make sure that the findings are credible to the readers and the 

participants involved in the study (Shenton, 2004). As they did with dependability, 

Miles et al. (2014) identify a number of ways of ensuring credibility in qualitative 

enquiry; these include involving thick description, ensuring the account makes sense 

and is convincing for the readers, linking data to previous theories, reporting clear 
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findings that are coherently and systematically related, and showing the accuracy of 

predictions.  

The credibility of this research was first achieved through engagement with the 

participants whether as individuals or in groups. I visited them at their universities and 

work sites, which gave me the opportunity for more engagement and involvement in 

the context of the study. In addition, member checks and peer debriefing were carried 

out in order to enhance the credibility of the qualitative data. I returned interview 

transcripts to the participants so that they could modify any parts of the interviews they 

thought needed to be changed. After these member checks, some minor grammatical, 

editorial and content changes were suggested. I also invited a colleague who was 

familiar with my research to look through the themes, categories and sub-categories 

for peer debriefing. This colleague subsequently challenged the logic behind my 

construction of the findings, which resulted in a much more insightful progression than 

would otherwise have been plausible.         

4. 4. 2. 6. Data Analysis  

After transcribing all the interviews (For a sample transcription, see Appendix 9, p. 

370), the data obtained was imported into NVivo and analysed using a thematic 

analysis strategy, where I examined the data to extract the main themes. Bryman 

(2015) indicates that coding is one of the core elements in identifying the main themes 

in any transcript. After coding the separate parts of the transcripts, they were combined 

into themes. While doing this, I attempted to link the themes to the research questions 

as well as to the literature whenever possible to make sense of the thematic grouping. 

However, the thematic construction was mainly guided by the data and the 
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participants’ ideas. I used the NVivo programme to store the interview transcriptions 

for analysis, to label segment codes, and to have the codes visibly displayed 

(Appendix 10, p. 385). This makes it easier to classify codes into themes and to finally 

interpret them (Appendix 11, p. 386).  

Themes might be seen as the central product of the processes of data analysis that 

can yield some practical results in the research. Vaismoradi, Jones, Turunen, and 

Snelgrove (2016) argue that “the creativity of the researcher is an integral part of the 

analysis and in presenting the result in terms of a story line” (p. 101). Thus, identifying 

the themes and organizing them into categories and sub-categories reflects the 

interpretation of the researcher of the set of data s/he deals with. This eventually gives 

meaning and sense to the information collected, which helps to develop a story line 

from the data. It is essential to build up a convincing account for the reader while 

presenting the themes, categories and sub-categories. Some of the strategies utilized 

in this research to build up convincing themes are “conveying subthemes, or sub-

categories; citing specific quotes; using different sources of data to cite multiple items 

of evidence; and providing multiple perspectives from individuals in a study to show 

the divergent views” (Creswell & Clark, 2016, p. 209).  

As a software programme, NVivo is known to help researchers to code data around 

themes, which is a significant characteristic of qualitative data analysis. The 

programme does not do any coding for the researcher; rather, it helps them to import 

interviews from word documents and to label segments from stored interviews as 

“nodes”. In NVivo, nodes “can represent anything that the researcher wants them to 

be and grants easy organization and reorganization of themes in the data” 
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(Castleberry, 2014, p. 1). A section of a text can be highlighted and moved easily into 

a node chosen by the researcher by a “drag and drop” feature in the programme. 

NVivo also allows users to create categories and sub-categories under each node and 

to move segments smoothly between them. All these features help researchers to 

create, organize and reorganize themes, categories and sub-categories. The use of 

NVivo thus facilitates the coding stage and makes it run easily in an organized way.     

Brown (2014) identifies 7 different steps in analysing qualitative data as follows: 

• Step 1: Get the data into a usable form. 
• Step 2: Look for patterns. 
• Step 3: Map out tentative patterns. 
• Step 4: Organize and recognize the categories. 
• Step 5: Search for connections. 
• Step 6: Consider multiple perspectives. 
• Step 7: Be skeptical. (p. 102)      

After coding the data, I applied Brown's model in analysing the qualitative data, given 

that it is a recently developed model with a focus on TESOL mixed methods research, 

which is the case in my study. I followed all the steps he mentioned to analyze the 

data, in the same sequence. It is worth emphasizing that I did not separate the one-

to-one interviews and FGDs while analyzing them but I made a distinction between 

both types of qualitative data while feeding into the themes. In addition, boundaries 

between both types were made clear in the NVivo programme by locating each type 

in a separate section in the software.    

4. 5. Research Ethics 
In any educational research, ethical considerations must be taken into account in all 

stages. Research that is likely to cause any harm for participants and any other party 
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is always considered unacceptable. The three main areas that will be discussed in the 

following section are gaining access to the institutions where the data will be collected, 

issues related to the participants, and the data protection process. I have paid close 

attention to the established research ethics required in any stage of the proposed 

study.  

4. 5. 1. Gaining Access 

As I was dealing with different universities in the Kingdom of Saudi Arabia, different 

procedures were required at each university. In general, Saudi public universities allow 

and support research students who are sponsored by the government to gain access 

and to meet with participants to conduct their studies. These universities can be 

considered closed settings, where a researcher needs permission to access them. 

Gatekeepers of these closed settings are normally members of the top management 

and senior administration; thus, I needed to contact deans and vice-deans in order to 

secure a sufficient level of agreement and preferably to get clearance to ensure access 

to target participants.  

Creswell and Poth (2017) claim that gaining local access permission is a type of ethical 

issue which can be challenging. They argue that contacting a gatekeeper to gain 

approval is required to address this issue. For this study, my only means for 

communication was through emails, given that I was in the UK at that stage. Out of 

the many universities I contacted, five gave me access and three of them required a 

formal letter from the Dean of Postgraduate Studies at my university to officially grant 

their approval. I requested the letters and sent them back to the deans of the three 

universities and I provided them with a clear explanation of my objectives and 
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methods, a copy of the participants' consent form (Appendix 5, p. 333), and the 

University of Exeter research ethics form (Appendix 4, p. 329), to help mitigate their 

worries and concerns. On gaining their approval for access I started to communicate 

with heads of language centres and institutions, in addition to the prospective 

participants, in order to arrange for interviews.          

4. 5. 2. Participants’ Related Issues 

As far as participants are concerned, issues such as informed consent, harm, invasion 

of privacy, and deception need to be considered. Giving particular attention to the code 

of ethics to protect the identity of participants and locations (Denzin & Giardina, 2016) 

and in line with BERA’s Ethical Guidelines for Educational Research (BERA, 2011), 

this study observed sensitively the confidentiality, privacy, and anonymity of the 

participants. Informed consent should include information about the research, 

voluntary participation, the possibility to withdraw without negative consequences, 

how confidentiality will be maintained, and whom to address for further questions; I 

made sure that these were included in the introductory section of the questionnaire 

designed for this research (see Appendix 1, p. 319). To ensure that there would be no 

harm for the informants or negative consequences for their teaching routines, the 

place and time for the interviews (FGD and semi-structured one-to-one) needed to be 

convenient for the informants (Creswell & Clark, 2016). Participants were also required 

to sign the informed consent document and they needed to be made aware that all 

sessions would be recorded, both the FGD and one-to-one interviews. Invasion of 

privacy is related to issues of anonymity and confidentiality (Bryman, 2015), and  

participants were assured of these in the informed consent document for this study in 

order to avoid refusal to answer certain questions that might invade their privacy. In 
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the transcription stage, anonymity was obtained by means of the use of pseudonyms 

to refer to each of the participants.   

4. 5. 3. Data Protection 

As strongly advised in the Data Protection Act outlined by the British Educational 

Research Association (BERA, 2011), data protection was maintained in this study. 

One of the strategies I utilized in this respect was to keep the completed 

questionnaires in password-protected files. They were kept, along with the tape 

recordings of the interviews, in a secure location. The data was also not shared with 

other parties and it was indicated in the informed consent document that, if sharing 

was necessary, participants’ permission would be asked for in advance. Furthermore, 

it was planned that the entire data resulting from all the research instruments and tools 

would be destroyed upon completion of the study. This remains an essential part of 

the researchers’ responsibilities in order to protect the data obtained (Creswell, 2012).  

4. 6. Challenges and Limitations  
The challenges I experienced while conducting this research were mainly of two kinds: 

topic-associated and methodological limitations. Limitations of a study can be defined 

as those characteristics of methodology or design that can influence the interpretation 

of the study findings (Price, 2004). According to Creswell and Poth (2017), it is the 

researchers’ responsibility to reduce the likelihood of such limitations by predicting 

probable undesirable scenarios which might arise at any stage of the research. As a 

researcher, I anticipated some of these prior to the study. However, a number of 

unforeseen limitations may still occur, some of which may seem to be beyond the 

researcher’s control.  
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One of the limitations in this study is that participation was restricted to teachers in 

public (state) universities in Saudi Arabia. It is worth pointing out that it was not my 

intention to exclude private universities or limit the participants to this restricted 

sample. In fact, I commenced by contacting universities from both public and private 

sectors; however, it seems that the research did not raise much interest in any of the 

private universities that I contacted. Unfortunately, I did not hear back from their 

gatekeepers to help me determine the reasons that made them hesitate to participate 

in this study. Including participants’ perspectives from such different sites could have 

enriched the findings of this study and helped in developing a better understanding, 

as it is likely that they have different practices and policies for EFL teacher evaluation 

from those of the public sector. Thus, I decided to choose universities in a variety of 

regions in order to gain a varied picture of unique practices and policies of the 

investigated phenomenon. It is worth highlighting that this problematic aspect 

appertaining to the selection of the type of universities was inevitably beyond my 

control as a researcher; yet it can be seen as an opportunity to make suggestions for 

further research.  

Other limitations and challenges that I came across were mostly due to the 

characteristics of the subject under investigation in this research study. These 

challenges generally emanate from the context and the focus of this study and are 

difficult to deal with, given the sensitivity of the topic per se. I found that some of the 

participants were hesitant to express their honest opinion or to criticize the existing 

teacher evaluation practices or policies. This became apparent during the FGDs, when 

the presence of other members in the group resulted in some of the participants being 

restrained and less communicative. For this reason, I needed to implement different 
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strategies in order to establish mutual trust such as reminding the participants at the 

beginning of each FGD that the issues discussed should remain confidential and real 

names of participants must not be released under any circumstances as per the 

informed consent. By adopting these strategies, I was able to minimize a cautious and 

guarded attitude and to encourage participants to freely reveal their opinions and 

address the drawbacks of the current systems of teacher evaluation.                           

4. 7. Summary of the Chapter 
The chapter presents a thorough discussion of the methodology for the proposed 

study. It starts by discussing the philosophical assumptions underpinning the research, 

and then moves on to outline the design of the study. The chapter also explains in 

detail the methods for data collection and analysis. It concludes with the research 

ethics that were taken into account while conducting the study and, finally, a brief 

account of the limitations of the study is also presented. 
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Chapter Five  

Findings and Analysis  
 

5. 1. Introduction 
This chapter provides a detailed exploration of the issues investigated in the 

questionnaire, one-to-one interviews, and the focus group discussions. The 

participants shared their experiences of the investigated phenomenon in great and 

sufficient detail, which has resulted in rich data and findings. The findings include 

various quotes from the participants, employing the pseudonyms given to maintain the 

participants’ confidentiality and privacy as discussed in the previous chapter. In an 

attempt to answer the research questions, I organised the findings into three major 

themes, under which categories and sub-categories are presented and supported by 

evidence extracted from the three research instruments mentioned earlier. In the first 

theme, the importance of EFL teacher evaluation in Saudi higher education from the 

teachers’ perspective is displayed in three categories and ten sub-categories. The 

emergent categories and sub-categories are illustrated by data with one example from 

the datasets. Then contradictory perspectives from the data are provided whenever 

available to achieve perspective triangulation (Section 4.4.2.4, p. 135). All outcomes 

are interpreted in light of my experience of and knowledge about the context. The 

second theme presents findings on challenges to EFL teacher evaluation at Saudi 

universities and includes five categories and seventeen sub-categories. In the third 

and final theme, solutions suggested by the participants are displayed in two 

categories and eight sub-categories. The following table represents all themes, 

categories and sub-categories. 
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Table 5. 1.  
Themes, categories, and sub-categories 

Theme Category Sub- Category 

 

 

 

 

 

1. Providing an 
Authoritative Body 

1. Employment Decisions 

2. Contract Renewal and Salary 
Increment 

 

2. Improving Teacher 
Performance 

1. Reflection on Practice  

2. Show Differences between 
Teachers 

3. Measure Students Satisfaction 

 

3. Not Important and 
“Should Go Completely”

  

 

 

 

4. What Follows from 
Teacher Evaluation? 

1. Instructional Practices 

2. Professional Development 

3. Different Forms of Recognition 
and Rewards 

4. Teachers’ Self-Esteem 

5. Sense of Belonging and Job 
Security 

 

 

 

 

 

 

 

 

 

1. “The Biggest Challenge 
is Classroom Observation” 

1. Large Student Numbers 

2. Time Can Be a Challenge 

 

 

2. Are our Evaluators 
Capable of Judging Us? 

1. Required Qualifications and 
Skills 

2. Personality and Exposures to 
Different Environments 

3. Associated Issues of Power 

4. Feedback Concerns 

3. Students Can Be a 
Challenge Too 

1. Ability to Evaluate EFL 
Teachers 
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2. “The Student Has A Punitive 
Ability to Be Honest or Not” 

 

 

 

4. EFL Teacher Related 
Difficulties 

1. “It is Quite Ruthless Here”:  
Evaluation and Psychological 
Stress  

2. Fairness and Equality 

3. Teachers’ Related Procedural 
Issues 

4. Teachers’ preparation and 
Readiness 

5. Roles and Voice of Teachers 

 

5. Current Teacher 
Evaluation Systems 

1. Transparency and 
Confidentiality 

2. Criteria 

3. Modular System 

 

 

 

 

 

 

 

 

1. Micro-Level Suggested 
Solutions 

1. Introduce Teacher Evaluation 

2. Involve Teachers, Students and 
Build Trust 

3. Appoint Qualified Evaluators 

4. Advance the Methods, Improve 
the criteria and Scoring 
Techniques  

5. Fix the Existing Problems and 
Plan well 

6. Introduce a Different Evaluation 
System 

 

2. Macro-Level Suggested 
Solutions 

1. Invest in Teachers 

2. Collaborate with Other 
Departments and Universities 

 

The themes, categories and sub-categories are supported by data from the qualitative 

research material, namely the 21 one-to-one interviews and the 3 focus group 

discussions, which I refer to as sources for the themes. The number of times a 
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particular theme was identified across the sources is referred to as frequency. The 

following table (5.2) shows the frequency of sources and references for the three major 

themes (including categories and sub-categories). It is worth noting that despite the 

variety of the participants’ ideas, there seems to be a lack of variability in response 

based on their demographic characteristics (gender, nationality, institutions, region, 

etc.,) which reflects an overall homogeneity of the data. This is probably due to 

similarities of education policies in Saudi universities and the general philosophy 

behind the practice of teacher evaluation in that particular context.  

      Table 5. 2.  

 

5. 2. Importance of EFL Teacher Evaluation in Saudi Higher 
Education 
The first theme that emerged from the data gives a general idea about the importance 

of teacher evaluation to EFL teachers in Saudi higher education. Under this theme, 

four main categories emerged from the data and were organised to explore different 

opinions of the participants. These four categories are providing an authoritative body, 

improving teacher performance, not important, and consequences of teacher 

evaluation, as presented in figure 5.1. below. 

Sources and frequency of the three major themes 

 

Theme Source Frequency 

1. Importance of EFL Teacher Evaluation in Saudi Higher 

Education 

23 149 

2. Challenges to EFL Teacher Evaluation at Saudi 

Universities   

24 365 

3. Suggested Solutions for Better EFL Teacher Evaluation 16 116 

Total 63 630 
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Figure 5. 1. First theme and categories 

 

The first category shows that EFL teacher evaluation provides an authoritative body 

that is entitled to make decisions on employing new EFL teachers and/or renewal of 

ongoing contracts, which can be considered as two sub-categories. Both will be 

elaborated on in the following sections.  

5. 2. 1. Providing an Authoritative Body 

Teacher evaluation is important from the perspective of EFL teachers as it provides 

the university with an authoritative body that is in control over teaching profession 

practice. This idea is illustrated by one of the participants, Sondus: 

“I believe teacher evaluation is very important. Teachers need 
to know that there is an authoritarian body that controls 
standards of practice and ensures that ethical and 
professional teaching is taking place.” 
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As the quote above suggests, EFL teachers perceive teacher evaluation as a means 

of authoritative practice. Mainly, the aim of these authorities is to check the quality of 

teaching by inspecting the performance of the teachers. One participant in the 

questionnaire, as a response to one of the open questions about the strength of the 

current teacher evaluation system at his/her university, commented on the importance 

of setting standards by such bodies as follows:   

“Teacher evaluation sets the standards for teachers.”      

 

The statistical results also give strong support to the importance of setting standards, 

as one of the statements suggests that working towards improving the teacher’s 

performance on the evaluation standards will help to improve the quality of his/her 

teaching, where 62.2% of the participants agreed and 14.9% strongly agreed.  

As the above findings suggest, institutions of higher education need to adhere to a 

specific level of standards of practice to ensure that they provide a quality education 

to the students. It appears that in order for those institutions to achieve this goal, they 

need to have a body that monitors and advises on standards to work by, besides other 

related responsibilities. I believe that keeping an eye on standards is closely related 

to a number of important issues in higher education, one of which is quality assurance, 

which is required to fulfil public trust, given the fact that public universities spend public 

money to educate students. This issue will be discussed and linked to the demands 

and values of teacher evaluation further in the following chapter.  

Despite the fact that some participants have a positive perception of authoritative 

bodies, as Norris and Mills (2014) claim, the top-down and authoritative orientation of 
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language programme evaluation can result in dire consequences in some cases. This 

idea will be discussed in the discussion chapter. Besides monitoring the quality of 

teaching and as an authoritative entity, teacher evaluation can help in making 

decisions on employment and contract renewal for university EFL teachers, which will 

be discussed in the following section. Those two sub-categories are illustrated in the 

following figure 5.2.     

 

 

 

 

 

Figure 5. 2. First category and sub-categories, theme 1 

 

5. 2. 1. 1. Employment Decisions  

After recruiting new teachers, making decisions on their employment is a significant 

part of authoritative bodies’ decision-making responsibility. The data suggests that 

there may be a link between teacher evaluation and making decisions on EFL 

teachers’ employment. For instance, in one of the focus group discussions and to 

reveal the key purpose for teacher evaluation at her university, Sameyah indicated 

that: 
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“For new teachers, to take decisions, just for the first 
semester or a year joining the university.” 

However, the statistical analysis of the questionnaire shows contradicting results, 

where decision-making is found to be the least recognized purpose of teacher 

evaluation by EFL teachers themselves. Only 18.5% of the participants were of the 

opinion that teacher evaluation is carried out solely to make decisions. From a 

personal perspective, I believe that teachers may not be fully aware of managerial 

actions and administrative practices as such. Decision-makers can use teacher 

evaluation as a useful basis for their judgement before making any employment 

decision. This does not necessarily imply that teachers are to be involved in these 

procedures, nor may those practices have been made clear to them.     

5. 2. 1. 2. Contract Renewal and Salary Increment 

Connected to the previous sub-category but with more frequency, contract renewal 

was among the purposes acknowledged by the participants for EFL teacher 

evaluation. While the issue of employment decisions related to new teachers was 

brought up only three times in the interviews, contract renewal and salary increment 

were mentioned twenty times during different interviews. According to Albert: 

“The basic discomfort of people, I think, is not so much being 
observed. It’s what’s behind that and what it can lead to. Here, 
it’s completely obvious that’s what they’re doing because they 
will actually tell you if your evaluations are not high enough, 
then you will be terminated.” 

 

Daniel and Brian, in a similar vein, highlighted the idea of teacher evaluation influencing 

their salary in one of the focus group discussions and said: 
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“Brian: These two things are always correlated. Is that correct 
[to Daniel]? Their grade and their-- 

Daniel: Salary increase. Always. 

Brian: Always. 

Daniel: Yeah. 

Brian: The grade of the instructor when the contract renewal 
is happening.”  

 

As these findings suggest, EFL teachers are very concerned about the results of their 

evaluation, given the considerable influence it may have on personnel decisions such 

as salary increment or contract renewal. A possible contextual factor that may explain 

these findings is that there are many expatriate EFL teachers at Saudi universities 

whose contracts are renewed annually or every other year. Statistical analysis of the 

participants’ demographic information shows that 47% of them, which forms the 

majority of the sample, have a one-year contract. When the qualitative data is 

considered, the issues of contract renewal and salary increment were mentioned by 

teachers of different nationalities but not by Saudis. Karen from the UK stated this 

clearly in one of the focus groups: 

“I think basically, it all comes down to the same thing that we 
are contractees and we feel worried about renewing our 
contracts, basically. And my colleague has said it several 
times; security.”  

 

The findings suggest that Saudi EFL teachers at Saudi universities may appear to be 

less worried about contract and increment issues as they have a permanent contract 

with stable annual increments and hence did not mention such issues in the interviews. 

However, a close analysis of the data reveals a contradiction to the previous findings. 
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One of the participants, namely Nadin from Jordan, believes that contract and salary 

may not be influenced by teacher evaluation results. According to Nadin: 

“Well, contract and salary, no, because I haven’t heard 
anyone talking about being affected with salary and contract.”        

 

The participant contended that she did not have any experience of having a colleague 

fired based on their teacher evaluation and justified her response on that.  There may 

be other contextual reasons for her answer: Nadin and her colleagues talked about 

the introduction of a mentorship programme at their university, where their institution 

provides a peer mentoring scheme in order to support the new teachers, especially 

those with some teaching deficiency; furthermore, Nadin herself is one of the peer 

mentors and has spent more than 4 years in the institution and therefore may have a 

more secure job than the other participants, who linked contract renewal and salary 

increment to teacher evaluation.   

Another factor that may mitigate the teacher evaluation effect on expatriate teachers’ 

salary was highlighted by Joseph, who is teaching at another university:  

“It doesn’t affect mine because any salary increments stop 
once you reach the age of 60 at this university. So it’s the 
pressure of ageism. You could be the best teacher in the 
world, but after you reach the age of 60, you don’t get any 
increments. Before that, yes, I understand.”  

 

This finding suggests that the influence of teacher evaluation can be precluded at a 

certain age where teachers do not expect any raise in salary. Age, however, cannot 

stop the effect of teacher evaluation on contract termination, which is an unfortunate 

situation for any experienced professional. To conclude this category, it is worth 
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mentioning that the kind of teacher evaluation that leads to decision-making by 

authoritative bodies belongs in the category that is labelled summative evaluation in 

the literature. This type of evaluation appears to be significant in education, as Asher 

(2016) contends that those who receive public funds should prove to be accountable. 

This significant issue can be linked to the idea of public trust and will be elaborated on 

in the following chapter.          

5. 2. 2. Improving the Teacher’s Performance 

The second category reveals how teacher evaluation can help improve teacher 

performance as perceived by the participants. When teacher evaluation takes place, 

many EFL teachers may place considerable importance on their improvement and 

growth as a result of the evaluation process, which could be categorised as formative 

evaluation. There is a wealth of literature on teacher evaluation (e.g. Bailey, 2016; 

Danielson & McGreal, 2000; Peterson, 2000) that illuminates the notion of formative 

evaluation. Some works assume that formative evaluation is essentially conducted to 

offer feedback for the purpose of improvement. This idea received strong support from 

the data in this study, as most of the participants mentioned the importance of 

evaluation in developing their practice. For instance Hatim stated:  

“It's through evaluation that teachers try to see their own way 
of  teaching and to identify the strong aspects of their 
practice, as well as their weaknesses which may need to be 
changed and improved.” 

 

As this finding suggests, teachers as practitioners need evaluation feedback to 

reinforce their strengths and to avoid weaknesses. Abdulhameed adopted the same 
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stance and added that, through evaluation, teachers can benefit from senior teachers. 

He asserted that:  

“I think it [referring to teacher evaluation] is very important 
since teachers benefit from the accumulated experiences of 
senior teachers.” 

 

The statistical findings highly supported the significance of evaluation for improvement 

purposes, where 53% of the participants agreed that teacher evaluation should mostly 

focus on formative purposes and another 27.3% strongly agreed, totaling 80.3% of the 

sample. It seems that improving teacher performance is seen as the core target for 

teacher evaluation from the participants’ perspective, thus highlighting the significance 

of teacher evaluation and the high expectation teachers place on it. The analysis of 

the data resulted in the emergence of three sub-categories, namely reflection on 

practice, show differences between teachers, and measure students’ satisfaction. The 

three sub-categories are presented in the next section and displayed in figure 5.3. 

below. 

 

 

 

 

Figure 5. 3. Second category and sub-categories, theme 1 
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5. 2. 2. 1. Reflection on Teaching Practices  

In order for a language teacher to improve her/his performance, evaluation should 

encourage reflection on teaching practices. According to Farrell (2014), reflection, or 

‘reflective practice’, is one of the buzzwords in education and has become a popular 

term in language teachers’ education and professional development. Reflection 

involves the process of analysing and evaluating what is happening inside the 

classroom (Zwozdiak-Myers, 2012). As Bailey (2006) claims, when teacher evaluation 

reflects on the teacher’s practice, s/he can achieve the desired improvement. 

Explaining that evaluation helps her reflect on her professional practice, Omaima 

maintained that: 

“If you’re asking my personal opinion, I think that it makes you 
a very conscious teacher, a very self-reflective 
professional. There have been things that have been pointed 
out to me during my observations which I had not really paid 
attention to.”  

 

As Omaima stated, there are areas for improvement in her practice which she had not 

recognized, as they had become routine over the course of time. Teacher evaluation 

should help bring these areas to the attention of the teacher as a kind of reflection and 

feedback, and hence information about teachers’ practices can be useful. Statistical 

results showed that 52.6% of the participants agreed that teacher evaluation provides 

them with objective information about their teaching and another 8.8% strongly 

agreed. This suggests that more than half of the sample supported this finding. 

Similarly, the following quote from Ashir, one of the interviewees, illustrated the 

importance of the reflective feature of evaluation:  
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“Evaluation is important as it gives both the teacher and 
supervisor an indication of the strengths and weaknesses 
of the teacher and where necessary, corrective measures 
taken.” 

 

Besides highlighting the significance of evaluation, he also took the issue somewhat 

further by asserting that corrective measures are to be taken when necessary. In a 

similar vein, Ayman pointed to identifying the areas that need improvement:  

“It's through evaluation that teachers try to see their own way 
of teaching and to identify the strong aspects of their practice, 
as well as their weaknesses which may need to be changed 
and improved.”  

 

As an expected consequence of reflection on practice, improvement and change need 

to take place after identifying strengths and weaknesses. Interestingly, analysis of the 

survey data showed that 58.8% of the participants agreed that teacher evaluation 

increases their reflection on choice of teaching strategies and another 12.4% strongly 

agreed. Such a relatively high level of consensus amongst EFL teachers about the 

role of evaluation on choice of teaching strategies underlined the significance of 

teacher evaluation in reflection on their practice. Waring’s (2013) findings, however, 

highlight the significance of interaction in post-observation meetings to reflect on 

practice in the context of second language teaching.  

5. 2. 2. 2. Show Differences between Teachers 

In line with reflection on teachers’ practices and connected to the previous sub-

category, teacher evaluation serves to distinguish between teachers. As evaluation 

takes place, teachers get different results based on their evaluation and hence 
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differentiation will appear. Fatin linked this point to the importance of teacher 

evaluation stating: 

“Because it shows the difference between people; 
somebody who is working and somebody who is not working; 
somebody who is doing their job and somebody like this, just 
ignoring the tasks that she's given. It is important.”  

 

The quote suggests that differentiating between teachers is significant as teachers are 

not the same. Different actions might be taken according to what teacher evaluation 

brings out. Enrolment in different professional development programmes may be one 

of them; as posited by some participants, teachers can decide on different professional 

development plans based on their evaluation. This is illustrated in the following extract 

from Farah: 

“Those who want to have more practice in some areas, they 
need development; they prepare presentations and 
workshops for those teachers in order to enhance the 
performance of the teachers and to have a better outcome 
for them.” 

 

The data suggests that teacher evaluation helps EFL teachers to know more about 

the areas they need to plan for professional development activities. Knowing more 

about differences between teachers could help institutions to provide a variety of 

developmental workshops to match different professional needs. This may be the 

ultimate purpose for teacher evaluation. Farah made a clear link between teacher 

evaluation and improving teachers’ performance in the following quote:  

“In case, if this teacher evaluation is done for my own sake for 
improving the level of performance, I totally agree.” 
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The statistical results also support this finding. The survey analysis indicates that 51% 

of the participants agreed that the teacher evaluation process is helpful to their 

professional growth and 18.1% strongly agreed, giving a total of 69.1% agreement. In 

my opinion showing differences between teachers based on teacher evaluation and 

consequently planning various workshops may further highlight the importance of 

teacher evaluation.       

5. 2. 2. 3. Measure Students’ Satisfaction  

As Seldin (2006) states, academic institutions need to gather and propagate 

information on student service, student satisfaction and learning ratings. EFL teachers 

at Saudi universities appear to be aware of institutional demands to measure students’ 

satisfaction and some teachers accordingly linked it to the importance of teacher 

evaluation. For instance, when Samar was asked about the importance of teacher 

evaluation, she acknowledged the significance of measuring students’ satisfaction 

amongst other indicators in the following extract:  

“I know that it is important for the seniors, for the authorities 
what the teacher is doing inside the class and whether the 
students are satisfied, whether she is applying the 
techniques as she claimed to have learned previously and 
which are necessary for effective teaching.” 

 

Roza also placed value on measuring students’ satisfaction as an inevitable aspect of 

teacher evaluation and asserted: 

“Sometimes maybe I’m teaching in a way you’re maybe not 
satisfied with (…). But if the students are satisfied or not, 
that is really important.” 
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Regarding results from the survey and when participants were asked to describe EFL 

teacher evaluation in two words only, one of the participants described it as “customer 

satisfaction”, referring to the student as a customer. The data suggests that student 

satisfaction may be significant in indicating quality teaching. In line with this, Carbone 

et al. (2015) in their study found that teaching quality was highly related to students’ 

satisfaction. It appears that creating an encouraging learning environment which can 

positively influence student satisfaction will accordingly help achieve better evaluation 

schemes and higher teaching quality. This sub-category brings the importance of EFL 

teacher evaluation category to an end. In the following category, I will present the 

results of a category which contradicts those shown above.   

5. 2. 3. Not Important and “Should Go Completely”  

This category not only contrasts with the previous two categories in the ideas reported 

by EFL teachers at Saudi universities but also differs in structure of presentation, in 

that it has no sub-categories. The reason behind this is not because of lack of variation 

in the ideas but is rather a result of not having much support from the data to create 

sufficient sub-categories. Instead, the ideas were presented by the participants, 

introduced without much support and were discussed only in brief. Therefore, I will 

present them as various reasons to support this category. The insignificance of 

teacher evaluation was stated very clearly by some participants: for example, in one 

of the focus groups, Huda, who was highly ranked by her evaluator, made explicit 

reference to this idea: 

“The other thing is sometimes we feel it’s unnecessary, 
especially if I get something around 4 or 4.5 or 5 [out of 5] in 
the last year, and now I’m being observed again for the 
following year. So I find it unnecessary as a teacher. So if I 
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needed development in any sort of any part of my teaching, I 
would expect the evaluation, so why should you re-evaluate 
me if you already know my performance beforehand?”  

 

Daniel had a similar stance towards the importance of teacher evaluation:   

 “Well, some teachers say it should go completely.”  

 

He added that: 

“For me, I think it’s fair enough (...) but unfortunately, because 
I’m almost 60 now, they don’t link it anymore to my salary 
increase. So for me, I couldn’t care.” 

 

Analysis of the qualitative data revealed several reasons put forward by the 

participants to justify their opinions on the insignificance of teacher evaluation. Mariam, 

for instance, linked this issue to lack of aims: 

“But it’s aimless, it’s fruitless” 

 

The data here reveals that clarity of the aims and reasons behind evaluation make it 

important. It appears that institutions need to inform EFL teachers about the aims of 

the evaluation before proceeding with the evaluation so teachers can better 

understand the practice and its aims. It is likely that teachers will invent some trivial 

reasons for teacher evaluation when they have no clear explanation for it. A humble 

reason proposed by the participants was to categorize teachers, as stated by Ferdaws: 

“I don’t know. I feel it’s more into sorting teachers into 
categories. It’s really more about scoring, if you get 5, if you 
get 4 or 3, etc. It’s not about to develop. They just give you a 
score and then go home, and that’s it.” 
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The extract clearly reveals that teachers know little about the reasons for teacher 

evaluation, so it appears to some of them that it is simply enacted to aimlessly sort 

teachers into separate categories and evaluate them to ascertain in which category 

they best fit.  The data also showed a less insignificant yet unpleasant aim, which is 

documentation. Majedah referred to the notion of ‘documentation’ in the following 

extract: 

“You feel in a way, between the lines, it’s only for 
documentation reasons. They just want to document that 
we’ve done evaluating as part of the institute professional 
stuff, and that’s it.”  

 

The data shows that teachers need to guess why teacher evaluation is taking place at 

their institution in order to make sense of the evaluative procedures carried out. This 

makes them feel that it has no value and that it is merely an administrative routine.  

The final issue that emerged from the data is the lack of follow-up plans. This reason 

can be identified in the following quote from Mariam:  

“There’s no follow up, and at the end of the day, she is 
graded for what she was supposed to develop in and nobody 
followed up on her development. And no real 
consequences.”  

 

As the quote suggests, having a follow-up plan might help EFL teachers to conceive 

a better understanding of the goals of teacher evaluation.  

To conclude this section, it is clear that teachers need to be convinced about the 

practice of teacher evaluation by providing persuasive reasons and explicit aims for it.  
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In the following category, the consequences of teacher evaluation as suggested by 

the participants will be outlined.   

5. 2. 4. Effects of Teacher Evaluation? 

In this category, issues that follow as a result of teacher evaluation from the 

perspective of EFL teachers will be presented. Instructional practices, professional 

development, forms of recognition and rewards, along with teachers’ self-esteem, 

sense of belonging and job security will be presented in the following as five different 

sub-categories (displayed in figure 5.4. below). Various and sometimes opposing 

opinions were held by teachers and they will all be presented in detail in the following 

section. 

 

 

 

 

Figure 5. 4. Fourth category and sub-categories, theme 1 

 

5. 2. 4. 1. Instructional Practices  

When instructional practices were discussed, the majority of the participants indicated 

that evaluation can positively affect their own practice. Thus, teacher evaluation can 

be perceived as offering different contributions to both teachers’ performance and 

additional improvement plans.  As Papay (2012) maintains, teacher evaluation can 
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afford a rich view of teachers’ instructional practices when classroom observation 

implements a standard-based evaluation system and evaluators pay frequent visits to 

the classroom. The following extracts indicate how the participants consider teacher 

evaluation as a source by which they can develop their instructional practices. Ayman 

and Asher in their one-to-one interviews made explicit reference to this idea:   

“Ayman: The evaluation notes have a positive effect on my 
instructional practices.” 

“Asher: Such results should help improve a teacher's 
instructional practices leading to professional growth and by 
extension benefit the students.” 

 

Interestingly, the analysis of the survey data showed that only 29.3% of the 

participants agreed that they regularly receive instructional support based on their 

performance evaluation and another 3.2% strongly agreed, while 35% remained 

neutral about the statement. In line with this, a considerable number of the participants, 

specifically 50%, agreed that the process used under the teacher evaluation system 

fosters a climate for instructional improvement and 8.48% strongly agreed, while 

26.9% decided to remain neutral. It appears that teacher evaluation can provide EFL 

teachers with a useful source to decide on the quality of their instructional practices 

so teachers can recognize what practices might need more improvement; however, it 

seems that they do not receive sufficient instructional support as a consequence of 

their evaluation. Some participants link instructional improvement to constructive 

feedback. Hamdan in his interview referred to this link: 

“Where the teacher was constructively alerted to a particular 
point in the teaching process by the evaluator and the teacher 
being evaluated [has] accepted this point wholeheartedly. So, 
there could be a pathway for constructive feedback where 
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the teacher genuinely believes that the evaluator is fairly 
reflecting on his teaching and giving credit to the teacher 
where credit is due and alerting him in a professional manner 
to ways of improving in other aspects of his teaching.” 

 

It seems that teachers place a high value on the feedback they receive from their 

evaluators and improve their instructional practices accordingly. On the other hand, 

some participants reported that teacher evaluation does not affect their instructional 

practice. Brian, for instance, viewed this issue from a rather different perspective: 

“I normally forget about the student evaluations and the other 
evaluations throughout the year. I think that it doesn’t really 
affect the way that I teach or the way I present myself as a 
professional in the field as it should, I believe.” 

 

In an extremely contradictory viewpoint, the data revealed that some teachers believed 

that teacher evaluation has a negative impact on their instructional practices. When 

Karam was asked in his interview about the ways in which teacher evaluation affects 

his instructional practices, he contended:  

“They usually increase our frustration. For example, inside 
the class you should be thinking all the time whether what you 
do pleases X and Y or not.” 

 

There is a lot to say about such an understanding of teacher evaluation and its effect 

on instructional practices. Saudi universities’ enthusiasm for international recognition 

and accreditation is a hidden agenda which EFL teachers may feel obliged to follow 

which may cause them to perceive teacher evaluation as a source of frustration. It 

seems the link between teacher evaluation and its negative consequences may 

reinforce the idea that evaluation does not do much to improve instructional practices. 
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Instead, some people believe it is done to respond to universities’ thrust for 

accreditation; an issue of demand that will be discussed in the forthcoming chapter.        

5. 2. 4. 2. Professional Development 

Unlike the previous sub-category, the majority of the participants expressed the view 

that teacher evaluation does not motivate their professional development. The core of 

these ideas may reside in the view that educational institutions do not provide proper 

developmental workshops. The need for teacher evaluation that feeds into institutional 

decisions on workshops for teachers is highlighted in the following extract from 

Abdulhameed:      

“I do not think that evaluation results are used to put on a 
specific workshops or fed into these workshops to be 
specifically tackled, rather they are workshops revolves 
around specific teaching topics have no specific link to 
anyone's performance.”      

