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TEACHER EVALUATION FOR GROWTH

PREFACE

For several years, the Northwest Regional Educational Laboratory (NWREL)
has conducted research in growth-oriented teacher evaluation. This
research, based on effective schools practices and NWREL's work in
schools, identified the important attributes of a specific kind of
teacher evaluation environment--that is, an environment that promotes the
professicnal development of teachers.

NWREL's research has been translated into a program to assist school
districts in developing an effective teacher evaluation program
Acknowledging that school systems are unique in their needs for effective
evaluation practices, program components and levels of service are
adapted to meet specific needs, goals, and objectives of the various
districts. The training process described in this manual is only one
phase of a multi-strand system described below that also includes an
awareness workshop. an evaluation of the district teacher evaluation
environment, and technical assistance in evaluation planning.

Awareness Workshop

The Awareness Works.op brings participants up-to-date on recent research
in teacher evaluation. Also presented is the methodology of evaluating a
school district's evaluation program through the administration of the
Teacher Evaluation Profile (TEP).

District Evaluation and Design Conference

The Design Conference provides the district an assessment of their
current evaluation program and precise diagnostic information on the
potential growth and professional development of the district teacihing
staff. This assessment is based on a survey in which teachers are asked
to respond to items on the Teacher Evaluation Profile, a questionnaire
describing a teacher's most recent evaliation experience.

Technical Assistance

Technical Assistance is available to educational agencies in the process
of reviewing, evaluating, or revising the teacher evaluation program.
The agenda :s flexible to accommodate unique needs, interests, and
concerns.

Training

If results of the TEP analysis, review of district evaluation procedures,
and discussion during the design conference reveal specific teacher




evaluation skills that need to be developed in the district, NWREL has
developed a series of workshops that can be adapted to meet those
training needs. |t is recommended that training include teams of
administrators and teachers.

Though the main thrust of the training is to assist in setting up ar
evaluation program for competent teachers whose goals are tn continue to
grow professionally, the activities and materials may be adapted to
support the accountability or summative program of evaluation.

This training manual is the culmination of research and work in the
schools. We have been privileged to assist school districts in
developing their teacher evaluation programs and involving their teachers
and administrators in the piloting of the training ccmponents in this
manual .

Of special note is the partnership program developed with the Centennial
School District, Portiand. Oregon. Centennial was vne of five districts
piloting the Teacher Evaluation Profile (TEP). This program expanded to
include both a collegial training program for teachers and administrators
in effective evaluation procedures and a col laborative effort in
developing an evaluation program with a major emphasis on how to promote
teacher growth while demonstrating minimum competency required by law.
The opportunity of working with this Cistrict in a supportive environment
resulted in a program that has become a model for other school districts.

We wish to express sincere appreciation to those whose knowledge and
support have provided the encouragement and supported the concept of
developing a program based on evaluation for professional growt and
development. Special thanks to Daniel Duke, Keith A. Acheson, Ted
Andrews, Marv Hempel, and regional laboratory researchers for their
support and contributions to our efforts. And finally, thanks to Carrol
Neuhart and Merry Millage for their patience and careful preparation of
this manual .

Mary T Rose
Richard Stiggins
Fran Caldwel |
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FIVE KEYS TO GROWTH
TEACHER EVALUATION FOR PROFESSIONAL DEVELOPMENT

INTRODUCT ION

This manual describes a training program for those who are involved in
teacher evaluation. The purpos€ of the program is to provide educators
who evaluate classroom instruction with the necessary tools that re.ult
in professional growth activities for the teacher and imoroved classroom
instruction. The purpose of this manual is to prepare trainers to
present the program to educators on the firing line.

This program is based on research conducted by the Northwest Regional
Educational Laboratory (NWREL). That research involved a review of the
effective schools |iterature and extensive interviewing and surveying of
school district teachers and administrators involved in teacher
evaluation. A detailed account of the research is described in two
recently published books: The Case for Commitment to Teacher Growth:
Research on Teacher Evaluation (State University of New York Press) and
Teacher Evaluation: Five Keys to Growth (co-published by the American
Association of Sciool Administrators, Nationa! Association of Secondary
School Principals, National Association of Elementary School Principals,
and the National Education Association). Both are co-authored by Richard
J. Stiggirs and Daniel L. Duke. Prospective trainers are urged to obtain
copies of each of these and study them as part of their preparation.

Duke and Stiggins' studies identified five valuable keys or elements to
an effective growth producing evaluation process. There are elements
that teachers bring to the evaluation event that contribute to the
positive results of the experience. There are attributes that the
evaluator brings to the event that contribute to success. The specific
procedures used to collect performance data also are related to a
positive outcome of the evaluation, as are speci fic characteristics of
the feedback delivered to the teacher. And finally, the general context
within which the event takes place appears critical to .ts success. The
research revealed that when these elements are integral to the evaluation
process there is great potential for teacher growth and professiona!l
developmenit. Thus, attributes of these elements promoting the
professional growth of teachers form the basis for this training.

Joint participation by teachers and administrators is encouraged in all
phases of the evaluation process and therefore of this training. A
primary purpose of the training is to build a strong, collegial
relationship between teachers and supervisors. A goal of the training is
to develop, through teams of teachers and administrators, the cooperative
effort necessary to achieve the mutual trust needed to promote teachrer
growth and school improvement.

III




Tne tra:ning program has five modules based on the elements described 1n
Teacher Evaluation: Five Keys to Growth. To develop a comprehensive

program, the full training schedu'e of five modules is recommended.
However, modules may be used alone or with any number of the others based
on a district's need or interest. The TEP is often used in a district to
;dent i fy specific mocules that would be most beneficial to a2 specific
evaluation program.

CONTENT OF THE FIVE MODULES

Module | - Setting the Stage: Teacher Evaluation for Professional Growth

When teachers and administrators communicate openly, important things can
happen Concerns and goals can be shared and eventually agreement
reached. This is known as "coming to a common vision,” and is the first
step 1n a teacher evaluation program for growth. This module reviews the
research which produced the publication Teacher Evaluation: Five Keys to
Growth and the Teacher Evaluation Profile (TEP), a questionnaire
describing teachers' perceptions of the evaluation environment. The
module also addresses the concept of common vision, presents a modeil of a
growth oriented evaluation system, and provides training in the
conducting of a planning conference.

Module Il - Collecting Observation Data

When teachers are given spec: fic, accurate. descriptive data on classroom
instruction, particularly when the focus s on aspects the teacher
selects. there 1s motivation to change. take risks. and improve classrcom
‘nstruction. Therefore. to fac:!itate a teacher's professiona! growth.
classroom observation must be teacher directed, specific. and accurate.
Module Il informs participants of the kinds of classroom behavior that
can be recorded through observation, familiarizes them with the use of a
number of common observational tools, and demonstrates the utility of
teacher-made observation tools.

Module 111 - Providing Feedback/The Post Conference

Having collected classroom data the next step for observer and teacher
's to analyze and interpret the results The task 1s the teacher’'s  All
data should be received by the teacher first. Because the informat ion
was recorded purely as descriptive rather than judgmental data. the data
usual ly speaks for i1tself. Listening, sharing, and asking for
suggestions in a caring environment are valuable components of the
post-conference. This module will present methods to analyze ard
interpret descriptive data and provide procecdures for a mutually

productive post-conference ieading to meaningful goal setting.

Module |V - Using Other Sources of Data

Though classroom observation 1s often used in teacher evaluation, other
sources of evaluation data are not to be discounted, particularly in

evaluation for professiona! growth where legal and contractual
requirements are not restrictive. This module presents other means of

)




measuring instructional effectiveness: student assessment, teaching
artifacts, student evaluations, and self-assessment. Through a
comhination of data gained using these metnods and classroom observation,
a more definitive picture of instructional skill comes together.

Module V - Goal Setting and Next Steps

integral to effective evaluation is the goal setting process. Goal
setting occurs when reliable data have been collected, analyzed, and
interpreted. Only then can meaningful, achievable goals be set. This
module gives participants criteria for productive goals and presents
ideas for motivating and providing resources for teachers. It also
allows participants to begin the process of implementing a growth
oriented evaluation program in their own school. Participants are
encouraged to break with tradition ano begin to think creatively in
regard to their particular school or district and its needs.

TIME_CONS IDERAT IONS

If all five modules are to be covered, it is best to allow three weeks to
one month between each to give participants time to complete the activity
assignments associated with each module. These activities are assigned
at the conclusion of Modules i, Il, III, and IV. |f fewer than five
modules are proposed, trainers will need to adjust the assignments
according to the modules selected for training.

Approximately three hours should be scheduled for each training session.
This will allow sufficient time for presentations, lecturettes, etc. and
provide the trainer with the flexibility needed to provide adequate time
for participant interaction. There are suggested timelines in the
directions for the activity in each module. The times are for groups of
no more than 30 participants.

MODULE FORMAT

Modules present a step by step procedure and include all back-up
materials. The format for each module is as fol lows:

Module Overview providing definition, anticipated outcomes, and
agenda.

Training Agenda providing the procedure of the module with time
al lowances and required materials.

Activity Instruction Sheets giving detailed trainer instructions
for each activity on the agenda.

Participant Handouts with accompanying Activity Instruction

Sheet. FEach is labeled with an identifying code, e.g., H
(hand-out)-1 (module number)-2 (handout number).

v 10




Hard-copy Transparencies given in order and annotated on the
Activity Instruction Sheet. Each is labeled with an identitying
code, e.g., T (transparency)-11 (module number)-4 (transparency
number ).

Space is allocaled at the end of each activity in the manual for
trainer's notes regarding any modifications of activities that will
compliment a trainer's style of presentation.

Materials in the training manual are color coded. The trainer
instructions are grey; transparencies are white, and participant handouts
are blue. Separate packages of hard copy transparencies and participant
handouts accompany the trainer's manual.