 

The extract above suggests that there is no link found between teacher evaluation and 

the workshops their institutions usually provide. In other words, institutions do not 

make any effort to design developmental plans based on the needs of their EFL 

teachers. As a result, teachers hardly find these workshops valuable. Some 

participants critically commented on the purpose of the workshops provided: that they 

do not support the type of professional development they need. For instance, Joseph 

levelled a serious criticism of the purpose for such workshops at his university:    

“Workshops are used rather cynically here. We often finish 
the semester before the holiday begins, and I think we have 
workshops then to ensure that people aren’t leaving before 
the end of the semester.”    
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As the quote suggests, aimless workshops are sometimes offered just to keep 

teachers busy and to ensure that they do not leave before formal holidays begin. A 

plausible solution for such an issue would be to make professional development 

programmes more useful by linking them to the results of teacher evaluation practices. 

I believe that workshops should match the needs of the teachers in order to improve 

their instructional practices. In the same vein and reflecting on the link between 

teacher evaluation and professional development, one of the participants, Karam, 

attempted to articulate how teacher evaluation demotivates his professional 

development:  

“To me, they demotivate, frustrate, disappoint, demoralise 
me simply because they want me to please them in a fifty-
minute-class without pleasing Allah and my students the 
whole year.” 

 

Although the participant was referring to classroom observation and how it is 

conducted, he asserted that teacher evaluation results demotivate teacher 

professional development, the main reason being that it seeks the evaluator’s 

satisfaction in a short period of time. This may be true, especially where students’ 

rating is not part of the overall evaluation of the teacher and classroom visits are the 

sole or main method of evaluating performance. Some participants, however, trust that 

teacher evaluation can provide them with a reliable source for motivating professional 

development and identifying training needs. Appreciating the value of teacher 

evaluation in providing opportunities to identify training needs, Sondus commented:   

“Yes. I believe teacher evaluation is a good opportunity to 
have the teacher’s training needs pointed out and so it 
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becomes easier for teachers to go and seek training in these 
areas.”  

 

It appears that the notion of identifying training needs partly relies on further actions 

taken by teachers themselves, given that institutions do not provide training 

opportunities that meet teachers’ requirements. For instance, Mawaddah stated:  

“And I learned, and I was looking for information about that. 
Every point they told me after that, I started researching.” 

 

The extract suggests that EFL teachers need to depend on themselves to promote 

their performance and carry out individual professional plans. Furthermore, the 

statistical results revealed that teacher evaluation was found to be of paramount 

significance in guiding teachers in their professional development efforts. With regard 

to the survey findings, 56% of the participants agreed that they focus their professional 

development efforts on activities that directly help them achieve the evaluation 

standards and 16.1% strongly agreed, giving a total of 72.1%, while 18.5% were 

neutral.  

5. 2. 4. 3. Different Forms of Recognition and Rewards  

The data revealed that, when they do exist, rewards and recognitions may take 

different tangible and intangible forms. The issue of recognizing and rewarding highly-

performing teachers seems to be a common trend in education. As Yuan (2015) 

states, the practice of rewarding teachers with high performance based on their 

evaluation score became increasingly common in the USA, especially those rewarding 

programmes that are supported by the Race to the Top Fund. Indeed, although 
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rewarding teachers may not be clearly linked to teacher evaluation outcomes in Saudi 

universities, teachers consider rewards an indication of a good performance. The 

following extract from an interview with one of the EFL teachers showed how 

recognition is perceived by participants of this study. Karam stated:  

“Recognition here means that you are distinguished from 
other teachers and so you can get credits, bonus, overtime, 
vacations….etc."  

 

The statistical findings partly support the idea that teacher evaluation helps in 

recognizing highly-performing teachers in Saudi universities. The survey showed that 

45.8% of the participants agreed that the teacher evaluation system recognizes 

teachers’ contribution to the academic institution and 12% strongly agreed, totaling 

57.8% of the entire sample, where 16.9% disagreed and 18.9% remained neutral.  The 

data also revealed that there can be tangible and intangible rewards: tangible rewards 

may include certificates or shields, monetary compensation (bonuses or overtime) and 

salary increments; the intangible may include contract renewal. The following extracts 

from different one-to-one interviews show how EFL teachers perceived this aspect of 

rewarding. Fatin stated:  

“Yes we have always like certificates. They always have 
certificates and sometimes shields” 

 

In the same vein, Joseph commented:  

“The only reward, if it is a reward, was when I’ve been asked 
to teach on an evening class, which is overtime” 
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Albert was less interested in the rewards offered at his university: 

 “There’s only a small bonus in salary terms. It’s the only 
reward that we get.” 

 

Omaima seemed to be disappointed with recognition of her efforts and articulated her 

dissatisfaction as follows: 

“I suppose the contract that you can get to sign the next year 
is the only reward we know, and it just shows that, yes, 
probably we’re still needed and it’s okay for whatever we’ve 
done. Unfortunately, there is no other thing.” 

 

The data showed that some EFL teachers recognize the reward system taking place 

at their institutions, whether linked to teacher evaluation or not. They also seemed to 

admit the significance of the rewards in motivating teachers to perform better. The 

quotes may also suggest some ambiguity in the way institutions recognize and reward 

teachers’ high performance. In contrast to this group of teachers who reflected on how 

Saudi universities positively recognised their effort, another group of participants 

denied the existence of any reward or recognition systems at their universities 

altogether. When asked about rewards and recognition in their evaluation system, 

Daniel stated:  

“Never got that. We never get it. Not at all.” 

 

In line with the above quote and acknowledging the significance of having a reward 

system, Abdulhameed contended:  
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“Unfortunately, we do not have that in our evaluation system 
as far as I know, nonetheless, I think this will intensify 
teachers to run their limits in improving their quality of 
teaching.” 

Moreover, in one of the open end questions in the survey where EFL teachers were 

asked about the weaknesses of current evaluation systems at their universities, one 

of the participants clearly stated: 

“There are no incentives for achieving a high evaluation” 

 

The data also showed that there is a third viewpoint, where teachers link high 

performance scores to getting an undesirable kind of recognition such as having extra 

work or duties. This may encourage teachers to show a low performance level in order 

to avoid high scores, even if it is within their capacity. The following extract from 

Hamdan illustrates his views on the disadvantages of having high evaluation: 

“They expressed their intentions to just get near the highest 
scores (4 or 4+ out of 5) since getting a score of 5 will mean 
the compulsory listing that faculty’s name (who achieved the 
highest evaluation score) on a list of mentors who need to 
carry out the process of an ongoing mentoring and evaluations 
(without any incentive or compensation) which is an arduous 
job that takes at least 8 hours a week of extra work that the 
faculty members believe they could do without.”   

 

The data suggests that recognition of teachers’ performance and the subsequent 

reward system are not set in a way that is clear, desirable and motivating to teachers 

at universities in Saudi Arabia. There seems to be a need for a more professional 

approach to rewarding EFL teachers that is grounded in an effective evaluation 

scheme. Similar to many other contexts, Gosling and Hannan (2013) suggest that the 

best way to elevate the quality of teaching can be to reward highly performing teachers 
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in a selective and competitive approach. They claim that this idea was behind the 

foundation of the Centres for Excellence in Teaching and Learning (CETLs) initiative 

in the UK. This can also be linked to the issue of public trust and funding, which will 

be developed further in the following chapter.           

5. 2. 4. 4. Teachers’ Self-Esteem 

One of the sub-categories that emerged from the data is how EFL teacher evaluation 

and self-esteem can be related to each other. As an academic endeavour, teacher 

evaluation can be seen by teachers as emotionally charged, which may influence the 

way they feel about themselves. As Reddy, Dudek, Kettler, Kurz, and Peters (2016) 

advise, teachers’ perceptions of self-esteem depend on their performance and the way 

their performance is being evaluated, since teachers invest a great deal of their 

‘selves’ in their work. Most of the participants linked high self-esteem to high evaluation 

scores and vice versa. For instance, the following extract from one of the interviews 

illustrates how Asher related them:   

“Self-esteem can either be low or high depending on how the 
evaluation process has been handled. If it's like a witch 
hunting exercise then negative results will lead to low self-
esteem. And the converse is true” 

Samar, similarly, explained how her self-esteem declined when she once received low 

evaluation results: 

“Yes. I had explained it earlier that I felt like a total failure. 
When I got that evaluation, I knew what were the factors 
involved in that bad or below average evaluation. I know that 
very well, but still I was distressed.” 
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The extract above suggests that knowing the reasons behind getting low evaluation 

and acknowledging them does not help mitigate the negative effect of low evaluation 

on teachers’ self-esteem. On the other hand, some participants confirmed that the 

process of teacher evaluation does not lead to any consequences for their self-esteem 

regardless of the result they get.  

Interestingly, some of the participants attributed this state of being emotionally 

unaffected by evaluation to having sufficient qualifications and adequate experience. 

Referring to these issues, Hamdan proudly stated:  

“I am an experienced and well-qualified teacher, and 
therefore, my self-esteem was not affected at all. However, 
some of the inexperienced and less qualified teachers may 
bear the brunt of teacher evaluation since the psychological 
context involved is very tense and stressful.”    

 

The findings reveal that teacher evaluation can shape teachers’ self-esteem and may 

affect them emotionally. In some cases, judgmental evaluative environments may 

result in tension and stress. In the following sub-category, how such an atmosphere 

may affect EFL teachers’ sense of belonging and job security will be presented.        

5. 2. 4. 5. Sense of Belonging and Job Security  

Job security and sense of belonging have been extensively investigated in the 

literature. According to Albaqami (2015), job security can promote creativity for those 

who work in higher education. When teachers feel their jobs are secure, they can 

develop some sense of belonging to academic institutions, which eventually results in 

high performance and creativity. Teacher evaluation can create such an atmosphere. 
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For example, when Asher was asked about how evaluation affects his sense of 

belonging, he contended: 

“It does in the sense that it fosters a sense of a shared 
goal/vision and collegiality” 

 

The data indicates that having shared goals, through evaluation schemes, can 

encourage a sense of belonging. However, the data also shows that developing a 

sense of belonging may not be directly related to teacher evaluation but rather may be 

attributed to many various aspects of the participants’ work environment. Amongst 

other issues that affect their sense of belonging, the participants mentioned 

relationships with students and/or with colleagues, satisfaction with the salary, quality 

of team work, commitments teachers have, and work space settings. In addition, some 

expatriate teachers added that their sense of belonging is affected by the way they are 

made to realize they are foreigners to the Saudi culture, whether by colleagues or 

students.  

It appears that, when EFL teachers have more interaction with colleagues, they 

develop a better sense of belonging. For instance, one of the participants, prior to his 

current place of work, was working in another place at the same university where he 

was only rarely able to meet up with his colleagues. In his interview Joseph stated: 

“I do have a better sense of belonging to the prep year than 
I did in the other department, but that’s because we’re all in 
one building and I see my colleagues, whereas when I was in 
the department, we all used to go off and teach in different 
buildings, so you’d very seldom see your colleagues.” 
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The data suggests that being physically close to colleagues helps to develop a 

stronger sense of belonging. It also appears that the quality of collegiality influences 

how teachers feel about their belonging to the institution. Although teacher evaluation 

appears not to have much influence on EFL teachers’ sense of belonging to institutions 

of Saudi higher education, it seems to play a significant role in job security. This can 

be expected, given that authoritative bodies in Saudi universities tend to rely on 

teacher evaluation to make personnel decisions (for more details, see Section 

5.2.1.1.). When Daniel was asked if evaluation affects his job security, he claimed:        

“Yes. Teachers are being fired. Actually, one teacher was just 
fired about two weeks ago in the beginning of the module 
because his evaluations were quite low.”      

  

Interestingly, the participants who associated job security with teacher evaluation were 

generally teachers of different nationalities but not Saudis. It seems that being a non-

tenured faculty member can also affect the way EFL teachers feel about job security. 

In one of the discussion groups, Brian contended:   

“Tenured professors have job security with their employer 
until they either decide to leave of their own or if there is some 
outside, like really bizarre event that happens (…) So that kind 
of thing really doesn’t exist here probably because a lot of the 
faculty members teaching outside of universities are 
foreigners” 

 

As most of the expatriate EFL teachers at Saudi universities are generally contractees 

(73.9% of the sample are expatriate teachers), and it is rare to find tenured non-Saudi 

faculty, their residence in the country is directly related to their contracts. A number of 

political factors may contribute to this issue as most Gulf countries do not offer the 
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possibility for permanent residence or naturalization for non-citizens to become 

citizens. If expatriate teachers had better opportunities to become permanent 

residents or citizens, they might have more job security and more opportunities to 

become tenured professors. When job security is taken into consideration, teaching 

can be a predictable and stable occupation; however, and as Goldhaber (2015) states, 

the increased risks that are linked to teaching can lead to the perception  of teaching 

as a less desirable job. The data also shows that some EFL teachers, including 

expatriates, still feel secure in their job even when they have to be evaluated. When 

asked in her interview about how teacher evaluation affects her job security, Farah 

stated: 

“What I have seen here as a contractee, it didn’t. The 
teachers who have shown low performance in their classes, 
they were given extensive workshops.”  

 

The data suggests that what follows from teacher evaluation is what indeed affects 

teachers’ job security. It is possible that teacher evaluation followed by professional 

development plans helps teachers feel more secure and at less risk than evaluation 

followed by an immediate decision.   

5. 3. Challenges to EFL Teacher Evaluation at Saudi 
Universities   
Another theme that emerged from the data is the challenges to EFL teacher evaluation 

under current evaluation systems at Saudi universities.  This theme comprises five 

main categories under which a number of sub-categories are involved. The five 

categories comprise challenges related to classroom observation, evaluators, EFL 
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students, EFL teachers, and teacher evaluation practices and they are shown in the 

following figure 5.5. 

 

 

 

 

 

 

 

Figure 5. 5. Second theme and categories 

 

5. 3. 1. “The Biggest Challenge is Classroom Observation” 

The data shows that there are a number of issues related to classroom observation 

which hinder the success of teacher evaluation. There is a wealth of literature on 

classroom observation as one of the most significant evaluation measures (e.g. 

Arreola, 2006; Galbraith & Merrill, 2012; Seldin, 2006; Williams & Crates, 2015). 

Williams and Crates (2015) highlight the importance of classroom observation in 

providing meaningful feedback to teachers. Indeed classroom observation can be a 

good source for EFL teachers to reflect on their practices and how others might see 

their instructional practices, as the findings of this study indicate (Section 5.2.2.1. p. 
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160). Interestingly, some participants revealed that classroom observation can be 

perceived as a challenge, as indicated in the following extract from Omaima: 

“I think one of the biggest challenge now for us, to be honest, 
is that classroom observation itself.”     

 

She continued: 

“So I think that that is the biggest issue we have is just the 
classroom observation where we are probably not seeing the 
value of classroom observation for what it is (…) And also, 
the perception, the perceived notion of a classroom 
observation where we think that it’s a hire and fire 
mechanism.” 

 

The data suggests that classroom observation is not being used for formative 

evaluation and professional development. This contradicts what Philip, Martinez, 

Lopez, and Garcia (2016) suggest: that classroom observation offers a critical 

constructive anchor that can inform improvement plans for instructional practices and 

professional development. It seems that the participants are against its use in only 

forming decisions about their jobs, i.e. renewal decisions. EFL teachers seem to have 

concerns about intimidation and power that receive more attention than improving their 

instructional practices based on their evaluation. These issues will be discussed 

thoroughly in the discussion chapter where improving instructional practices are to be 

considered. 

Given these factors, there may be some cases where EFL teachers manipulate their 

teaching materials and accordingly compromise the quality of their teaching. In her 

interview, Majedah hinted that some teachers ‘act’ teaching on the day they are 

observed: 
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“The pacing guide is heavy. Sometimes I have to cover a 
whole unit in one session. So how come you come at the end 
of the year and evaluate me? Evaluate me based on what? I 
wasn’t teaching well throughout the year? So on that day, the 
teacher has sometimes to fake a lesson, and that’s it. So 
again, it’s not real. It’s not the real teaching. So the system 
here doesn’t help you.” 

 

The extract above suggests that, when teachers have a heavy teaching load, they may 

attempt to keep on track by just going through the materials. Yet, when an evaluator 

is coming in to the class, they will ‘fake’ the lesson in order to get a high evaluation. 

The data analysis reveals two relevant sub-categories to this category, namely large 

student numbers and time, which will be presented in the following section and is 

shown in figure 5.6. below.   

 

 

 

 

 

Figure 5. 6. First category and sub-categories, theme 2 
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being observed. Large class numbers were associated with different aspects that may 

lead to undesirable results, especially when classroom observation is to be 

considered. For instance, the participants in one of the focus group discussions agreed 

that large numbers of students can be seen as a challenge to the evaluation of EFL 

teachers. The following extract highlights this idea:  

“Tasneem: Large class number. 

Sameyah: Yes. The class. 

Basmah: When I came here, I used to teach around 90 
students in my class. Ninety students means the whole 
school.” 

 

Basmah in the following extract raised a number of issues related to teaching classes 

with a large number of students: 

“That’s a very large number. And then there is no teaching. 
There is just giving. Teaching means interaction between me 
and my students, but here only me, no students (...) students 
are only passive listeners. Nobody points out anything. Just 
you have to prepare yourself, mug up the lecture, give the 
lecture, and come back. And there is no interaction between 
you and them.” 

 

The quote above suggests that a large number of students discourages both teachers 

and students from interacting effectively. Some studies in the English language 

learning literature have investigated teacher-student interaction in large classes at 

tertiary level. For instance, Abdelgadir (2012) argues that the interaction between 

students and their teacher in large classes can be limited, while Arora (2014) claims 

that, in large language classes, the “transformation of information in the form of 

feedback can be arduous and cumbersome” (p. 194).  
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In order to boost students’ engagement in the classroom, researchers have suggested 

different actions. According to Van Uden, Ritzen, and Pieters (2014), a positive 

relationship with teachers enhances the engagement of the students inside the 

classroom. They add that students’ interaction with the teacher can be fostered where 

students’ autonomy is supported in learning environments. Also, Klem and Connell 

(2004) attribute the decrease of students’ engagement not to the size of classroom but 

rather to age factors, where students become less engaged as they grow older. One 

of the participants, Roza, suggested that large numbers can inhibit her from paying 

sufficient attention to all students: 

“As a teacher, every class we have 85 to 100 students, so it is 
a little difficult to give attention to each student (…) so we 
have to sometimes change the way of teaching, divide them 
in groups, and be in contact with those students so that they 
can come to know us really well and we can be able to know 
them well.”     

   

Roza’s statement shows that she found a link between large numbers and the difficulty 

of giving attention to students. As the data suggests, giving attention to students 

results in teacher and students reciprocally knowing each other, which could be seen 

as building a good rapport with students. Based on my experience both as a teacher 

and as an evaluator, teachers’ rapport with students can influence teacher evaluation, 

as teachers are expected to maintain a good rapport with their students. In her 

interview, Samar linked large numbers to issues of control: 

“When you are new here, this is a different culture, and it is a 
big challenge to control the students, not to teach the 
students but to control. So with time, when you learn the 
techniques to control this type of students, evaluation is not a 
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big challenge itself. (…) and it was an extraordinarily large 
group comprising 86 or 88 students” 

 

Samar highlighted above a relevant issue to teacher evaluation related to classroom 

management, part of which is controlling students in the classroom. Large numbers 

can be an issue for new inexperienced teachers that might result in poor classroom 

management. However, gaining more familiarity with students and the context can 

lead to better management and the large number factor may become less problematic 

with the passage of time.     

5. 3. 1. 2. Time Can Be a Challenge 

In all three focus groups that I carried out, issues relevant to time were brought up in 

the discussion. In the first focus group, Karen revealed that: 

“Taking students from A1 to B1 in such a short time is a real 
challenge as well, and especially because the institute has a 
modular system, so there are like six or seven weeks for 
each level, whereas the rest of the university have a semester 
system. So even like practically the exams for other 
departments which clash with teaching weeks for the institute, 
so we lose time there as well. So there are time constraints.” 

 

Working under a similar modular system, Brian, from another university, also stated: 

“There is not a lot of flexibility on what we can actually bring 
into the classroom from outside because we have so much 
material to cover in the eight weeks of our module. Some 
teachers like to bring in outside materials, but for the most 
part, we focus on the reading textbook, the writing skills that 
are being tested, and the grammar book that we use. There’s 
not a lot of flexibility.” 
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Even at universities where a semester system is applied, the same time issue 

emerged from the data. Sameyah, in the third focus group, contended:    

“Sometimes, she [the teacher] tried her best, but I think the 
time for leading her, it’s not enough (…) I have to send her 
some links in WhatsApp. Then I point out some figures for her 
and arouse them.” 

 

It appears that, whether the institution is applying a modular or a semester-based 

system, time is always a challenge to EFL teachers. In other words, the total amount 

of time allocated to teaching a particular course is too short for the nature of the 

curriculum and its objectives. Some of the contextual factors that may have led to such 

findings are the fact that English is taught as a foreign language in Saudi Arabia, where 

it is not used in formal communication, and thus a large quantity of materials is needed 

to improve students’ performance levels. Furthermore, since students do not need to 

use English outside the class, their level is on average low, which was supported by 

the data in some of the interviews. For instance, Farah confirmed: 

“We have to present a course book plus other materials that 
complete the course book within six to seven weeks. The 
students’ level mostly is very low.”  

 

The following section presents data related to the evaluators of language 

teachers’ performance.  

5. 3. 2. Are our Evaluators Capable of Judging Us? 

During the interviews, I noticed that the participants used the terms “evaluator” and 

“observer” interchangeably. It seems that, in the context of education, these two terms 

are frequently combined and accordingly used to refer to the same concept. For 
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example, Page, Thomas, and Marshall (1977, cited in Krishna, 2004)   in their 

International Dictionary of Education merge the concepts of evaluation and 

observation; they define evaluation as the “value judgement on an observation, 

performance test, or indeed any data whether directly measured or inferred” (p. 198). 

Nevertheless, evaluation and observation are defined separately and distinctly in other 

educational literature.  

In those cases where the main reason for classroom observation is to evaluate 

teachers’ performance and their instructional practices, EFL teachers might perceive 

the observer as an evaluator and hence use the two terms interchangeably. It is worth 

mentioning that I retained the participants’ preferences in choosing between the two 

terms and no further differentiation is to be made as long as the derived data feed into 

the category or sub-category they belong to. The evaluator-related challenges 

category includes the following four sub-categories: required qualifications and skills, 

personality and exposure to different environments, associated issues of power, and 

feedback concerns. They will be presented in detail in the following sections and are 

presented in figure 5.7.  

 

 

 

 

Figure 5. 7. Second category and sub-categories, theme 2 
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5. 3. 2. 1. Required Qualifications and Skills  

It seems that, whenever the issue of evaluators was referred to in the interviews, the 

evaluator’s qualifications and skills became the essence of the participants’ 

discussion. Aspects such as knowledge, skills and experience were mentioned. 

Perceiving experienced evaluators as people more qualified to carry out teacher 

evaluation is a common notion in Saudi universities. Alaidarous (2011) contends that 

years of experience are a significant factor in the qualifications of evaluators. When 

evaluators with less experience or poor qualifications are assigned to evaluate EFL 

teachers, the participants of this study perceived them as one of the challenges facing 

teacher evaluation. For instance, Hatim stated:  

“Frankly speaking, most of the evaluators do not have any 
qualification, knowledge, or skills in doing this task. Some of 
them have less classroom experience than the teachers 
whom they evaluate.” 

 

Besides experience, some participants highlighted the importance of interaction skills 

and consider evaluators who lack them as another challenge. This idea is clearly 

presented in the following extract from Ashir:    

“The use and knowledge of appropriate interpersonal 
supervisory skills suited to the teacher's development level, 
expertise and commitment.  Supervisors are meant to be 
aware of this in order to make any evaluation meaningful.” 

 

It also appears that, when evaluators of EFL teachers receive special training, it can 

help them become more qualified to perform their job appropriately and make their 

judgement sound more convincing to the teachers. Referring to this issue, Sundos 

emphasized the significance of evaluator training in the following quote: 
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“Also, training for evaluators is essential; most evaluators 
have not received specialised training. Sometimes the 
evaluator is not qualified enough to make sound, informed and 
accurate decisions about teachers’ teaching.” 

 

The statistical analysis does not provide much support for the idea that the current 

evaluators at the participants’ universities are appropriately qualified, and reflects the 

participants’ concerns about this issue. Only 24.9% of the sample agreed that 

evaluators have been properly trained to consistently evaluate teaching and merely 

3.2% strongly agreed, with a total of only 28.1%. Furthermore, 25.3% disagreed and 

11.2% strongly disagreed, which is a total of 36% disagreement, and the rest (35.3%) 

remained neutral to the statement. The data suggests that challenges related to the 

qualifications of evaluators of EFL teachers’ performance are a multifaceted 

phenomenon. Having said that, EFL teachers may find themselves in awkward 

situations where they receive the results of evaluation carried out by unqualified 

evaluators. Hamdan, for instance, articulated in the following extract the doubt 

teachers feel about the outcomes communicated to them:  

“Some teachers may resent the idea that some equally or 
even less qualified peers are appointed as coordinators and 
evaluators where there is perhaps a feeling of lack of 
integrity and trust in the decisions as well as ever existence 
of doubting the authenticity of the evaluation outcome.”  

 

Interlinked to the previous aspect of the evaluator’s qualifications, it seems that not 

only the results of teacher evaluation may be questionable but also the overall 

effectiveness of the practice of teacher evaluation. A comprehensive evaluator training 

programme could help evaluation systems overcome such challenges. This issue will 

be explained in more detail in the following chapter.    
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5. 3. 2. 2. Personality and Exposure to Different Environments  

In all five Saudi universities involved in this study, evaluators were found to be insiders 

and, more precisely, colleagues of the participants. Having a colleague from the same 

institution as evaluator has advantages and disadvantages. According to the 

participants, being evaluated by colleagues can allow evaluators’ personality issues 

to interfere with evaluation results. Issues such as bias, subjectivity, penalization and 

grudges were reported by many participants. When Albert was asked about his 

reasons for considering evaluators a challenge to teacher evaluation, he claimed the 

following:  

“Because if you have a colleague, you always have the 
problem there of personalities entering in. Subjectivity, 
bias, and then you can have grudges and personal conflicts.” 

 

The data suggests that there is a link between having colleagues as evaluators and 

personality interference. However, Safta (2016) contends that, in any evaluation 

system, subjectivity is unavoidable. Arreola (2006) suggests controlling the impact of 

subjectivity and calls this process ‘controlled subjectivity’ (p. xviii). The data also shows 

other personal drawbacks of evaluators; for instance, Ferdaws stated in her interview:  

“They’re not emotionally and socially intelligent.” 

 

The quote suggests that having emotional and social intelligence is a significant 

characteristic of evaluators. Although these aspects were mentioned in this study by 

two of the participants during their interviews, it seems that there is not much support 

for this issue in the literature. Seldin (2006), for instance, does not include emotional 

and social intelligence in the features an evaluator must have, but such intelligences 
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are linked to the psychological and physical health of the teacher in the literature. 

Some studies showed that emotional intelligence can help predict positive outcomes 

and educational competency for teachers (Austin, Saklofske, & Egan, 2005; Petrides 

& Furnham, 2001; Vesely, Saklofske, & Leschied, 2013). The data in this study also 

uncovered some of the desired features that participants would prefer to see in their 

evaluators. Apart from qualifications, a number of personal and ethical concerns were 

raised by the participants when evaluator’s characteristics were under discussion.  

One example is the following extract from Mawadda, one of the interviewees, who 

described competent evaluators as follows:  

“They need to be open-minded because teacher techniques 
are different from one teacher to another.” 

 

Interestingly, Omaima not only contradicted Ferdaws but also described the evaluators 

she was in touch with as being open-minded, a feature that is not only desired by EFL 

teachers but also impacts on their personality:  

“I feel that they have a lot of exposure. They’ve been 
educated abroad and in the best of universities around the 
world (…). No seriously, this has an impact. I place a lot of 
value on people who have had different exposures to 
different environments because it opens up their minds and 
it gives them this tolerance and respect for many of many of 
us.” 

 

Omaima continued, placing more emphasis on ethics:   

“There will always be a general ethical standard and criteria 
that they’re going by, but then every now and then, they have 
to make concessions for certain aspects that are foreign to the 
culture of the kingdom.” 
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A plausible reason for such a contradiction in the data is that each institution has a 

number of evaluators whose personalities and experience are different. Although 

coming from the same university, Omaima and Ferdaws hold two opposing opinions 

about how open-minded their evaluators are. These opinions were directly derived 

from each participant’s unique experience, which enriches the outcomes of this study. 

Such conviction on the part of the participants carries different meanings which are 

grounded in the context of the study. In both standpoints, the data reinforces the 

significance of being open-minded as an evaluator. Given that the cultural setting of 

Saudi Arabia is Arab and Islamic, people who have never been overseas stand almost 

no chance of different cultural exposure. Yet, when such people work at language 

institutions, they need to be in direct contact with expatriate EFL teachers who have 

come from different cultural backgrounds. Such socio-cultural aspects of the Saudi 

higher education context may play an important role in reinforcing the tolerance and 

open-mindedness of the Saudi people; an issue that can be linked to evaluators’ 

quality and will be discussed in the following chapter. Bearing these issues in mind, 

and acknowledging that a considerable number of EFL teachers at Saudi universities 

are from a different cultural background, as are almost 74% of the participants, it 

appears that evaluators need to be tolerant of different ideas held by their colleagues 

from different educational and cultural backgrounds when evaluation takes place.    

5. 3. 2. 3. Associated Issues of Power  

The data reveals that there are different issues related to power relationships between 

teachers and evaluators. These issues may affect the evaluation of EFL teachers in 

Saudi universities. There is a wealth of literature on issues of power in educational 



Alamoudi, K 

 

194 

 

contexts associated with different authoritative aspects. In higher education, tension 

might be found as a result of two different levels of power clash; according to Fulton 

(2013), the main sources may be authority, balance of power, and accountability. The 

first level is between academics as knowledge experts, the state as the funder in public 

systems, and other stakeholders as clients. The second level is ‘intra-institutional’ (p. 

187) i.e. between working academics themselves, managers, governors and other 

stakeholders. Issues resulting from power clash in higher education can influence EFL 

teacher evaluation at Saudi universities. In his interview, Karam referred to that 

influence as follows: 

“Sometimes, the observers are instructed by their 
superiors, who sometimes do not have any qualifications or 
experience in English language teaching, to give X or Y a (Z) 
grade or rating. Sometimes these superiors are driven by 
inhumane motives like revenge, insulting, offending, or 
humiliation.” 

 

The data suggests that power relationships can affect decisions made upon observing 

teachers under evaluation schemes. The data also reflects the way in which 

educational institutions integrate and divide authority and responsibility and, more 

significantly, how managerial superiors may make decisions and force them upon their 

fellow subordinates. Hierarchy and the structure of power may be perceived in different 

ways by EFL teachers. In his interview Albert highlighted how EFL teacher evaluation 

is perceived as a sort of judgement as a result of power issues: 

“Because it’s such a delicate human issue, there’s kind of so 
much there psychologically in terms of power structure, and 
our whole issues as human beings with power and authority, 
and all that comes up. So it’s a huge thing really, and it’s not 
taken that seriously, except only in these very narrow terms. 
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Looked at in these very narrow terms, hire and fire issues. But 
it’s really very big. It’s like people sitting in judgment on 
another person.” 

 

The data shows that the way evaluation of teachers is practised by authorities can be 

seen as a judgmental matter. Tension in higher education is likely to result from the 

clash between promoting efficiency, claimed by management as authoritative entities, 

and academic freedom, treasured by teachers. De Boer (2013) concludes that this 

type of tension is associated with any hierarchical structure that requires management 

to interfere with academics’ responsibility. In the same vein, Joseph, one of the 

interviewees, mentioned this interference by authorities and linked it to what might be 

called ‘filed complaints’: 

“I think that the policy at this university is what I would call 
laissez-faire on the part of management. If there are no 
problems, (…) they assume that things are going well. So they 
kind of rely on, I suppose, students to complain.” 

 

Interestingly, one of the participants in the open-ended questions of the questionnaire 

went further and highlighted the negative consequences of such power relationships 

and related it to the whole Saudi society structure. The participant contended:   

“Nothing will change evaluation systems here. All social 
structures operate top-down, where downward blame 
precludes upwards constructive criticism.” 

 

This issue of social structure operation appears closely related to the issue of socio-

cultural aspects of the Saudi society raised previously and will also be discussed in 

further detail in the following chapter in relation to stress aspects of teacher evaluation.   



Alamoudi, K 

 

196 

 

5. 3. 2. 4. Feedback Concerns 

One of the frequently reported challenges to EFL teacher evaluation relates to issues 

resulting from the post-evaluation/observation feedback. Some of the drawbacks 

linked to feedback were lack of feedback, delay, insufficiency, uselessness or 

questionability. In his interview, Asher claimed: 

“It actually depends on whether the evaluation or observation 
benefits the teacher. As it is, I'm afraid to say it doesn't. 
There's no feedback and all teachers might be under the false 
illusion that they're on the right track.” 

 

Similarly, the following quote from Hamdan reflects how delayed feedback may not be 

perceived as enhancing professional development:  

“My philosophy is that the feedback should be given right after 
the teaching session when things are hot and fresh. The last 
feedback on the observation and evaluation I had over a year 
ago was handed to me and discussed three weeks after 
teaching observed, which does not necessarily reflect a 
professional development process as such.” 

 

From Ferdaws’s point of view, limited feedback is perceived as insufficient even if it is 

constructive: 

“It was somehow constructive but it was not really that 
sufficient because, as I told you, the aim was not continuous 
evaluation. It was just summative and that’s it (…). I got some 
good feedback and then full stop, and that’s it. So it was a little 
bit limited feedback.” 

 

Also, when feedback concentrates on certain criteria from the rubric instead of 

checking whether teaching/learning processes are taking place, teachers frequently 
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find contradiction amongst descriptors or evaluation team members. This idea is 

presented by Karam in the following extract: 

“The feedback always concentrates on whether teachers 
follow the rubric designed by the PDU, which changes every 
now and then, or not regardless the taking place of the 
teaching learning process. Sometimes there are many 
contradictions among the PDU people themselves.” 

 

In the same vein, the following quote from Huda in one of the focus group discussions 

illustrates the participant’s aversion to what she perceives as questionable and 

untrustworthy comments:   

“I will not trust her judgment (…) not disrespect, but let’s say 
I wouldn’t take her judgment or her comments for trust or 
seriously.” 

 

The statistical analysis, however, divulged some intriguing results in that almost half 

of the sample (48.6%) agreed that the feedback they receive from their evaluator is 

valuable and 17.3% of them strongly agreed, with a total of 65.9%; a total of 22.9% 

remained neutral and only 10% disagreed and 1.2% strongly disagreed with the 

statement. Moreover, analysis of the qualitative data shows that, in the view of the 

participants, follow-up plans should follow evaluation feedback in order to make it 

fruitful. For instance, the following extract from Ferdaws represents this idea: 

“It’s constructive, but it doesn’t yield anything. Why? 
Because as I said, it’s not continuous. You receive just a 
feedback, and that’s it. It has been two years now and nobody 
came for me to see if I developed.” 
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Findings from the survey indicate that follow-up plans do not receive much attention 

under current evaluation systems at Saudi universities. When the participants were 

asked to respond to the following statement: “I regularly receive focused follow-up 

based on my evaluations”, only 28.1% of them agreed, while 24.1% disagreed and 

34.1% decided to remain neutral. Furthermore, results from the open-ended section 

support the need for follow-up after evaluation: when participants were asked about 

the changes they wish to have in current teacher evaluation systems, one of them 

requested:  

“Mentorship programme to follow up the teachers' 
performance.” 

 

It appears that the feedback teachers receive upon completion of the evaluation can 

be a challenge if it is not done properly or not followed up. This may be related to the 

evaluators’ qualifications and training, where they should be taught how to make 

teacher evaluation useful and give it more value. All the above mentioned evaluator-

related challenges can be critically linked to the way in which evaluators are selected 

and make it questionable. Selecting evaluators in some Saudi universities is based on 

personal relationships with people in charge of selecting evaluators. In other words, 

favouritism tends to play a significant role, an issue that can be linked to the evaluators’ 

qualifications and will be discussed in more depth in the coming chapter. The following 

section focuses on challenges related to students.        

5. 3. 3. Students Can Be a Challenge Too 

Students’ rating of teachers has received considerable attention in the literature of 

teacher evaluation (e.g. Al-Qahtani, 2010; Arreola, 2006; Benton & Cashin, 2014; 
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Brown, 2006; Mohan, 2011; Seldin, 2006).  Analysis of the questionnaire and the 

interviews indicated that, where students’ rating does not directly influence teacher 

evaluation as a measure of teacher evaluation, students may still affect the rating of 

the teacher. This usually occurs where students’ performance level has a significant 

weight, especially under teacher evaluation schemes that consider students’ 

performance as a factor in teacher evaluation. The participants of this study tend to 

perceive students’ evaluation as an important measure. In the survey, 34.9% of the 

informants agreed that student rating is an effective method for evaluating EFL 

teachers and 13.3% strongly agreed, making a total of 48.2%, which is almost half of 

the sample. However, 17.3% disagreed with the statement and 8.4% strongly 

disagreed, with a total of only 25%, and the rest remained neutral. Analysis of the data 

revealed that two different sub-categories can be linked to this category of students 

as a challenge to teachers’ evaluation as follows: ability to evaluate EFL teachers and 

punitive chances. I will elaborate on these sub-categories in the following section and 

they are presented in figure 5.8. below.   
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5. 3. 3. 1. Ability to Evaluate EFL Teachers   

Despite the importance the participants attach to students’ rating of teachers, the data 

shows that some EFL teachers have a number of concerns related to students’ 

capability to evaluate their performance. The following extract from Samar reflects her 

view that student rating may not be fair given that students do not fully understand 

evaluation systems:  

“And that’s why I say the students either are not fair or they 
don’t understand what they are doing.” 

 

Interestingly, the data reveals that this lack of understanding can be linked to other 

relevant contextual factors. For instance, some participants make a reasonable 

connection between the type of students we have in Saudi higher education and the 

skills they typically develop in current pre-university education and consequently bring 

to higher education. Referring to drawbacks resulting from lack of reasoning skills and 

inability to produce analytical information, Brian posited:    

“And so because we’re seeing students right out of high 
school with no other instructional type other than we give you, 
you take what we have and put that down on your tests, then 
the higher reasoning skills and production of analytical 
information is just not present. And so if they are expected to 
evaluate the success and ability of their instructors, I really 
don’t think that these skills that they’re expected to produce 
are present in most of them.” 

 

Statistical results partially support the findings above. 27.3% of the sample disagreed 

that “students have the critical thinking skills that enable them to participate in staff 

evaluation” and 14.1% strongly disagreed, which gives a total of 41.4% of the 

participants. On the other hand, only 29.7% agreed with the statement and 14.1% 
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strongly agreed. The remaining participants, 23.7%, chose to remain neutral. These 

outcomes appear to contradict findings from Al-Qahtani (2010), who contended that 

students at Saudi universities have the required critical thinking skills that enable them 

to rate teachers, especially when they are compared to their Gulf-area counterparts. 