ADDITIONAL TRAINING SUPPLIES

Equipment: Materials:
Overhead projector Nametags
Video cassette recorder Char tpack
Television monitor Masking tape

Push pins
Marking pens
Chalk

Pens, pencils
Blank paper

Blank transparencies
Two videotapes of teaching episodes
Transparency pens

Note on videotapes:

Videotapes of teaching episodes provide workshop participants with an
opportunity to practice taking classroom performance data. "Another Set
of Eyes: Techniques for Classroom Observation". a training series
produced by the Association for Supervision and Curriculum Development,
includes videotapes appropriate for the data gathering activities ir
Module 11.

If possible. it 1s recommended that trainers make their own tapes.
Seif-confident teachers are usually willing io allow a video camera in
their classrocms, particularly if the tape is to be used in other schools
or districts. Give teachers sufficient advance notice of tne time and
date of the taping. Stress that the class session should be unrehearsed
and as close to a "normal" class period as possible.

If the trainer will be doing the videotaping, the following suggestions
prove helpful in producing a more professional product. A video cassette
tape, television camera, compatible video cassette recorder, television
monitor, and a tripod are essential when producing a videotape.

Vi

11




Position the camera, mounted on the tripod, somewhere near the middle at
the side of the room where the faces of the teacher and students can be
viewed without a great deal of camera movement; and the voices of all,
particularly the teacher, can be easily recorded. Long shots, which
capture the background, and medium shots, retaining most of the
background, are probably most useful. Close-ups will exclude too much.
Keep tne process simple, as any attempt at "creative" zooming and panning
may result in a blurry prasentation. As in all camers work, be careful
of lighting. Keep your back to bright windows so that light is on your
subjects, not behind them.

Begin when the class or lesson does. Starting in the middle may be
confusing to the viewer and disruptive to the class and teacher. Twenty
or thirty minutes is generally long enough for a practice observation
tape.

OTHER ITEMS TO CONSIDER

Before conducting trairing:

1. Verify dawe, time, place, and number of participants expected.

2. Try to hold sessions in a room with movable seatiug to accommodate
both large and small group settings. Tables with five or six Chairs
are ideal.

3. Prepare sufficient handouts and arrange in order of use.

4. Prepare and organize transparencies, and position an overhead
projector so all observers have an uncbstructed view.

5. Check all equipment and material needs. Make sure machines are in
working condition and locate outlets and light switches.

During the training:
1.  Encourage participants to growo themselves by school or district.
2. Move activities along, better a little too fast than too slow.

3. Allow for breaks approximately half-way through each session. Ten
minutes is usually sufiicient. Refreshments are appreciaied.

4. Do not read or memorize a lecturette. Speak from notes or from the
transparencies.

5. Watch participants for signs of bcredum or confusion. Ask for
clarification questions regularly. Modulate voice and use eye
contact to involve listeners.

6. Take a positive approach, show enthusiasm, and en,oy yoursel f.

viI
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MODULE |. SETTING THE STAGE
TEACHER EVALUATION FOR PROFESSIONAL GROWTH

"TEACHER PERFORMANCE EVALUATION, HERETOFORE,
HAS BEEN A SOLO VENTURE AKIN TO TAKING A BATH
- YOU NEVER GET TO WATCH ANYONE ELSE DO IT."

RICHARD P. MANATT, IG/A STATE UNIVERSITY/AMES

13




MODULE | - OVERVIEW

SETTING THE STAGE

TEACHER EVALUATION FOR PROFESS IONAL GROWTH

When teachers and administrators communicate openly, important
things can happen. Concerns and goals can be shared and eventual ly
agreement reached. This is known as “coming to a common vision" and
is the first step in a teacher evaluation program for growth. This
module reviews the research which produced the publication Teacher
Evaluaticn: Five Keys to Growth and the Teacher Evaluation Profile
(TEP), a questionnaire describing teachers' percepttons of the
evaluation environment. The module also addr2sses the concept of
common vision, presents a model for evaluation for growth, and
provides training in the conducting of a planning conference.

Anticipated Outcomes:
Participants will -

(1) gain an understanding of effective growth
producing evaluation pract ces

(2) develop an understanding of the need for a
common vision

(3) understand the basic concepts and purpose
ot a planning conference

(4) become aware of the roles anc feelings of

the teacher and evaluator in the planning
conference

14



MODULE | AGENDA
Activity Purpose
Introductior. and Agenda o to introduce trainer and
Shar ing participants
o to establish a climate of openness
o to present module components and
activities
Introduce Evaluation o to present research and
for Growth effective practices in growth
producing teacher evaluation
’ Cstablish a Vision of o to develop an understanding
Good Teaching and a Model of the need for a common
of Growth Oriented Teacher vision
Evaluation o to present a model of
evaluation for growth
Prenare a Planning o to explain the purposes
Conference and elements of planning

conferences and provide practice
in conducting them

Summary, Assignment, and o to summarize main points
Evaluation o to give observation assignment
o to allow participants to evaluate
module

15
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MODULE |: TRAINING AGENDA

Approximate time:

Activity

. Introduction and
Agenda Sharing

introduce seif and
participants

explain why training
is being given

Jdistribute Module |
Overview

give overview of
workshop activities

ask for clarification
questions

discuss concerns
present Workshop
Themes

. Presentation:
"Evaiuation for
Growth"

present lecture

ask for questions

. Develop a Common
Vision of Good Teaching
and a Model for
Evaluation

2 hours, 15 minutes

Time Materials
5 min. Handout:
Module | Overview
(H-1-1)
Transparency:

Workshop Themes (T-1-1)

30 min. Transparencies:

Teacher Centered
Evaluation (T-1-2)

Teacher Suggestions
(T-1-3)

Administrator
Suggestions (T-1-4)

Barriers (T-1-5)

Keys to Growth (T-1-6)

Teacher Evaluation
Profile (T-1-7)

Resenrch Results
(T-1-8)

30 min. Transparency:
Keys to Training

(T-1-9)

16



introduce concept of
common visicn

divide group into
smal | groups

assign topic
spokesperson selecged
teams report to large
group

. The Planning
Conference

present lecture
answer questions

participants form
teams

teams discuss and list
topics to cover in a
planning conference

team recorder lists
topics

group with longest
list reports

present checklist on
overhead

answer questions
distribute handout
discuss element o1
trust using handout
(H-1-3)

ask for two role play
volunteers

40 min. Transparencies:
Important Aspects of
the Planning
Conference (T-1-10)
Preobservation Planning

Guide (T-1-11)
Handouts:
Preobservation Planning
Guide (H-1-2)

The Interpersonal
Effect of Responses
(H-1-3)




o after role play,
invite comments on
appropriate or
inappropriate
behavior in the role
play

o players respond to
questions and report
feelings and problems

o facilitate discussion

5. Summary, Assignment, 10 min. Handout :
and Evaluation Module | Summary
Assignment (H-1-4)
o pass out Summary and Evaluation Form (H-1-5)

Assignment handout
0 review main points

o give assignment,
answer questions,
distribute and
collect evaluation
forms

NOTE: Training supplies and equipment needed for Module |-

Name Tags for Trainers and Participants
Char tpack (optional)

Overhead Projector

Marking Pens

Paper and Pencils for Participants

OO0 000
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Activity 1

Purpose:

Procedure:

MUDULE |
INTRODUCTION
AGENDA SHARING

To introduce trainer and participants
To establish a climate of openness

To present module components and activities

Trainer introduces self (and co-trainer). Have
participants form groups of two and share name, position,
school, and something interesting about themselves. Each
group joins another group of two and introduces their
partners. Groups of four introduce one another to the
large group.

Trainer distributes Module 1 Overview and reviews agenda
with participants. (H-1-1)

Option: Agenda items are written on chartpack as well.

Trainer presents workshop themes of openness and
collaboration. (T-1-1)

WORKSHOP THEMES

Use a team approach

(Col leagues working together can accomplish far more than
one individual. A major goal of the training is that
solid collegial relationships wili develop and remain
long after the training has been completed.)

Gather useful information on teach.ng performance

(As participants complete the observation assignments in
each module and join in the debriefing sessions which
follow, they will collect valuable information on
effective teaching.)

19




Encourage commitment to improvement

(Without encouragement, few would gain the commitment
necessary to improve their skills. The training
activities are designed to open participants' minds to
new directions, break old boundaries, and eliminate the
fear and apathy that can |imit professional growth.’

Link evaluation to professional development

(Evaluation need not become a pro forma experience that
is performed annually. With positive direction,
evaluation can improve teacher effectiveness and bring
about positive feelings between teaching statf and
administrators.)

NOTES:




Q Activity 2

MODULE |
PRESENTATION

"EVALUATION FOR GROWTH"

Purpose:

1. To present research and effective practices in growth

producing teacher evaluation
Procedure:

1. Trainer presents lecture on teacher centered evaluation
and the research supporting effective practices for
teacher growth and professional development. A lecture
example is given, but modifications may be made to
accommodate the trainer's presentation style.

POSSIBLE SCRIPT (adapt as needed to fit context)
. The research on teacher-centered evaluation has shown

that when the evaluation process results in a teacher's
individual growth and professional competence, several
conditions must be in place. A teacher's individual
needs become central to the process -- those areas and
goals that a teacher feels will support that teacher's
professional development and enhance the teaching and
learning process occurring in the classroom.

To promote the potential for growth and development, a
teacher needs support from the supervisor through
meaningful classroom observations and feedback; support
from colleagues in a peer evaiuation program; positive
input from students in the classroom, and a systematic
sel f assessment of classroom activities. For this system
to meet the needs of the teacher, sufficient resources
and activities must also be provided over a period of
time to stimulate and encourage that growth. (T-1-2)

There is, however, much research to document the fact

that teachers rarely derive any professional improvement

from their participation in current evaluation

piograms. Research conducted at the Northwest Regional

Educational Laboratory has attempted to determine why
‘ this is the case. Through this research, barriers to an

effective growth producing evaluation have been

Q 8 2!1




identified and a training program has been developed that
increases the potential for teacher growth and
development through the evaluation process. A brief
summary will help set the stage for the Teacher
Evaluation Five Keys to Growth Training.