Apart from their skills, Roza went further in her interview and questioned students’ 

honesty and lack of any training in how to produce valid evaluation. She stated:  

“Some teachers are not happy with their evaluation because 
students, all of them are not really honest and certainly not 
qualified. They are so young to evaluate teachers. They are 
not well-qualified and not well-trained. This is true. And if this 
evaluation is telling about our contexts and our future things, 
then it is really teachers are in danger.” 

 

The quote suggests that counting on students’ rating of teachers may put teachers at 

risk when students are not qualified and lack training in how to evaluate teachers. This 

is an important factor, especially in contexts where students’ ratings are used to inform 

decisions on keeping or firing EFL teachers. Some cases were reported where 

teachers were dismissed from their job as a result of evaluation carried out by 

students, as illustrated in the following quote from Daniel, one of the interviewees:    

“Is somebody who has never taught, at 18 years of age, 
qualified to tell somebody? We had an incident of a teacher, 
who was 65 years of age, had been teaching at the university 
all his life, and the students gave him a very, very negative 
evaluation, and he lost his job. Well, he changed job. He lost 
his job in the university over it.”   

    

In line with the previous findings, it appears that EFL teachers in the sample prefer 

students’ rating to inform formative rather than summative decisions and plans. In 

response to the statement “student ratings should be used for formative purposes 
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only”, 45.8% agreed and 14.9% strongly agreed, making a total of 60.7% of the 

sample. Only 18.1% disagreed and 3.2% strongly disagreed. Where students are able 

to provide comments with their formal rating of teachers, which may mainly be used 

for developmental purposes, the language they use can be a challenge when students 

use their mother tongue instead of English. This issue was touched upon by some of 

the participants. For example, Brian stated:  

“I received comments that were in Arabic (…) and so I asked 
someone to read it for me, and there were some really 
pertinent comments that I appreciated but I didn’t 
understand them. Most of my colleagues can’t read Arabic at 
all.”  

 

The quote suggests that sometimes EFL teachers cannot benefit from students’ 

feedback. This may be true especially given that a considerable number of EFL 

teachers do not speak Arabic; in this research, 42.1% of the participants were non-

Arab (4.8% did not specify their nationality) and of 11 different nationalities. 

Apparently, this may result in useless comments where teachers cannot comprehend 

students’ reflection on their teaching practices.  

5. 3. 3. 2. “The Student Has a Punitive Ability to Be Honest or Not” 

Given the limited pre-university evaluative experience of students, issues such as bias, 

subjectivity, rancour and other anomalies of personality might be expected when 

students are asked to evaluate their EFL teachers. Furthermore, as illustrated in the 

previous section (5.3.3.1. p. 200), students do not have training opportunities that can 

help them develop skills to give valid and reliable evaluation of teachers. As a result, 

teachers seem to be reluctant to take their students’ comments seriously and tend to 

blame management when they give weight to students’ ratings without questioning 
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them. Bias and subjectivity are two of the most frequently reported drawbacks EFL 

teachers associate with student rating. As indicated in the following quote from 

Tasneem in one of the group discussions, she explicitly related the lack of objectivity 

in students’ rating to the students’ feelings:       

“They’re young, 18 to 19, and they don’t evaluate you 
objectively, so that they have this kind of emotion. “If I like 
this teacher, I’m going to give her high marks.” 

 

In the same vein, Albert maintained that students’ dislike of teachers or what they say 

and the subjectivity of their comments can cause a problem for teachers when 

students’ comments are taken seriously:    

“Obviously, you’ve got to take into account the subjectivity of 
that (…). But you always have the danger of some odd student 
bringing in something personal or something completely 
beside the point and that being taken seriously. That’s the 
main danger of it. Could be they just don’t like you, or you 
might have said something they don’t like.” 

 

The data suggests that participants tend to link students’ subjectivity to their feelings, 

especially when they form a negative opinion about the teacher. Samar, in her 

interview, put forward the view that rancour can be a reaction when students feel 

insulted and this, accordingly, precludes good evaluation of the teacher: 

“When we reprimand them for not maltreating the teacher or 
not having books or misbehaviour in the classroom, they feel 
insulted and they have some rancour against the teacher 
and they don’t give good evaluation. The teacher has to be 
here very diplomatic and very sensitive.” 
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As the quote above suggests, EFL teachers may manipulate the way they deal with 

their students and become ‘diplomatic’ so that their rating will not be affected by 

students’ bias or subjectivity. The idea of adjusting the way teachers deal with their 

students to avoid undesirable evaluation results received support from various 

participants during the interviews. For instance, Brian raised the same issue in one of 

the focus groups:  

“Brian: So the student has like a punitive ability to be honest 
or not (...) we’ve had situations where instructors were 
manipulated by the entire class who had agreed upon certain 
behaviour. (…) They get together and band together and say, 
“Look, this guy is doing this. We don’t like it. Let’s all give him 
a bad evaluation.”  

 

A plausible reason behind EFL teachers’ diplomacy in the way they treat the students 

is that students’ ratings are given considerable weight in the teacher evaluation 

systems. It is worth mentioning that data from universities that do not utilize students’ 

ratings to make decisions did not produce the same findings. This also indicates that 

teachers are careful in the way they deal with students in order to keep their jobs and 

not to let personal issues affect their contract renewal. Moreover, some participants 

saw good ratings and good grades as conditional: in other words, if students receive 

high grades, they will give their teacher a good rating and vice versa. The following 

extract from Joseph clearly reflects the grade bias:  

“I think what you’ve got is students will give a good rating to 
a teacher who is enabling them to get good grades. Whether 
that teacher is a good language facilitator is often not 
necessarily the case. I believe you can be an excellent teacher 
of TOEFL and a pretty awful teacher of language.” 
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The participants’ standpoint was also confirmed by the statistical results as only 14.9% 

of them disagreed that “students tend to give high ranks for teachers who give high 

marks”, while 39.4% agreed and 25.7% strongly agreed, totaling 65.1%, and the 

remaining 19.3% were neutral. In order to eliminate the grading bias effect, collecting 

students’ ratings of teachers can take place mid-course instead of after releasing 

students’ assessments grades. When asked about this, 39% of the participants agreed 

and 21.3% strongly agreed, which makes a total of 60.3%; 25% of the informants were 

neutral and only 14.4% disagreed. This may indicate that the timing of collecting 

students’ ratings plays an important part in avoiding grading bias effect.  

5. 3. 4. EFL Teacher-Related Difficulties 

Under this category, challenges related to EFL teachers at Saudi universities are 

presented. Critical issues such as pressure, threat, trust, freedom, readiness, roles 

and voice of EFL teachers were frequently reported by participants and were strongly 

associated with challenges to current evaluation system difficulties. The way teachers 

perceive these concerns and relate them to their evaluation demonstrates the 

importance of paying attention to them in any system of teacher evaluation in higher 

education. In the following sections, these concerns are presented as sub-categories, 

of which there are five: psychological stress, fairness and equality, procedural glitches, 

teachers’ readiness, and roles & voice of teachers (figure 5.9.). 
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Figure 5. 9. Fourth category and sub-categories, theme 2 

 

5. 3. 4. 1. “It is Quite Ruthless Here”:  Evaluation and Psychological Stress  

Although teaching is frequently perceived as a rewarding career, given that teachers 

can witness the progress of their students, many teachers have reported a high degree 

of burnout and stress. Research reveals that teachers’ stress is highly related to their 

working conditions (Day, Sammons, & Stobart, 2007; Skaalvik & Skaalvik, 2015). 

These working conditions can be affected by several factors, one of which is the 

evaluation of teachers as part of the general schemes and practices of educational 

institutions. It seems that teachers have many concerns about teacher evaluation and 

this may eventually lead to stress, which in turn may lead to an uncomfortable working 

atmosphere. In one of the focus group discussions, Brian explained how the stress of 

teacher evaluation does not develop a good working environment:  

“And so by having regular evaluations and that in the back of 
your mind as punitive possibly, it doesn’t lead for a good 
work environment.”    
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It is grounded in the data that the key purpose of evaluation can contribute to the stress 

caused by teacher evaluation. It appears that, where teacher evaluation has more of 

a summative than formative nature, it places teachers under considerable 

psychological stress. This is illustrated in the following extract from Farah, one of the 

participants:     

“And connecting the idea that it’s for terminating and the 
teacher who’s not going to be well-evaluated is going to be 
terminated from her place makes a kind of freaking out 
before the session. The teachers are under stress. They’re 
under too much pressure so that they don’t know are they 
doing well.” 

 

Holding the same opinion, Albert reported: 

“It’s quite ruthless here. But it often is the case in Saudi, if 
you don’t mind me saying. It’s the way they operate.”  

 

These critical words reflect how teachers perceive teacher evaluation, especially when 

the results psychologically affect them and lead to insecurity about their jobs. In 

addition, the data revealed that there are a number of threats associated with the 

purpose of teacher evaluation from the perspective of EFL teachers, for example, in 

the case of  decision-making oriented evaluation, i.e., for hiring and firing purposes. 

Majeda commented:   

“Some of the teachers here, when you come to their 
classroom, they see you as a threat because, seriously, the 
practicing of evaluation at this institute is a threat. Hire and 
fire reasons. It is a threat.” 
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In the same vein, Albert referred to the fear caused by teacher evaluation:   

“Why some people in your institution would be reluctant to 
involve in evaluations because of fear. The fear because 
these are used as tools. You can say weapons really on the 
part of the administration to hit you over the head.” 

 

Analysis of the data also showed that some teachers relate evaluation to trust issues 

on the side of the educational institutions, which can contribute to any psychological 

stress they may already feel. According to Ayman in his interview: 

“I feel that the institute not fully trust me so it's through 
the teacher's evaluation objectives are achieved.”  

 

Having considered these aspects of psychological stress, it is worth referring to the 

purpose and practices of teacher evaluation. As stated earlier (in Section 5.2.4.1. p. 

167) and amongst other aims, teacher evaluation in Saudi universities is carried out 

to accomplish accreditation goals and requirements. Fulfilling this aspect of 

accreditation drive, teacher evaluation schemes appear to focus on making decisions 

and may overlook some important resulting aspects such as the psychological impact 

on teachers. According to Evans, Lee, and Thompson (2016), policymakers in 

educational institutions should turn their attention to the ‘moral dimensions’ associated 

with teacher evaluation and consider the potential consequences of evaluation. In 

other words, and within the current reform movement in education, evaluators in Saudi 

higher education should consider the ethical elements of their practice. Acknowledging 

the pressure of evaluation, it seems that with time teachers develop some techniques 

to cope with the threat of evaluation. Where EFL teachers are being evaluated by 
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students, they may alter their behaviour to avoid low evaluation, as illustrated in the 

following comment from Brian in one of the focus group discussions:   

“A lot of them pay attention to their evaluations and possibly 
alter not their teaching style, but some of their behaviours in 
order to increase future evaluations from students. So 
things like not being very strict with attendance because 
students have marked them low because they marked them 
late when they are late.” 

 

The data also shows that teachers may alter their teaching practices not only to satisfy 

students to get better evaluation but also to please the evaluators. Karam, one of the 

participants, in the following extract showed how some teachers might act on the day 

of observation for evaluation:   

“Therefore, we have to act as clowns, practice hypocrisy, 
make a show on that day (…) Thus, we are free to teach our 
own way and do whatever we want to do the rest of the year." 

 

This quote from Karam shows the effect of this style of observation/ evaluation on how 

teachers see themselves and is only one of many comments from the participants 

related to the psychological stress associated with the practices of teacher evaluation.  

5. 3. 4. 2. Fairness and Equality    

Another aspect closely related to the previous sub-category is the issue of fairness 

and equality in teacher evaluation. Acceptance of any teacher evaluation system 

depends to a great extent on the perceived notion of its fairness (Colby, Bradshaw, & 

Joyner, 2002; Delvaux et al., 2013; Santiago, Roseveare, Van Amelsvoort, Manzi, & 

Matthews, 2009). Accordingly, people in charge of teacher evaluation may need to 

improve the fairness of the system in order to make it more acceptable to teachers. 
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The issue of fairness and equality was frequently reported by the participants, as in 

the following extract from Karen in one of the focus group discussions: 

“Another thing, (…) a lot of the contractees feel it’s unfair that 
they’re observed while their Saudi colleagues are not 
observed. And I know the status is different between 
contractees and Saudis, but there should be a feeling of 
fairness, I think.” 

 

This quote suggests that some expatriate teachers have experienced the unjust or 

prejudicial treatment of different categories of EFL teachers in the same institution and 

especially on the grounds of their nationality as described above. In the same vein, 

Majeda in her interview reported that teacher evaluation at her institution usually 

targets a specific group of teachers in the following quote: 

“But however, even if it is for hire and fire reasons, it should 
be fair for all teachers, not only for a specific group of 
teachers.” 

 

The following extract from Karam, talking about the greatest challenge to teacher 

evaluation, illustrates different types of unfairness: 

“Fairness. That is to say, teachers should feel that their 
superiors are fair and just (…) when they evaluate them. For 
example, I was told by some observers that they were asked 
and instructed to give X teacher 3 out of 5 and Y teacher 4.5. 
I was also told by other observers that they gave Z teacher 2/ 
5 then they discovered that that teacher got 4/ 5. (…) In short, 
your relationship with some administrators determines your 
evaluation mark most of the time.” 

 

Asher in his interview mentioned salary unfairness in some institutions:   
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“Unfortunately, teachers are paid according to their 
nationality not their expertise, expertise etc. If you are from 
Europe, America, Australia, native speakers of English then 
your salary is much higher than those from other countries.” 

 

As the data suggests, issues such as unfairness, inequality, subjectivity, hypocrisy and 

racism may influence some systems of EFL teacher evaluation in Saudi higher 

education. When any of them occur, EFL teachers tend to perceive them as 

challenges to the teacher evaluation schemes at Saudi universities. Having said that 

and despite the significance of social justice leadership, previous research shows that 

issues related to justice in education seem to reside in the margins of preparation 

programmes in educational leadership (Karanxha, Agosto, & Bellara, 2014). However, 

fairness and equality should be an essential part of the evaluators’ training 

programmes before they are assigned to evaluate EFL teachers. Some participants 

blamed inequality on the standards for teacher evaluation. In the open-ended question 

of the survey on changes to be made to the current evaluation system, one participant 

contended the following: 

“Standards should be equal for all nationalities”  

 

This finding, however, was not highly supported by statistical analysis of the survey, 

in which it was found that only 23.3% of the participants disagreed with the following 

statement: “The standards used in the teacher evaluation system are fair”, whereas 

43% agreed and 33.7% remained neutral.     
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5. 3. 4. 3. Teacher-Related Procedural Drawbacks  

In this sub-category, and moving away from stress- and fairness-related issues, 

procedural issues will be explored and presented. It is apparent that, in order for any 

teacher evaluation scheme to be successful and effective, all parties involved in the 

process and/or outcomes of evaluation should be made aware of the scheme. Not 

only should policymakers evidently set out reasonable aims, clear procedures, 

probable findings and potential consequences but they should also communicate them 

clearly to evaluators, teachers and other related bodies in advance. The data shows 

that failure to do so may make teachers perceive the whole situation as a mess and 

therefore challenging. Some participants revealed that teacher evaluation had not 

been made clear to them. For instance, Fadwa and Karen, in the following quote from 

their focus group discussions, commented on the vagueness of their teacher 

evaluation and lack of clarity for evaluators:              

 “Karen: There isn’t really a lot of discourse around teacher 
evaluation. It just happens, and people are just told, ‘You will 
be observed at this time on this day. You can have a pre-
observation meeting if you like,’ and that’s it. I mean, the 
criteria are sent by email (…) but they’re very vague. On short 
notice (…). 

Fadwa: Yes very vague. 

Karen: Contradicting between different criteria, between 
different descriptors. There are contradictions. And we very 
often find that even when the observers come to the 
classroom, they’re not really aware of what they should be 
looking for. They themselves are not aware of the criteria.” 

 

As the quotes suggest, both teachers and evaluators need to be fully aware of the 

criteria and the teacher evaluation system. This may also provide support for the need 

for teacher evaluator training programmes (section 5.3.2.1.) before launching any 
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teacher evaluation scheme in any educational institution. With regard to the 

quantitative data from the questionnaire, the analysis of the statement “the teacher 

evaluation instrument includes clear explanations for each performance descriptor” 

revealed contradicting results, where 57.8% of the participants agreed and 26.1% 

were neutral. The need for information about teacher evaluation was, however, stated 

very clearly in another focus group discussion. The following extract from Brian raised 

the issue of lack of information: 

“One of the challenges also is knowing the importance of 
evaluations. There’s been no information. In the faculty 
handbook, there’s no description of the importance of student 
evaluations or how much weight is given or what it’s used 
for. (…) As far as the self-evaluations, it’s the same. We know 
that we have to do it at the end of each year (…), but we don’t 
know exactly how much weight is put on that self-evaluation 
or what it’s used for.” 

 

In the same vein, the following quote from Samar illustrated how establishing clear 

standards may motivate EFL teachers to manage their performance in order to 

achieve those standards:    

“I think they should tell the teachers why, or what are the good 
things they saw in the teacher who they have selected or who 
they have chosen for the award of “Best Teacher.” Others 
would be motivated, and we will be able to prove ourselves 
according to their lines.” 

 

The data suggests that teachers need to be informed about all details related to 

teacher evaluation schemes such as objectives, how much weight is given for each 

method, standards and criteria. Besides clearing up any vagueness around the 

system, informing teachers will help motivate them to reach the standards and work 
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hand in hand with their institutions. One plausible scenario for these issues could be 

the changing and updating of teacher evaluation systems without providing sufficient 

information for related parties. Hence, establishing a solid system can help in making 

it more stable and comprehensible for teachers. If the need for updates arises, then 

teachers need to be involved and informed. Another procedural challenge reported by 

the participants in this research is the lack of communication between teachers and 

evaluators. When asked in his interview about his views on the greatest challenge, 

Ayman replied:   

“To inform teachers silently through their sites about the 
results of evaluation to know the points of weakness and 
points of success.”  

 

 Ayman draws attention to how EFL teacher evaluation is practised in his institution. 

What he experienced was the results of his evaluation coming through his online 

account of the university, without any opportunity to have a dialogue channel with the 

evaluators. Nevertheless, the analysis of the quantitative data did not seem to provide 

a strong support for the lack of dialogue issue. More than half of the participants, 

precisely 55.4%, agreed with the idea that the teacher evaluation system enhances 

dialogue between teacher and evaluators about effective teaching, while 22.9% 

remained neutral. These contradicting findings may be a result of involving different 

Saudi universities where varying teacher evaluation systems are implemented. It 

appears that, where a committee is assigned to carry out teacher evaluation duties, 

adequate communication usually takes place, as the selected committee members 

dedicate some time to communicating with the teachers they evaluate. In the following 

sub-category, ideas around the preparation of teachers will be presented.  
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5. 3. 4. 4. Teachers’ Preparation and Readiness 

As illustrated in the previous section, EFL teachers’ awareness of the evaluation 

procedures is important to make the system successful. Preparing teachers is one 

way of ensuring they are aware about their evaluation and ready for it. Analysis of the 

data showed that preparing EFL teachers in any way can help build a strong evaluation 

scheme. When the informants were asked in the open-ended section of the 

questionnaire about the strengths of the current evaluation system at their university, 

some answers reinforced this notion, as, for instance, in the following quote:    

“Has plenty of preparation and discussion before the actual 
evaluation”  

 

Given the diversity of contexts and backgrounds of the participants, preparation was 

not always embraced by people in charge of teacher evaluation system. When 

preparation is present, it takes different forms, depending on how EFL teachers 

perceive those forms. The first and foremost available yet neglected source of 

information may be the faculty handbook or manual. As a way of preparing EFL 

teachers for teacher evaluation, the teachers’ handbook was reported as a valuable 

source by only two participants during the one-to-one interviews and was completely 

overlooked in the focus group discussions and the questionnaire. For instance, the 

following extract from Omaima shows her perception of the faculty handbook as a 

source of valuable information:       

“We have a faculty handbook and there are some bulleted 
points in there regarding the points that we need to be 
evaluated on, and they are all those things, the general points 
that I outlined before.”  
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There were other forms of preparation reported by the participants, including pre-

evaluation mentorship programmes, as illustrated in the following quote from one of 

the participants in the open-ended section of the questionnaire:    

“It is based on both peer-evaluation and committee evaluation. 
And it comes after a mentorship programme”  

 

Hatim referred to informal observation as a sort of preparation in the following extract: 

“There is a sort of preparation, as we have an informal 
observation, followed by a feedback session - the observer 
feedbacks the instructor on his performance-. But no, I don't 
think it is sufficient.” 

 

Majeda considered checklists as the only source for preparation:  

“Only that form, and the form is like a checklist (…) One-
page checklist, and that’s it.” 

 

Ferdaws mentioned criteria rubrics:   

“We just received a rubric for the criteria of the evaluation.” 

 

Mariam, however, took the issue further and explained how these modest forms of 

preparation are unlikely to be sufficient: 

“Actually, the teachers maybe have received something that 
you will be evaluated, but that’s it. That’s about it (…) the 
email. So just sending an email, I think it’s still not the ideal 
way of doing it because like we said, this is their practice, this 
is their growth, so you should at least meet them, discuss 
things, tell them what’s really going on, explain it to them one-
on-one. Include them and tell them what’s going on.” 
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When asked about challenges to the current teacher evaluation system, Majeda raised 

the lack of appropriate preparation as an issue:  

“Second thing is that teachers are not well-prepared to be 
evaluated because most of the teachers, they don’t know the 
value of it.” 

 

In response to a question on whether he had received induction or written instructions 

on how evaluation works, Joseph stated:   

“No. No. Neither when I joined the department nor here. One 
gleans it from one’s colleagues.” 

 

Furthermore, in the open-ended section and in response to a question on the changes 

that should be made to their teacher evaluation system, one of the participants 

suggested the following:   

“It should take the staff psychological and social readiness 
before taking decisions based on his evaluation.”  

 

The quote highlights the importance of considering not only preparing teachers in 

terms of the official procedures but also in terms of the teachers’ psychological and 

social readiness. This point can be directly related to the lack of awareness presented 

in the previous sub-category. Raising EFL teachers’ awareness about teacher 

evaluation at their institutions can help in elevating the level of their readiness. The 

data also revealed that insufficient preparation of teachers may result in confusion 
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about the whole system of evaluation, as illustrated in the following extract from 

Hamdan in his interview:     

“At this institute, I was unable to form a clear opinion or idea 
regarding the teacher evaluation since I honestly thought 
initially that professional development was not the aim; it was 
rather an evaluation for retention or removal of the teacher.  
The first time formative teacher evaluation, I perceived it as 
just a process to make sure that I was following certain 
instructional guidelines rather than a process for 
Professional Development. I was not given any 
instructions regarding the evaluation process even the main 
points of what is it that teachers need to be conducting in their 
lessons in the classrooms.” 

 

The data suggests that EFL teachers may perceive teacher evaluation practices 

differently. In contexts where teachers’ handbooks, mentorship programmes, and 

informal (formative) evaluations are available, these can be good opportunities for 

helping EFL teachers to be prepared in a way for teacher evaluation and to enhance 

their readiness. It appears that at some Saudi universities, where policymakers are 

concerned about implementing teacher evaluation systems for whatever goal they 

seek, the readiness and preparation of teachers beforehand may be overlooked; this 

is especially the case where there is a lack of specialized committees and well-

qualified and certified trainers who work hand in hand with the evaluation committee 

in order to prepare teachers for evaluation beforehand and to help them achieve their 

evaluation goals afterwards.          

5. 3. 4. 5. Roles and Voice of Teachers  

The participants were asked about the role they play in the development of teacher 

evaluation practices and their voice in teacher evaluation at their institution. The data 

revealed that in seventeen out of twenty-four of the interviews and group discussions, 
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the participants confirmed in twenty different incidents that they do not have a role to 

play in the development of the practice. When asked in one of the interviews about the 

teacher’s role, Majedah compared the teacher to a controlled robot:       

 “She’s a robot. She has to have a course book and follow 
that course book page by page. Not only that, she has also to 
follow a pacing guide imposed on her (…) totally controlled.” 

 

However, a few participants reported certain roles EFL teachers do play in the 

development of teacher evaluation practices in their institutions. For instance, the 

following quote from Omaima shows that there may be a limited opportunity for 

teachers to reflect on strengths and weaknesses of the practice in a written formal 

observation form:   

“Well, the lesson plan that they make, for example, that has 
to have a box in which they [observed teachers] write their 
strengths and their weaknesses and things like that. So that 
is there. Otherwise, generally they have never sent out a 
questionnaire ever asking us what we think of the 
observation or their evaluation.”  

 

Furthermore, Fatin in her interview highlighted a further influential role of EFL teachers 

where some evaluation criteria have changed based on teachers’ complaints:    

“It was done the year before, three years ago. They were 
having some complaints about certain criteria and it was 
discussed and things were changed.” 

 

Another participant, Farah, considered informal talks between teachers as a 

concealed role of EFL teachers that can help convey their opinions to the committee 

responsible:    
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“Well, there is a role but it’s a hidden one. The committee 
starts to know of teachers’ practices from speeches, from 
talks, from chats and things like that, but not a real 
involvement into the case. So we don’t build the criteria 
ourselves. The teachers are not asked, “What criteria would 
you like to do?” The rules come or the criteria come to us 
from the male section.” 

 

She also contended that evaluation rules are imposed on them and usually come from 

the male section (given the gender-segregated educational system in Saudi, males 

and females have two separated campuses).  

In the same vein, Ayman highlighted the idea that the evaluation process is launched 

by the institution without involving teachers:    

“In the evaluation process in my institute there is no role for 
teacher because the evaluation process is launched from the 
institution.” 

 

As the data suggests, the limited opportunities for EFL teachers’ involvement in 

developing the evaluation practices may be due to the fact that the system and criteria 

are developed by a specific group of people. This reflects the centralized nature of the 

evaluation system in Saudi higher education. Another critical stance that can be 

inferred from the two quotes above is that the segregated educational system appears 

to give extra power to its male members and also that sexism influences the practices 

of teacher evaluation in the Saudi context. Concerns of centralization, sexism and their 

effect on EFL teacher evaluation in educational institutions of Saudi higher education 

will be developed further in the forthcoming chapter.        
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Acknowledging the limited opportunities for EFL teachers’ involvement in developing 

teacher evaluation systems, some participants claimed that teachers can have a 

positive role and suggested some channels to activate them. For example, 

Abdulhameed proposed distributing periodical surveys to collect teachers’ feedback 

and reflection on the evaluation procedure:    

“According to reality, I think that teacher does not have a 
worth mentioning role in developing evaluation practices. 
Because evaluators do not think that evaluated subjects 
should have a role in such matters. However, in my opinion, 
teacher must have a significant role in this regard. Teacher 
can provide constructive suggestions to develop teacher 
evaluation practices. There should be a periodical survey 
based on which teacher evaluation practices developed.” 

 

When the participants were asked about channels open for them to air their voice, they 

seemed to have a common perspective, namely that they don’t have enough 

opportunities to express themselves. For example, Joseph in his interview made the 

following comment:   

“It’s only if there’s a problem that I think you are given a 
chance to explain. Only then.” 

 

The data shows that in other universities there may be other channels, as illustrated 

by Karam: 

“We do have teacher representatives who discuss very few 
issues with the administration. By the end of the day, they do 
what they have in their closed and programmed minds.” 
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As the quote suggests, this teacher’s perception of teacher representatives is a 

negative one, in that they discuss very little and it is usually fruitless. In the same 

university, Hamdan reports on another channel allocated for EFL teachers to reflect:   

“Again, it has to be said that there is a section in the written 
report of the evaluation where the teacher being evaluated 
can write a full statement of objection and clarifications 
for such an objection. Additionally, I have heard of a couple of 
situations where the teacher has objected, to a minor degree, 
to a certain element in the evaluation and that objection was 
looked at and positively reflected in favour of the teacher 
and the grade was changed up slightly.” 

 

In this case the teacher’s voice and comments were taken more seriously and the 

grade was changed accordingly. Also, from the same university, another participant 

referred to a further channel for communicating their concerns regarding teacher 

evaluation. In the following extract, Majeda comments on the right of teachers to 

disagree with the choice of evaluator:        

“And you have the luxury, if you feel uncomfortable by the 
evaluator, you have the luxury, for example, to suggest 
another one or replace the evaluator from the very 
beginning. You can just reject or say, ‘I would like a substitute, 
or to substitute that evaluator.’” 

 

Despite those opportunities, some of which were reported as ineffective, the majority 

of the participants believe that they need more chances to have a more effective role 

in the practices of teacher evaluation. For instance, in the open-ended section of the 

questionnaire, where participants were asked about the changes that should be made 

to the current evaluation system, a number of participants called for greater 
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involvement of teachers. In the following quote, the informant comments on the 

importance of involving teachers in preparing criteria and descriptors:    

“The issues included in the survey should be discussed with 
the teachers before preparing the questionnaire.” 

 

The data also shows that there can be obstacles preventing the teachers’ voices from 

reaching the people in charge, as illustrated by the following quote from Samar:  

“My point is that the girls have freedom to approach those 
authorities. And the teachers don’t have the freedom to 
approach those authorities. So doesn’t it look biased 
towards the students?” 

 

It appears, however, that when the results of the teacher evaluation are serious, EFL 

teachers can find a way to reach authorities and object. For example, in one of the 

focus group discussions, the participants told a story about a colleague who was given 

a letter informing him that he may not get his contract renewed. Brian and Daniel 

described the situation:   

“Brian: He went straight to the dean. 

Daniel: He did, and the dean said, ‘You will have to see what 
was written about you. You will have to see it.’ And that was 
a big embarrassment to the head of the department [who did 
the evaluation and wrote the report] at the time because he 
had to come down specially and open up what he wrote about 
him and give a reason as to why he wrote about it. But that 
was only done because he went straight to the dean.” 

 

The quote suggests that there can be pathways for teachers to express themselves 

and to object to evaluation reports that were written behind their backs by their direct 
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managers in contexts where teachers are not given a chance to reflect on the results, 

such as with a space in the report itself. The data also shows that issues of power 

relationship can contribute significantly to the lack of involvement of teachers and their 

voices in teacher evaluation. Teachers tend to see evaluators as representatives of 

higher authorities involved in teacher evaluation and hence avoid taking an active role 

in teacher evaluation. For instance, Hamdan articulated his opinion in this respect in 

the following extract: 

“It is worth noting that the evaluators might be seen as 
representatives of the administration, and when elements 
of politics are involved in professional development, I feel 
teachers will not take an active and constructive role in the 
process of teacher development.” 

 

Holding a similar standpoint, Joseph suggests that EFL teachers may intentionally 

avoid having a voice and the reasons behind that:  

“I worked for another educational institution (…) and when I 
went there, a senior British colleague said, ‘I’ll give you two 
pieces of advice, Joseph. Number one: Keep out of the 
limelight. And number two: If you do get in the limelight, don’t 
dance.’ And what event you know of course; just keep your 
head down. Don’t be conspicuous. But if you do get put on 
the spot, just don’t say anything that is radical or that is 
likely to change things. Don’t suggest anything that would 
change or improve things. Just keep quiet about things. And 
that’s the predominant philosophy in… I mean, it’s not just in 
the university or the society. It’s in all top-down societies.”  

 

It is worth noting that this idea of avoidance and keeping a low profile was mentioned 

by other participants too. Interestingly, this participant, Joseph, has linked this passive 

attitude to the top-down structure of the institutions and/or the structure of power on 

the whole society. This finding is also consistent with some researchers’ stance on 
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teachers’ voice and role. For instance, Kang’d (2015) emphasises that when teachers 

have little or no voice, it can be a reaction to the top-down decisions made by 

administration and the hegemonic forces around them. This is significant and may lead 

to the isolated practices of the teachers and more centralization of decisions, an issue 

that will be discussed in the next chapter under “alienated teachers” section.     

5. 3. 5. Current Teacher Evaluation Systems 

In this category, issues reported by the participants and directly related to teacher 

evaluation systems in general will be presented. Analysis of the data revealed that 

there are a number of challenges related to the evaluation of EFL teachers at Saudi 

universities in different areas linked to the current practice, such as transparency, 

confidentiality, the criteria and, in some cases, the modular system. Before focusing 

attention on these areas, I will present some viewpoints on the system itself. For 

example, when the survey participants were asked in the open-ended section about 

the weaknesses of the system, one participant stated the following:   

“Due to social and economical circumstances, a teacher 
might not prove his real competence he already has. So, the 
whole system might be unfair to him.”  

 

This suggests that evaluation systems need to consider social and economic factors 

in order to be fair to those involved. The participant seems to link the unfairness of 

current EFL teacher evaluation system to the lack of flexible standards that allow for 

teachers’ different economic and social conditions. For instance, if there are not 

sufficient teaching resources available for teachers, the evaluation of a teacher should 

not be affected accordingly. It seems wise for evaluators to consider that not all 
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teachers are equally capable of affording teaching resources and materials. The 

statistical findings also provided information regarding participants’ level of satisfaction 

with the current evaluation system. Only 32.5% of the participants agreed that they 

are satisfied and 31.8% disagreed, while the majority, 35.7%, decided to remain 

neutral, suggesting that current teacher evaluation systems at Saudi universities are 

not seen as acceptable  to EFL teachers. In the following sub-categories, more issues 

related to the current teacher evaluation practices will be highlighted. These sub-

categories are displayed in figure 5.10. 

 

 

 

 

 

Figure 5. 10. Fifth category and sub-categories, theme 2 

 

5. 3. 5. 1. Transparency and Confidentiality 

Transparency and confidentiality were reported as challenges to teacher evaluation 

systems in Saudi higher education. Transparency seems to be frequently used as a 

flexible sweeping term to convey different messages. As Michener and Bersch (2013) 

claim, a crucial issue with the term ‘transparency’ is its ambiguity: it offers a “nicely 

ambivalent concept, with a positive normative charge” (p. 233). The two conditions 
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they set to identify and evaluate transparency are information visibility (as in “light 

rendering an object entirely visible” p. 234) and inferability (i.e., ability to drawing 

precise assumptions from it “which can be inferred with some degree of accuracy” p. 

234). It seems that visibility of information rather than inferability was associated with 

transparency of evaluation when it was mentioned as a challenge by the participants. 

In one of the focus group discussions, when asked about challenges to teacher 

evaluation, Karen and Fadwa considered transparency as one of the biggest 

challenges:            

“Karen: It Is not convincing, but explaining to the teachers the 
purpose for the observations, any kind of evaluation. Being 
transparent, it is a big challenge.  

Fadwa: Yeah. The biggest challenge is transparency. 
There should be only and only impartial observers, well-
trained observers should come to observe.”  

 

As the quote suggests, with the absence of transparency the evaluation system may 

sound unconvincing to the teachers even if the purpose has been communicated. This 

may also be closely related to the lack of sufficient information and preparation 

discussed earlier (Sections 5.3.4.2. p. 209, and 5.3.4.3. p. 212). Given that people in 

charge tend to make decisions that are based on teacher evaluation in isolation, 

teachers may perceive the whole practice as lacking the required transparency. This 

may also leave EFL teachers wondering about the core reasons behind evaluators’ 

visits to the classroom. Farah, for example, articulated her confusion in the following 

quote: 

“We feel that the observers come to terminate or to write a 
report about the real performance. You feel that there is 
something behind. They came to observe me because there 
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was a complaint (…). You don’t know. There is not this kind 
of transparency.” 

 

In the same vein, Ferdaws raised not only the issue of transparency but also the issue 

of confidentiality with peer observation: 

“They did not encourage it [peer observation], plus there is no 
transparency (…). And it’s not taken completely anonymous 
(…). So for example, if you go and observe one teacher, peer 
observation (…) normally the feedback and everything must 
stay between her and you. It shouldn’t go outside. It should be 
confidential. So they talked about each other’s practices 
inside the classroom. There is no transparency. There is no 
Confidentiality.” 

 

Interestingly, the data shows some results which contradict previous research on 

transparency and peer evaluation of teachers. According to Goldstein (2007), peer 

assessment and review make teacher practices and decisions based on teacher 

evaluation more transparent than the administrators’ evaluation of teachers. Statistical 

analysis of the survey provides partial support for the effectiveness of peer 

observation; when the participants were asked about the following statement 

“classroom observation done by peers is an effective method to evaluate teachers”, 

56.2% of the participants agreed, 21.7% disagreed and 22.1% remained neutral. Peer 

evaluation may help EFL teachers develop a better attitude towards teacher evaluation 

and perceive it as a valuable practice if it is carried out in a supportive way. In her one-

to-one interview, Majeda articulated this idea as follows: 

“So just start with the peer. And then after encouraging 
teachers to that, teachers through a peer will see the value 
of evaluation and will get used to evaluation (…). I prefer it is 
on friendly basis. But yeah, I can’t assure that, and some 
things could happen. It’s our society. We love gossips.” 
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As the quote suggests, peer evaluation may encourage teachers to value the process 

but, on the other hand, it still may not ensure confidentiality. There is little debate in 

the literature on this issue, although Dodd (2015) contends that teacher evaluation 

written by academic leaders should be confidential and not available or approachable 

by outsiders. It appears that peer evaluation is more transparent but less confidential 

than the administrators’ evaluation of teachers. A reasonable explanation may be that 

teachers get insufficient training in teacher evaluation and its related ethical 

considerations and hence pass on some confidential information about their 

colleagues.      

5. 3. 5. 2. Evaluation Criteria  

In any teacher evaluation system, evaluation criteria seem to be the cornerstone and 

hence they should be clearly communicated to the teachers. As Seldin (2006) 

stresses, vague criteria can be seen as one of the most common deficiencies in 

programmes of teacher evaluation as they leave teachers in the dark about their 

expected performance. Complaints about teacher evaluation criteria were frequently 

repeated by the participants in many different ways. For instance, Ayman, when asked 

if he knows the evaluation criteria, contended that teachers were not informed about 

the criteria by which their performance will be assessed:   

“Yes, I do. The evaluation criteria are a lot, but they aren't 
informed to me.” 

 

From another Saudi university and in the same vein, Brian explained how he knew 

about the criteria of evaluation:    
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“It’s just by word of mouth. They go on a 10-point scale. We 
get our modular evaluation results, and if the results are 
somewhere between 8 and 10, that’s good. If it’s below 8, it’s 
not so great. But if you’re getting 6’s, then you should be 
concerned. That’s what I’ve been told.” 

 

In other universities and where teacher criteria are communicated to EFL teachers, 

other factors related to those criteria were reported by the participants as challenges 

to teacher evaluation. For example in one of the focus groups, Karen highlighted how 

contradictions between criteria or descriptors within a specific criterion can be a 

challenge:    

“Contradicting between different criteria, between different 
descriptors. There are contradictions. And we very often 
find that even when the observers come to the classroom, 
they’re not really aware of what they should be looking for. 
They themselves are not aware of the criteria.” 

 

As the quote suggests, contradicting criteria may confuse teachers and evaluators 

alike, where evaluators become unsure what they should look for when they carry out 

teacher evaluation. Fatin also contended that some of the criteria used to evaluate 

EFL teachers at her university are unmeasurable: 

“The criteria itself. I think it should be something really 
measurable, something that doesn't depend on personal 
opinions or things like that. It has to be like, 1, 2, 3 if you 
follow these things then you'll get you best evaluation so it is 
not something personal (…). I think if they have like specific 
criteria it's going to be more accurate and ends up with like 
better results.” 

 

As the data suggests, clear criteria that do not depend on personal opinion or the 

evaluator’s subjectivity can make teacher evaluation more accurate and help the 
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teacher to have better results. Danielson and McGreal (2000) claim that inappropriate 

or unclear criteria to evaluate teachers may turn teacher evaluation into a 

“meaningless exercise” (p. 7). Another challenge that was also reported by the 

participants is having random criteria. When asked about the importance of teacher 

evaluation, Majeda linked lack of importance to the aimless nature of teacher 

evaluation system at her university, which may result in random criteria:    

“It is not important because the aim is not clear. Because you 
don’t have an aim, so the criteria, I would say, they are very 
random. Random criteria, vague aim, and the system don’t 
help the evaluation itself.” 

 

It appears that identifying appropriate content for criteria by which EFL teachers can 

be evaluated is a complex task. Criteria for teacher evaluation may be linked not only 

to the general aim of evaluation, as the data indicates, but also to the emerging and 

traditional assessment standards (Dwyer, 2012). Hence, evaluation criteria should be 

based in general on teacher performance standards. Analysis of the quantitative data 

derived from the survey shows that the majority of participants (53%) agreed that the 

evaluation standards do a good job of defining effective teaching, and only 17.7% 

disagreed, while 29.3% remained neutral. Accordingly, these standards need to be 

used as a basis for teacher evaluation criteria.     

5. 3. 5. 3. Modular System 

In relation to the previous sub-category, it seems that improving the standards and 

criteria for teacher evaluation has little effect on some Saudi universities. Another 

challenge to teacher evaluation as reported by the participants is the modular system 

employed in some language institutions at Saudi universities instead of the semester-
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based system. Teachers teach one level of English over seven to eight weeks, 

officially known as a module, which is half of the term. The module usually includes 

mid and final exams along with other speaking and writing tests. In one of the open-

ended questions where participants were asked to mention the weaknesses of the 

evaluation system, one participant commented as follows on the impact of the system 

on evaluation:       

“It's difficult to achieve the required standards due to the 
pressure of the modular system.” 

 

In the same vein, Daniel in one of the focus group discussions asserted: 

“One of the challenges is the modular system is fixed in itself. 
I have students now (…) failed the first level, they passed it 
the next time, just scrape by, and then by accident they 
scrape by in second level. Okay? And I’ve spoken to at least 
two of their teachers, and they said, “They were terrible. I 
didn’t even think they will pass.” And I have them in a higher 
level, third level (…) and they’re absolutely demotivated. I 
don’t know what I can do with them.” 

 

As the quote suggests, the modular system may leave EFL teachers with groups of 

demotivated students who scrape by from one level to the next. In a different focus 

group discussion in another university Huda and Karen related modular system 

challenges to factors such as syllabus and time:      

“Huda: But the thing is the level of the students is not the main 
thing. It’s the modular system that necessitates that these 
students need to take this kind of syllabus (…) whether it is up 
to their level or not. So I have to teach it. I cannot change the 
pacing guide (…) I cannot modify it to— 

Ghada: Yes, modify it with my own content. 
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Karen: Taking students from A1 to B1 in such a short time is 
a real challenge as well, and especially because the institute 
has a modular system (...)” 

 

In her interview Mariam contended that what she is doing inside the classroom cannot 

be considered teaching, as she explained: 

“I’m not teaching. I’m not evaluating the students or re-
teaching them. I’m not giving them a chance to learn. I’m 
not nurturing them or making sure that they’re growing or 
learning or enjoying, anything. I’m rushing to finish because 
they have exams. Exam after exam after exam. So we all 
know that this is the situation with the modular system.” 

 

As the data suggests, EFL teacher evaluation can be negatively and indirectly affected 

by the modular system, where students can be found below the expected level and 

demotivated to learn the language, which may, in turn, discourage teachers. Another 

indirect factor is the amount of time allocated compared to the amount of materials to 

be covered in the syllabus in a semester. Given that there are committees in some 

universities that are responsible for setting the curriculum, syllabus and pacing guide, 

it may be important to bring these issues to their attention, especially if they are not 

involved in teaching or have limited teaching practice (as the data suggests). In 

universities where students’ evaluation is the primary method of evaluating EFL 

teachers, the participants reported a direct link between the modular system and 

teacher evaluation. For instance, Daniel in the following quote describes how in the 

first module students highly value their teachers and give them a high evaluation rate: 

“And another thing that has come in with that modular 
system is they give the average of the two evaluations. 
They put the two modules together for the semester, and they 
give you the average. Now when pupils come in September, 
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they are normally with a background that is rather dubious 
sometimes because the teacher always just spoke in Arabic a 
lot in the classroom. They often say that you’re the first 
teacher that keeps speaking in English to us, and they think 
you’re the best teacher very often. I find this anywhere. The 
only thing about the teacher evaluation is the fact that the 
modular system is not really conducive to a good 
evaluation.” 

 

The quote suggests that evaluating EFL teachers two times per semester, i.e. once 

per module, and calculating the average does not positively contribute to the 

evaluation of teachers. It appears that students in the preparatory year at Saudi 

universities may tend to generously evaluate EFL teachers when they first join the 

university and as a result produce unfair evaluations. Once again and as illustrated 

earlier (section 5.3.3.1. p. 200), students need to be educated and trained in how to 

take an effective part in teacher evaluation. They also need to know about its 

importance, practice and consequences so they can take it more seriously and do it 

more professionally.     

5. 4. Suggested Solutions for Better EFL Teacher 
Evaluation  
Having explored the participants’ views and ideas on challenges related to EFL 

teacher evaluation at Saudi universities, I will now present their insights and 

suggestions regarding ways in which teacher evaluation can be improved. The 

solutions recommended by the participants mostly fall into two categories: solutions 

on a micro-level, to be attained with efforts from the institution itself, and solutions on 

a macro-level, where entities other than the institution need to be involved (figure 5.11. 

below). In the following section, solutions on the micro-level will be presented.    
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Figure 5. 11. Third theme and categories 

 

5. 4. 1. Micro-Level Suggested Solutions 

These suggestions include the following: introducing teacher evaluation, involving 

related parties, appointing qualified evaluators, advancing the practice, fixing existing 

problems, and introducing a different system. Each one of those suggested solutions 

will be presented in the following sub-categories (figure 5.12.).  

 

 

 

 

Figure 5. 12. First category and sub-categories, theme 3 

 

5. 4. 1. 1. Introduce Teacher Evaluation  

In order for any evaluation system to succeed and achieve its goals, it should be made 

clear to those who are involved in it, especially the teachers. Introducing teacher 

SUGGESTED 
SOLUTIONS 

Micro-Level 
Solutions

Macro-Level 
Solutions



Alamoudi, K 

 

236 

 

evaluation to EFL teachers will help them recognize its importance, comprehend 

practices around it and cooperate with the people in charge of it. The majority of the 

participants reported that they have little information about teacher evaluation and their 

views were presented earlier (Section 5.3.4.3. p., 212 and 5.3.4.4. p. 215), with some 

of them suggesting the introduction of teacher evaluation to the teachers. For example, 

Majeda in her interview stated:      

“I suggest if you want to do evaluation, you should at least give 
an orientation about the value of evaluation itself. So as a 
teacher, I can accept you in my classroom. I don’t look at you 
as a threat to me.” 

 

As the extract indicates, providing orientation to teacher evaluation may lessen the 

threat experienced by some teachers. The survey analysis also supports this finding, 

with many participants highlighting the importance of introducing the evaluation 

system to the teachers. In the open-ended question where participants were asked 

about the changes that should be made to their current evaluation system, one 

participant claimed:       

“There should be sessions given to teachers by their 
evaluators before any observations.” 

 

This idea was reinforced during the focus group discussions, where Brian suggested 

documenting the purpose and use of teacher evaluation as follows: 

“I think that there could be some additions to the faculty 
handbook about the purpose and use of student evaluations 
and self-evaluations. Or there could be a university document 
accessible to all the faculty members (…) so that we would 
have clear understanding of how these are used and what 
they’re used for.” 
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The data suggests that introducing teacher evaluation would help teachers understand 

and appreciate the practice. This is, however, not an easy task, especially at Saudi 

universities, where teacher evaluation is not a stable fixed practice and was 

implemented to mainly satisfy administrative demands rather than to ensure the quality 

of the education. A relevant yet distinct issue will be presented in the following sub-

category which relates to the involvement of other parties.      

5. 4. 1. 2. Involve Teachers, Students and Build Trust 

Involving people who take part in the practice of teacher evaluation received some 

attention from the participants. This involvement may take different shapes and forms. 

One of the participants, Ferdaws, in her interview highlighted using questionnaires and 

discussion groups to know more about teachers’ ideas on teacher evaluation: 

“You can hand the questionnaires to everybody and then you 
collect the data (…). Take these which are said by the majority 
of them. And then when you finish, try another tool. Okay? 
Back up this questionnaire to a discussion group, for 
example.” 

 

In one of the focus group discussions, Sameyah argued that giving teachers an 

opportunity to present and/or to join training courses might enhance their involvement:    

“For example, the coordinator knows who are the best 
teachers, and she makes a meeting or interview with them and 
till them each one is going to make a presentation and come 
to a training course for teachers in one point and develop it, 
and follow these teachers, not one teacher, and makes a 
meeting for them once a week or once every two weeks” 
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Findings from the questionnaire also support the idea of involving and empowering 

teachers. When asked about the changes they wish to be made to the current teacher 

evaluation practices, one of the participants reinforced the importance of focusing on 

empowering teachers:    

 “Evaluation should be focused on teacher development and 
empowerment more than on promotion or tenure.” 

 

The involvement of students was also suggested by the participants, as illustrated in 

the following extract from Omaima:   

“I would also be very, very happy if they took the students’ 
preferences and their opinions in mind as well because we 
don’t do that. The professional development, the evaluation is 
all about the teachers (…). Give students training, help 
them to learn. Help them to study. Develop some strategies 
for them how to tackle this new phenomenon that is always 
arising.” 

 

The quote suggests that students’ involvement may also include training them besides 

taking their preferences into account. This supports earlier findings (Section 5.3.3.1. 

p. 200) focusing on the perception of students’ lack of training and ability to rate 

teachers as a challenge. Involving teachers and students in teacher evaluation may 

help in building trust in the system of evaluation itself. This idea was conveyed by 

Majeda in the following extract:  

“Trust is important for a teacher. If I don’t trust, I would just 
react negatively (…). If I had a hand in it, I will just focus on 
building that trust between the teacher and the evaluation. I 
would involve teachers” 
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As the quote suggests, teachers need to trust their teacher evaluation system so that 

they will not react in a negative way. However, Samar saw it the other way round, 

where the teacher evaluation system might be seen as a result of lack of trust in 

teachers; hence, her following suggestion: 

“So this is my additional point that the teacher should be 
trusted anyway. She should be given some confidence that 
whatever she is doing is done in good faith. She is not 
dishonest.” 

 

Analysis of the survey provided support for this finding. When asked in one of the open 

ended questions about the changes to be made to the teacher evaluation system, 

some participants highlighted this idea, as illustrated in the following quote:    

“A need to learn to trust the hired foreign directors of the 
prep-year programs who are trained evaluators themselves to 
do a large part of the job.”  

 

It appears that building trust between the parties involved in teacher evaluation is 

important. This can be achieved by involving teachers, students and other parties 

involved in teacher evaluation such as the evaluators themselves. In the following sub-

category, issues related to the evaluators will be presented.  

5. 4. 1. 3. Appoint Qualified Evaluators 

Evaluators are an essential element in any evaluation system as it is they who carry 

out and activate the procedures of teacher evaluation systems. Where evaluator 

training is offered, some evaluation systems require only qualified evaluators to carry 

out evaluation. According to Alexander (2016), a qualified evaluator is “an individual 

who has completed the prequalification process (…) and successfully passed the 
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state-developed assessments specific to evaluation of teachers. Each qualified 

evaluator maintains his or her qualification by completing the retraining as applicable” 

(p. 21). However, this appears not to be the case in some Saudi universities, where 

unqualified or poorly trained evaluators are frequently reported. In his one to one 

interview, Hamdan contended that evaluators need training:  

“I think teacher evaluators themselves have to undergo 
training so that they can be on the same page. Having said 
that, I do appreciate the fact the in the last two terms, highly 
qualified professionals in the PDU have been assigned to 
carry out teacher evaluations” 

 

The idea of trained evaluators and observers was also supported by data from the 

survey. When asked about the changes they would like to see made to their current 

teacher evaluation system, one participant said the following: 

“Those who observe teachers should be trained a lot.” 

 

Another participant replied to the same question suggesting specific qualifications for 

the evaluators:   

“CELTA and DELTA trainers should be hired to evaluate 
teachers. The current team of evaluators are not properly 
qualified for the job.” 

 

It seems that this participant considers holders of such certificates as sufficiently 

accredited to carry out the job of evaluating the performance of the teacher. As the 

data suggests, teacher evaluation can be better carried out in a professional manner 
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by qualified individuals who have been properly trained to evaluate EFL teachers’ 

performance.   

5. 4. 1. 4. Advance the Methods, Improve the Criteria and Scoring Techniques 

The collected data shows that different universities use different methods to evaluate 

EFL teachers. Generally speaking, suggested solutions related to methods include 

introducing the least frequently used methods in that particular context or putting more 

weight on those that are not given much value. In other words, the participants 

suggested implementing peer evaluation/observation, committee evaluation, student 

rating, student achievement, teaching portfolios, academic research and self-

evaluation. However, it seems that peer evaluation and student rating received more 

attention from the participants than the other teacher evaluation methods. In the 

following extract Hatim, in his one to one interview, explains the reasons behind calling 

for peer observation:   

“Peer observation could be very helpful as it creates a sort of 
team work spirit which is very lacking within the staff circle 
because of the threat of termination they feel on a daily 
basis.” 

 

In addition, in one of the group discussions, strong support for implementing students’ 

ratings was expressed by the participants, as illustrated in the following extracts:        

“Ghada: Nevertheless, the student survey is a good way of 
evaluating teachers.  

Fadwa: Yes, it’s wonderful.  

Ghada: It’s the best thing because they see you every day. 
It’s not just one visit a module or a year. But they don’t take 
it into consideration. It’s there, but I don’t think it has a big 
value.  
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Huda: I think it’s the most unbiased way of evaluating 
because it is repeated.” 

 

Analysis of the survey showed that classroom observation carried out by 

administration members is the most frequently applied method in the universities 

investigated, as indicated by 61.8% of the participants. Student rating was the next 

most frequently used method, selected by 60.2% of the participants. Student 

achievement received mention from only 39%, teaching portfolio 35.7%, self-

evaluation 25.7%, classroom observation by peers 24.9%, peer evaluation 16.5%, and 

other methods 7.6%. In the open-ended section, one of the participants suggested 

combining the evaluations:     

“Evaluation should be a combination of peer, students and 
qualified, objective evaluators.” 

 

In the same vein, in one of the open ended questions where changes were to be 

suggested, another participant proposed:   

“They should make it more holistic” 

 

Interestingly, some of the participants suggested special techniques for evaluation 

which could be tailored to suit teachers based on their experience or the different 

responsibilities they might have besides teaching, as illustrated in the following quote 

from Mariam:  

“So I would suggest two different criteria: for novice teachers 
and different criteria for experienced teachers. It will be more 
developing for me.” 
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 According to King (2015), experienced EFL teachers in the Gulf area might find 

teacher evaluation a demotivating experience and show dissatisfaction with it as they 

may have experienced a “downturn in their feelings” (p. 176). Hamdan illustrates in 

the following extract his feelings when he received a special teacher evaluation based 

on what he was assigned to do as part of his position: 

“In my case for example, even though I was not evaluated on 
teaching, per say, I was evaluated professionally assessed 
by my superior on what exactly have I achieved since I took 
up the position of the head of research. That really felt 
brilliantly comforting.” 

 

It seems unfair to ignore other duties teachers might have and to evaluate them on 

teaching only.  

The final suggestion put forward by the participants relates to removing numerical 

techniques of scoring. For instance, Ferdaws stated:  

“The numerical scoring or rating or these criteria should be 
eliminated. Instead of giving a score of like 100 or 55 etc., we 
should give expressions. Expressions go to the heart to be 
honest.” 

 

Analysis of the questionnaire provided support for this finding; when suggesting 

changes participants would like to see made, one participant wrote:  

“Stop rating teachers on a scale of 1-5. Recognise that all 
teachers have strengths.” 
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As the data suggests, the participants seem to prefer receiving words over numbers 

as their performance evaluation results; they may perceive words as more expressive 

than numbers, where evaluators can acknowledge teachers’ strengths and those in 

charge of teacher evaluation can consider their views as well. Nevertheless, a 

contextual factor that may support the application of numerical rating is the large 

number of EFL teachers in the institution and therefore the ease of application of this 

technique.      

5. 4. 1. 5. Fix the Existing Problems and Plan well 

As in any other academic modus operandi, teacher evaluation practices have different 

problems which vary in degree and effect on the success of the systems employed. In 

the following quote Mariam indicates how significant and divergent the issues can be:   

“We have a big flaw in the system (…). It’s a whole continuum 
of related elements in the whole process of evaluation (…). 
And the evaluation should be like if you have problems, you 
go fix them. There should be like an analysis of what’s 
happening, and we should be voicing it and fixing it. But 
that’s not happening”   

 

Acknowledging that there are flaws in the system, people in charge of teacher 

evaluation may need to analyse what has been done in practice in order to fix it. Given 

that teachers, and possibly other included parties, do not have much voice and/or role 

in developing the practices of teacher evaluation as presented earlier (Section 5.3.4.4. 

p. 215), it may be problematic for policymakers to become aware of the system flaws 

let alone fix them. This seems to reinforce the significance of EFL teachers’ voice in 

the development of the system; this issue will be further discussed in the following 

chapter. In order to find solutions for current problems, different suggestions were 
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proposed by the participants: for instance, in the following extract from one of the focus 

group discussions, Karen and Fadwa suggest planning and consultation:        

“Karen: The first thing I would say is that before any kind of 
observation starts, there should be careful planning. The 
whole thing should be thought through carefully. What the 
objectives are, how those objectives might be achieved, and 
what kind of training people would need to be able to achieve 
those objectives (…)” 

 

As the quote suggests, in order to plan carefully, objectives need to be identified, ways 

to achieve them need to be implemented, and training people need to be encouraged. 

In addition, having a counselling group or body may help teachers to be more aware 

about the practices; similarly, a unit which offers advice and help for teachers could 

be beneficial or, as Arreola (2006) states,  a “faculty advisory board” not only to help 

teachers overcome obstacles related to their evaluation but also to offer a mechanism 

for teachers to have a sort of involvement in developing the policies around teacher 

evaluation.       

5. 4. 1. 6. Introduce a Different Evaluation System  

Developing evaluation of teachers’ performance is a dynamic process where different 

methods can be introduced and new mechanisms for using them are a choice for 

policymakers and educational institutions. Some of the participants suggested making 

changes to current evaluation systems or even introducing different new ones. For 

instance, implementing the five-minute walk-through technique was recommended, by 

Mariam, in her one to one interview:    

“The five-minute walk-in and the three-minute walk-in, so as 
an instructional leader that you would visit teachers’ classes 
and you don’t just focus on the teacher. You focus on the 
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students, the whole instructional process, and the 
atmosphere of the class (…) and you have discussions, 
nothing written, no form, nothing.” 

 

 As the quote suggests, walk-through visits might be seen as less formal than typical 

classroom observation; yet, and as Carraway and Young (2015) suggest, the five-

minute walk-through strategy may be used to mainly enhance the instructional 

leadership skills of the people in charge of teacher evaluation but may not provide a 

reliable evaluative tool to ensure the quality of teaching. Analysis of the survey data 

produced similar findings. One of the participants said:      

“I'd like to see it more regular but less formal” 

 

However, the data shows that some participants may seem to hold contradicting 

views. For instance, the following extract from Albert represents his standpoint on the 

frequency of evaluation:   

“So I would have a mixture of teacher observation after the 
probation, at the most once a year, just to make sure things 
are okay” 

 

It appears that in Saudi universities, teacher evaluation is influenced by the way it is 

put into practice in that particular context; hence, the micro-level solutions suggested 

seem to vary accordingly.   

5. 4. 2. Macro-Level Suggested Solutions 

In this category, solutions were suggested for areas beyond the institution itself and 

requiring the involvement of other entities/bodies. This involvement may vary in the 

Macro-Level 
Solutions

Invest in Teachers
Collaborate with 

Other Departments 
&Universities
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type of input. For example, in the first sub-category, namely investing in teachers, 

funding from the university or the Ministry of Education will be needed and hence this 

is classified as a solution on the macro-level. The other sub-category is collaboration 

with other departments and/or universities. Both of these sub-categories will be 

presented in the following section and are shown in figure 5.13. below. 

 

 

 

 

Figure 5. 13. Second category and sub-categories, theme 3 

 

5. 4. 2. 1. Invest in Teachers 

Evaluation of teacher performance is the first step towards the professional 

development of teachers and investing in them. As reported by the participants, 

English language institutions can invest in EFL teachers in many different ways after 

evaluating them. In the open ended section where participants were asked to make 

any comments they would like to add, one teacher suggested:  

“Workshops should be held to discuss the common 
shortcomings of teachers' performance. These workshops 
help teachers to exchange their experiences.” 

 

 Exchanging experiences in workshops offered in their universities can encourage 

teachers to overcome common shortcomings. By doing so, they may become more 
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committed to their job and the academic institutions they work for. This idea was 

suggested by Fadwa, a participant in one of the focus group discussions: 

“So if I have these flaws in me, help me to improve myself. 
Then I may be more committed. I will never send my CVs to 
any other places. Even I will invite people to come because 
this is the best place to work. The first thing is my sense of 
security.” 

 

According to the participant, when institutions help teachers to flourish and improve, 

they feel more secure and accordingly committed. Moreover, some participants went 

further and suggested practical ways to invest in EFL teachers and activate their role 

in improving each other’s performance. For instance, the following quote from Brian 

shows how institutions can benefit from teachers who are good at some teaching skills:   

“so these kinds of teachers who are focused on these specific 
skills and get good results from their students, they could be 
observed or even evaluated or could themselves be the 
evaluators of other teachers in their skills in that area.” 

 

As the data shows, giving such teachers the chance to share their strengths with their 

colleagues through presenting training workshops can help language institutions to 

invest in their staff members. These workshops can be an enormous support for 

teachers and part of their follow-up plans, an area that is almost completely neglected 

in some Saudi universities (a challenge explored in Section 5.3.2.4. p. 196). Asher 

articulated this idea in the following quote from his one to one interview:  

“If teacher evaluation is to benefit the education system in 
Saudi Arabia the following should be done: Professional 
development workshops on evaluation approaches should 
be held for all educators (supervisors and teachers) with the 
help of inside or outside experts (…) until everyone 
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involved becomes familiar with the process. The benefits of 
such workshops are immense for supervisors, teachers and 
students.” 

 

 As the quote suggests, workshops can be run by inside experts, which provides 

support for the earlier quote, or outside experts from training centres or other 

universities, which relates to the following sub-category. Whichever approach is taken, 

it can be considered as part of the teacher continuous professional development 

programmes, an area that may have received insufficient attention (Section 5.2.4.2. p. 

170). Mariam in her interview highlighted the idea that educational institutions should 

invest in Saudi nationality teachers as they also need help:  

“And observe the Saudis, and give them a development 
plan, a real one. Give them a chance to learn and develop 
(…). Focus on them. Help them. They really need help. They 
should invest in them.” 

 

It appears that Saudi EFL teachers do not receive sufficient attention from evaluation 

systems in Saudi universities, as some seem to exclude them completely from teacher 

evaluation, as mentioned earlier (Section 5.3.4.2. p. 209). A possible reason for this 

exclusion is that Saudi teachers’ contracts do not need to be renewed as they are on 

a long-term type of contracts and teacher evaluation is mainly carried out to make 

contractual decisions. Hence, those in charge of teacher evaluation make little effort 

to evaluate Saudis or to monitor their performance. Beside the fact that Saudi EFL 

teachers need evaluation to improve their instructional practices, having them on long-

term contracts makes the need to invest in them as permanent teachers more urgent, 

and this should be an essential part of academic institutions’ sustainability plans.  
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5. 4. 2. 2. Collaborate with Other Departments and Universities  

Being aware of teaching practices and teacher evaluation in other departments of the 

same university or the same department in other universities can help to develop the 

quality of education in any educational institution. Such collaboration was frequently 

mentioned by participants in this research. For instance, the following quote from 

Fadwa in one of the focus groups highlighted the importance of having and 

collaborating with a counselling department within the same university:    

“First of all, there is need for counselling. There should be a 
counselling department.” 

 

The survey results also support the importance of consultation with people from 

outside the department. In one of the open ended questions where participants were 

asked about the changes that should be made to current evaluation systems, one 

participant claimed:  

“But most importantly there should be highly-qualified 
outside consultants vetting the managers at the PYs.” 

 

Apart from counselling, participants seem to prefer evaluators who are not their own 

colleagues, as illustrated in the following suggestion:     

“Professionals who are qualified who actually have some sort 
of related degree or certificate to evaluate should be brought 
in. These people should not be our colleagues” 
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In the same vein, participants of one of the focus group discussions elaborated on the 

advantages of having a separate team of evaluators and added that they should be 

aware of the context and teaching at the same university:   

“Karen: You said there should be a separate team not from 
the actual teachers who are colleagues. It’s very important. 
You’ll find that in countries like the U.K., there are actually 
groups that come from the Ministry of Education and Ofsted, 
and they are specialized in observing and they know what 
they’re looking for (…). 

Fadwa: still I feel there should be one department, only 
highly qualified, fully trained teachers who have special 
certifications, and teachers who have no interaction with other 
colleagues should be part of this. 

Karen: That’s another thing. Yeah. The observers need to 
understand the context. 

Ghada: This is one positive point why the observers should 
be teachers from the same university. 

Huda: Yes. And they should teach for some time.” 

 

The idea of having a separate body for teacher evaluation was also supported by 

findings from the open ended section of the survey, as in the following quote: 

“A separate body [need to] be made for Teacher Evaluation 
with specific and clear objectives charged with positive 
thinking to create a thorough educational atmosphere.” 

 

Some participants widened the circle of involvement and suggested involving 

evaluators not only from other departments on campus but also from other 

campuses/branches of the same university or other universities. The following extract 

from one of the open ended questions is an example:   
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“Evaluators shouldn't be colleagues teaching in the same 
workplace, they'd rather be from other branches (…) to avoid 
prejudgment and underestimation.” 

 

Similarly, the following extract from one of the focus group discussion elaborates 

further:  

“Basmah: And one more point is that nobody gets the chance 
to go to another university to learn something from them. 
You are teaching in the same way, every day the same thing, 
like nothing changes. But in our countries, like in India and all, 
we people go somewhere else, some other people come to 
our places, and there is interaction between the panels of the 
universities to improve the chance of cooperation. So nobody 
feels suffocated. It’s like an evaluation, a kind of evaluation 
to improve yourself. You compare yourself to others.  

Sameyah: And feel self-confident.” 

 

The idea of collaborating with other universities was also supported by results from 

the questionnaire. In one of the open ended questions, a participant contended:   

“Well, it isn't the sole thing to judge a teacher. More things 
come from (…), active environment of development 
through symposiums, seminars, workshops between different 
departments within a university and between same 
departments of different universities.” 

 

The quote suggests that departments and universities are working in isolation where 

they do not have any contact with the other local universities or the outside world. 

Thus, it can be argued that collaboration with other specialized entities that have 

individuals qualified to do teacher evaluation will help overcome some of the related 

challenges; issues such as bias, subjectivity and rancour between colleagues that 

were reported by the participants as challenges to EFL teacher evaluation will be 
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eliminated. Having said that, despite the fact that collaboration with colleagues from 

different departments and/or universities can help improve the practice of teacher 

evaluation, it may need more time and effort in order to make it successful and 

effective.       

5. 5. Summary of the Chapter 
This chapter offered a detailed account of the analysis and interpretation of the data. 

Emerging themes, categories and sub-categories were presented. Three major 

themes that relate to the research questions were thoroughly explored and linked to 

related categories and sub-categories in order to draw a comprehensive picture of the 

participants’ views and ideas about a number of relevant matters as described by EFL 

teachers in the five Saudi universities. The importance of teacher evaluation, 

challenges to EFL teacher evaluation, and suggested solutions were the three main 

themes. Based on the analysis of these themes, a number of social, cultural, and 

political related aspects were found and expected to lead into the findings. These 

aspects along with some others will be discussed in the following chapter.         
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Chapter Six 

Discussion of the Findings 
 

6. 1. Introduction 
In this chapter, I provide some critical insights into the most significant findings of this 

research from both qualitative and quantitative strands in relation to the phenomenon 

of EFL teacher evaluation and its pertinent mechanisms within the higher education 

system in Saudi Arabia. Amongst all the themes, categories and sub-categories 

presented earlier in the former chapter, key findings on EFL teachers’ perceptions of 

teacher evaluation are discussed in the following sections:  

- EFL Teacher Evaluation: Values VS Demands   
- What Makes a Qualified Evaluator?      
- EFL Teachers’ Aversion to Teacher Evaluation 
- Students and the Intellectual Leap between General and Higher Saudi 

Education 

The abovementioned four themes are highly related to the research findings and were 

arranged according to the same sequence of the findings’ themes. In the first theme 

(related to research finding theme 1, section 5.2. p. 151), values and demands take 

the practice of teacher evaluation beyond findings on importance of teacher evaluation 

and were discussed in relation to different contextual factors. Second, third, and fourth 

themes (related to research finding theme 2, section 5.3. p. 180) discuss the main 

three challenges (section 5.3.2., 5.3.3., 5.3.4.) in light of the Saudi context.   

6. 2. EFL Teacher Evaluation: Values VS Demands 
As previously indicated in the analysis chapter, the majority of the participants 

acknowledged the importance of evaluating the performance of teachers regardless 
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of the mechanism that controls teacher evaluation practices at their university. When 

teacher evaluation is perceived to lose its significance, this is likely to be linked to flaws 

in the way it has been practised rather than the value of its general aim(s). This is in 

line with Palls’s (2013, cited in Bridglall, Caines, and Chatterji (2014) stance that 

evaluation data can be used not simply to identify and eliminate those who are 

underperforming but rather to monitor and improve performance. It appears that, from 

a teacher’s perspective, monitoring and improving performance are of more value than 

identifying and eliminating low performing teachers. Having said that, the old argument 

around the importance of teacher evaluation and why it is carried out in the first place 

emerges. The findings of the current study imply that teachers believe evaluation 

serves mainly two purposes: firstly, forming an authoritative body that holds teachers 

accountable to predetermined standards, and, secondly, improving teachers’ 

performance. These two purposes will be discussed in the following sub-section.   

6. 2. 1. The Demands of Accountability and Quality Assurance  

The findings reveal that teacher evaluation committees as authoritative bodies are in 

charge of setting standards in order to ensure the quality of teaching. With the rapid 

growth of higher education institutions in Saudi Arabia, a need for quality assurance 

which holds teachers accountable was created and led to the formation of an 

independent government agency for accreditation called The National Commission for 

Academic Accreditation and Assessment, abbreviated to NCAAA (Darandari et al., 

2009). Under the auspices of the Ministry of Education, the NCAAA is held responsible 

for setting general standards, framework and procedures for quality assurance. These 

foundational standards are expected to be evident in accredited Saudi universities; 

however, the commission lays emphasis on “continuing quality improvement rather 
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than on satisfying required standards” (NCAAA, 2015a, p. 5). At Saudi universities, 

where evaluation standards are communicated to teachers, participants found these 

standards important, as they set benchmarks for teachers on the quality of teaching. 

Yet, the findings show that various standards and practices can be found in different 

universities in Saudi Arabia. This finding confirms the claim that Saudi higher 

educational institutions have to establish their own individualized quality assurance 

model (Albaqami, 2015), which ought to be specific and relevant to their particular 

context. As a result, models for and practices of EFL teacher evaluation should vary 

in different Saudi universities. This variation is in fact encouraged by the NCAAA, as 

it necessitates diversity and flexibility inside educational organizations. This 

organizational variation is important, given that some elements within teacher 

evaluation to meet quality standards may be more significant in some contexts than in 

others. From a personal perspective, this is an appropriate standpoint for two main 

reasons. First, it is not easy to set a model or framework that will fit all the various 

contexts within higher education institutions in Saudi Arabia. Second, it can help 

universities maintain and safeguard their academic identity; this identity is supposed 

to be unique in nature, appropriate to each university or department teaching practice 

and should serve its needs and demands.   

Furthermore, the findings of this research indicate that, within each university, teacher 

evaluation standards were established by top management and policymakers in a top-

down hierarchical structure and handed down to evaluators and teachers. These 

findings echo those of Albaqami (2015) on a local level and Shah, Wilson, and Nair 

(2010) on a wider international level and indicate that the systematic review of quality 

assurance is generated from top to bottom. The hierarchical interaction between those 
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on top who have power and those at the bottom who do not seems to be the essence 

of a widespread bureaucratic system found in most of Saudi universities. It reflects a 

hegemonic relationship between policymakers and the people affected by such 

policies within the system. Given that policymakers cannot ensure that teacher 

evaluation standards are checked by themselves, they tend to delegate others 

(evaluators and/or evaluation committees) to accomplish this mission. Thus, 

delegated entities are required to report the degree of success in achieving the given 

standards they have observed to the people in power on top of the hierarchy. This 

eventually results in a complex hierarchical system where the implementation of 

policymakers’, who have the ultimate power, dogma is carried out by the evaluators 

and imposed on EFL teachers. According to Mathison and Ross (2002), such 

centralization of authority has become standard “by business and political alliances for 

standardization of processes … under the guise of public good” (p. 97). This is true 

where systems of higher education need to prove their commitments to public good 

and serve the public interest (Eaton, 2015) in order to gain public trust in spending 

public funds, which is the case of Saudi public/state universities. This situation results 

in an increasing focus on performance, efficiency and accountability, where 

educational systems aim to generate individuals that are typically competitive and 

enterprising. As Ambrosio (2013) claims, through the state’s power, neoliberalism in 

education aims at creating special forms of subjectivity that are arranged artificially, 

which enables both the society and the market culture to function in an efficient way. 

It seems that Saudi higher education is following that major trend, where quality is 

measured through state control mechanisms. In this respect, Jenlink’s (2016) 

intriguing ideas on how accountability politics in an era of neoliberalism has distracted 
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democracy are of interest. Jenlink discusses how the neoliberal hegemony represents 

a threat to education both economically and/or politically. This is true given that the 

culture of accountability and performativity encroaches on the freedom and creativity 

of the teachers, the freedom that Freire (2000) alludes to as a function of education 

while arguing that educational process cannot be neutral. He states that education 

functions as the “practice of freedom, the means by which men and women deal 

critically and creatively with reality and discover how to participate in the 

transformation of their world” (p. 34). 

As the findings suggest, the results of teacher evaluation are perceived by the 

participants to influence personnel decisions. In such cases, and as discussed above, 

policymakers expect evaluators to provide them with accounts that are value-free and 

reliable, which makes the evaluators’ key task one of assessing the extent to which a 

predetermined set of standards has been achieved. This type of evaluation has been 

theorized in the literature as the “technocratic” approach to evaluation (Hanberger, 

2001). As Codd (1994) states within the context of accountability measures, this model 

endorses a set of educational technocratic evaluation practices that produce various 

managerial controlled structures rather than professional improvement in teaching, 

which was a finding reported by the participants of this study too. In his view, 

technocratic reductionism can be seen as the ultimate result of the new accountability 

measures that emerged as a display of the ‘economic rationalism’ that has been 

known to inform governmental policy-making.  

In this respect, Green (2010) cautions that evaluation conducted in a “climate of 

control” (e.g., evidence-based decision-making, result-based management and 
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performance indicators) with technocratic ideas is the main challenge to the principles 

of an evaluation that is democratically-oriented. I believe that this is true, as a 

technocratic approach to evaluation typically promotes elitism and a culture where 

decisions are made for teachers rather than by teachers. In line with this, Codd (1994) 

contends that, with technocratic evaluation, judgement is taken to the people indirectly 

where evaluators mainly and directly serve bureaucrats and politicians and serve the 

people in an indirect way. This suggests that, 24 years after Codd’s statement, the 

situation of teacher evaluation in Saudi Arabia has not changed to a more participatory 

or humanistic model; indeed, it may be even more restrictive and top-down. However, 

I believe that more involvement of teachers is needed in order to improve making 

decisions around policies and practices of teacher evaluation in the Saudi context.        

Shifting our attention back to the NCAAA, its central mission is to ensure the 

consistency of evaluation standards with international benchmarks (NCAAA, 2015a). 

For courses developed outside Saudi Arabia, the NCAAA requires that they be 

accredited by a “proper authority in the country of origin” (NCAAA, 2015b, p. 11). 

Despite the fact that EFL programmes in the investigated universities are in general 

locally developed, where only the textbooks come from abroad, these universities 

usually seek academic accreditation from agencies that are overseas. This shows how 

a form of dependence on external academic agencies is built to ensure the quality of 

language teaching in Saudi universities.  

In this regard, Pennycook (2017) maintains that ELT seems to be controlled mainly by 

two countries: Britain and the USA at the centre of an inner circle. These western 

countries exercise an additional level of authority (Llurda, 2016) over ELT in the Middle 
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East, which affects and influences EFL teachers. This is usually achieved by sending 

experts from the inner circle western countries to provide assessment and/or support 

to other countries, which has resulted in a sort of academic imperialism.   

This dependence has greatly contributed to a consumerist culture of ready-made 

products and services to encourage the world-wide marketing of ELT. Pennycook 

(2017) points out that ELT can be seen as a business-driven practice that has spread 

all over the globe. Against this background, it seems that with the recent educational 

reforms taking place, not only in Saudi Arabia but also in other Arab countries, the 

quality assurance practices are heading towards a new direction. According to Eaton 

(2015), ministries of education and leaders of higher education in Arab countries are 

looking into establishing robust accreditation and quality assurance environments and 

considering the formation of new national quality assurance bodies in the region. 