The research consisted of three studies involving
extensive interviewing and surveying of administrators
and teachers and a thorough review of current research on
teacher evaluation. The first study, conductud in four
school districts, consisted of indepth interviews with
teachers and sugpervisors, as well as responses to

quest ionnaives on procedures and perceptions of
evaluation effectiveness.

NOTE: In preparing for this part of the presentation,
the trainer should study the article entitled

"Per formance Assessment for Teacher Development™ which 1s
in the Appendix.

In interviews, teachers and administrators made the
following suggestions on how to improve the evaluation
process: (T-1-3)

TEACHER SUGGESTIONS

0 More collegial observation
(an interchange of teacher to teacher; sharing
information and observations)

0o More self evaluation
(not a general reflection but a systematic analysis
of performance)

o Better performance criteria
(better standards by which to he evaluated; areas
that are important to me as a teacher; standards that
are relevant on a day-to-day basis)

o More frequent observations
(when observation does occur, it is often positive,
but it doesn't happen often enough)

o Better evaluation training for supervisors
(emphasis should be placed on feedback techniques)

o Better observation techniques
(should be systematic and descriptive)

o &2




Effective communication

(communication in a way that promotes trust in the
evaluation process whether it is teacher to teacher
or teacher to supervisor)

Emphasis on improvement as oppoused to accountability
(in teacher's perception evaluation is primarily
conducted for accountability purposes)

Link to inservice training

(when evaluation is for teacher growth, teachers can
link their professional development goals to various
ins~rvice projects)

The administrators made the following suggestions for
improvement in the evaluation process: (T-1-4)

ADMINISTRATOR SUGGESTIONS

More trust
(develop a system with trust that the program is for
teacher growth)

More time
(need a system that has time to be involved with
teachers and be in the classroom)

More cooperation (vs adversary)

(develop a cooperative program that encourages
working together as opposed to a "them against us”
feeling)

More training
(administrators felt they needed continued training
in observation procedures and feedback)

Increased staff involvemunt
(in planning and conducting the evaluation process
instead of being perceived as an administrative task)

District emphasis on improvement

(emphasis on improvement and for staff growth and
development; a visible public commitment to growlh;
needs to come from the top down)

10
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o Accountability for evaluation
(administrators were willing and anxious to be held
accountable for evaluation if there was support by
the district for training, staff involvement, etc.)

As a result of .he case studies and in collaboration
with supervisors, teachers, and principals, the
following barriers to growth oriented systems of
evaluation were identified: (T-1-5)

BARRIERS TO EFFECTIVE EVALUATION
1. Lack of Skills in

A. Evaluating
B. Communicating

2. Insufficient Time

3. Processes that Protect Due Process may Inhibit
Professional Development
(by depriving the tcacher of valuable feedback that
may not meet the criteria of being legally defensible
according to the collective bargaining agreement)

4, Trust is Lacking

The second study examined teacher growth from a different
perspective. The study focused on teachers who reported
that they had experienced professional growth as a result
of a high quality evaluation experience. Only about
thirty such cases could be identified for study, but the
comparative analysis of each of these cases resulted in
the identification of the following elements that were
apparent in each of the successful evaluations. (T-1-6)

Note: In preparing to do this phase of the presentation,
the trainer should study the practioner's guide leacher
Evaluation: Five Keys to Growth.

KEYS TO PROFESSIONAL GROWTH
Attributes of: '
THE TEACHER

(exnectations of a teacher for professional growth and
development)
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THE EVALUATOR

(interpersonal relationship between evaluator and teacher
and the training of the evaluator in teaching techniques
and classroom observation)

EVALUATION PROCEDURES
(kinds of classroom data, e.g., observations, student
achievement, appropriate standards of performance)

FEEDBACK PROVIDED
(quality and depth of suggestions provided in feedback)

EVALUATION CONTEXT
(district program values growth as shown in context and
time and resources allotted for effective evaluation)

The third study was to determine if the attributes
uncovered in the previous studies as necessary to a
successful evaluation exparience were related to the
experiences of the general teacher population. A survey
was conducted which asked over 400 teachers to describe
their recent evaluation experiences in terms of the keys
to success that had been identified in the previous
studies: the teacher, the evaluator, data collection
procedures, the feedback, and the evaluation context.
Results verified that these five sets of attributes are
indeed highly correlated with the quality and impact of
the evaluation experience.

Based on an analysis of these results, a questionnaire
was developed, the Teacher Evaluation Profile (TEP), that

can provice school districts with the tollowing
information on their teacher evaluation program: (T-1-7)

TEACHER EVALUATION PROFILE
(TEP)
A Program Evaluation Instrument That:
o Describes the environment of teacher evaluation
o Evaiuates the growth producing potential
o Diagnoses specific problems
o Provides specific training focus

o Tracks change over time
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To summarize the research that forms the basis of this
training: (T7-1-8)

TEACHER EVALUATION RESEARCH RESULTS
Teacher Evaluations Rarely Promote Growth

Teachers Can Grow from Sound Evaluation
Experiences

The Same Ev.'uation System Cannot Serve Growth
and Accountabi . .tv Purposes

Keys to a Sound Growth System

Teacher Open to Change

Evaluator who has Credibility

Sound Data Collection Procedures

Effective Feedback

Growth Oriented District Context

District Procedures and Practices can change to

‘ Promote Growth

Note: A description of the requirements and differences
between an accountability system and a growth oriented
evaluation system are described in the article "Teacher
Evaluation® Accountability and Growth Systems -
Different Purposes". This article is included in the
Appendix and may be duplicated as a handout for
discussion.