Nevertheless, and as Furedi (2010) states, “marketization is a reality that academics 

have to live with” (p. 1) given that universities increasingly mimic private and public 

corporation managerial models. Various techniques of management and cost-oriented 

plans and strategies have gradually replaced academic practices and rituals around 

the world. There is a vast literature that can be found on the issue of the marketization 

of higher education and how students are globally perceived as consumers who can 

make demands of the university they join and highly contribute to the phenomenon of 

marketization in higher education (Naidoo & Williams, 2015; Nordensvard, 2010; 

Williams & Molesworth, 2010; Woodall, Hiller, & Resnick, 2014). However, it is worth 

mentioning that marketization as a phenomenon in higher education has not only 

economical aspects but also a political and/or ideological agenda attached to it.   
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Having said that and considering the various issues of power discussed earlier, I 

believe that EFL teacher evaluation should not be hegemonic. A form of a counter-

hegemonic model that relies heavily on democratic assumptions derived from 

genuinely shared authority is needed in order to promote EFL teacher evaluation 

policies and practices in the country. As Mathison and Ross (2002) suggest, forms of 

evaluation that are participatory should encourage democratic principles and can be 

counter-hegemonic. They believe that counter-hegemonic practices are derived from 

an authentic partaking of authority amongst not only the few, powerful individuals so 

to speak, but also the many. This can be achieved when we create and empower a 

community that shares similar interests to “work toward greater clarity about and 

commitment to particular value positions” (p. 98). In my opinion the best way to 

approach a counter-hegemonic form of teacher evaluation is to engage a wide range 

of stakeholders in shaping the intended teacher evaluation scheme including its 

objectives, methods, standards and other aspects of the practice. This will help to 

achieve a participatory approach to teacher evaluation; however, the degree to which 

the involved parties are expected to take part and how to balance their contribution to 

the scheme is critical.      

6. 2. 2. The Values of Improving Instructional Practices  

The findings indicate that EFL teachers believe that teacher evaluation is carried out 

essentially for summative purposes i.e., the results of the evaluation processes are 

directly linked to end of the academic year decisions on their contract renewal. 

Accordingly, teacher evaluation has hardly been proven to have a positive influence 

on continuous professional development, CPD, which aims to improve teaching 

practices. As Smits and Champagne (2008) write, “Evaluation approaches have long 
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been criticized because their results are often not used” (p. 427). This typically is the 

case where teacher evaluation does not have a formative lens or a developmental 

scope and where evaluation results and output are not considered to identify areas 

that need improvement. However, it is believed that the theory of Participatory 

Evaluation (PE) addresses this drawback through encouraging the members of 

educational organizations to observe and rethink their professional practices (Cousins 

& Earl, 1995).  

According to Cousins and Earl (1992), PE refers to “applied social research that 

involves a partnership between trained evaluation personnel and practice-based 

decision makers, organizational members with program responsibility or people with a 

vital interest in the program” (p. 399-400). In his later work, Cousins develops the 

theory and differentiates between two different types of PE. In Transformative 

Participatory Evaluation (T-PE) and by involving the less powerful stakeholders in 

reflecting, creating knowledge and making decisions, evaluation is perceived as a 

developmental procedure that can be related to democratic and empowerment 

evaluation, participatory action research and other types of enquiry that are 

collaborative and driven ideologically. The other stream is Practical Participatory 

Evaluation (P-PE,) where the central interest is to generate knowledge that is useful 

for making decisions, solving problems and improving practice (Cousins, 2003). The 

main goal here is to increase the usefulness of the results of the evaluative 

participative processes and the empowerment of the so-to-speak less powerful 

stakeholders.   



Alamoudi, K 

 

263 

 

As indicated in the previous chapter, the results of evaluation procedures and 

feedback, where provided, were perceived by the majority of the participants to be of 

value. Constructive feedback is valuable as it helps EFL teachers improve their 

teaching practices and promote their professional growth. This is in line with Ahmed 

and Asghar’s (2015) study at an English language centre in the Middle Eastern 

context, where they found the quality of post-observation feedback to be high and 

informative, which consequently leads to a positive impact on teaching practices. 

When teachers know about their weaknesses, it is possible for them to work 

independently on them and improve them by reading, discussing them with their 

colleagues or through other available resources.   

Despite the reported quality of the feedback, the findings indicate that teacher 

evaluation results remain institutionally useless, as feedback, classroom observation 

notes and other evaluative outcomes are not very productive. If EFL teachers are not 

provided with an adequate follow-up developmental plan and well-designed 

professional workshops, they will not consider teacher evaluation beneficial to them. 

It has been found that university EFL teachers in the Saudi context support the 

common belief that the level of teachers’ professional development can be enhanced 

by exploiting the results from teacher evaluation (Al Asmari, 2016; Hakim, 2015; Shah 

& AlHarthi, 2014). Similarly, Al-Harthy (2017) found that Omani senior teachers at 

college level hold a positive attitude towards the importance of teacher evaluation 

feedback to their professional development. However, the impact of teacher evaluation 

on their professional development is evidently weak and ultimately attributed to 

different factors. These factors include: conflict with motivational structures of teaching 

as an occupation, evaluation systems’ technical shortcomings, implementation 
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problems, political complexities, and most importantly the misalignment between 

understanding teaching tasks and the design of evaluation systems (Darling-

Hammond, 2013; Howard & Gullickson, 2010; Rowan, 1990). Smylie (2014) 

summarizes it all as one factor most consistently associated with the lack of teacher 

evaluation impact on professional development, namely the “troublesome relationship 

between evaluation and professional development” (p. 98).  

Howard and Gullickson (2010) argue that this flimsy link between teacher evaluation 

and professional development is one of the major “threats” to teacher evaluation 

potential to improve practices of teaching. This notion, which is in line with findings 

from the current study, however, contradicts other findings in the literature. For 

instance, Ahmed and Asghar’s (2015) study reveals that EFL teachers believe that 

their professional development has been positively influenced by the annual faculty 

evaluation process despite the fact that they perceive their evaluative system as rigid 

and inconsiderate of cultural diversity. The quantitative data they collected from 45 

participants suggests that teachers perceived the process of teacher evaluation as 

having a positive impact on professional growth. In the qualitative part, eight out of 

nine of the participants of that study were enrolled onto CELTA after they underwent 

a summative evaluation and hence saw it as a positive impact of EFL evaluation on 

their professional development.   

As mentioned in the previous chapter, the participants indicated that they perceive the 

workshops which professional development bodies usually offer as more of a useless 

training routine than an instructional practice improvement opportunity. Therefore, 

ambitious EFL teachers tend to informally pursue their professional development 
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courses or workshops while coping with their everyday teaching and academic duties. 

Many researchers have emphasised the insignificance of the existing professional 

development workshops at Saudi universities (Al-Seghayer, 2013; Al Asmari, 2016; 

Hakim, 2015; Khan, 2011; Shah, 2016; Zohairy, 2012). Where there are opportunities 

for joining continuous professional development workshops and training programmes 

that are institutionally arranged, EFL teachers express their dissatisfaction with those 

offered courses. Regardless of Al Asmari’s (2016) argument that professional 

development training provides EFL teachers in Saudi universities with a good chance 

to learn from colleagues and/or experts, a considerable number of EFL teachers see 

them as pointless and time-consuming practices. Such a standpoint can be attributed 

to the varied educational backgrounds and experiences of the teachers, where some 

of them have received high quality training before coming to Saudi Arabia.  

Additionally, as the majority of EFL teachers at Saudi universities are expatriate 

teachers, the findings reveal that people in top management have some concerns that 

those teachers will leave the country before the end of the semester if they do not 

have any more classes to teach. It seems that there is a difference in views between 

EFL teachers and management about the purpose of these professional workshops. 

While EFL teachers expect the workshops to develop their teaching practices, they 

see them as a ploy by management to make them stay in the country and to keep 

them busy. As part of the faculty and staff employment processes standards set by 

the CNAAA, proof of “proportion of teaching staff participating in professional 

development activities” (NCAAA, 2015c, p. 60), is one of the required Key 

Performance Indicators (KPIs ). This proof should be evident for quality assurance 

purposes to hold higher education institutions accountable, as discussed earlier. A 
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conflict arises when those in management do not properly communicate the objectives 

of such workshops to EFL teachers beforehand. The management is known to have 

the upper hand over arrangements for and budgets allocated to such events and 

activities. Those in management assume teachers to be busy discharging their day-

to-day duties. Accordingly, professional development activities are usually carried out 

during non-teaching dates of the year in order to avoid staff burnout.  

Turning EFL teachers into partners and involving them in taking decisions about the 

type and schedules of workshops will help them perceive training and workshops as 

more effective. Being effective members within educational systems can help EFL 

teachers develop positive attitudes towards educational policies and practices that 

teachers feel are imposed on them in a top-down approach. In this regard, this study 

is in line with previous literature that globally supports teachers’ involvement in 

planning professional development activities, such as the studies of Al Asmari (2016), 

Bayar (2014), Smith (2015), Starkey et al. (2009), and Whitworth and Chiu (2015). In 

the Saudi higher education system, Al Asmari (2016) emphasises that teacher 

educators and professional development organizers should conduct a careful needs 

analysis for their training activities with the help of EFL teachers to find out what they 

require to develop. I believe that language teachers, as practitioners and insiders, can 

be a useful source of information about the type of workshops they need in order to 

improve their teaching practices.  

6. 3. What Makes a Qualified Evaluator? 
As the title suggests, this section discusses the required characteristics of a well-

qualified evaluator as seen by the EFL teachers who participated in this research. This 
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category seems to be of utmost importance in the Saudi context, given the current lack 

of national EFL training centres/institutions that are adequately staffed to provide 

sufficient training for teacher evaluators and educators. Instead, an intensive one-day 

or one-week preparatory programme, which is insufficient to equip evaluators and to 

turn them into qualified practitioners in the field of teacher evaluation, is arranged by 

EFL institutions and given to a group of selected EFL teachers to train them to become 

evaluators of their colleagues. Accordingly, EFL teacher evaluators have never been 

through any proper professional training that enables them to be accredited 

evaluators, nor are they democratically chosen as ideal candidates for the position.  

Shah and AlHarthi (2014) describe precisely the way in which teacher evaluators are 

chosen in Saudi higher education. Heads of units/committees responsible for teacher 

evaluation usually select the people they trust to be in charge of EFL teacher 

evaluation. The chosen evaluators very often have a close relationship with their 

bosses and they are selected to perform certain duties. Hence, it seems that the 

responsibility for selecting and training EFL teacher evaluators is down to the 

managerial bodies in Saudi universities, which tends to be the case in any typical 

centralized and top-down educational system. Nevertheless, the intricacies associated 

with the professional qualifications and personal skills as a complex network of 

evaluation capabilities, that is typically overlooked, must not be undervalued. As 

Zepeda (2014b) asserts, those who fulfil supervisory duties, such as evaluators and 

observers, are classified as instructional leaders whose vision is a combination of 

pedagogical beliefs, experience, reality and human values. This vision is expected to 

provide a critical “tangible representation of effective instructional planning and 

delivery” (DiPaola & Hoy, 2008, p. 10). As Green (2010) writes, the practice of 
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evaluation helps evaluators develop the ability to skillfully interlink supervision, 

evaluation, and professional development, which eventually lead to teacher growth.                            

The findings of this study echo findings from other studies in the literature in the way 

that classroom experience, context awareness, supervisory skills, qualifications and 

special training are found to be salient features of a qualified EFL teacher evaluator. 

For example, Zuheer’s (2013) study on EFL teacher evaluation in Sana’a, the capital  

of Yemen, emphasized the importance for evaluators to be aware of the fact that 

classroom visits give merely a narrow sample of the teachers’ performance. 

Furthermore, Albaiz’s (2016) study on EFL teaching in Saudi universities arrived at a 

similar conclusion, namely that the evaluator must understand the content and 

objectives of the course taught by the evaluated teacher. This is significant, given that 

one of the main aims for evaluators is to collect objective data and evidence about the 

extent to which the teacher has achieved the course objectives.  

Course objectives serve as a road map for teachers and evaluators and guide the 

evaluation practices. Thus, evaluators should familiarize themselves with the course 

and its objectives before deciding on the required data to fulfil their evaluative duties. 

Being aware of these aspects helps evaluators stay focused on the tasks of evaluation 

and links it to the educational institution’s general objectives. It can also help 

evaluators, who are seen as educational leaders and an essential part of supervisory 

teams, to ensure that instructional practices taking place within the institution do not 

violate the institutional vision, aims and policies. And herein lie a number of concerns 

in the Saudi context, where the findings reveal that evaluators with less experience 
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and familiarity with EFL courses and their objectives than the teachers themselves 

have been assigned to such supervisory positions.  

As mentioned in the previous chapter, having a less experienced evaluator than the 

teacher results in less confidence in the outcome of evaluation, and a lack of trust 

between EFL teachers and their evaluators. In this regard, this study contradicts some 

previous research. For instance, Shah and AlHarthi (2014) attribute lack of trust to the 

power relationship imbalance between EFL teachers at Saudi universities and their 

evaluators. In my opinion imbalance of relationship may put teachers under 

undesirable pressure or make teachers develop negative attitudes towards evaluation.  

Furthermore, Rehman and Al-Bargi (2014) highlight different significantly related 

issues in the Saudi higher education context. They relate the perception of EFL 

teachers’ trust to the non-verbal behaviours of evaluators in post-observation 

meetings. Evaluators’ non-verbal behaviours are of considerable importance given 

that discussing evaluation results with a trusted evaluator helps teachers disclose their 

opinion about their teaching practices and feel that their comments will not be used 

against them. In other words, trust as a concept in EFL teacher evaluation has different 

dimensions and effects. I believe that, in order for evaluators to ensure they have an 

effective evaluation system and they can be perceived as qualified evaluators, they 

need to gain the trust of the teachers in the first place.      

The findings also suggest that a crucial issue linked to the evaluator’s qualifications, 

which can seriously compromise the integrity of the whole process of teacher 

evaluation, is favouritism. In this regard, Danielson and McGreal (2000) assert that in 

many educational institutions teachers believe that evaluators tend to reserve high 
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grades for their friends; that the practice of favouritism as such makes teachers have 

little confidence, or maybe no confidence at all, in the results of teacher evaluation.  

In the TESOL context in Saudi Higher education, similar findings are found. Al-Jarf 

(2015) points out that evaluator’s favouritism rather than the actual performance of the 

teacher determines the evaluation results: evaluators tend to be affected by their 

personal relationship with the teachers they evaluate. She argues that prior conflicts 

can lessen the chances of EFL teachers at Saudi universities getting fair evaluation 

results and induce low rating. Evaluators who act with subtle forms of bias by giving 

high ratings to their friends can be expected to show vindictive attitudes towards the 

teachers they do not like.  

One of the major causes of favouritism and vindictiveness is the method by which 

evaluators themselves are selected. Evaluators are chosen by their superiors not 

according to qualification but rather based on the trust shown by their management 

system. This may be based on a sound rationale, in that firm requirements, standards 

and/or criteria for selecting evaluators are rarely found in Saudi universities and 

selection is commonly centred around personal relationship (Shah & AlHarthi, 2014). 

Favouritism also indicates that the system eliminates disliked teachers from occupying 

teacher evaluator positions. In my opinion, embracing discriminatory practices in such 

a way in educational institutions is one of the facets of professional injustice against 

those eliminated teachers. This practice will have a long-lasting effect on the feelings 

and attitudes of those teachers who were not fortunate enough to be selected as 

evaluators. For instance, they may become demotivated and less committed to their 

job. Indeed, work motivation for teachers is linked to how teachers feel and how they 
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are being treated at their work place (William, 2015, p. 13). As an ultimate result, the 

quality of their teaching will be negatively affected, which will subsequently affect the 

quality of students’ learning. 

It is possible that setting key job qualifications and adopting professional standards to 

control the selection of EFL teacher evaluators can help educational institutions have 

more qualified evaluators and better evaluation systems in Saudi universities. Equally 

significant, educational institutions need to implement a quality training 

course/programme for teacher evaluators as a compulsory requirement for occupying 

such a sensitive supervisory position. In this regard and within a similar centralized 

educational system in the Gulf, Sufean and Ahmad (2014) reinforce the significance 

of selecting, appointing and training teacher evaluators, placing it at the top in the 

execution of policy plans in their model for teacher evaluation policy implementation. 

This sheds light on both the importance of and the need for appointing well-trained 

teacher evaluators not only in Saudi Arabia but also in the Gulf area at large. As 

Murphy (2013) writes, the professional training of evaluators is necessitated by the 

fact that evaluation standards vary across evaluators when they put the standards into 

practice for different reasons, which results in evaluation outcomes being less effective 

and reliable.  

In educational institutions where teacher evaluators are not properly trained, EFL 

teachers develop feelings of unease with what they perceive as incompetent 

evaluators and relinquish hope for teacher evaluation to be effective. In the context of 

Saudi higher education, this typically leads, as the findings of this study revealed, to 

concerns that evaluation outcomes will not support any learning and issues related to 
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job security will also arise (Rehman & Al-Bargi, 2014). Moreover, Thalib and Manda 

(2016) argue that incompetent teacher evaluators can negatively affect the 

performance and motivation of the teachers. Therefore, they deem that “it is time to 

reform orientation in training school supervisors and principals” in order to achieve the 

goal that “motivation and performance of teachers become a priority in managing 

education” (p. 7310).  Similarly, other studies that were conducted in EFL contexts 

argue that lack of professionalism, part of which is professional training, on the side of 

teacher evaluators makes the whole procedure and/or system of evaluation ineffective 

(Borg, 2015; Copland, 2008; Hooton, 2008; Howard, 2010; Mallows, 2002; Murdoch, 

2000; Shah & AlHarthi, 2014; Tennant, 2006). Based on all the previously discussed 

issues and in order to make teacher evaluation schemes successful and beneficial, I 

believe that teacher evaluators need to be well-qualified and professionally trained. 

6. 4. EFL Teachers’ Aversion to Teacher Evaluation  
As pointed out in the previous chapter, there are significant aspects of teacher 

evaluation that are related to EFL teachers and have been influenced by problems in 

implementing policies and practices of teacher evaluation at Saudi universities. Most 

of the reported teacher-related issues are centred around two key concerns, namely 

threat caused by teacher evaluation and alienation of teachers within the system of 

teacher evaluation. In the following two sections, each of these is discussed in light of 

the existing literature on EFL teacher evaluation research and the context of the study.          

6. 4. 1. Teacher Evaluation: Stress and Threat Aspects  

The findings of this research indicate that the teachers experience different kinds of 

work-related stress, one of which is teacher evaluation. In line with this, Aslrasouli and 
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Vahid (2014) claim that teaching as a profession has been widely acknowledged as 

full of stress and “teachers of English as a foreign language are not exceptions” (p. 

305). The results also echo the findings of earlier researchers such as Borg (1990), 

who argues that throughout various studies, a third of the investigated teachers around 

the world perceived teaching as a stressful career and this has become a globally-

shared concern. Teachers found that teacher evaluation procedures cause further 

stress and put them under undesirable pressure for different reasons. This idea has 

been confirmed by Merç (2015), who indicates that in the context of EFL teaching, 

instruments used for teacher evaluation such as classroom observation, peer- 

teachers, paperwork and university supervisors are among these stress-creating 

factors.      

A contributing contextual factor that relates to EFL teacher evaluation in Saudi 

universities can help explain this particular finding. Teacher evaluation as practised in 

some Saudi universities tends to be judgmental in nature rather than developmental, 

whether it is carried out to fulfil accreditation requirements or to make decisions on 

contract renewal. Shah and AlHarthi (2014) and Shukri (2014) described how EFL 

teachers in preparatory year programmes in Saudi Arabia experienced stressful 

situations when they were observed as part of their evaluation. Shukri (2014) claimed 

that the stress caused by classroom observation is a result of having judgmental rather 

than developmental evaluation. The findings of this study provide support for this 

argument. Judgmental evaluation is almost always the case where evaluators attempt 

to assess the performance of the teacher according to a set of predetermined and 

fixed ranking criteria (e.g. satisfactory, good, distinguished), with  the evaluator 

deciding what rank to give the teacher based on her/his judgement. As a result, 
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teacher evaluation is perceived as a threat by EFL teachers, causes considerable 

pressure and leads to protective and defensive reactions from the side of the teacher. 

Accordingly, evaluators may need to avoid being judgmental. In line with this, 

AlKhars’s (2013) study investigating creativity in English language teaching in Kuwait 

indicates that the key to individuals in supervisory positions - such as teacher 

evaluators - is to remember how stressful it is to be an EFL teacher with all the duties 

and demands s/he needs to deal with every single day.  

The findings have also revealed that when they feel threatened by teacher evaluation 

practices, teachers tend to fake a lesson when they are observed in order to get high 

evaluation results and to avoid contract termination or any other undesirable negative 

effect of low evaluation grades. The artificiality, disconnect from reality and unnatural 

performance while being observed make it an act of what Rennert-Ariev (2008) calls 

bureaucratic ventriloquism: an “inauthentic response so markedly detached from the 

individual’s own beliefs, that the utterances themselves seem to be projected from 

elsewhere” (p. 111). In order to improve their evaluation grades, teachers get 

disconnected from their own beliefs and reality and embrace a deformed replica of 

their authentic performance. In such circumstances, chances for a genuine intellectual 

engagement of the teachers is undermined by bureaucratic considerations and instead 

they are “performing inauthentic gestures of compliance to mandates with which they 

disagreed” (Rennert-Ariev, 2008, p. 133).  

Bradford (2016) arrived at the same conclusion: that teachers tend to shape what they 

do during classroom observation so that they can fit in with prescribed notions of 

outstanding or good teaching, which makes the observation become normalized. I 
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believe that this situation has a serious impact on the teachers, as their freedom and 

creativity is restricted by such a mechanism of teacher evaluation and observation. 

This shows how, in their quest for achieving a high mark from the observer, teachers 

may ignore their philosophy, beliefs and freedom and portray a false ‘self’ instead of 

their true nature and behaviour. Accordingly, such a forced change of behavior can 

harm teachers and cause different forms and levels of identity tensions. As Warner 

(2015) maintains, when teachers become the people they believe their evaluators 

want in order to fit in within the community of practice, they feel they are “turning their 

backs upon their deeply-seated beliefs in teaching as humanistic and personal work” 

(p. 156). Warner goes further and suggests that by doing so, teachers end up 

perceiving themselves as “bad teachers”, where they measure their successes on 

achieving “mimetic rather than transformative outcomes ” (p. 156).  

TESOL researchers such as Al-Harthy (2017) have suggested that, for the purpose of 

teacher evaluation, a classroom observer should behave as a mentor and a guide 

rather than a threatening judge. In order to achieve this, the observer should bear in 

mind the teachers’ experience, avoid being negative, and discuss any possible 

alternative approaches to teacher evaluation with the teachers themselves. As 

discussed in the section above, teachers perceive teacher evaluation as a threat when 

its purpose is mainly judgmental. In order to mitigate the psychological uncertainty of 

fear caused by judgmental classroom observation in particular and teacher evaluation 

in general, evaluators need to show more respect for the teacher and to acknowledge 

his/her effort and experience. Melibari (2016) stresses that teacher evaluation needs 

to be oriented as a constructive practice aimed at helping EFL teachers rather than a 

“destructive criticism” (p. 216). When its results are used for managerial decisions, 
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teacher evaluation becomes threatening and puts teachers under undesirable stress 

instead of helping them. The findings of this study suggest that teacher evaluation 

results which derive from peer-observation are perceived as less threatening than 

those from supervisors and/or administrators. As Ostovar-Nameghi and 

Sheikhahmadi (2016) contend, facilitating teacher collaboration where a friendly 

atmosphere is provided by collegial interaction allows teachers to exchange feedback, 

support and assistance in a non-threatening reciprocal approach. Amongst other 

techniques to encourage teacher collaboration, they suggest peer-observation. 

However, some issues related to peer observation, such as confidentiality and 

judgmental behaviours, have been reported. Also, and from a rather personal 

perspective, I believe that peer-observation requires all teacher-peers to be well 

prepared and trained to carry out this procedure. In fact, this can be challenging when 

put into practice, as language institutions in Saudi higher education need to spend a 

lot of time and money to get all EFL teachers ready to activate peer-observation as a 

legitimate exercise, whether to evaluate teachers’ performance or to develop their 

teaching practices.  

It is possible that adopting a well-structured and well-developed training programme 

for teacher evaluators can lead to a less threatening teacher evaluation. As discussed 

earlier, teacher evaluators do not go through sufficient training that makes them well-

qualified for this position. Besides making their evaluation outcome questionable, this 

also contributes significantly to the threat aspects of teacher evaluation as perceived 

by EFL teachers, given the fact that decisions are made based on some of these 

evaluations. In this regard, Shah and AlHarthi (2014) indicate that in the context of 

TESOL in the Saudi universities’ preparatory year, “teachers-observers’ trust deficit 
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and the observers’ lack of training contribute to the teachers’ anxiety, stress and 

insecurity” (p. 1599). I believe that providing better training opportunities for the 

evaluators will allow them to develop their supervisory skills; they can learn how to 

evaluate with more objectivity, acknowledge teachers’ strengths, and help teachers 

develop and improve their practices. They should also learn how to encourage a 

collaborative atmosphere between teachers which provides a less threatening work 

environment. Consequently, the evaluators become more reliable and qualified 

practitioners, which helps teachers not only feel less pressure but also develop faith 

in the teacher evaluation system.     

6. 4. 2. Alienated EFL Teachers  

The findings of this study reveal that EFL teachers’ involvement in teacher evaluation 

at Saudi universities is very limited. In almost all the public universities investigated, 

EFL teachers are not offered proper induction sessions that introduce the teacher 

evaluation scheme at their institutions to them and instead they learn about it only 

when it happens. This unfortunate situation means that they are unaware of many of 

the aspects related to their own evaluation and hence the evaluation does not make 

much sense or have much value for many of them.  The findings echo those of 

Bradford’s (2016) study: that the authentic engagement of teachers in teacher 

evaluation is hindered. Bradford highlights that organizational routines do not usually 

create the space required for teachers to engage in sense-making about teacher 

evaluation practices, which is the basis for authentic engagement, and instead cause 

“inauthentic ‘hoop jumping’ during evaluation activities” (p. 6).  
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On a theoretical level, sense-making is tackled in two theories of evaluation, namely 

Value-Engaged Evaluation (VEE) and Emergent Realistic Evaluation (ERE), in terms 

of whose perspectives and to what degree they are to be included. A key feature 

distinguishing between the two theories is that, while sense-making is a fundamental 

concern of VEE, “values inquiry is dependent on the purpose of the evaluation in ERE” 

(Dillman, 2013, p. 58). Sense-making can be seen as an initial step in which findings 

are used to support further evaluative activities. Approaches to evaluation that involve 

sense-making to understand the phenomena around us are offered through emergent 

neo-realist theories that use the term ‘sense-making’ to “describe efforts to construct 

meaningful orders” (Julnes & Mark, 1998, p. 39). Given that knowledge is formally 

constructed through evidence-based approaches to evaluation at Saudi universities, 

which is totally rejected by neo-liberalists who believe in the innate capacity of humans 

to make sense, sense-making seems to contradict current evaluation that has a 

positivist epistemology orientation and hence is absent in the Saudi context.                  

These findings can be directly related to the way EFL teacher evaluation is practised 

at Saudi universities. As discussed earlier (section 6.2.2. p. 261), the evaluation of 

teachers tends to be summative in nature and does not lead to improved instructional 

practices, as described by the participants of this study. In this regard, Horn, Kane, 

and Wilson (2015) contend that at educational institutions where organizational 

routines are developed merely to monitor instructional practices instead of to improve 

them, the practice is fostered by an  “instructional management logic” rather than 

“instructional improvement logic”. With this type of routine, educational organizations 

tend to oversimplify teachers’ sense-making and restrain teachers’ engagement in 

deliberation with administrators about practice problems (Bradford, 2016). In lieu of 
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this, they apply evaluation in a decision-making oriented approach and overlook the 

engagement of teachers in any discussion about the practice of teacher evaluation. 

Rennert-Ariev (2008) cautions that disregarding deliberation inhibits the authentic 

engagement of teachers and creates an atmosphere of false representation and 

performance, such as evaluation forms with boxes to check, which was reported by 

participants of this study. Furthermore, Osmond-Johnson (2015) warns that the 

constrained involvement of teachers in developing and improving educational 

practices has unfortunately “left a wealth of teacher knowledge untapped and 

undervalued” (p. 2).  

As indicated in the previous chapter, EFL teachers at Saudi universities are given very 

limited opportunities to air their voice in the practice of teacher evaluation. These 

results echo findings from Aburizaizah’s (2016) study that in Saudi higher education 

system, policies and practices of EFL teacher evaluation are influenced by a specific 

group of people who occupy an equal authority level and work within the same circle. 

Other people who are situated outside that circle are not granted a voice in teacher 

evaluation and their influence is very limited and sometimes hindered. Aburizaizah 

attributes this phenomenon to the sociopolitical context and, given that Saudi 

universities are managed and run according to government policies, substantial 

improvement and change in practice do not occur. This issue of power structure in 

educational institutions was discussed earlier in light of the findings (section 6.2.1. p. 

255).On the other hand, when educational institutions provide opportunities to 

empower teachers and give them a proper chance to air their voice in their evaluation 

and to improve the scheme, they will bring in positive consequences for the teacher’s 

“self-efficacy” (Reddy et al., 2016). This is likely to happen, given that teachers’ voices 
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provide genuine and firsthand engagement with educational practices within that 

particular context, which will lead to improving the policies and practices of both 

evaluation schemes and teaching. In this regard, Osmond-Johnson (2015) stresses 

that, when awareness of the breadth of issues related to teaching is created and 

means for a collective voice is exerted, teachers will be empowered and their 

professional development and growth also reinforced.  

Some studies in the context of TESOL at Saudi universities, however, have produced 

contradicting findings. For example, Shah and AlHarthi (2014) argue that within the 

process of teacher evaluation and for the sake of carrying out classroom observation, 

EFL teachers are perceived as totally “passive participants” throughout the whole 

process. The reason behind their opinion was mainly the imposed choice of the lesson 

topic by the observers. The findings of the current study oppose that claim and reveal 

that EFL teachers have the privilege of not only choosing their lesson but also agreeing 

or disagreeing about who will observe them. It could be that the practice of classroom 

observation has improved over the course of time at Saudi universities, given that the 

above study was conducted and puplished prior to the data collection for this study, 

which gives more hope of having better teacher engagement in the future. However, 

my findings confirm Shah and Al Harthi’s argument that the lack of sufficient 

professional autonomy and teachers’ voice in the process of teacher evaluation results 

in teachers resenting the scheme of teacher evaluation and perceiving evaluators as 

exercising unjustifiable power over them and passing judgement on their teaching 

practices.    
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Personally, I believe that there is a desperate need for greater engagement of EFL 

teachers with teacher evaluation within the context of Saudi higher education. One 

possible way this may be achieved is by encouraging management to involve teachers 

in all the different stages of teacher evaluation. First, EFL teachers need induction 

sessions to introduce to them the teacher evaluation scheme, its purpose, methods 

and different practices; this will make the teacher evaluation meaningful and important 

to them, which in turn will help develop the sense-making discussed at the beginning 

of this section. Then, being at the heart of teacher evaluation, teachers need to reflect 

on the practice of evaluation in order to improve its policies and implementation. It is 

the responsibility of educational leaders at Saudi universities to put in place teacher 

evaluation systems and practices that encourage adequate engagement of EFL 

teachers.  

I believe that this requires more positive approaches and liberal attitudes that help 

promote understanding and encourage criticality in order to create an inviting and 

supportive atmosphere for teachers’ engagement. In this regard, Wenger (2010) 

describes what he calls a “Regime of Accountability”, in which he theoretically defines 

two modes of accountability: vertical and horizontal. In the vertical type of 

accountability, matters such as decisional authority, conventional hierarchies, 

resources’ management, bureaucracies, regulations and policies, prescriptions, 

accounting and audit inspections are associated with accountability. On the other 

hand, with horizontal accountability, engagement in shared activities, practice 

standards, negotiation of reciprocal relevance, peer recognition, reputation and 

identity, and obligation to collective learning are linked to accountability. Wenger warns 

that assuming the horizontal relationship lacks the required accountability is a mistake, 



Alamoudi, K 

 

282 

 

resulting in educational organizations tending to trust the vertical structure in order to 

create reliant accountability models. At Saudi universities, EFL teacher evaluation 

practices seem to be built typically upon vertical accountability. Nonetheless, I am 

greatly interested in the way in which teacher evaluation schemes could be better 

balanced with horizontal accountability so as to engage EFL teachers more with 

teacher evaluation and to give them more opportunities to air their voice.  

With a more practical stance, Melibari (2016) suggests that, in order for EFL teachers 

in Saudi universities to be engaged with their peers to monitor their teaching practices 

in a non-hierarchal setting, forming “Critical Friends Groups” is highly recommended.  

Critical Friends Groups are defined as groups of professionals within the field of 

teaching who gather to discuss issues related to teaching practices (Curry, 2008).  

They are generally associated with the collegiality of professionals, which leads to a 

positive influence on learners’ achievement (Dunne, Nave, & Lewis, 2000). This could 

be particularly effective in the Saudi context, as the findings of this study reveal that, 

due to the hierarchal setting and threatening atmosphere of teacher evaluation and 

classroom observation, teachers tend to adjust their performance to please their 

evaluator and avoid showing their real everyday teaching routine and practices.  

By utilizing the strategy of Critical Friends Groups, EFL teachers could be less 

apprehensive about discussing the difficulties they experience while teaching, without 

the fear that it will negatively reflect on their evaluation. There is a need to create a 

safe space for EFL teachers, where they can discuss their difficulties and problems in 

a supportive, non-prescriptive and constructive manner. It is unlikely that the majority 

of EFL teachers would want to become part of Critical Friends Groups; yet there should 



Alamoudi, K 

 

283 

 

be opportunities for EFL teachers in the Saudi context to partner with EFL teachers 

from different universities to establish these groups. In addition, it might be easier to 

create virtual Critical Friends Groups, given the advancement of online resources in 

the field of education in general and language teaching in particular.      

6. 5. Students and the Intellectual Leap between General 
and Higher Education 
As indicated in the previous chapter, student rating of EFL teachers is questionable in 

the Saudi context, given that not all students have the required critical thinking and 

reasoning skills to evaluate their teachers. In all of the universities investigated, 

students are asked to rate their teachers; however, the effects of student ratings of 

teachers vary amongst them. When student ratings affect decisions including the 

retention of teachers, the capability of the students to evaluate the teachers and the 

students’ reasoning skills should be given careful consideration. TESOL researchers 

have paid attention to student rating of teachers (Burden & Troudi, 2007; Davidson; 

Mazandarani, 2014; Sanif, 2015) and some have questioned the competency of 

students to evaluate the teachers. For example, Burden and Troudi (2007) suspect 

the aptitude of students who have just joined the university, where teaching differs 

from high school, to rate their teachers in their very first term. When EFL teachers’ 

perception is taken into account, Davidson (2010) reaches the same conclusion as the 

current study, that many teachers believe students are generally incapable of 

evaluating “faculty in a fair and objective manner “ (p. 187). He also argues that many 

EFL teachers believe that students generally do not take teacher evaluation seriously. 

In this respect, Burden and Troudi (2007) suggest that a considerable number of 

students have a rather cynical attitude towards the impact of teacher evaluation on the 
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performance of teachers. The Saudi context, however, is not an exceptional case and 

findings from the analysis chapter reveal relatively similar results. 

There are a number of educational and socio-cultural contextual factors that contribute 

to such findings in Saudi Arabia. For instance, the educational system at the pre-

university level and the everyday interaction and communication within Saudi society 

provide young learners with very limited opportunities to express their thoughts and 

stand up for their own ideas. Even inside one’s family, Saudis do not have much 

chance to express their opinions. In this regard, Al-Seghayer (2016) highlights that 

expressing one’s view at a Saudi home is subject to hierarchical structure. He argues 

that his “father and older siblings are entitled to give their opinions concerning, let’s 

say, a family matter, but I am not” (p. 16). In Saudi education, schools tend to practice 

the very same hierarchical tradition but with the teacher as the authoritative figure.  

Another key socio-cultural factor that affects education in Saudi Arabia is that the 

system of education embodies the spread of cultural norms of collectivist social values. 

These social values emphasize obedience to Saudi traditions and strict socio-cultural 

rules. In a way, the system of education in Saudi Arabia reproduces these collectivist 

values where learners must obtain knowledge from their teachers but refrain from 

revealing individual or personal insights and/or questioning their teachers’ opinions 

(Moraya, 2012; Razek & Coyner, 2013). This reminds us of the role that educational 

systems and schools play in what Bourdieu (1977) identifies as the reproduction of 

cultural and social inequalities. It is then very significant that teachers, through the 

practice of teaching and other activities inside and outside the classroom, should act 

as agents of improvement and change, and encourage students to be critical instead 
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of encouraging the reproduction of social values. This might not sound feasible in a 

restrictive educational setting like that of Saudi Arabia. However, I believe that a move 

toward criticality of independent learning is now possible, especially within the wider 

context of political and social reforms introduced by the current leaders of the country 

and through Saudi Vision 2030. This Vision is defined as:  

A plan to reduce Saudi Arabia's dependence on oil, diversify 
its economy, and develop public service sectors such as 
health, education, infrastructure, recreation, and tourism. 
Goals include reinforcing economic and investment activities, 
increasing non-oil industry trade between countries through 
goods and consumer products, and increasing government 
spending on the military, manufacturing equipment and 
ammunition. (Wikipedia, 2018)  

 

It seems that young Saudi learners are made to follow the stream of restricted cultural 

norms where they should not deviate from the behavior of the majority of the 

population. Accordingly, they strive to fit into the accepted intellectual ready-made and 

highly valued model. Al-Seghayer (2016) warns that by doing so, a generation of 

young Saudi learners is being created who are either unwilling or unable to 

communicate their feelings and/or express their thoughts freely. If needs be, and they 

are asked about their opinion, these learners will immediately refer to what other 

people believe or think of the issues they are asked about instead of stating their own 

opinion. This is an inevitable consequence of the way in which they were raised and 

educated, where they did not develop the required intellectual skills to construct their 

own concepts.  

In this respect and drawing on the transformative potential rather than the determinism 

of Bourdieu’s theoretical constructs, Mills (2015) raises the need to ensure that the 
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classroom is linked to the world beyond, where teachers encourage learners to draw 

on their own experience in order to be more critical and to achieve academic success. 

Moreover, Alrajhi, Alkharusi, and Aldhafri (2016) in their study of 324 students from 

different school districts in the Sultanate of Oman assert that teachers need to train 

students to develop their critical thinking strategies to help them increase their 

academic achievements.   

Turning our attention to the contributing educational factors to this phenomenon in the 

context of the study, there seems to be strong agreement in the literature that Saudi 

instructional practices are typically characterized by memorization and rote learning 

(e.g. Elyas & Al Grigri, 2014; Fageeh, 2003; Hall, 2013; Krieger, 2007; Rahman & 

Alhaisoni, 2013). Alghamdi (2014) quotes an English language expatriate teacher who 

taught in Saudi Arabia for many years and came to the conclusion that “Students are 

used to using their memory rather than to think, analyse, and critique” (p. 212). 

Additionally, when EFL teachers at middle and high schools explain an English text, 

they usually do not provide students with examples from everyday life nor do they 

encourage them to join discussions and draw upon their own opinions and ideas 

(Moraya, 2013). This break away from real world experience while teaching English to 

Saudi young learners suggests that students are indirectly encouraged to memorise 

passages and texts from their text books, normally issued by governmental centralised 

bodies, in order to precisely reproduce them in the national Saudi exams (Wong, 

2016). Al-Seghayer (2014) argues that these national exams are typically known for 

requiring students to reproduce with perfect accuracy, usually from memory, an 

English passage selected from four or five passages in the textbook. The more 

accurate the student in reproducing the original text, the higher the grade s/he gets in 
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these national exams. Hence, memorisation practices continue to be reinforced in 

such learning environments. 

Faruk and Rahman (2016) argue that in this respect Saudi higher education is no 

better than intermediate and secondary education, as learning is also confined to 

memorizing information. This is the unfortunate situation despite the obligation of 

higher education to follow the “National Qualifications Framework for Higher Education 

in the Kingdom of Saudi Arabia (…) which encourages critical thinking skills” (p. 202). 

It becomes apparent that in the Saudi context there is a contradiction between the 

national framework for higher education and current instructional practices. As Wong 

(2016) states, in order for learners to meet learning demands in higher education, they 

must be able to “interpret, synthesize, analyze, evaluate (…) identify patterns, 

compare and contrast ideas, categorize and differentiate between different pieces of 

information; and interpret information in a way that reflects sound reasoning” (p. 233).  

Given the above description of the current Saudi learners’ situation, it is likely that 

helping them move away from merely memorising and encouraging them to develop 

some advanced thinking skills can help towards having a better student rating system 

at Saudi universities. We need to raise our young generation’s awareness of the 

different ways to communicate their thoughts and feelings, and to encourage them to 

independently express their opinions and ideas. By doing so we can help them to what 

Faruk and Rahman (2016) describe as “fly their ‘nest’ of remember and (…) to wean 

them off their dependence on memorization” (p. 209) in their conclusion about Saudi 

university students’ thinking skills. They reached the conclusion that students at Saudi 

universities adopt memorisation as the easiest learning strategy with which they are 
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familiar from the time when they start being educated informally at home. They warn 

that if Saudi university students continue with the same memorisation learning habit, 

they are going to miss their last and best chance to put an end to being like “lotus 

eaters” (ibid, p. 209) and to obtain higher thinking skills. In this regard Al-Seghayer 

(2016) suggests that, although evaluation, as a skill for Saudi students, is not generally 

a common practice in our schools, learners must be trained in how to critically think in 

order to be able to evaluate the information they are taught. This is likely to be true, 

given that the cognitive skills that are required to be able to evaluate and to have 

advanced thinking skills are not innate, and students cannot acquire these skills 

independently by themselves (Faruk & Rahman, 2016). 

Faruk and Rahman also urge that memorization on its own does not enable learners 

to move even a step upward to “understanding”, let alone approach the rest of the 

higher learning domains such as applying, analysing, evaluating and finally creating. 

In sum, advanced thinking skills are essential learning skills that Saudi learners need 

to develop. Critical thinking is the needed ’liberating force’ in educational systems that  

can produce “students who are well-informed, open-minded, flexible, fair-minded in 

evaluation, honest in dealing with personal bias, and prudent in judgement making” 

(Al-Seghayer, 2016, p. 24). However, it needs not only teachers or educational 

systems but also the whole society to support the development of these required 

thinking skills that enables students to evaluate teachers. 

6. 6. Summary of the Chapter  
In this chapter, I have discussed the main points in the findings that were reported in 

the previous chapter with reference to the context of this study and the existing 
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literature on EFL teacher evaluation research. I have also highlighted different 

contextual factors that may have influenced the phenomenon of teacher evaluation in 

the Saudi context and discussed the findings considering global perspectives. I started 

the chapter by discussing the importance of EFL teacher evaluation as perceived by 

the teachers and linked it to other practices related to teacher evaluation in Saudi 

higher education. I then moved the focus to the evaluators and some critical issues 

related to their qualifications. In the section that follows, I drew attention to a number 

of aspects related to EFL teachers and associated with the system of their evaluation. 

The final point discussed in this chapter was the intellectual leap between general and 

higher education in Saudi Arabia. In the following chapter, the contribution of this study 

will be presented along with some recommendations for further research.      
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Chapter Seven 

Conclusion, Recommendations, and Contributions 
 

7. 1. Introduction 
Drawing together the threads of this exploratory study, this chapter provides some 

implications and recommendations for the main stakeholders involved in EFL teacher 

evaluation in universities in the Kingdom of Saudi Arabia. The recommendations made 

are of both theoretical and pedagogical importance. The chapter proceeds with my 

proposed participatory model for EFL teacher evaluation that is informed by the 

findings of this study. Some suggestions for future research are subsequently 

discussed. I then offer some personal reflections on the journey of my PhD. Finally, 

the chapter is brought to an end with a number of concluding remarks.      

7. 2. Theoretical and Pedagogical Recommendations for 
Stakeholders 
The findings of this exploratory study raise a number of significant issues related to 

EFL teacher evaluation as practised in Saudi Arabia. Hence, they lead to some 

important theoretical and pedagogical recommendations. Whereas most of the ideas 

were generated through data analysis and are more or less in alignment with the 

existing literature, some may be of greater interest in reference to the context of Saudi 

Arabia. It is worth mentioning that the proposed recommendations are directed 

towards both macro- and micro-level policies on teacher evaluation in the Saudi 

system of higher education (Figure 7.1. below). In fact, most of the recommendations 

revolve around policymaker- and administrator-related factors, i.e. on administerial 
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and managerial level. This is to be expected, given that the participants are exclusively 

EFL teachers who perceive people with higher authority as the agents of change.  

 

      

 

 

 

 

Figure 7. 1. Macro- and micro- level stakeholders 

 

7. 2. 1. General Recommendations: Relationship between 
stakeholders   

In the process of my interviews with the participants, it was brought to my attention 

that some teachers were not satisfied with the relationship between themselves and 

the people in charge of teacher evaluation within the current hierarchal structure. As 

discussed in previous chapters, it seems that there is a need to replace what has 

hitherto been perceived as the instructional management logic, where managing how 

teachers teach is the focus and is practised in hierarchal ways resulting in a vertical 

relationship between the involved parties, with an instructional improvement logic, 

where the focus is on improving, rather than managing, teaching and is practised in a 

same level approach resulting in a horizontal type of relationship.  
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In the recommended landscape mode, one can ensure that all parties involved, i.e. 

policymakers, administrators and teachers, are required to participate in improving 

practice. However, each party’s contribution and/or participation is unique and cannot 

be subsumed by another party’s participation. This is due to the fact that each party 

has a different perspective and a dissimilar role to play as a distinctive part within the 

practice of teacher evaluation. Hence they are expected to produce a different 

participation with diverse values to the advancement of the practice of teacher 

evaluation.  Yet, each different participation should contribute by the same token to 

the overall improvement plan. In this way, stakeholders can achieve a horizontal 

relationship that leads to instructional improvement rather than management. Figure 

7.2. below illustrates these ideas.   

 

 

 

 

 

         

Figure 7. 2. Relationship amongst stakeholders 
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7. 2. 2. Recommendations for Policymakers  

In fact, any teacher evaluation scheme at Saudi universities can be seen as part of a 

wider system for educational evaluation that is linked to two main bodies in charge of 

education in the country, namely the Ministry of Education and the NCAAA (as an 

independent commission). Most policies and practices revolving around teacher 

evaluation are mainly encouraged, required, verified and examined by the NCAAA; 

however, there are some areas that the Ministry of Education can be held responsible 

for in relation to the evaluation of teachers. As has been argued constantly throughout 

the previous two chapters, there are a number of influential factors that are beyond 

the control of teachers in the Saudi context and have been reported by the participants. 

For that reason, it may be necessary for The Ministry Deputy of Planning and 

Development, The Ministry Deputy of Curricula and Educational Programs, and the 

NCAAA to revisit their current policies and realign these policies and practices with 

both the interests and needs of the involved stakeholders.         

7. 2. 2. 1. The Ministry Deputy of Planning, and Development  

As indicated in the previous analysis and discussion chapters, teacher evaluators 

require better skills and more training in order to be better qualified for their position. 

It is well known that the Ministry of Education provides training opportunities for those 

in supervisory positions, such as evaluators of teachers for schools in public 

education, to ensure they are well prepared to carry out the mission effectively. Given 

that teacher evaluation is an administrative job, the people in charge of it need to 

develop and improve their administrative and professional skills. I found that the 

Training Management section provides training sessions on Strategic Performance 
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Measurement, which is relevant to evaluating the performance of university teachers 

given that both measure performance in educational institutions.  

It could be claimed that the previously mentioned department does not have the 

capacity to provide proper training for EFL teacher evaluators at university level. This 

suggests the need to create local training centres and to adopt training as a core 

requirement to make teacher evaluators eligible for the work. As reported and 

discussed in the previous chapters, educational leaders and those who occupy 

supervisory positions in Saudi universities are in serious need of professional training 

programmes. Drawing on Al-Seghayer (2013) notion of partnerships with both local 

and overseas training centres, I would like to bring to the fore the idea that the 

adequacy of policies is contingent upon appropriate implementation. These policies 

received clear support required to put them into action as they are in alignment with 

the strategic objectives of the National Transformation Programme (NTP) as part of 

the Saudi Vision 2030. Given that the second objective of the NTP under the Ministry 

of Education section is to improve the recruitment, training and development of 

teachers, some critical highlights in relation to training programmes can be extracted.  

I believe that a comprehensive framework needs to be developed for the professional 

development of teacher evaluators, including initial training and continuous training 

programmes. As a consequence, I would like to suggest forming a national policy and 

developing practical strategies that help upgrade training practices in particular and 

the teaching profession in general. I believe that raising the quality of services provided 

to teachers will raise the professional level of teachers and will result in better learning 

for students in our universities.        
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7. 2. 2. 2. The Ministry Deputy of Curricula and Educational Programs  

Although this study did not probe into issues related to the curriculum and pedagogical 

aspects of Saudi educational programmes, the findings show that the participants 

agree with the idea that, with current educational programmes, students do not 

develop the required critical thinking skills. This is important, given that university 

students are involved in teacher evaluation schemes, and it becomes even more 

important when student ratings feed into, if not form the main source for, personnel 

decisions. Thus, it is my belief that the Ministry of Education needs to update the 

national curriculum at a micro-level in order to develop educational programmes that 

encourage students to think more critically. Under the Ministry Deputy of Curricula and 

Educational Programs there is a department called General Management of 

Curriculum Policies and Planning. It seems that this department needs to launch 

different curricular policies that support and stimulate our students to gain better critical 

thinking skills.  

As illustrated in the previous chapters, the current educational system in Saudi Arabia 

requires students to merely memorize information. In order to help students become 

independent critical thinkers, education programmes and curricula need to be revisited 

and reshaped according to the current national demands on Saudi individuals and the 

Saudi society as a whole. Drawing on the Saudi Vision 2030 and the transition of the 

economy from over-reliance on oil to a more balanced investment in human resources, 

education becomes a central building block of the Vision. I believe that in the coming 

few years, the expected progress in the Ministry of Education, and other Ministries 

alike, is likely to be scrutinized carefully. Therefore, policymakers need to consider 

critical issues that will help them achieve the desired change the country is looking for.      
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7. 2. 2. 3. The NCAAA 

Dependence on external academic agencies, as discussed previously in the findings 

and discussion chapters, seems to encourage educational institutions in Saudi higher 

education to remain as consumers of other people’s goods. Besides the economic 

consequences of such practices, they also lead to more dependence and reliance on 

experts with different educational and cultural backgrounds. As an alternative, the 

NCAAA needs to take a more effective and independent leading role in accrediting 

higher education institutions. In order to achieve this goal, the NCAAA should join 

other accreditation commissions in the area (Gulf, Middle East and/or Arab countries) 

and collaborate with them in an attempt to establish a regional accreditation body that 

counts for teachers’ voice and participation. It is not wise or acceptable, however, to 

claim that this will be an easy goal to achieve. As the literature on academic 

accreditation suggests, establishing, developing, piloting and improving mechanisms 

for quality assurance in higher education are both time-consuming and financially 

demanding. For instance, it took Europe more than ten years to establish the 

European Quality Assurance Register for Higher Education (EQAR), after the Bologna 

Declaration in 1999 (Cardoso, Rosa, & Stensaker, 2016). Accordingly, I would suggest 

that the NCAAA and other relevant bodies in the region take steps forward in order to 

play more effective and influential roles in promoting the establishment of an 

independent quality assurance regional body.  

7. 2. 3. Recommendations for Administrators 

The findings of this exploratory study have a number of important implications for the 

future practice of EFL teacher evaluation in higher education in the Saudi context. The 

following recommendations relate to those in charge of teacher evaluation and 
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occupying supervisory positions. I make a distinction between two administrative 

categories, namely the management team and evaluators. The first group comprises 

people who are solely carrying out managerial duties, and their concerns are 

essentially carrying out administrative practices, monitoring regulations, setting 

committees and recruiting teachers. On the other hand, the second group fulfills a 

supervisory mission besides teaching and observing classes of their colleagues. 

Furthermore, the second group is in more direct contact with teachers than the first 

group. It is worth mentioning, however, that there is not such a clear distinction 

between the two groups in some Saudi universities and hence the following 

recommendations apply to both groups.        

7. 2. 3. 1. University/Institution Management Teams 

As discussed in the previous chapters, institutions generally do not have a set of 

professional standards for selecting teacher evaluators; as a consequence, 

favouritism was frequently reported whenever the issue of selecting evaluators was 

brought to the table. For this particular reason, it is highly recommended that those in 

charge of teacher evaluation establish a set of required professional standards 

according to which institutions should recruit evaluators of teachers. By doing so, not 

only will favouritism be reduced, if not eliminated, but also evaluators will be 

encouraged to do their best to maintain high qualification standards to stay in their job. 

Evaluators will also be encouraged to improve their supervisory skills and strategies 

to match those sets of standards. I would also suggest the democratic election of 

evaluators, where teachers are provided with opportunities to vote for different 

candidates. This practice will support the engagement of teachers in teacher 

evaluation schemes, as discussed in the previous chapters. However, as with any 
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other democratic approach, this poses different challenges, such as the need for more 

time and effort.      

Furthermore, one of the significant weaknesses reported by the participants and 

discussed in the previous two chapters is the insufficient training of evaluators. I 

recommended to policymakers in the first section (7.2.1.1.) that the Ministry of 

Education provide proper training opportunities for evaluators; however, higher 

education institutions can also provide quality training for evaluators via other different 

channels. There are various private local and international training centres that are 

certified and have the capacity to offer adequate training workshops for candidate 

evaluators. Not only do novice evaluators need training, but also competent and 

experienced evaluators need to stay updated by being enrolled into professional 

development programmes. It is highly recommended that evaluators get educated and 

certified using initial training courses and subsequently undergo frequent up-dating 

through special in-service continuous apprenticeship training. A licensing system, 

where evaluators need to go through compulsory training programmes whenever their 

practice license expires, would also be beneficial. This may be problematic in the 

Saudi context, but it would help university management ensure that evaluators are 

well-qualified, updated and on top of their practice to carry out their duties effectively 

and to make the system of teacher evaluation more trustworthy.      

The findings also indicate that the participants perceive teacher evaluation as a threat 

that puts them under undesirable pressure and results in harmful feelings. In most 

cases this was frequently linked to the fact that teacher evaluation is typically 

summative in nature and evaluators are perceived as being judgmental in their 
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conclusions. Therefore, I recommend that institutions’ management needs to add a 

formative lens to the scheme of teacher evaluation at their workplace. This can be 

achieved through improving the teachers’ instructional practices, providing 

professional development sessions, and supporting teachers to help students learn 

efficiently as the ultimate goal of teacher evaluation. Universities’ management needs 

to replace what has hitherto been practised as summative decision-making oriented 

evaluation with a more developmental approach to teacher evaluation.    

Moreover, the study found that most of the participants expressed aversion to current 

teacher evaluation regulations and practices. Universities’ and institutions’ 

management alike need to listen more to the teachers and give them the chance to air 

their voice in an unthreatening atmosphere in order to reduce that feeling of aversion. 

The majority of EFL teachers at Saudi universities are expatriate teachers and, as 

reported in the analysis chapter, some of them may prefer to keep a very low profile 

about how they feel and might therefore be seen as passive individuals.  

I believe it is the institution management’s responsibility to encourage the engagement 

of EFL teachers in the development of current policies and practices of teacher 

evaluation. Hence, I recommend that those in charge of managing higher education 

institutions empower EFL teachers and engage them with the system of teacher 

evaluation within their institution. I therefore encourage them to introduce teacher 

evaluation to the teachers by arranging induction sessions and providing written 

documents that can be kept as a handy reference for the teachers; this will help make 

teacher evaluation become transparent. Also, and given that teachers often have 

something to say, as I witnessed in the data collection phase, I support the need to 
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involve teachers in improvement plans for teacher evaluation systems and to ask for 

their opinions and ideas. In this respect, I recommend that the management asks EFL 

teachers to reflect on the practices of teacher evaluation in a regular basis and 

consider their reflections when improving and updating these practices. 

7. 2. 3. 2. Evaluators 

The findings of this exploratory study provide a number of insights into the outcomes 

of current EFL teacher evaluation as practised in Saudi universities. Having revealed 

a lack of follow-up improvement plans that are grounded in the results of teacher 

evaluation, this study calls for further attention to implementing a formal agreement, 

between EFL teachers and evaluators, on action plans for teachers  in order to develop 

and improve their teaching practices. Planning is the cornerstone of any required 

performance development where both strengths and weaknesses are identified and 

ways of maintaining strengths and improving on weaknesses are explored. EFL 

teachers and evaluators need to reach an agreement on what the teacher is required 

to do, what workshops s/he may need to attend, and when these actions are required 

to take place. An adequate follow-up review should help both teacher and evaluator 

to remain informed about and alerted to the teacher’s progress and achievement 

towards accomplishing the improvement plan.      

Furthermore, the fruitless nature of workshops and the incongruity between EFL 

teachers’ training needs and the professional development sessions and workshops 

on offer in the higher education institution have been extensively discussed in the 

previous chapters. The findings reveal that the participants expressed dissatisfaction 

with the professional development programmes currently provided. Accordingly, there 

is a need to replace what has been, up till now, a haphazard method of providing 
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developmental training opportunities for EFL teachers with better well-planned, 

structured and organized training programmes, for which needs analysis is a 

necessity. Additionally, this study highly recommends involving teachers in decisions 

about their professional development activities. This will greatly contribute to the 

empowerment of EFL teachers and give them an adequate chance to air their voice - 

an issue that the participants reported to be desired and needed in the context of Saudi 

Arabia. This will apparently encourage more engagement of EFL teachers and will 

also mitigate their aversion to the current system of evaluation of teachers in Saudi 

Arabia.     

7. 2. 4. Recommendations for Teachers 

The findings reveal that current practices of teacher evaluation per se put teachers 

under undesirable pressure in order for them to achieve evaluation standards. As 

discussed in previous chapters, the inauthentic performance detaches EFL teachers 

from their own beliefs and reality. As this was attributed to the summative nature of 

teacher evaluation practices, teachers should facilitate informal collaboration amongst 

themselves and employ some other informal strategies to enhance and monitor their 

performance. This requires EFL teachers to have a real intention and to take some 

courageous positive action to implement other techniques to achieve this purpose. For 

example, teachers can observe each other’s classes or they may form Critical Friends 

Groups to help address weaknesses and improve their teaching practices in a friendly 

manner. The study found that some teachers believe working with peers should be 

encouraged by administrations and results should always remain confidential. 

Therefore, this study recommends that EFL teachers take the lead and encourage 

these informal approaches and also maintain confidentiality of the practice. Teachers 
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should collaborate with one another to mitigate the current reported pressure and help 

create a more relaxing environment. This also should be encouraged by administrative 

leaders, as it can help make teachers less passive in improving the practice of teacher 

evaluation in Saudi universities.       

As one of the findings indicates, the professional development sessions educational 

institutions currently provide for EFL teachers do not satisfy the teaching practice 

needs of teachers, nor are the sessions informed by the outcomes of teacher 

evaluation. Accordingly, this study recommends that EFL teachers engage in 

independent self-directed professional development activities. Besides collaborating 

with colleagues from the same profession, EFL teachers should be encouraged to 

learn how to be reflective practitioners. The practice of reflection helps teachers to 

step back and critically observe and evaluate their teaching and instructional practices. 

Reading simple articles that focus on practice is an invaluable professional asset to 

language teachers. Remaining connected to a community of practice is one of the 

significant pathways to enhance teaching and to make teachers more aware of the 

most recent and effective teaching strategies and techniques that will help them make 

better learners. An additional way to help teachers update different aspects of their 

knowledge and practices is to join the professional development workshops, either 

traditional or on-line, that are offered by private training centres. In other words, EFL 

teachers need to feel more responsible about their own professional qualities and 

improvement. Accordingly, they should make an effort to provide themselves with 

other development opportunities and sources.             
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7. 3. Contextual, Methodological and Theoretical 
Contributions 
This exploratory study contributes to the body of knowledge in the field of EFL teacher 

evaluation in a number of ways. First, it has added to our understanding of English 

language teacher evaluation in the context of Saudi Higher Education; second, it has 

a number of methodological contributions; and, thirdly, it has contributions to make 

also with regard to theory. In the following, I shall elaborate on these contributions and 

present them in more detail.   

7. 3. 1. Contributions to the Saudi Context 

The current study contributes to the literature pertaining to higher education in the 

Kingdom of Saudi Arabia in many respects. As explained in earlier chapters in this 

thesis, this exploratory research fills a gap in the existing literature with regards to the 

challenges EFL teachers face under current teacher evaluation systems in the Saudi 

higher educational context. This is, to the best of my knowledge, the first study 

conducted in Saudi Arabia that has explored the importance of, challenges to, and 

suggested solutions for the evaluation of EFL teachers in Saudi universities. As a 

result, the current study can be beneficial to academic authorities and policymakers in 

Saudi Higher Education given that it sheds light on significant aspects related to the 

evaluation of language teachers in higher educational institutions. For instance, they 

can develop existing policies and practices of teacher evaluation to ensure it is 

perceived as fruitful and significant to the teachers. Alternatively, they can improve the 

current circumstances and workplace setting to mitigate the challenges and difficulties 

associated with teacher evaluation.      
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As the review of literature has revealed, previous research studies have investigated 

certain aspects related to EFL teacher evaluation in Saudi Higher Education. Yet, none 

of these studies, to my knowledge and up to the date of writing this thesis, has explored 

in depth the perception of EFL teachers of the importance of the scheme and the 

challenges related to the way it has been practised in different Saudi universities. The 

study also offers details of solutions proposed by EFL teachers for the current 

weaknesses and drawbacks of the teacher evaluation systems currently implemented. 

Consequently, it is hoped that this study has filled some of the existing gaps in 

knowledge and research in the area of TESOL about this particular phenomenon and 

some of its relevant aspects in this particular context.    

7. 3. 2. Methodological Contributions 

On a methodological level, this study has attempted to show the value of mixed 

method sequential research that includes both quantitative and qualitative tools. The 

literature on EFL teacher evaluation has shown that previous studies have mainly used 

a single qualitative or quantitative approach. This study is one of the first exploratory 

studies that have provided both breadth and depth in examining the investigated 

phenomenon. The distribution of the questionnaire in three different regions in a large 

country like Saudi Arabia to cover five different universities gives the study the breadth 

that distinguishes it from other studies in the field within the Saudi context that tend to 

cover a single educational institution.  

In addition, the insights from the individual and group interviews provide this study with 

the depth required to understand the explored phenomenon, which contributes to 

depicting a complete snapshot of EFL teacher evaluation in the Saudi Higher 
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Education context. A large number of the participants showed great enthusiasm and 

eagerness to answer the questions of all three tools utilized. For most of those who 

were interviewed, it was their first experience of being involved in a qualitative 

research study. The qualitative tools have also given me the chance to carefully listen 

to the participants and to pay attention to details which purely quantitative studies lack. 

In fact, using both quantitative and qualitative approaches jointly has enriched the 

findings of this exploratory study and helped it to distinctly stand out amongst other 

similar studies in the field of teacher evaluation in Saudi higher education.  

7. 3. 3. Theoretical Contributions: Participatory Teacher Evaluation 
Model 

In the literature review chapter, I presented and examined a number of frameworks 

and models adopted in different contexts and utilized to evaluate EFL teachers. 

Building upon different issues raised by and explained throughout this exploratory 

study, I propose a participatory model for EFL teacher evaluation as illustrated in figure 

7.3. in the following page. The proposed model is informed by the perceptions of Saudi 

and expatriate EFL teachers about teacher evaluation as currently practised in five 

Saudi universities. Given that the proposed participatory model is informed by EFL 

teachers’ understanding and experience of the current system of teacher evaluation 

and concerns related to its policies and practices in the Saudi context, different 

components have been embedded in the proposed teacher evaluation model. These 

include the main stakeholders involved in teacher evaluation and participating in 

making decisions, the required actions that need to be addressed, and the four stages 

where the actions and stakeholders are to be involved. 
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Figure 7. 3. Proposed participatory teacher evaluation model 

 

As indicated in previous chapters and reinforced in the recommendations section 

above, vertical relationships in a hierarchical structure with the reported power 

imbalance within current teacher evaluation programmes do not help overcome the 

obstacles or face the challenges to current practices of teacher evaluation. In the 

Participatory Teacher Evaluation Model, Alamoudi (2018) 
 

 

TE: Teacher Evaluation 
R: Research  
D: Design 
I: Implementation 
E: Evaluation 
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current reported model of EFL teacher evaluation, administrators and higher 

authorities are more empowered than those who are being evaluated, i.e. the 

‘marginalized’ teachers who have little or no voice to participate in the development of 

the current evaluation schemes.  

Instead, the participatory approach to teacher evaluation I propose can foster 

teacher’s empowerment and promote the genuine investment of the parties involved. 

As Newman and McNamara (2016) state, social work values such as anti-oppression 

and social justice can be highlighted through a participatory approach. This involves 

sharing information amongst different stakeholders, especially those who are 

marginalized and vulnerable. Moreover, the participatory approach includes exploring 

and generating new knowledge that aims at addressing situations that need 

improvement. In the following section, I give a general description of the proposed 

participatory model.  

7. 3. 3. 1. The Model: A General Idea 

Informed by findings from the current exploratory study, key stakeholders (a total of 

four) are identified, arranged according to the authority and power given to them within 

the current teacher evaluation system, as reported by the participants. The least 

empowered and most marginalized stakeholders, i.e. teachers, come first, followed by 

those who are more empowered, in a sequential order. Stakeholders are placed on 

the four points of the diamond-shaped model. Major actions related to the evaluation 

of teachers are summarized and listed under the relevant stakeholders (more details 

about stakeholders and actions will follow in Section 7.3.3.2. p. 308). Relationships 

between stakeholders, formed in order to make decisions on the actions, are 

represented in the model with two-headed arrows or two reversed one-way arrows to 
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reinforce the notion of a reciprocal participatory relationship, where the power of 

decision-making is being shared rather than just flowing from the more powerful 

authority at one end to another passive party at the other end, which would be 

represented with a normal one-headed arrow.  

Informed by the works of Tufte and Mefalopulos (2009), this proposed participatory 

model of teacher evaluation adapts and visualizes the four stages of the Participatory 

Development Project framework they identify, namely research, design, 

implementation and evaluation. These four stages are represented by their initials and 

placed at the centre of the proposed model and connected in a dynamic cyclical mode 

with single-headed arrows to indicate a sequence between them. In this sequence, 

every stage leads to the one next to it. It is anticipated that each participatory 

development project cycle would begin with research as its first stage and end with 

evaluation as the fourth and final stage, where that end leads to the beginning of a 

new participatory cycle (more details about the four stages will follow in Section 

7.3.3.3. p. 311). Participation in decision-making is intended to take place throughout 

these four stages amongst those key stakeholders who are expected to be affected 

by the intended changes (Tufte & Mefalopulos, 2009).  

7. 3. 3. 2. The Model: Who and What? Stakeholders Involved and Actions 
Required 

Informed by the results of this exploratory study, the four key stakeholders as 

perceived by the participants are teachers, evaluators, university/institution 

management and policymakers. Each of these stakeholders is allocated a space at 

one of the ends of the semi-diamond shaped model. The action(s) that is/are required 

by each party will be explained below; however, and as indicated earlier, these are 



Alamoudi, K 

 

309 

 

interactive communicative actions where relevant stakeholders are expected to 

participate in making the suggested decision(s).   

- Teachers  

By being evaluated, teachers are at the very heart of the practices of teacher 

evaluation and the stakeholder most affected by its consequences. Hence, teachers 

should be encouraged to reflect on the current practices and how they affect, whether 

positively or negatively, their teaching practices. It is the teachers who are typically 

responsible for the progress of their students and achieving the instructional objectives 

of educational programmes and, hence, they can critically relate all these to the 

process of teacher evaluation. Teacher evaluation is supposed to support the 

pedagogical elements of any programme where teachers can reflect on them 

(Brookfield, 2017) as they are the link between almost all of the elements in education. 

Teachers are also required to report on what they feel is needed in order to improve 

the current practices of teacher evaluation. These actions should be carried out in a 

participatory approach with other stakeholders through planned and structured 

activities in groups such as one-day retreat workshops or individual participation in 

short surveys or one-to-one meetings.    

- Evaluators  

Teacher evaluators are typically in charge of monitoring the performance of the 

teachers. They are also expected to set follow-up plans to ensure that the performance 

of EFL teachers meets the desired standards. However, evaluators are not 

recommended to work in isolation and instead they should engage with other involved 
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stakeholders. In this way, educational institutions can achieve better teaching and 

accordingly better learning and student outcomes.  

- Universities/Institutions Management                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                              

Management of universities/institutions, with insights from other stakeholders, are 

expected to set standards to select teachers’ evaluators and to introduce proper 

procedures for arranging continuous training for evaluators. As these areas of 

standards and training may vary in different universities depending on their needs, 

managements can tailor standards and training requirements to these needs. In the 

proposed model, university/institution management is encouraged to involve other 

relevant stakeholders such as teachers and evaluators. 

- Policymakers  

Policymakers are still in charge of making decisions in relation to teacher evaluation 

in the proposed model. However, these decisions should be informed by ideas from 

other relevant stakeholders. Policymakers will still make regulations for teacher 

evaluation and be held responsible for quality checks; this will ensure that clear, 

updated and suitable regulations are available for other parties to decide on and to 

implement in their educational institutions and programmes. Furthermore, related 

stakeholders are expected to be involved in the quality check procedures and their 

implementation, which is mainly part of the policymakers’ duties. This reinforces the 

idea of the two-way communication this study calls for.    

It is worth adding that, on a regular basis, all the involved stakeholders need to go 

through a kind of ‘participatory communication’ for a new cycle of teacher evaluation 
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project development, i.e. to begin a cycle of the four stages. The following section 

explains each of these stages.  

7. 3. 3. 3. The Model: Stages of a Participatory Development Project    

Participation is essential for the development of any project to bring in different 

perspectives. As suggested by Tufte and Mefalopulos (2009), this participation can 

take place in four different stages as follows:        

- Research Stage  

In this stage, all relevant stakeholders are involved in accurately defining 

problems/challenges related to the effectiveness of the teacher evaluation 

programme. The required research at this stage is expected to revolve around the 

development problem and might include the study of previous experience, current 

policies, the knowledge and attitudes of individuals and communities, and other 

contextual information that is in direct relation to culture, socio-economic 

circumstances, gender, religion and other factors related to teacher evaluation.  

- Design Stage  

In this stage, the actual activities are defined. The active participation by the involved 

stakeholders not only improves the quality of the outcome but also determines the 

relevance of the recommended interventions. Moreover, the commitment and 

ownership of the communities involved can be further secured by utilizing the 

participatory approach.   

- Implementation Stage  

The planned intervention is implemented at this stage. Furthermore, relevance, 

commitment and sustainability can be increased by participation during this phase.  
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- Evaluation Stage   

The participatory approach here ensures that the required changes are achieved, 

brought to the attention of relevant parties and assessed. In order to achieve 

meaningful evaluation, measurements should be defined at the beginning of the 

initiative in participatory processes that allow the involvement of all relevant 

stakeholders. It is finally worth mentioning that a consistent application of two/multi-

way communication in each stage is of a vital importance to make the whole cycle of 

programme development genuinely participatory.  

7. 3. 3. 4. The Model: Concerns and Complexities  

Before concluding this section on the proposed model, it is worth emphasising that the 

current study does not claim that the proposed participatory EFL teacher evaluation 

model could be generalized to all contexts or that it is entirely new. The proposed 

model is informed by the findings reported in this thesis, which are a reflection of the 

perceptions and understanding of the participants in the Saudi context. Informed by 

the Saudi university participants’ points of view, the proposed model is intended to 

help in dealing with issues and concerns which revolve around the practices and 

policies of EFL teacher evaluation in higher education in the kingdom of Saudi Arabia.   

Given the exploratory nature of the current study, it cannot be assumed that the 

proposed model is entirely applicable without any need for modification and/or 

addition. The model may remain theoretical until its practicality is examined, revisited 

and modified according to the needs that may arise as soon as it is implemented. As 

Chouinard and Cousins (2015) write, the use of a participatory approach to evaluation 
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has been advocated, as it is perceived to afford better ways that help capture different 

realities that are genuinely local. However, in contexts such as Saudi Arabia, where 

most of the systems are top-down oriented, the notion of participation per se, let alone 

its implementation, might turn out to be much more problematic and complicated. In 

such a context, not all people have an equal voice; as a result, it is quite common to 

discover different types of struggle with the programme community in terms of its 

cultural norms (Bradley, Mayfield, Mehta, & Rukonge, 2002; Ofir, Kumar, & Kuzmin, 

2013), given that evaluators often come across complex processes of conflict 

resolution and/or negotiation (Chouinard & Cousins, 2015).   

As a result, concerns, compromises and constraints may emerge in the procedures of 

adopting a participatory approach to evaluation in the context of the study. For 

instance, Newman (2008) reinforces the idea that the term “participation” is subjective 

and she raises different issues related to participatory evaluation in terms of the 

dynamic and balancing of power. Before reaching this step, the selection of 

stakeholders may be a challenging task in itself (Cullen, Coryn, & Rugh, 2011). McGee 

and Gaventa (2011) conclude that one of the issues of the participatory approach, 

besides power-related issues, is mainly to do with who defines the problem. Thus, and 

as Newman (2008) claims, balancing the needs of diverse stakeholders is essential. 

There may also be issues that are related to other contextual factors depending on the 

university where the participatory approach is practiced.  

7. 4. Suggestions for Further Research  
To the best of my knowledge, this study is one of very few attempts to expound 

different dimensions of the phenomenon of EFL teacher evaluation from the teachers’ 
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perspective in Saudi Arabia. The findings of this study have produced a number of 

perspectives that stimulate careful consideration in order to attest to the 

aforementioned recommendations for the three main stakeholders, namely 

policymakers, administrators and teachers. In addition, the findings raise many 

significant yet unforeseen concerns and questions, for which more research is 

necessary. Due to the limitations of funding and time allocated for this PhD research, 

I have focused my attention on EFL teachers as the main and central stakeholder 

around whom the procedures and effects of teacher evaluation occur. Accordingly, it 

might be a good idea to explore other stakeholders’ perceptions in order to reach a 

more comprehensive understanding of the very nature of EFL teacher evaluation at 

Saudi universities. Separate studies can be carried out for each of the stakeholders, 

where the research gives focused attention to each party exclusively.  

This study has attempted to explore EFL teacher evaluation systems in Saudi higher 

education as experienced by the teachers in five different universities. All the 

participants in this study worked at public universities and hence have experienced 

teacher evaluation as it is practised in that specific sector only. Including universities 

from the private sector might have enriched the outcome of this study, as it would 

illustrate how teacher evaluation is being practised in that sector and would introduce 

some different dimensions of the areas of EFL teacher evaluation explored. Although 

I made an effort to approach the gatekeepers of some private universities in Saudi 

Arabia, as I strongly believed that data from that sector would bring to the table 

different issues, I was unable to get a positive response from any of the three private 

universities I contacted. Thus, further research should be conducted to explore how 

EFL teachers in private universities perceive teacher evaluation. This is of high 
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importance in Saudi Arabia, since there is seemingly a growing interest in private 

sector education in Saudi Arabia.  It is worth emphasising that one of the Saudi Vision 

2030 Objectives in Education as reported in the National Transformation Plan is to 

increase private sector participation in education and to expand the privatization of 

governmental services. 

As my last suggestion, I would like to reinforce the importance of embarking on 

research that might be seen as a fresh approach within the context of Saudi Arabia. 

As most research conducted in the Saudi context is mainly exploratory and/or 

experimental in nature, more research from other paradigms is needed. One possibility 

would be for action research to be conducted, utilizing the suggested participatory EFL 

teacher evaluation model, or some of its aspects, to operate an intervention and seek 

a change. In order for this change to happen, some trustworthy research from other 

paradigms, e.g. the critical or postmodernist paradigm, needs to be conducted. Such 

research did catch my early attention and thoughts; however, given that very little 

research had been done at that stage, I decided to lead the initiative and to make my 

exploratory study a base for further research under the umbrella of these other 

paradigms. Introducing research from other paradigms will enrich the research on EFL 

teacher evaluation in the Saudi context and will similarly verify outcomes from recent 

studies.      