OO0 0000

2. At this point the trainer solicits questions and
encourages interaction between participants and the
trainer about the research presented in the lecture.

NOTES::
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Activity 3

MODULE |
DEVELOPING A COMMON VISION OF A GOOD TEACHING
MODEL OF GROWTH ORIENTED TEACHER EVALUATION

Purpose:
1. To gc.glop an understanding of the need for a common
vision.
2. To present a model of evaluation for growth.
Procedure:

1. Trainer introduces conczpt of common vision.

Example: When teachers and administrators begin to talk
about the.r mutual concerns, progress can result.
Establishing mutual goals is establishing a common
vision, one that can be worked toward together.

All successful organizations, whether they be Disneyland,
McDonalds, IBM, or a school system, operate on a vision
of success. This means all people involved, from the
newest employee to the chairman of the board, have the
same idea of what their organization should be, and each
one works wholeheartedly toward that gcal. That vision
works most effectively when all share a common view of
this goai. Therefore, before the process of teacher
evalua‘ion can begin, a common vision of good teaching
must exist between administrator and teacher

2. Trainer divides participants into teams and selects a
topic to evoke discussion from team members on their
vision of good teaching.

Groups are to assume they are a team assigned to go into
a classroom and watch a teacher teach. They are to list
the teacher behaviors that would :ilustrate the
specified area indicated in the topic assignment. After
the trainer assigns the topic, team members are asked to
discuss the topic, come tc a consensus, and select a
spokesperson to report the team's conclusion to the large
group.

14
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Suggested Topics:

(1) How would you determine the key characteristics of
good teaching exhibited by the teacher?

(2) What would you look for tc determine the methodology
the teacher is using ir. addressing higher level
thinking skills?

(3) What would you iook for to determine the ways the
teacher creates an interactive learning environment?

List each team's ideas on a chartpack. Trainer
facilitates a discussion on each team's vision of good
teaching. Trainer concludes activity by summarizing need
for a common vision.

Example: There is a need for a vision of good teaching.
If there is no common vision, an observer will be less
effective in providing meaningful feedback to the teacher
following a classroom observation experience.

T:2 question to be answered is, "What do | look for when
! go intu a classroom to look for good teaching?' This
question can be answered when both the teacher and the
supervisor have agreed upon a common vision of good
teaching.

Truiner presents lecturette on visioning a model of
teacher evaluation fo: growth.

POSSIBLE SCRIPT (adapt as needed to fit the context):

In teams, you have spent time sharing ideas of good
teaching. From this communication, came a common vision,
an agreement among you concerning the traits of good
teaching. Wnen a vision is shared among members of any
kind of group, they are able to move forward in pursuit
of their mutually held goals

Thus, a common vision of teacher evaluation, one that
promotes professional growth, may be focstered among
members of a teaching staff and administrators. The
modules in this training are designed to acquaint
p-rticipants with the total design of a growth oriented
evaluation system.
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Based upon the collaborative effort of those it involves,
it is dependent on open communication and a helping
collegial attitude.

We begin in Module | with the planning conference; Module
Il introduces classroom observation, and Module ||
presents delivery of feedback in the post conference.

The fourth module discusses other sources of data, and
finally, Module V deals with goal setting and steps
towards imptementation of a program of evaluation for
growth in your own school.

The success of training is tied to participant
involvement. (T-1-9)
KEYS TO TRAINING
Participants will derive maximum benefit when they:
1. Participate in all segments uf the training.

’ 2. Do the assignments - all are activities to be
conducted rather than written tasks.

3. Interact with one another - teacher to teacher,
teacher to supervisor.

4. Talk with trainers - ask questions, share
experiences, and tell us how things are going.

5. Trust each other - take risks; do things not done
before; be vulnerable and open, frank and honest,

not just in the sessions, but in the assigned
activities.

5 Trainer facilitates discussion of this vision as
appropriate.

NOTES:
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Activity 4

Purpose:

Procedure:

MODULE |
THE PLANNING CONFERENCE

To explain the purpose and elements of planning
conferences

To provide practice in conducting conferences.

Trainer presents lecturette on Important Aspects of the
Planning Conference.

POSSIBLE SCRIPT (adapt as necessary):

The planning conference is an essential step in the
evaluation process. Because it ciarifies the
instructional setting, determines.the focus of the
observation, selects a recording method, and most
impcrtant of all, establishes trust between the teacher
and observer, it influences everything that follows. |If
the planning conference i3 successful, the observation
and the delivery of feedback wiil proceed equally as well.

Approach the planning conference with an attitude
envisioning growth, one that acknowledges the teacher as
a competent professional and the observer as a fellow
educator rather than a judge. There are other important
aspects to consider: (T-1-10)

IMPORTANT ASPECTS OF THE PLANNING CONFERENCE

o Use a preobservation planning guide
(To insure that no valuable information is left out. a
planning guide concerning relevant aspects of the
classroom, the students, the lesson, and the Course is
useful.)

o Keep it informal
(Find a place where both parties feel comfortable.)

30
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o Understand conditions
(The observer should be familiar with the classroom
to be observed, both the physical setting and the
kind of students who inhabit it. Earlier visits
before observation are recommended.)

o Articulate intentions
(The teacher designates exactly who or what is to be
observed and why.)

o Avoid concentrating on probiem areas
(In fact, there may be no significant problems.
Consider observing an aspect the teacher teels is a
strength )

o Decide on an observation tool
(Select or design together a format to be used in
recording the designated behaviors.)

Trainer has participants group in teams formed earlier.

The group assignment is to list topics to cover ina
planning conference. One team member serves as recorder.

After 10 minutes, the trainer asks . ams the number of
topics listed. The team with the highest number is asked
to read the team's list. Trainer asks for additions from
other teams and facilitates dis.ussion as appropriate.

Trainer discusses the Preobse:vation Planning Guide from
the overiead and distributes handout. (H-1-2) (T-1-11)

Example: The following is an exampie of a planning
guide. It covers information that is important and
useful to both the observer and the teacher.

PREOBSERVATION PLANNING GUIDE

o Learning Objectives of the Lesson
(what does the lesson attempt to teach?)

o Student Pre-Knowledge
(Have the students already learned something about
this topic? To what extent?)
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o Anticipated Interactions
(Will it be teacher to whole group, teacher to
individual students, students to other students, or a
combination?)

o Questioning Strategies
(Wh>. kinds of questions will be asked; what thinking
levels addressed?)

o Assessment Methodology
(What formal and/or informal methods will be used to
assess student learning?)

o Class Climate
(What is the general attitude of the class?)

o Special Concerns
(Are there students with special needs or conditions
that are of concern?)

o Desired Observation Focus
(What or who will be observed and what kind of data
should be recorded?)

Trainer summarizes use of the planning guide and stresses
the importance of trust in the otserver/teacher
relationship.

POSSIBLE SCRIPT (adapt as necessary):

Examn!c: The Preobservation Planning Guide is merely a
reminder to insure that important information is shared.
It should not become a supervisor's interviewing tool.
The Planning Guide should be a tool for both parties to
review and discuss as equals.

Trust, as indicated earlier, is a necessary element
throughout the evaluation process. It will not magically
exist simply because two parties have willed it so. Each
must prove to the other that the relationship is safe and
the intentions are trustworthy. A willingness to take
risks by opening up avenues for change, expressing honest
feelings, and relinquishing power will also promote
trust. It does not develop easily, but until it does,
there is little chance for openness and growth.

John L. Wallen, Social Psyctologist, has developed a |ist
of behaviors that can open a relationship to trust and
those that can stifle trust through subordination. The
list can serve as a useful guide in conferences,
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especially when one member is in a suparvisory position.
(Trainer presents "The Interpersonal Effect of Various
Respunses" (H-1-3) and elicits questions and comments
from the group.)

THE INTERPERSONAL EFFECT OF VARIOUS RESPONSES

FREEING EFFECTS: Increases other's autonomy as a person;
increases sense of equality.

Active, attentive listening: Responsive listening, not
just silence.

Paraphrasing: Testing to insure the message you receive
is the one sent.

Perception chezk: Showing your desire to relate to and
understand him/her as a person by checking your
perception of an inner state; showing acceptance of

feelings.
. Seeking information to help you understand the person:
Questions directly relevant to what was said, not

questions that introduce new topics.

Offering information relevant to the other's concerns:
Information may or may not be used.

Sharing information that has influenced your feelings and
viewpoints.

Directly reporting your own feelings.

Offering new alternatives: Action proposals offered as
hypotheses to be tested

31ND ING-CUE ING EFFECTS: Diminishes other's autonomy by
increasing sense of subordination.

Changing the subject without explanation: For example,
to avoid the other's feelings.

Explaining the other, interpreting his behavior: "You do
that because your mother always...." Binds the person to
nast behavior or may be seen as your effort to get the

' person to change.

o 20 :3:;




The
The

Vigorous agreement: Binds the person to his/her present
position--limits the option of changing one's mind.

Expectations: Binds the person to the past. "You never
did this before. What's wrong?" Cues the person to
future action, "|'m sure you will ..." "I know you can
do it."

Denying the person's feelings: "You don't really mean
that'" ... "You have no reason to feel that way."

Generalization: "Everybody has problems like that."

Approval on personal grounds: Praising the other for
thinking, feeling or acting in ways that you want him to,
that is, for conforming to your standards.

Disapproval on personal grounds: Blaming or censuring
the cther for thinking, acting, and feeling in vays in
which you do not approve.

Commands, orders: Teliing the other what to do.
Includes, "Tell me what to do!"