7. 5. My PhD Journey: Reflections on an Academic and 
Socio-Cultural Adventure  
As I am reaching this final stage of my doctoral journey, I would like to conclude with 

some personal reflections on the whole experience. When I reached this very last 

chapter, I had a flashback of how this doctoral journey started. Indeed, finding the right 
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school and having good advisors can turn the doctoral journey into a magical ride, and 

I feel I was very fortunate to have them both. Pursuing a postgraduate degree from 

the School of Education at the University of Exeter, which is one of the top one hundred 

universities around the world, has made my PhD journey a noble academic venture. 

Living in the UK with my loving family has also added extra socio-cultural lenses and 

dimensions to the journey I have been through and enriches it.  

On an academic level, the MSc programme in the first year helped polish my research 

skills. Bearing in mind my previous research background, which was highly influenced 

by the interpretive approach towards academic research, the MSc programme was a 

great opportunity for me to learn more about other philosophical and theoretical 

stances. This was a significant step I needed to take before gaining the academic and 

research confidence to tackle a phenomenon at doctoral level. At that early stage of 

my doctoral journey, I had the privilege to know about and to learn how to utilize 

different computer programmes and software such as SPSS, NVivo, Mendeley and 

EndNote, all of which are technological advancements that assist researchers in this 

era of technological revolution. Amongst different academic qualities I have attained 

during my PhD journey I would like to highlight the skills I have had to acquire in order 

to become an independent critical researcher; these will help me to further my 

knowledge, lead future projects and advance my career.  

Living in a historical and cultural country like the United Kingdom can be a delightful 

and daunting experience at the same time. Having lived in Saudi Arabia my entire life, 

I found living in Britain to be completely different from what I was used to. I have 

enjoyed the recurring natural beauty of the four different seasons over the years in 
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Exeter, which is less apparent in my home-town of Jeddah. However, I also have 

experienced some rough cold winter nights, which were a shock to the system. 

Different dress-codes and different interaction styles and communication were some 

issues I came across at the beginning but I eventually learned how to adjust in order 

to be well settled in the new society that I became part of. Given the availability of 

different means of public transport, I was able to explore different historical and cultural 

destinations in the country. Besides the amount of reading I had done about living in 

the United Kingdom, some while preparing to come to Britain, these visits helped me 

to better understand British history and culture. Drawing upon what I mentioned in this 

final section, it is my contention that the PhD journey is a major turning point in my life 

and marks a new chapter in which I hope to be able to contribute to education, 

academic research and society.                     

7. 6. Final Thoughts 
The main purpose of this thesis was to gain a deep understanding of EFL teachers’ 

perceptions about teacher evaluation as it is currently practiced in Saudi universities. 

The participants of this exploratory study, EFL teachers from five different public 

universities in the Kingdom of Saudi Arabia, provided many insights into the 

importance of teacher evaluation, the challenges in making teacher evaluation 

meaningful to EFL teachers, and the suggested solutions to overcome current 

challenges. The study has also provided some practical and theoretical 

recommendations that might help develop current practices of EFL teacher evaluation 

in Saudi higher education. Furthermore, the study has suggested potential areas for 

further academic investigation and research.  
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In the final chapter, this exploratory study has been brought to its end and conclusions 

drawn. However, this concluding chapter has also opened several doors for further 

investigation in the future. In view of this, I hope my thesis will constitute a point of 

departure for other researchers in the field of TESOL to further investigate this 

significant phenomenon of teacher evaluation in order to improve the teaching and 

learning of English in the context of this study as well as in other similar contexts.  
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Appendix 1: The Questionnaire of the Study  
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Appendix 2: One-to-One Interview Guide 
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Appendix 3: Focus Group Discussion Schedule  
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Appendix 4: Ethical Approval Form 
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Appendix 5: Research Information and Consent Sheet  
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Appendix 6: Data Analysis / Questionnaire: Categorial Variables  
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Frequency Table 

 

 

Statistics 

 

At Which 

Saudi 

University Gender Nationality Job Title 

Interested 

in 

Interviews 

and FGD 

N Valid 248 249 249 249 249 

Missing 1 0 0 0 0 

Minimum 1 1 1 1 1 

Maximum 5 2 21 7 4 
 

At Which Saudi University 

 Frequency Percent 

Valid 

Percent 

Cumulative 

Percent 

Valid King Abdulaziz 

University 
99 39.8 39.9 39.9 

King Fahd University 

of Petroleum and 

Minerals 

11 4.4 4.4 44.4 

King Saud University 35 14.1 14.1 58.5 

Taif University 53 21.3 21.4 79.8 

Umm AlQura 

University 
50 20.1 20.2 100.0 

Total 248 99.6 100.0  
Missing 0 1 .4   
Total 249 100.0   

 

Gender 

 Frequency Percent 

Valid 

Percent 

Cumulative 

Percent 

Valid Male 111 44.6 44.6 44.6 

Female 138 55.4 55.4 100.0 

Total 249 100.0 100.0  
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Nationality 

 Frequency Percent 

Valid 

Percent 

Cumulative 

Percent 

Valid American 16 6.4 6.4 6.4 

Algerian 1 .4 .4 6.8 

British 21 8.4 8.4 15.3 

Canadian 5 2.0 2.0 17.3 

Caucasian 1 .4 .4 17.7 

Egyptian 17 6.8 6.8 24.5 

Filipino 1 .4 .4 24.9 

Indian 14 5.6 5.6 30.5 

Iranian 1 .4 .4 30.9 

Irish 1 .4 .4 31.3 

Jordanian 22 8.8 8.8 40.2 

New Zealand 1 .4 .4 40.6 

Pakistani 38 15.3 15.3 55.8 

Saudi 65 26.1 26.1 81.9 

South African 5 2.0 2.0 83.9 

Sudanese 11 4.4 4.4 88.4 

Syrian 4 1.6 1.6 90.0 

Tunisan 10 4.0 4.0 94.0 

Yemeni 2 .8 .8 94.8 

Zimbabwean 1 .4 .4 95.2 

Not Specified 12 4.8 4.8 100.0 

Total 249 100.0 100.0  
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Job Title 

 Frequency Percent 

Valid 

Percent 

Cumulative 

Percent 

Valid Teaching Assistant 6 2.4 2.4 2.4 

Language Instructor 153 61.4 61.4 63.9 

Lecturer 67 26.9 26.9 90.8 

Assistant Professor 10 4.0 4.0 94.8 

Associate Professor 4 1.6 1.6 96.4 

Others 9 3.6 3.6 100.0 

Total 249 100.0 100.0  
 

Interested in Interviews and FGD 

 Frequency Percent 

Valid 

Percent 

Cumulative 

Percent 

Valid yes for focus group 

discussion 
14 5.6 5.6 5.6 

yes for  onetoone 

interview 
25 10.0 10.0 15.7 

yes for both of them 43 17.3 17.3 32.9 

no none of them 167 67.1 67.1 100.0 

Total 249 100.0 100.0  
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Bar Chart 
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Appendix 7: Data Analysis / Questionnaire: Continuous Variables 

 

FREQUENCIES VARIABLES=Q42 Q44 Q46 Q47 Q48 

  /STATISTICS=MINIMUM MAXIMUM 

  /BARCHART FREQ 

  /ORDER=ANALYSIS. 

 

Frequencies 

Notes 

Output Created 22-MAR-2016 12:35:01 

Comments  

Input Data (Completed_Checked).sav 

Active Dataset DataSet1 

File Label Generated by Java SPSS 

Writer v1.83 

http://spss.pmStation.com 

Filter <none> 

Weight <none> 

Split File <none> 

N of Rows in 

Working Data File 
249 

Missing Value 

Handling 

Definition of Missing User-defined missing values 

are treated as missing. 

Cases Used Statistics are based on all 

cases with valid data. 
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Syntax FREQUENCIES 

VARIABLES=Q42 Q44 Q46 

Q47 Q48 

  /STATISTICS=MINIMUM 

MAXIMUM 

  /BARCHART FREQ 

  /ORDER=ANALYSIS. 

Resources Processor Time 00:00:00.69 

Elapsed Time 00:00:00.70 

 

 

Statistics 

 
Range of 

Age 

Highest 

Qualificatio

n 

How Long 

Is the 

Contract 

For How 

Long 

Teaching 

EFL in 

Higher 

Education 

Teaching 

Hours per 

Week 

N Valid 249 249 249 249 249 

Missing 0 0 0 0 0 

Minimum 1 1 1 1 1 

Maximum 5 4 7 6 7 
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Frequency Table 

 

Range of Age 

 Frequency Percent 

Valid 

Percent 

Cumulative 

Percent 

Valid 22-30 years 33 13.3 13.3 13.3 

31-40 years 101 40.6 40.6 53.8 

41-50 years 82 32.9 32.9 86.7 

51-60 years 29 11.6 11.6 98.4 

61-70 years 4 1.6 1.6 100.0 

Total 249 100.0 100.0  

 

 

Highest Qualification 

 Frequency Percent 

Valid 

Percent 

Cumulative 

Percent 

Valid Bachelor 55 22.1 22.1 22.1 

Master 157 63.1 63.1 85.1 

Doctorate 20 8.0 8.0 93.2 

Others 17 6.8 6.8 100.0 

Total 249 100.0 100.0  
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How Long Is the Contract 

 Frequency Percent 

Valid 

Percent 

Cumulative 

Percent 

Valid One year 117 47.0 47.0 47.0 

Two years 13 5.2 5.2 52.2 

Three years 8 3.2 3.2 55.4 

Four years 10 4.0 4.0 59.4 

Five years 8 3.2 3.2 62.7 

Six years or more 39 15.7 15.7 78.3 

Others 54 21.7 21.7 100.0 

Total 249 100.0 100.0  

 

 

For How Long Teaching EFL in Higher Education 

 Frequency Percent 

Valid 

Percent 

Cumulative 

Percent 

Valid Less than a year 6 2.4 2.4 2.4 

1-3 years 34 13.7 13.7 16.1 

3-6 years 66 26.5 26.5 42.6 

7-10 years 66 26.5 26.5 69.1 

11-15 years 34 13.7 13.7 82.7 

More than 15 years 43 17.3 17.3 100.0 

Total 249 100.0 100.0  
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Teaching Hours per Week 

 Frequency Percent 

Valid 

Percent 

Cumulative 

Percent 

Valid 3 hours 21 8.4 8.4 8.4 

6 hours 7 2.8 2.8 11.2 

9 hours 10 4.0 4.0 15.3 

12 hours 50 20.1 20.1 35.3 

15 hours 33 13.3 13.3 48.6 

18 hours 86 34.5 34.5 83.1 

Others 42 16.9 16.9 100.0 

Total 249 100.0 100.0  
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Bar Chart 
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Alamoudi, K 

 

348 

 

Appendix 8: Data Analysis / Questionnaire: Frequencies and 
Frequency Tables 

 

 

 

FREQUENCIES VARIABLES=Q3 Q4 Q5 Q6 Q7 Q8 Q9 Q10 Q11 Q12 Q13 Q14 
Q15 Q16 Q17 Q18 Q19 Q20 Q21 Q22 Q23 

    Q24 Q25 Q26 Q27 Q28 Q29 Q30 Q31 Q32 Q33 Q34 Q35 

  /ORDER=ANALYSIS. 

 

Frequencies 

 

Notes 

Output Created 05-DEC-2017 15:39:28 

Comments  

Input Data  (Completed_Checked).sav 

Active Dataset DataSet1 

File Label Generated by Java SPSS 

Writer v1.83 

http://spss.pmStation.com 

Filter <none> 

Weight <none> 

Split File <none> 

N of Rows in Working Data 

File 

249 
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Missing Value Handling Definition of Missing User-defined missing values 

are treated as missing. 

Cases Used Statistics are based on all 

cases with valid data. 

Syntax FREQUENCIES 

VARIABLES=Q3 Q4 Q5 Q6 

Q7 Q8 Q9 Q10 Q11 Q12 

Q13 Q14 Q15 Q16 Q17 Q18 

Q19 Q20 Q21 Q22 Q23 

    Q24 Q25 Q26 Q27 Q28 

Q29 Q30 Q31 Q32 Q33 Q34 

Q35 

  /ORDER=ANALYSIS. 

Resources Processor Time 00:00:00.02 

Elapsed Time 00:00:00.01 

 

 

 

Statistics 

 

3-Student rating 

is an effective 

method to 

evaluate EFL 

teachers. 

4-Collecting 

students rating 

of teachers in 

mid-course 

would eliminate 

the grading bias 

effect. 

5-Peer-

evaluation is an 

effective method 

to evaluate 

teachers. 

6-Classroom 

observation 

done by peers is 

an effective 

method to 

evaluate 

teachers. 

7-Self-

evaluation is an 

effective method 

to evaluate EFL 

teachers. 

N Valid 249 249 249 249 249 

Missing 0 0 0 0 0 
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Statistics 

 

8-When they do 

self-evaluation, 

teachers  tend 

to rate 

themselves 

higher than they 

deserve . 

9-Teaching-

Portfolio is an 

effective method 

to evaluate EFL 

teachers. 

10-Constructing 

one’s own 

portfolio can 

boost desire to 

improve weak 

areas. 

11-Teacher 

evaluation 

should mostly 

focus on 

formative 

purposes, i.e. 

professional 

development. 

12-Teacher 

evaluation 

should mostly 

focus on 

summative 

purposes, i.e. 

promotion,   

tenure, etc. 

N Valid 249 249 249 249 249 

Missing 0 0 0 0 0 

 

 

 

Statistics 

 

13-At my 

university, EFL 

teachers are 

evaluated for: 

14-Student 

ratings should 

be used for 

formative 

purposes only. 

15-Peer 

evaluation 

should   be used 

for formative 

purposes only. 

16-Self-

evaluation 

should be used 

for formative 

purposes only. 

17-Teaching 

portfolios should 

be used for 

formative 

purposes only. 

N Valid 249 249 249 249 249 

Missing 0 0 0 0 0 
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Statistics 

 

18-Students 

have the critical 

thinking skills 

that enables 

them to 

participate in 

staff evaluation. 

19-Students 

tend to give high 

ranks for   

teachers who 

give students 

high marks. 

20-The process 

used under the 

Teacher 

Evaluation 

System fosters 

a climate for 

instructional 

improvement. 

21-The teacher 

evaluation 

system provides 

me with 

objective 

information 

about my 

teaching.            

22-The teacher 

evaluation 

system 

enhances 

dialogue 

between 

teachers and   

evaluators about 

effective 

teaching. 

N Valid 249 249 249 249 249 

Missing 0 0 0 0 0 

 

Statistics 

 

23-The teacher 

evaluation 

system 

recognizes 

teachers’ 

contributions to 

the academic 

institution as a 

whole. 

24-The teacher 

evaluation 

system 

increases my 

reflection on 

choice of 

teaching 

strategies. 

25-I regularly 

receive focused 

follow-up based 

on my 

evaluations. 

26-I regularly 

receive 

instructional   

support based 

on my 

evaluations. 

27-I focus   my 

professional 

development 

efforts on 

activities that 

directly help me   

achieve the 

evaluation 

standards. 

N Valid 249 249 249 249 249 

Missing 0 0 0 0 0 
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Statistics 

 

28-The 

feedback I 

receive from my 

evaluators is 

valuable. 

29-The teacher 

evaluation 

process is 

helpful to my 

professional 

growth. 

30-I am satisfied   

with the current 

evaluation   

system. 

31-My 

evaluators have 

been properly 

trained to 

consistently 

evaluate my 

teaching. 

32-The 

standards used 

in the teacher 

evaluation 

system are fair. 

N Valid 249 249 249 249 249 

Missing 0 0 0 0 0 

 

 

 

Statistics 

 

33-The   evaluation 

standards do a good job 

of defining effective 

teaching. 

34-Working towards 

improving my 

performance on the 

evaluation standards will 

help me to improve the 

quality of my teaching. 

35-The Teacher 

Evaluation Instrument 

includes clear 

explanations for each 

performance descriptor. 

N Valid 249 249 249 

Missing 0 0 0 
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Frequency Table 

 

3-Student rating is an effective method to evaluate EFL teachers. 

 Frequency Percent Valid Percent 

Cumulative 

Percent 

Valid Strongly Agree 33 13.3 13.3 13.3 

Agree 87 34.9 34.9 48.2 

Neutral 65 26.1 26.1 74.3 

Disagree 43 17.3 17.3 91.6 

Strongly Disagree 21 8.4 8.4 100.0 

Total 249 100.0 100.0  

 

 

4-Collecting students rating of teachers in mid-course would eliminate 
the grading bias effect. 

 Frequency Percent Valid Percent 

Cumulative 

Percent 

Valid Strongly Agree 53 21.3 21.3 21.3 

Agree 97 39.0 39.0 60.2 

Neutral 63 25.3 25.3 85.5 

Disagree 29 11.6 11.6 97.2 

Strongly Disagree 7 2.8 2.8 100.0 

Total 249 100.0 100.0  
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5-Peer-evaluation is an effective method to evaluate teachers. 

 Frequency Percent Valid Percent 

Cumulative 

Percent 

Valid Strongly Agree 28 11.2 11.2 11.2 

Agree 115 46.2 46.2 57.4 

Neutral 57 22.9 22.9 80.3 

Disagree 41 16.5 16.5 96.8 

Strongly Disagree 8 3.2 3.2 100.0 

Total 249 100.0 100.0  

 

 

6-Classroom observation done by peers is an effective method to 
evaluate teachers. 

 Frequency Percent Valid Percent 

Cumulative 

Percent 

Valid Strongly Agree 27 10.8 10.8 10.8 

Agree 113 45.4 45.4 56.2 

Neutral 55 22.1 22.1 78.3 

Disagree 43 17.3 17.3 95.6 

Strongly Disagree 11 4.4 4.4 100.0 

Total 249 100.0 100.0  
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7-Self-evaluation is an effective method to evaluate EFL teachers. 

 Frequency Percent Valid Percent 

Cumulative 

Percent 

Valid Strongly Agree 57 22.9 22.9 22.9 

Agree 120 48.2 48.2 71.1 

Neutral 44 17.7 17.7 88.8 

Disagree 24 9.6 9.6 98.4 

Strongly Disagree 4 1.6 1.6 100.0 

Total 249 100.0 100.0  

 

 

8-When they do self-evaluation, teachers  tend to rate themselves 
higher than they deserve . 

 Frequency Percent Valid Percent 

Cumulative 

Percent 

Valid Strongly Agree 17 6.8 6.8 6.8 

Agree 102 41.0 41.0 47.8 

Neutral 72 28.9 28.9 76.7 

Disagree 54 21.7 21.7 98.4 

Strongly Disagree 4 1.6 1.6 100.0 

Total 249 100.0 100.0  
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9-Teaching-Portfolio is an effective method to evaluate EFL teachers. 

 Frequency Percent Valid Percent 

Cumulative 

Percent 

Valid Strongly Agree 36 14.5 14.5 14.5 

Agree 110 44.2 44.2 58.6 

Neutral 48 19.3 19.3 77.9 

Disagree 39 15.7 15.7 93.6 

Strongly Disagree 16 6.4 6.4 100.0 

Total 249 100.0 100.0  

 

 

10-Constructing one’s own portfolio can boost desire to improve weak 
areas. 

 Frequency Percent Valid Percent 

Cumulative 

Percent 

Valid Strongly Agree 44 17.7 17.7 17.7 

Agree 143 57.4 57.4 75.1 

Neutral 39 15.7 15.7 90.8 

Disagree 15 6.0 6.0 96.8 

Strongly Disagree 8 3.2 3.2 100.0 

Total 249 100.0 100.0  
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11-Teacher evaluation should mostly focus on formative purposes, i.e. 
professional development. 

 Frequency Percent Valid Percent 

Cumulative 

Percent 

Valid Strongly Agree 68 27.3 27.3 27.3 

Agree 132 53.0 53.0 80.3 

Neutral 22 8.8 8.8 89.2 

Disagree 25 10.0 10.0 99.2 

Strongly Disagree 2 .8 .8 100.0 

Total 249 100.0 100.0  

 

 

12-Teacher evaluation should mostly focus on summative purposes, 
i.e. promotion,   tenure, etc. 

 Frequency Percent Valid Percent 

Cumulative 

Percent 

Valid Strongly Agree 20 8.0 8.0 8.0 

Agree 81 32.5 32.5 40.6 

Neutral 64 25.7 25.7 66.3 

Disagree 79 31.7 31.7 98.0 

Strongly Disagree 5 2.0 2.0 100.0 

Total 249 100.0 100.0  
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13-At my university, EFL teachers are evaluated for: 

 Frequency Percent Valid Percent 

Cumulative 

Percent 

Valid Developmental reasons ie 

training and workshops 

55 22.1 22.1 22.1 

Decisionmaking reasons ie 

promotion tenure or contract 

renewal 

46 18.5 18.5 40.6 

Both developmental and 

decisionmaking reasons 

137 55.0 55.0 95.6 

Others please specify 11 4.4 4.4 100.0 

Total 249 100.0 100.0  

 

 

 

14-Student ratings should be used for formative purposes only. 

 Frequency Percent Valid Percent 

Cumulative 

Percent 

Valid Strongly Agree 37 14.9 14.9 14.9 

Agree 114 45.8 45.8 60.6 

Neutral 45 18.1 18.1 78.7 

Disagree 45 18.1 18.1 96.8 

Strongly Disagree 8 3.2 3.2 100.0 

Total 249 100.0 100.0  
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15-Peer evaluation should   be used for formative purposes only. 

 Frequency Percent Valid Percent 

Cumulative 

Percent 

Valid Strongly Agree 39 15.7 15.7 15.7 

Agree 123 49.4 49.4 65.1 

Neutral 52 20.9 20.9 85.9 

Disagree 30 12.0 12.0 98.0 

Strongly Disagree 5 2.0 2.0 100.0 

Total 249 100.0 100.0  

 

 

16-Self-evaluation should be used for formative purposes only. 

 Frequency Percent Valid Percent 

Cumulative 

Percent 

Valid Strongly Agree 38 15.3 15.3 15.3 

Agree 115 46.2 46.2 61.4 

Neutral 56 22.5 22.5 83.9 

Disagree 35 14.1 14.1 98.0 

Strongly Disagree 5 2.0 2.0 100.0 

Total 249 100.0 100.0  
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17-Teaching portfolios should be used for formative purposes only. 

 Frequency Percent Valid Percent 

Cumulative 

Percent 

Valid Strongly Agree 32 12.9 12.9 12.9 

Agree 117 47.0 47.0 59.8 

Neutral 60 24.1 24.1 83.9 

Disagree 37 14.9 14.9 98.8 

Strongly Disagree 3 1.2 1.2 100.0 

Total 249 100.0 100.0  

 

 

18-Students have the critical thinking skills that enables them to 
participate in staff evaluation. 

 Frequency Percent Valid Percent 

Cumulative 

Percent 

Valid Strongly Agree 13 5.2 5.2 5.2 

Agree 74 29.7 29.7 34.9 

Neutral 59 23.7 23.7 58.6 

Disagree 68 27.3 27.3 85.9 

Strongly Disagree 35 14.1 14.1 100.0 

Total 249 100.0 100.0  
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19-Students tend to give high ranks for   teachers who give students 
high marks. 

 Frequency Percent Valid Percent 

Cumulative 

Percent 

Valid Strongly Agree 64 25.7 25.7 25.7 

Agree 98 39.4 39.4 65.1 

Neutral 48 19.3 19.3 84.3 

Disagree 37 14.9 14.9 99.2 

Strongly Disagree 2 .8 .8 100.0 

Total 249 100.0 100.0  

 

 

20-The process used under the Teacher Evaluation System fosters a 
climate for instructional improvement. 

 Frequency Percent Valid Percent 

Cumulative 

Percent 

Valid Strongly Agree 21 8.4 8.4 8.4 

Agree 122 49.0 49.0 57.4 

Neutral 67 26.9 26.9 84.3 

Disagree 31 12.4 12.4 96.8 

Strongly Disagree 8 3.2 3.2 100.0 

Total 249 100.0 100.0  
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21-The teacher evaluation system provides me with objective 
information about my teaching.            

 Frequency Percent Valid Percent 

Cumulative 

Percent 

Valid Strongly Agree 22 8.8 8.8 8.8 

Agree 131 52.6 52.6 61.4 

Neutral 57 22.9 22.9 84.3 

Disagree 30 12.0 12.0 96.4 

Strongly Disagree 9 3.6 3.6 100.0 

Total 249 100.0 100.0  

 

 

22-The teacher evaluation system enhances dialogue between teachers 
and   evaluators about effective teaching. 

 Frequency Percent Valid Percent 

Cumulative 

Percent 

Valid Strongly Agree 30 12.0 12.0 12.0 

Agree 108 43.4 43.4 55.4 

Neutral 57 22.9 22.9 78.3 

Disagree 42 16.9 16.9 95.2 

Strongly Disagree 12 4.8 4.8 100.0 

Total 249 100.0 100.0  
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23-The teacher evaluation system recognizes teachers’ contributions 
to the academic institution as a whole. 

 Frequency Percent Valid Percent 

Cumulative 

Percent 

Valid Strongly Agree 30 12.0 12.0 12.0 

Agree 114 45.8 45.8 57.8 

Neutral 47 18.9 18.9 76.7 

Disagree 42 16.9 16.9 93.6 

Strongly Disagree 16 6.4 6.4 100.0 

Total 249 100.0 100.0  

 

 

24-The teacher evaluation system increases my reflection on choice of 
teaching strategies. 

 Frequency Percent Valid Percent 

Cumulative 

Percent 

Valid Strongly Agree 31 12.4 12.4 12.4 

Agree 139 55.8 55.8 68.3 

Neutral 39 15.7 15.7 83.9 

Disagree 36 14.5 14.5 98.4 

Strongly Disagree 4 1.6 1.6 100.0 

Total 249 100.0 100.0  
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25-I regularly receive focused follow-up based on my evaluations. 

 Frequency Percent Valid Percent 

Cumulative 

Percent 

Valid Strongly Agree 14 5.6 5.6 5.6 

Agree 70 28.1 28.1 33.7 

Neutral 85 34.1 34.1 67.9 

Disagree 60 24.1 24.1 92.0 

Strongly Disagree 20 8.0 8.0 100.0 

Total 249 100.0 100.0  

 

 

26-I regularly receive instructional   support based on my evaluations. 

 Frequency Percent Valid Percent 

Cumulative 

Percent 

Valid Strongly Agree 8 3.2 3.2 3.2 

Agree 73 29.3 29.3 32.5 

Neutral 88 35.3 35.3 67.9 

Disagree 58 23.3 23.3 91.2 

Strongly Disagree 22 8.8 8.8 100.0 

Total 249 100.0 100.0  
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27-I focus   my professional development efforts on activities that 
directly help me   achieve the evaluation standards. 

 Frequency Percent Valid Percent 

Cumulative 

Percent 

Valid Strongly Agree 40 16.1 16.1 16.1 

Agree 126 50.6 50.6 66.7 

Neutral 46 18.5 18.5 85.1 

Disagree 30 12.0 12.0 97.2 

Strongly Disagree 7 2.8 2.8 100.0 

Total 249 100.0 100.0  

 

 

28-The feedback I receive from my evaluators is valuable. 

 Frequency Percent Valid Percent 

Cumulative 

Percent 

Valid Strongly Agree 43 17.3 17.3 17.3 

Agree 121 48.6 48.6 65.9 

Neutral 57 22.9 22.9 88.8 

Disagree 25 10.0 10.0 98.8 

Strongly Disagree 3 1.2 1.2 100.0 

Total 249 100.0 100.0  
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29-The teacher evaluation process is helpful to my professional 
growth. 

 Frequency Percent Valid Percent 

Cumulative 

Percent 

Valid Strongly Agree 45 18.1 18.1 18.1 

Agree 127 51.0 51.0 69.1 

Neutral 52 20.9 20.9 90.0 

Disagree 18 7.2 7.2 97.2 

Strongly Disagree 7 2.8 2.8 100.0 

Total 249 100.0 100.0  

 

 

 

30-I am satisfied   with the current evaluation   system. 

 Frequency Percent Valid Percent 

Cumulative 

Percent 

Valid Strongly Agree 11 4.4 4.4 4.4 

Agree 70 28.1 28.1 32.5 

Neutral 89 35.7 35.7 68.3 

Disagree 55 22.1 22.1 90.4 

Strongly Disagree 24 9.6 9.6 100.0 

Total 249 100.0 100.0  
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31-My evaluators have been properly trained to consistently evaluate 
my teaching. 

 Frequency Percent Valid Percent 

Cumulative 

Percent 

Valid Strongly Agree 8 3.2 3.2 3.2 

Agree 62 24.9 24.9 28.1 

Neutral 88 35.3 35.3 63.5 

Disagree 63 25.3 25.3 88.8 

Strongly Disagree 28 11.2 11.2 100.0 

Total 249 100.0 100.0  

 

 

32-The standards used in the teacher evaluation system are fair. 

 Frequency Percent Valid Percent 

Cumulative 

Percent 

Valid Strongly Agree 7 2.8 2.8 2.8 

Agree 100 40.2 40.2 43.0 

Neutral 84 33.7 33.7 76.7 

Disagree 41 16.5 16.5 93.2 

Strongly Disagree 17 6.8 6.8 100.0 

Total 249 100.0 100.0  
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33-The   evaluation standards do a good job of defining effective 
teaching. 

 Frequency Percent Valid Percent 

Cumulative 

Percent 

Valid Strongly Agree 11 4.4 4.4 4.4 

Agree 121 48.6 48.6 53.0 

Neutral 73 29.3 29.3 82.3 

Disagree 31 12.4 12.4 94.8 

Strongly Disagree 13 5.2 5.2 100.0 

Total 249 100.0 100.0  

 

 

34-Working towards improving my performance on the evaluation 
standards will help me to improve the quality of my teaching. 

 Frequency Percent Valid Percent 

Cumulative 

Percent 

Valid Strongly Agree 37 14.9 14.9 14.9 

Agree 155 62.2 62.2 77.1 

Neutral 39 15.7 15.7 92.8 

Disagree 12 4.8 4.8 97.6 

Strongly Disagree 6 2.4 2.4 100.0 

Total 249 100.0 100.0  
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35-The Teacher Evaluation Instrument includes clear explanations for 
each performance descriptor. 

 Frequency Percent Valid Percent 

Cumulative 

Percent 

Valid Strongly Agree 15 6.0 6.0 6.0 

Agree 129 51.8 51.8 57.8 

Neutral 65 26.1 26.1 83.9 

Disagree 32 12.9 12.9 96.8 

Strongly Disagree 8 3.2 3.2 100.0 

Total 249 100.0 100.0  
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Appendix 9: Data Analysis / One-to-One Interview: Transcription 
Sample 

 

Demographic Information 

Interview Number: 11 (22) Day and Date: Wednesday, 13.2.2016 
 Venue: 207. Building 20 

Pseudonym: Joseph  Highest Qualification: MA   
 Gender: M     

How long have been working at this university: 5 years   
 Nationality: British 

>>>>>>>>>>>>>>>>>>>>>>>>>>>>>>>>>>>>>>>>>>>>>>>>>>>>>>>>>>>>>>>>
>>>>>>>> 

 

Semi Structured Interview 

Interviewer: I would like first to thank you for your willingness to take part in this 
interview. Can I again confirm that the interview will remain completely anonymous 
and no record will be kept with your name on it? I would like to confirm that teacher 
evaluation in general and not classroom observation is what I am interested in.  

Respondent: Okay.  

 

Introduction 

Q1, Interviewer: Could you please tell me briefly about teacher evaluation in 
your university?  

Respondent: Did you just say not student evaluation? You’re not interested in that? 

Interviewer: Not in particular, but I’m interested in everything. Student evaluation or 
rating is part of it, so it’s okay, but not to focus only on that. 

Respondent: Right. I think that the policy in both the Jebel and the prep year at this 
university is what I would call laissez-faire on the part of management. If there are no 
problems, if the management doesn’t hear any problems, they assume that things 
are going well. So they kind of rely on, I suppose, students to complain. That’s one 
thing. The second thing is we know, or we are led to believe, that the performance of 
the students in terms of their grades is a consideration, so-- 

Interviewer: Students’ achievement, you mean? 
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Respondent: Student achievement. Yes. And then the third one is student 
evaluation. I’m not aware of any other… Oh, yes. Teachers are, I believe, quite 
rightly given some kind of credit if they participate in other committee work or 
examination preparation, other additional work. But as far as I know, there are no 
other factors, no other criteria for evaluating teachers.  

Interviewer: Not research? Community service? 

Respondent: Those would be appreciated along with the committee service and 
things like this, but you’re not expected as a matter of course to do them.  

Interviewer: So it’s not part of your official evaluation? 

Respondent: No. 

Q2, Interviewer: And how important is teacher evaluation to you? 

Respondent: I’m at the end of my career. I’ve evaluated so many teachers myself. I 
have a kind of perhaps a deeper understanding of it. So I like to know that I’m 
popular, but I prefer to think that popularity is because I keep the students interested 
in what I’m doing rather than just because I get good grades or give good grades. 
Personally, as I said when Dennis was here, one thing I do get in the prep year that I 
didn’t get in the Jebel is job satisfaction. There are many reasons for that, but that’s 
important. So that is one. Fortunately, I’ve had good evaluation, so it’s nice. I think 
it’s because the students enjoy my lessons, and because they enjoy my lessons, 
they’re attentive.  

Interviewer: Yeah. And does it affect your salary or contract? I mean the results of 
evaluation. 

Respondent: It doesn’t affect mine because any salary increments stop once you 
reach the age of 60 at this university. So it’s the pressure of ageism. You could be 
the best teacher in the world, but after you reach the age of 60, you don’t get any 
increments. Before that, yes, I understand. I don’t know the precise details, but I 
understand that awards are given on the basis of the things I’ve talked about, 
including students’ evaluation.  

 

Teachers Readiness  

Q3, Interviewer: Right. Okay. Now, we move to teachers’ readiness. Have you 
received any induction or written instructions on how evaluation works?  

Respondent: No. 

Interviewer: Not at all? 

Respondent: No. Neither when I joined the Jebel nor here. One gleans it from one’s 
colleagues.  
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Interviewer: You heard about it? 

Respondent: Yeah. I was never given any kind of orientation about it.  

Interviewer: And have you ever asked for them?  

Respondent: On the website, they’re available. We one learn about that, and then 
you go and look, and it’s self-evident. There are comments. Some of the comments 
are in Arabic, but I think I translated it. The grades are-- 

Q4, Interviewer: Do you mean the criteria for-- 

Respondent: Yeah. No. I don’t think we see the criteria. I think we see the overall 
grade, if I’m right. I don’t generally look it up, to be honest. I kind of know what they 
are.  

Interviewer: So even the students’ rating, the criteria for students’ rating, you don’t 
have any access to them? 

Respondent: I want to be careful of what I say because I want to be accurate. I’m 
not sure. I haven’t seen it. But that made it my mission. I don’t go searching for these 
things, so-- 

Interviewer: So you just receive the final grade? 

Respondent: Yeah. And even that, it’s for me to fish on the website. It’s not given to 
me as a sort of certificate and kind of like that. And I know because I’m invited to do 
extra work, which I wouldn’t be if the grade wasn’t at a certain level, so that’s how I 
kind of-- 

Interviewer: Yeah. Like indications, let’s call it that. And for the way you’re being 
rated by students, is it like marks, or like satisfactory or excellent or…? 

Respondent: What I understand is there is a checklist, a tick box sort of thing, and 
then I think some of them have a rating of 1 to 10, like a Likert scale, and the 
summary of it generates… I don’t know what the summary of it generates, but I’m 
told. In fact, I was discussing this with a colleague today who has more experience 
than me, and he said it then depends on the dean. And apparently, this was what I 
was told. I have no evidence to this. Our dean is very strict. This colleague today 
said to me, “If you’re in some departments, like mechanical engineering, if your 
students give you sort of 80 out of 100, the dean will give you an A.” He said, “But 
here, you will only get a B for that.” So apparently, there is some kind of grade 
normalization takes place at the dean level. That’s what I understand. 

Interviewer: But they are not clear to you? 

Respondent: That’s not clear. No.  

Interviewer: Right. 
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Respondent: Not precisely clear.  

Q5, Interviewer: Then how are EFL teachers prepared for teacher evaluation? 

Respondent: As far as I know, again, they just gather the information from 
colleagues and from the website where the evaluations appear. 

Interviewer: So you try to fish for them? 

Respondent: Yeah.  

 

Challenges 

Q6, Interviewer: Okay. Now, we will move to challenges. What do you believe is 
the biggest challenge in making performance evaluation effective and 
meaningful to EFL teachers?  

Respondent: Here, I think it would be if you could find a way of convincing them that 
the students were led to or guided in or had an honest approach to it, and did not 
simply give a low grade to a teacher because they themselves didn’t get a good 
grade.  

Interviewer: You said convincing them. Who? 

Respondent: I don’t know. It’s a good question. I don’t know what kind of 
orientation, if any, the students have. You see? That’s another question. 

Interviewer: Okay. So you’re questioning the qualification of students to evaluate? 

Respondent: Well, I think no. I think teachers are suspicious that students will give 
them a good grade not necessarily because they’re good teachers but because 
they’re getting them good grades, which isn’t necessarily the same thing.  

Interviewer: Right. 

Respondent: I’ll give you a classic case in point. This university persists in using the 
TOEFL, in spite of the fact that all the American universities have rejected it in favor 
of the IELTS, which is a direct test, not an indirect test. All the key universities in the 
States now prefer IELTS to TOEFL. Now, I’ll give you a very good example of why. 
And this was my doctorate, and I’ve spent the whole of my career really arguing in 
favor of direct testing rather than indirect. You think about the processes—the 
processes you use to answer a multiple-choice question and compare those with the 
processes that you have to use to generate grammar to write an essay. Huge 
difference. 

Interviewer: Huge. Yes. 
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Respondent: Now, a classic case. The last course I taught, I had a student. He was 
a very nice student, but he was the weakest writing student in the class and he 
passed the TOEFL requirement to go to the Jebel, which is primarily a writing 
program. The other thing, of course, about TOEFL is that it’s easy to teach, and 
Dennis loves it, because you just stand there and you spout grammar, and they can 
learn. It’s actually quite artificial as well. The reading test, there is no time to read so 
you have to teach them. There are books. The actually book that we’ve got teaches 
them tricks. “Okay, what is this paragraph about?” You don’t read the paragraph. 
You read the topic sentence. So it teaches you to read the topic sentence. So it’s not 
actually a test of reading.  

Interviewer: Test of skills. 

Respondent: Yeah. So I think therefore what you’ve got is students will give a good 
rating to a teacher who is enabling them to get good grades. Whether that teacher is 
a good language facilitator is often not necessarily the case. I believe you can be an 
excellent teacher of TOEFL and a pretty awful teacher of language.  

Q7, Interviewer: Yes. True. I totally agree with you, because teaching for exam 
or for proficiency exams is totally different from teaching the language, with all 
its cultural aspects as well. Yeah. Nice. Do you think there are other 
challenges? 

Respondent: Yeah. I think apart from the ones we discussed, like the timescales of 
packing everything in, there’s always too much to do, where often you have to move 
on where you’d like to dedicate another lesson to a particular aspect of language. 
You can’t do that. You’ve just got to move on. That’s a challenge. The standard of 
English that the students bring to us is a persistent challenge because with 
language, it’s a skill. It’s different from any other subject. It’s acquisition, not learning. 
An acquisition means habits. And by the time they come to us, because this is 
primarily an oral culture, not just in Arabic too, but in English, they have used the 
English that they’ve got, which is totally… Well, it’s like Pidgin English. It’s an 
interlanguage, but they’ve used it. It’s become fossilized and it’s far, far difficult to 
move them on. I often wish they had never been taught English at school than 
mistaught the way they are. That’s a huge challenge because-- 

Interviewer: So you prefer to start from scratch? 

Respondent: I think I would. I think we can do a better job if they haven’t mistaught 
before. But of course, it’s an idealized world. Because English is the language of the 
world, they’re going to have some anyway. But I explained it by Arabic. I worked for 
the British Government in Yemen for four years, and I lived in Sana’a and travelled 
all over the country because I was the director of the project. And of course, in 
Yemen, very few people speak English, unlike Saudi Arabia. So in Yemen, I had to 
pick up a bit of Arabic. And that was about 30 years ago. It was before the First Gulf 
War. It was a long time ago. And I tell my students this, and then I speak to them in 
Arabic. And of course, I made lots of mistakes, but I said, “Did you understand what I 
said?” and they said, “Yes, of course.” So that’s exactly… See, what has happened 
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is because I don’t use Arabic, it’s fossilized. I said, “It would be extremely difficult for 
me to change it.”  

Interviewer: True. 

Respondent: And I warned them. I said, “Look, you’re in a great position. You’ve got 
far more English than I’ve got Arabic, but if you’re not careful, it will stick.” And that’s 
what’s happening a lot. Unfortunately, with many it’s already stuck because they’ve 
been using it for so long, and to move it on, you’ve got to have so many different 
techniques. They’ve got awareness raising, but they’ve got to believe you.  

Interviewer: Yes. 

Respondent: And if you come with the belief that just by learning some more words 
and some grammatical rules, my English is going to get better, that doesn’t work. 
And a lot of them bring only instrumental motivation. They don’t actually want to 
study English. They know they have to because theoretically it’s an English medium 
university. But if they did it from love, I think probably, at the maximum, a third of 
them would be doing it because they’re always the better ones as well. 

 

Evaluator  

Q8, Interviewer: Yeah. It’s always the case. True. Okay. We will talk now about 
the evaluator. At your institute, who is the evaluator?  

Respondent: I suppose… Well, we have a director of the whole school that is the 
prep year, and then each course has its coordinator. But I think the evaluator is the 
director.  

Interviewer: Not the coordinator? 

Respondent: That’s what I think.  

Interviewer: Okay. Do you have classroom observation? 

Respondent: I did recently, but it’s unusual. The reason I did was because I asked 
for a transfer from down from the Jebel to here, which is unusual. I mean, people 
usually see it as promotion going up.  

Interviewer: Exactly. 

Respondent: It isn’t promotion, but for reasons I’ve explained, I wanted to come 
down. So the only way to do that was Paul, who is the director, had to put me 
through some hoops, and one of them was being observed. But it only happens if 
there’s a problem with the teacher normally.  

Interviewer: Okay. And usually, is the observer also the evaluator? 
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Respondent: Yes. 

Q9, Interviewer: Yes. When it happens. Okay. What do you think about the 
evaluator? 

Respondent: Do you mean in his capacity as an evaluator? 

Interviewer: Exactly. His knowledge, qualifications, skills, everything?  

Respondent: Well, I’m afraid I don’t know. I don’t know what his qualifications… I’m 
not quite happy with him being there. He handled my transition very well. I have a 
good working relationship with him. I don’t know what attention is paid to 
qualifications and experience when people are put in that position. You’d have to ask 
the deans that.  

Interviewer: Right. And students are also part of the whole scheme of evaluation. 
Am I right? 

Respondent: Just as we’ve talked about before. Every course, the students, 
towards the end of the course, but before the final results come out, but towards the 
end of the course, I think they do a questionnaire and submit it online. 

Interviewer: Right. Are they well-qualified to do this? I mean, not thinking about their 
training, if they are trained to do that. But are they qualified to evaluate teachers? 

Respondent: Absolutely not. No, except insofar as they are the learners. They are 
the clients, the end users.  

Interviewer: Exactly. 

Respondent: So there is an extent to which that qualifies them. But over and above 
that, nothing additional.  

Interviewer: Their thinking skills and their abilities? 

Respondent: Yeah. 

 

Feedback 

Q10, Interviewer: Okay. Tell me about the quality of the feedback you receive 
after evaluation.  

Respondent: The only thing I get is a grade, or if there are comments, I can see the 
comments. And the comments are either negative or positive. They’re never 
constructive, if you know what I mean, because of the reason we’ve talked about 
before. The students don’t know anything about language teaching. There’s no 
reason why they should, other than their experience as learners.  
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Interviewer: True.  

Respondent: I find I’m quite surprised sometimes when I do things. If I ask them to 
work in a group in a particular way, they often don’t see the reason for that until 
they’ve done it. But whether they think when they’re doing the evaluation, “Oh, this 
teacher did something interesting,” I don’t know. Do you know what I think? I think 
they really just vote onto things, which is the grades they’ve been getting and 
basically how much fun you are as a teacher. I mean, if you laugh and have a joke 
with them and engage them all, then I think they’ll give you a good evaluation. And I 
think that’s important. I don’t denigrate that. 

Interviewer: So they usually judge the personality of the teacher? 

Respondent: I think that’s got a big part to play in it. Yes. 

Q11, Interviewer: Okay. Do you have the right to defend yourself against the 
evaluation? 

Respondent: I believe so. It hasn’t happened in my case where I’ve had to. Well, I 
did, but it wasn’t for academic reasons. When I was on the Jebel, I was accused of 
saying something about religion that I didn’t say.  

Interviewer: Maybe misunderstood? 

Respondent: Yes. But I was able to defend that. But it was very much like I was 
accused and had to defend myself. It wasn’t a sort of… And finally, I mean, it was 
dismissed. But these things can happen. 

Interviewer: Yeah. I know what you mean. And will the evaluation results be 
modified accordingly? According to your defense? 

Respondent: I don’t think the evaluation results are modified, but I think the 
consequences might be.  

Interviewer: Okay. Which is, I think, good.  

Respondent: Yeah. I mean, if I’ve done what I was accused, if I had said what I was 
accused of saying, well, I don’t think it’s right, but I was accused of saying I didn’t 
believe in God. Now, I didn’t say that or anything like it. In fact, I’d have great 
difficulty answering that question. But if I had said, “Yes, I said that in class,” I think 
that would be a dismissible offense in this university.  

 

Consequences of evaluation 

Q12, Interviewer: True. Yes. Anyhow, now we move to the consequences of 
evaluation. Do the evaluation results motivate your professional development?  
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Respondent: I think I can speak on behalf of my colleagues when I say no. Myself 
as well. I don’t need any motivation, but that’s me. I can’t be in a classroom and not 
be engaged with the learners, which I think is the most important thing. If there was 
no syllabus, if there was no pacing schedule, I would still go in there and I would still 
be engaging them all, and we would be doing something to develop their language. 
But I don’t know. That’s just me.  

Interviewer: Yeah. And how about workshops? The evaluation results, do they feed 
into the workshops that you’re offered? 

Respondent: No. And workshops are used rather cynically here. We often finish the 
semester before the holiday begins, and I think we have workshops then to ensure 
that people aren’t leaving before the end of the semester.  

Interviewer: Just to keep them busy? 

Respondent: Absolutely.  

Interviewer: But not to improve their practices as EFL teachers? 

Respondent: I think that is secondary. 

Interviewer: Okay. Got it.  

Respondent: It’s very cynical of me, but I think it’s true. That’s how it is. 

Q13, Interviewer: Okay. In what way do the evaluation results affect your 
instructional practices or the quality of your work experience? 

Respondent: Personally, they don’t.  

Q14, Interviewer: They don’t. Okay. Can evaluation affect your job security? 

Respondent: Yes. 

Interviewer: In what way? 

Respondent: If I got a bad evaluation below, I think it’s 7, like 70%-- 

Interviewer: 70% of…? 

Respondent: Especially because of my age, and I think there’s a pressure from 
outside the university to… We’ve got an awful lot of people in the… I mean, I’ll say 
that. I feel like a young guy, and my son is 33. But yeah, I think a lot of people feel 
insecure because it happened actually this semester as well. Somebody who didn’t 
get a 7, and he’s already on the age of it doesn’t matter what, but he was in his 70s, 
has been told, “That’s it.”  

Interviewer: So it’s a matter of hiring or firing? 
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Respondent: Yeah. Absolutely. Yeah.  

Interviewer: Okay. Interesting.  

Respondent: Given certain parameters. I don’t think it happens to the young guys. 
And I’ll be very honest with you. I don’t think it happens to Muslim converts either. 

Interviewer: Okay. There are special cases. 

Respondent: There are special cases.  

Q15, Interviewer: Okay. Do you believe that the evaluation process or 
processes affect your self-esteem?  

Respondent: No. 

Interviewer: No? Why no? 

Respondent: I’ve been doing it too long. 

Interviewer: Okay. 

Respondent: As I said, I’m a qualified teacher-trainer myself. I know when I’m doing 
a good job or not. I mean, I don’t want that to sound arrogant. No. I mean, I don’t like 
to walk out of the classroom and feel that I wasn’t very good. It happens sometimes 
still. Of course, it does, occasionally. I know I could have done that better. I could 
have done something in a different way. But I’m not affected by the evaluation. 

Q16, Interviewer: Results. Okay. Now, what do rewards and recognition mean 
in your teacher evaluation system? 

Respondent: In my…? 

Interviewer: Teacher evaluation system. In the evaluation system in here, I mean. 

Respondent: For me? 

Interviewer: Yes, for you. 

Respondent: As I said before, they don’t really mean anything because it doesn’t 
affect my salary. It doesn’t affect my self-esteem because I’m kind of an expert in 
what I do anyway. So I think it has a negligible effect. I don’t think I would be, in any 
way, a different teacher if it wasn’t there.  

Interviewer: Right. But how about rewards and recognition? 

Respondent: There aren’t any. 

Interviewer: Okay.  
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Respondent: The only reward, if it is a reward, was when I’ve been asked to teach 
on an evening class, which is overtime, which most teachers want but I’m doing this 
because I enjoy teaching. I’m not really doing it because I desperately need the 
money. And in fact, I said to Paul this time, “Please, don’t include me,” and he came 
knocking on the door and he said, “Look, we’ve only got a certain number of 
teachers who have got...” because they insist on having teachers teach on those 
programs who got at least a B plus, so there aren’t so many. And he said, “Look, I’m 
short on teachers. Will you please do it again?” My wife is loving it. So I’m teaching 
morning, afternoon and evening, five days a week.  

Interviewer: Right. And for the highly performing teachers, are they recognized in a 
way or another? 

Respondent: That’s the only recognition, as far as I know.  

Interviewer: You get more work? 

Respondent: Yeah. They get offered more work. It’s extra paid work, so I supposed 
it’s seen as a… And summer school. It’s like these are used as rewards. Yeah. I 
suppose they are rewards.  

Interviewer: Okay. So good performance is recognized this way. 

Respondent: In that way. Yeah.  

Interviewer: Okay. But you don’t usually have any certificate of appreciation or 
something? 

Respondent: Absolutely not. No. I think at the end of your service, you’ll probably 
get a letter from the university saying, “Thank you for your…” That’s all.  

Q17, Interviewer: Yeah. Okay. Do you believe that the evaluation process 
affects your sense of belonging to the institution? 

Respondent: That’s a good question. Well, I mean, sense of belonging to the 
institution? I do have a better sense of belonging to the prep year than I did in the 
Jebel, but that’s because we’re all in one building and I see my colleagues, whereas 
when I was in the Jebel, we all used to go off and teach in different buildings, so 
you’d very seldom see your colleagues. And if you’re a different shift from your 
officemate, because we share offices, then you might only see him once or twice a 
week. But is that to do with the institution? I’m not sure. It’s more to do with the social 
environment. 

Interviewer: Exactly.  

Respondent: I mean, would love to feel proud of working at this university, but I 
would have to tell you that coming here, my primary impression has been one of 
disappointment at the level. I expected it to be higher. With the English language 
standard, it’s not very high.  
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Interviewer: I see what you mean. 

Respondent: Really. I don’t know what happens in the schools, but very little it 
seems.  

Interviewer: Do you think that being physically close to your colleagues does affect 
your sense of belonging?  

Respondent: Yeah. Definitely.  

Interviewer: So you didn’t feel it there? 

Respondent: I didn’t feel this in the Jebel because you’re just stopping and chatting 
in corridors. It makes a big difference. Yeah. 

 

Teacher’s role 

Q18, Interviewer: Sure. Now, we move to teacher’s role. What role does the 
teacher play in the development of teacher evaluation practices? 

Respondent: As far as I know, none.  

Q19, Interviewer: None. Tell me about the teacher’s voice in teacher evaluation 
at your institute. 

Respondent: As we said before, it’s only if there’s a problem that I think you are 
given a chance to explain. Only then.  

Interviewer: But not to develop the practice? 

Respondent: No. I haven’t seen anything that is… In fact, I don’t think there’s time 
for positive development. It’s only put in as an afterthought to stop teachers going 
home early at the end. So it’s very cynical. It’s all very negative. 

Interviewer: Yeah.  

Respondent: I mean, it’s like the society as a whole. It’s top-down. There isn’t 
much… One learns to… Even when you have ideas. And that I’m not just talking 
about this university. I’m talking about all the jobs I’ve had in the Middle East, 
including many of them in management and many of these awful jobs where you end 
up as the intermediary between, for example, the Saudi deans and your colleagues 
who are Westerners. And you’ve got to work between two completely different 
worldviews vis-à-vis learning. I’m not talking about anything else, just learning. I 
mean, for example, our dean is a dean of math. He has a PhD in math. So his 
English isn’t wonderful. I mean, it’s okay for conversation, but it’s not that good. I’m 
an IELTS examiner. He’s not that high, yet he’s in charge of the institution. So he’s 
not a language expert. He’s not a language specialist. So I can see faults in the 
exams that we give, but I wouldn’t go and try to explain to him. Even one idea of 
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mathematics. Because of the PhD I did, I know quite a lot about statistics. We have 
some statistical procedures which are ludicrous, but I wouldn’t dream of telling him 
because what might happen is he might give me something to do, like a 
responsibility to fix it in addition to the work that I already have, which is quite 
enough. And then if I did it and it didn’t work, I would get blamed for it. So there’s no 
inducement for people giving ideas, and you’re thought of by your colleagues as 
being pretty stupid if you do. 

Interviewer: Yeah. I see what you mean. 

Respondent: And lots of people have ideas. We all know more about language 
learning and teaching than the dean does, but you can’t say that.  

Interviewer: Yeah. And with the top-down hierarchy we have, I think we all believe 
that things are imposed on us also as staff and as teachers. 

Respondent: Yeah. Absolutely. You do as you’re told, and you don’t really question 
it. You can have a little grumble about it sometimes, but-- 

Interviewer: When you feel too bad about it. 

Respondent: Yeah, but you can’t do anything to change it, and it’s not very wise 
to… I’ll give you a very nice analogy. 

Interviewer: Yes. Go on, please. 

Respondent: I worked for another educational institution not very far from here, the 
military one. And when I went there, a senior British colleague, he said, “I’ll give you 
two pieces of advice, Joseph. Number one: Keep out of the limelight. And number 
two: If you do get in the limelight, don’t dance.” And what event you know of course; 
just keep your head down. Don’t be conspicuous. But if you do get put on the spot, 
just don’t say anything that is radical or that is likely to change things. Don’t suggest 
anything that would change or improve things. Just keep quiet about things.  

Interviewer: Okay. 

Respondent: And that’s the predominant philosophy in… I mean, it’s not just in the 
university or the society. It’s in all top-down societies.  

Interviewer: Yeah. It’s the structure of the whole society. 

Respondent: I mean on the extreme point, with Stalin in communist Russia, he 
would give a lecture in a great big lecture theater, and the people who applauded 
last were taken out and shot.  

Interviewer: Yeah. I see what you mean. Okay. Thank you very much for helping me 
and giving me some of your valuable time. 

Respondent: I hope I was of some help.  
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Conclusion 

Q20, Interviewer: Can I finally ask if you think there are any aspects of your 
experience with teacher evaluation that has not been covered in this 
interview?  

Respondent: Well, all the things that we’ve said don’t happen here, of course, are 
things that would normally happen. What one would like to think would happen in a 
more open environment where people could express their feelings without feeling 
threatened… I mean, I had observed teachers. When I was doing my teacher 
training, one of the things I was taught was the first thing, you always consider 
yourself to be an honored guest if you go into a classroom to observe, and you do 
not go in to find faults.  

Interviewer: Exactly. 

Respondent: You go in with the cooperation of the teacher and you look for the 
good things. 

Interviewer: Exactly. 

Respondent: And of course, you may see something where you think, “Well, I think 
that could be improved.” But rather than saying, “You could have done that better,” 
you say something like, “What would you think if you had done this instead of that? 
What would have been the result?” I mean, he may have a perfectly good reason for 
doing or not doing it. Sadly, it’s not what people come here for. The whole setup is 
difficult to attract young teachers, first of all, because there’s no life here in our 
terms. And I’m not talking about discos and everything. I’m just talking about normal 
feeling of freedom. Middle-aged people generally are more interested in their 
careers, and if you come work in Saudi Arabia for any length of time, it can be seen 
as a slur in your career because the best teachers don’t come here. They’ve got a lot 
of older teachers because they’ve had their career. They’re good, and the good thing 
about them is they’ll often stay for a longer period of time, so they learn how to 
teach, although of course, they tend to be less radical, but that’s exactly what the 
system wants.  

Interviewer: Yes. 

Respondent: I mean, I don’t know how you could change it. I don’t think it could be 
changed, frankly, and I’m surprised sometimes how well it works because it does 
sometimes. You get fantastic students, and then you can sometimes see students 
visibly making progress, which is very rewarding.  

Interviewer: And you should feel very happy. 

Respondent: Oh, God, yeah. You do. Absolutely. I mean, I’m struggling with a group 
at the moment, but the group I taught before, even though they were all repeaters, it 
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was a small group of about 14. Right from the start, we just clicked like that. I felt an 
empathy with all of them. I felt that there was nobody who disliked English and was 
there just because they had to be, and I felt very good at the end of that. So yeah, I 
mean, I’m sure they learned something from me. I’m sorry. I’ve forgotten the 
question.  

Interviewer: It’s okay. I felt very good about what you said that you were happy 
though they were lower achievers.  

Respondent: Yeah. I don’t know why they were repeaters. To me, they seemed to 
have the ability to make progress, and now they did. It was reflected in the results as 
well, so that was good, though that was the group where the one who passed the 
TOEFL was the worst writer. But he’s very good at speaking English.  

Interviewer: Cool. Thank you very much.  

Respondent: Okay. 
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Appendix 10: Data Analysis / Qualitative Thematic Analysis: NVivo 
Sample Nodes  
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Appendix 11: Data Analysis / Qualitative Thematic Analysis: NVivo 
Interview Coding Sample  
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Appendix 12: Faculty Recruitment Standards   

 

1. Teaching Assistants 

It is clarified in Article 4 that anyone should be appointed as a teaching assistant must 

have the following: 

1- A university degree from a Saudi university or other recognized university 
2- A level of “very good” at least for the undergraduate degree 
3- Whatever issued by the Council of the League of other conditions 
 

Furthermore, different levels of teaching assistant are stated in Article 9. 

2. Lecturers and Language Teachers 

In article 5, the requirements for the appointment of a lecturer and a language teacher 

are as follows: 

1- A master degree or equivalent from a Saudi university or other recognized 

universities 

2- A level of “very good” at least for the undergraduate degree 

3- Whatever issued by the Council of the League of other conditions   

 

3. Researcher Assistant   

Article 6 states that the following criteria are required for the appointment of the 

Assistant of a Researcher: 

1- For those holding Master degree (Researcher Assistant “A”): 

A. To obtain a master degree from a Saudi university or other recognized 

universities with a level of at least “very good” 

B. Any other conditions deemed appropriate by the university 

2- For those holding Bachelor degree (Researcher Assistant “B”): 
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A. To obtain a bachelor degree from a Saudi university or other recognized 

universities with a level of at least “good” 

B. Any other conditions deemed appropriate by the university 

 

It is also stated in Article 7 that teaching assistants, lecturers and language teachers 

are appointed based on the recommendation of the department in which they will work 

with the College Board and Standing Committee for the affair of teaching assistants, 

lecturers, language teachers and research assistants. The University Council 

eventually makes the appointment decision. 

As for appointment decision of research assistants, Article 8 indicates that they are 

appointed by the President of the university decision upon the recommendation of the 

board of the department and the College Board followed by the Standing Committee 

for the affair of teaching assistants, lecturers, language teachers and research 

assistants. In Article 10, it is stated that: applied to language teachers and research 

assistants whatsoever listed in the approved educational employments document by 

the Civil Service Council resolution No. 590 and the dated 11/10/1401 AH and its 

amendments. 

4. Assistant Professors  

A doctoral degree, or its equivalent from a Saudi university or other recognized 

universities, is required for the appointment of an Assistant Professor. The University 

Council may add any other conditions, as stated in Article 11. 

Article 12 indicates that in case of necessity and upon the recommendation of the 

board of the department and the College Board or Scientific Council, The Board of the 

University can appoint Assistant Professor, without the requirement to obtain a 
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doctorate in the disciplines to those who do not grant doctoral degrees according to 

the following criteria: 

1- Having a master degree or equivalent from a Saudi university or another 

recognized university 

2- Having spent at least three years as a lecturer 

3- Providing scientific production of not less than three units published after 

earning a master degree, including at least one unit conducted individually, and 

that the provided scientific production should be consistent with what is stated in 

Article 29 of this document  

 

5. Associate Professors  

Article 13 declares that subject to the provisions of Article 12, it is required for the 

appointment of the Associate Professor: 

1- Obtaining a doctoral degree from a Saudi university or other recognized 

universities 

2- Having spent at least four years of experience as a faculty member in the 

university or other recognized universities after being appointed as an Assistant 

Professor 

3- Being promoted as an Associate Professor by one of the Saudi universities or 

other recognized universities 

6. Professors    

In Article 14, it is stated that subject to the provisions of Article 12, it is required for 

appointment of the professor: 

1- Obtaining a doctoral degree from a Saudi university or other recognized 

universities 
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2- Having spent at least four years of experience as a faculty member in the 

university or other recognized universities after being appointed as an Associate 

Professor 

3- Being promoted as a Professor by one of the Saudi universities or other 

recognized universities 

 

Faculty members are appointed based on the recommendation of the board of the 

department and the college specialists and recommendation of the Scientific Council; 

and the University Council shall make the appointment decision, as clarified in Article 

15. 

It is explained in Article 16; however, that faculty members who have previous 

experience, and for the purpose of salary, they are appointed according to the 

following criteria: 

1- Experience must be gained after the stipulated qualification for appointment. 

2- The experience should be in the field of specialization and has been gained 

while working in a Saudi university, other recognized universities, at one of the 

government departments, or at international organizations. 

3- Experience is counted for the purposes of salary according to the following: 

A. experience in the membership of the faculty of the university on a year-

for-year basis. 

B. experience that is not in the field of teaching (if homogeneous with the 

field of specialization) on the basis of a year-for-half year basis. 
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Appendix 13: Teacher Evaluation Form Sample/ Other 
Qualifications Holders  
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The Academic Council 

 

 

Instructions 

1. The file is filled out once a year, two months before the end of the academic year. 

2. The lecturer/teaching assistant fills out the information in the first three sections 

3. The department chair or department supervisor fills out Section 4. 

4. The vice-dean of the college adds their input in Section 5-A. 

5. The dean/dean of the Women's Campus adds their input in Section 5-B. 

6. The file is archived in the dean's office and the department is given a copy. 

7. The lecturer/teaching assistant is entitled to view the data in Section Four of their academic file and 
sign their acknowledgement, not their approval. 

8. An asterisk (*) is added on the left-side margin of the page opposite items with enclosed 
documents.  

9. This academic file is filled out by lecturers and teaching assistants with full-time academic posts 
who are not enrolled in any academic programs.  

 

 

 

 

 

 

 

The Academic File for Lecturers and Teaching Assistants. 
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Section 1: Personal Information 

 
Section 2: Courses Taught in the Academic Year 1434/1435 

 

 

 Name: 
                                               Department: College:  
□ Lecturer      □ Teaching Assistant        □Language 
Instuructor 

Position:  

                                University:                              
Year: 

BA Major: 

                                University:                              
Year: 

MA MAjor: 

 Number and 
Date of Current 
Job Assignment: 

 Current Position 
and Place of 
Work: 
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Section 3: Activities (Including student activities, academic activities, 
and administrative activities): 

 

  

 
 
 

No Activities Participated in the Following Activities: 
 
……………………………………………………………………………………………
…………………………………………………………………………….. 
 
……………………………………………………………………………………………
…………………………………………………………………………….. 
 
……………………………………………………………………………………………
…………………………………………………………………………….. 
 
……………………………………………………………………………………………
…………………………………………………………………………….. 
 
 
 
 
Department Chair/Supervisor:                                            Lecturer/Teacher 
Assistant/Language Instructor 
Name:                                                                                   Name: 
Signature:                                                                              Signature: 
Date:                                                                                       Date: 
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Section 4: Academic Performance Evaluation: 

  

Cooperation and communication with students

*In case of inapplicability, please write N/A. The points will be disregarded and the 
percentage will be calculated according to the remaining topics. 

Department Chair/Supervisor:                                            Lecturer/Teacher 
Assistant/Language Instructor 
Name:                                                                                    Name: 
Signature:                                                                              Signature: 
Date:                                                                                       Date: 
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Section 5: Approval of the Academic Performance of the Lecturer/Teaching 
Assistant/Language Instructor: 

 

ـھ7/1435  

 
 

 
 
           (a) Opinion of the Vice Dean of the College 

...................................................................................................................................................................................................
........... 

 
...................................................................................................................................................................................................

........... 
 

...................................................................................................................................................................................................
........... 

 
...................................................................................................................................................................................................

........... 
 

...................................................................................................................................................................................................
........... 

 

 
 
 
           (b) Opinion and Approval of Dean/Dean of the Women's Campus 

 
...................................................................................................................................................................................................

........... 
 

...................................................................................................................................................................................................
........... 

 
...................................................................................................................................................................................................

........... 
 

...................................................................................................................................................................................................
........... 

 
...................................................................................................................................................................................................

........... 
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Appendix 14: Teacher Evaluation Form Sample/ Doctorate Holders  

 

 

 

 

 

 

 
 
 
 
 
 
 
 
 
 
 
 
 
 

 
 المملكة العربیة السعودیة

 وزارة التعلیم العالي
 جامعة الملك عبد العزیز

 
 الملف األكادیمي

 لعضو ھیئة التدریس بالجامعة
Faculty Academic Portfolio 

 
 

    : Name االسم :       
 

 : Collegeالكلیة :           
 

  .Dept               :      القسم
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 ـھ 14

 

 

 

• The Faculty member fills out pages (1,2,3 and 4) and sign on page(4). 
• The Chairman fills out pages (5,6,7, and 8) , signs and approves page(4). 
• The concerned Vice-Dean verifies the upper part of page(9). 
• The Dean approves the lower part of page (9). 
• This file should be prepared periodically, once a year, two months before 

the end of the academic year. 
• The file should be kept at the Dean’s office and a copy of it should be 

given to Department. 
• The faculty member has the right to look at his file and sign for knowing 

the contents and not for the approval (He may attach his comments 
separately). 

• A(*) should be used to the left of each item with attached documents. 
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 الجزء األول
 
 نشاط عضو ھیئة التدریس 
 

  ھـ14 ھـ إلى    /    /    14الفترة من     /     /    
 
ACTIVITIES OF A FACULTY MEMBER 
Period: FROM     /    /       TO     /     /     

 
 

                                                                             :Nameاالسم :
                                       :General Specialization  التخصص العام 

                                                   :Specialization  التخصص الدقیق 
                                       :Last Qualificationالمؤھل العمي األخیر :

                                                  :University الجامعة المتخرج منھا :
                                           :Date of Last Degree تاریخ التخرج :

                :Appointment Dateتاریخ التعیین في عضویة ھیئة التدریس :
 المرتبة العلمیة :                                     تاریخ الحصول علیھا :    /    /

 
 یعبأ من قبل عضو ھیئة التدریس . •

 ویعتمد من رئیس القسم (المشرفة على القسم). •
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Alamoudi, K 

 

401 

 

 



Alamoudi, K 

 

402 

 

 

 

 

 

 

  

 عیقوت

 سیردتلا ةئیھ وضع
Sign. of Faculty Member 
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يناثلا ءزجلا  

 
سیردتلا ةئیھ وضع میوقت  

 

 
 .)مسقلا ىلع ةفرشملا( مسقلا سیئر لبق نم أبعی

 . عالطالاب سیردتلا ةئیھ وضع ھیلع عقوی

 .كلذ دارأ نإ لقتسم باطخ يف هرظن ةھجو قافرإ سیردتلا ةئیھ وضعل

 .صتخملا ةیلكلا )ةلیكو( لیكو قیثوتو يأر

 )تابلاطلا مسق ةدیمع( . ةیلكلا دیمع دامتعاو يأر
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) يملعلا مسقلا سیئر هدعی ( سیردتلا ةئیھ وضعل يمیداكألا ءادألا میوقت  

 : يمیلعتلا ءادألا )أ(
 

*میوقتلا رصانع  
میوقتلا ةجرد  

 قبطنی ال 100 نم

   ةیسیردتلا ءابعألاب مازتلالا -1
   ةیبتكملا تاعاسلاب مازتلالا -2
   میلعتلا تاینقتو لئاسو مادختسا -3
   اھسیردتب موقی يتلا ةیمیلعتلا داوملا ثیدحت -4
   .تاررقملا تادرفمو جھانملا عضو يف ةكراشملا -5
   .سیردتلا يف دیلاقتلاو فارعألا مارتحا -6
   .نیسرادلا میوقت يف ةكراشملا -7
   .اھتشقانم يف ةكراشملاو لئاسرلا ىلع فارشإلا -8
   مسقلا تارارقب مازتلالا -9
 )100 نم      ( يلامجإلا لدعملا

 يلامجإلا نم %25 ةیملعلا ةیقرتلل بستحملا لدعملا

 .ةقبطنملا رصانعلا لدعم ذخؤیو ھتمالع فذحتو "قبطنی ال" بتكی رصنعلا قابطنا مدع ةلاح يف *

 .)مسقلا ىلع ةفرشملا( يملعلا مسقلا سیئر تاظحالم
..................................................................................................................................
........................ 
..................................................................................................................................
........................ 
..................................................................................................................................
........................ 
 
 : )مسقلا ىلع ةفرشملا( يملعلا مسقلا سیئر                                    
.................................................. 
                             : عـــــــــــیقوــــــتلا                                    
.................................................. 
 ـھ 14       /     /      : خـــــــــــیراــــــتلا                                    
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 : عمتجملاو ةعماجلا ةمدخ )أ(
 

 

*میوقتلا رصانع  
میوقتلا ةجرد  

 قبطنی ال 100 نم

   .يملعلا مسقلا سلجم تاسلج روضح -1

   .ماھم نم ھب فلكی ام ذیفنت -2

   .يملعلا مسقلا تاطاشن يف ماھسإلا -3

   .ةیلكلا تاطاشن يف ماھسإلا -4

   .ةعماجلا تاطاشن يف ماھسإلا -5

   .عمتجملا ةمدخ جمارب نم مدقی امیف ةكراشملا -6

   . ةعماجلاو ةیلكلاو مسقلا فادھأ ققحی امل يلكلا غرفتلا -7
 ةینفلاو ةیرادإلا ةیملعلا تابجاولا ءادأ يف نیرخآلا عم نواعتلا -8
   .يملعلا مسفلل

   )نانسأ – يرشب بط( ةیجالعلا تامدخلا میدقتب مازتلالا -9

 )100 نم      ( يلامجإلا لدعملا

 يلامجإلا نم %15 ةیملعلا ةیقرتلل بستحملا لدعملا

 .ةقبطنملا رصانعلا لدعم ذخؤیو ھتمالع فذحتو "قبطنی ال" بتكی رصنعلا قابطنا مدع ةلاح يف *

 .)مسقلا ىلع ةفرشملا( يملعلا مسقلا سیئر تاظحالم
...................................................................................................................................
....................... 
...................................................................................................................................
....................... 
...................................................................................................................................
....................... 
 
 : )مسقلا ىلع ةفرشملا( يملعلا مسقلا سیئر                                    
.................................................. 
                             : عـــــــــــیقوــــــتلا                                    
.................................................. 
 ـھ 14       /     /      : خـــــــــــیراــــــتلا                                    
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 : تایكولسلا )ج(

 

 میوقتلا رصانع

 
   ةیعماجلا فارعألاو ةیوبرتلا ةینھملا میقلا مارتحا يف تافلاخم ھل لھ -1

  ھئاسؤر عم نواعتم -2

ھئالمز عم نواعتم -3  

 
 . ةقثوم وأ ةرربم نوكت نأ دب ال ةیبلسلا ةلالدلا تاذ تاباجإلا

 
.................................................................................................................................. 
 
.................................................................................................................................. 
 
................................................................................................................................... 
 

 : )مسقلا ىلع ةفرشملا( يملعلا مسقلا سیئر                                    
.................................................. 

                             : عـــــــــــیقوــــــتلا                                    
.................................................. 

 ـھ 14       /     /      : خـــــــــــیراــــــتلا                                    

 

 .................................................. : سیردتلا ةئیھ وضع مسا

   ..................................... عالطالاب سیردتلا ةئیھ وضع عیقوت

q ةقفرم تاظحالم دجوت 

q تاظحالم دجوت ال 
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 : سیردتلا ةئیھ وضعل يمیداكألا ءادألا میوقت دامتعاو قیثوت

 

 

 صتخملا ةیلكلا )ةلیكو( لیكو قیثوتو يأر
 

.......................................................................................................................................................... 

 

.......................................................................................................................................................... 

 

.......................................................................................................................................................... 

 

.......................................................................................................................................................... 

 
.......................................................................................................................................................... 

 

 : صتخملا ةیلكلا )ةلیكو( لیكو مسا

 :عــــــــــــیــقوـــتلا                   

 ـھ14     /    /      : خـــــــیراـــــــــتلا                                           

 

 

 

 



Alamoudi, K 

 

408 

 

 

 تابلاطلا مسق ةدیمع / ةیلكلا دیمع دامتعاو يأر
 

.......................................................................................................................................................... 

 

.......................................................................................................................................................... 

 

.......................................................................................................................................................... 

 
.......................................................................................................................................................... 

 

 :)تابلاطلا مسق ةدیمع( ةیلكلا دیمع

 :عــــــــــــیــقوـــتلا                   

 ـھ14     /    /      : خـــــــیراـــــــــتلا                                           

 

 مسقلا ىلإ هدامتعا دعب ھتاقفرمو فلملا نم ةروص لسرت •

 .میوقتلا ضارغأ نم ضرغ ىلع لمتشی بلط لك عم يمیداكأ فلم رخآ نم ةروص قفرت •
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The University Regulations, which prescribe a faculty 
member’s duties and obligations, describe him/her as a 
well-qualified individual, capable of fulfilling his/her 
responsibilities towards the following : 
• Pursuit, enhancement, development and proper 

application of knowledge. 
• Practice of effective teaching which aims to prepare 

efficient manpower. 
• Undertaking of scientific research in order to make 

valuable contribution in the field of specialization. 
• Preservation of the religious and moral values of the 

society through exemplary conduct. 
 
The academic performance is evaluated in light of the 
following : 
• Full time commitment towards duties and 

obligations. 
• Distinguished execution and scholarly achievement 

in field of specialization. 
• Strict adherence to the laws and rules that govern 

the relationship between the University and its 
faculty members. 

 
The Regulations also detail the duties and 
responsibilities of the faculty member towards the 
following : 
• Teaching 
• Scientific research 
• Duties required by University. 

 
1. Objectives of Academic Evaluation 
 
By evaluating its faculty members, the University aims 
at : 
i) Reviewing the performance of faculty members 

to ensure conformity with conditions dictated by 
the University regulations. 

ii) Revealing aspects of strength and weakness in 
that performance. 

iii) Enabling  members to improve their academic 
performance. 

iv) Considering distinguished performance as a 
basis for granting faculty members the privileges 
of taking sabbatical leaves, attending 
conferences, seminars, workshops, and training 
programs, or of any other academic incentives. 

v) Linking promotion with the comprehensive 
academic performance. 

vi) Renewing and terminating contracts for 
expatriates on the basis of academic 
performance. 

vii) Establishing the principle of appreciating and  
            encouraging exceptional academic performance 

in the University at large. 
 

 
2. Purpose of Academic Evaluation 
 
The evaluation of academic performance will be utilized as a 
determining factor for the following purposes : 
 
i) Academic promotion. 
ii) Honorarium. 
iii) Sabbatical leaves. 
iv) Conferences, seminars, workshops, and training 

programs. 
v) Scholarships. 
vi) Nomination for senior administrative posts. 
vii) Extension of service beyond retirement. 
viii) Secondment and consultations. 
 
 
3. Components of the Evaluation 
 
The evaluation of the academic performance for faculty 
members includes the following components : 
 
i) Teaching performance. 
ii) Academic duties. 
iii) General conduct. 
 
4. Frequency of Evaluation 
 
The academic evaluation of faculty members should be 
conducted annually, two months before the end of the 
academic year. 
 
5. Design of the Evaluation Forms 
 
The following factors were taken into consideration for the 
design of the evaluation form : 
 
i) Conformity with the requirements furnished by the 

University’s criteria for the staff academic 
evaluation and promotion. 

ii) Clarity and simplicity. 
iii) Presenting the evaluator with various options (five 

numbered options). 
iv) Assuring a high degree of review by the Vice-Dean 

and the Dean of the College. 
v) Reducing the confidentiality restrictions to allow 

the evaluator more objective assessment by 
working with Vice Dean, and Dean of College. 

vi) In case that certain criteria do not apply to 
certain member, such as supervising theses where no 
post-graduate programs exists, the non-applicable 
criteria should not be considered and the average of 
the applicable criteria should be considered. 

Evaluation of the Academic Performance 

 of a Faculty Member of the University 
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