Emotional obl.gations: Control through arousing feelings
of shame and inferiority. 'How can you do th's to me
when | have done so much for you?"

THE EFFECT OF ANY RESPONSE DEPENDS UPON THE DEGREE OF
TRUST IN THE RELATIONSHIP

less trust, the less freeing effect from any response.
more trust, the less binding effect from any resgonse.

*Adapted from Wallen, John, Systematic and
Objective Analysis of Instruction. Portland,
Oregon: Northwest Regional Educational
Laboratory, 1965, page 93.

Trainer asks for two volunteers for a role play, one to
play the teacher, one to play the observer. | f
participants are reluctant to volunteer, the trainer may
encourage them.

Example: The teacher may use his/her own teaching
situation or may fabricate a different one, and both
teacher and observer may use the Preobservation Planning
Guide handout as a prompt. This activity does not call
for a flawless planning conference. It is simply a
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method to develop group discussion. Volunteers are given
a few moments to plan their roles together.

The role play takes place. Those performing are in a
position where they can be heard and seen by all
participants. Trainer terminates role play if it goes
longer than 10 minutes.

At conclusion of role play, trainer facilitates
discussion. Trainer asks group for comments on the
role-played conference, and asks role players to share
with the group their feelings and problems as they worked
through the scene.

Example: Who did you think was leading the discussion?
How did you feel about that? Did the teeling ot equality
between you exist or did it seem like a
superior/subordinate interaction? Did you find the
Preobservatior Planning Guide useful or a barrier? What
questions in the conference were most difficult to
handle? In what way was the conference productive? Was
trust evident in the interchange? Do you feel that a
successful observation will follow this conference?

Trainer summarizes by again stressing the importance of
the planning conference.

Example - The planning conference provides the teacher
and observer an oppc-tunity of meeting to discuss a key
to instructional improvement. That key is to plan an
observation activity that focuses on what is occurring
with children and with the teacher in the classroom
setting. When an attitude of collegiaiity, trust, and a
common vision of good teaching are shared between teacher
and obser' r, there is potential for an observation that
will provide the teacher with effective feedback
promoting growth.

NOTES:
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Activity 5

Purpose:

Procedure:

MODULE |

SUMMARY, ASSIGNMENT, AND EVALUATION

To summarize main points

To give observation assignment

To allow participants to evaluate module

Trainer distributes Module | Summary and Assignment.
(H-1-4)

Trainer reviews summary and assignment.

Summary:

1.

N

Teacher evaluation as procticed in most schools was
not a satisfactory growth producing activity to
either teachers or administrators.

NWREL researchers found five keys to teacher
evaluation for professional growth: attributes of a)
the teacher, b) the evaluator, c) the evaluation
procedures, d) feedback provided, and e) the
evaluation context.

Teachers and administrators can arrive at a common
vision of good teaching through open communication.

Training provides a mode! of teacher evaluation for
growth.

The planning conference, requiring trust and open
communication between teacher and observer, has
important aspects to consider.

Assignment:

Hold a preobservation planning conference with a
fellow educator using the information given in this
module. Observe the class and record behavior using
an anecdotal method. Data should be descriptive with
all judgment withheld. Afterwards, give the data to
the teacher for analysis and intcrpretation.
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3. Trainer answers questions. Most questions will focus on
the assignment.

Example: Anecdotal notetaking is simply recording what
is said anc¢ done without inference or judgment. Meex
with the teacher to determine the kind of activity that
will be recorded in a simple, easy to read, and
interpretive manner. After you have completeu the
observation, give the results of your efforts to the
teacher, leaving the interpretation to him/her. Some
discussion may be necessary, but, again, remind yourself
to withhold judgemer*.

4. Trainer distributes Evaluation Forms (H-1-5) and collects
on completion.

NOTES:
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(H-1-1)

MODULE | - OVERVIEW
SETTING THE STAGE
TEACHER EVALUATION FOR PROFESSIONAL GROWTH

When teachers and administrators communicate openly, important
things can happen. Concerns and goais can be shared and eventually
agreement reached. This is known as "coming to a common vision" and
is the first step in a teacher evaluation program for growth. This
module reviews the research which produced the publication Teacher
Evaluation: Five Keys to Growth and the Teacher Evaluation Profile
(TEP). a questionnaire describing teachers' perceptions of the
evaluation environment. The module also addresses the concept of
common vision, presents a model for evaluation for growth, and
provides training in the conducting of a planning conference.

Anticipated Outcomes.
Participants will -

(1) gain an understanding of effective growth
producing evaluation practices

(2) develop an understanding of the need for a
common vision

(3) understand the basic concepts and purpose
of a planning conference

(4) become aware of the roles and feelinys of

the teacher and evaluator in the planning
conference
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Activity

Introduction and Agenda
Sharing

Introduce Evaluation
for Growth

Establish a Vision of
Good Teaching and a Model
of Growth Oriented Teacher
Evaluation

Prepare a Planning
Conference

Summary, Assignment, and
Evaluation

(H-1-1)

MODULE | AGENDA

(o]

Purpose

to introduce trainer and
participants

to establish a climate of openness
to present module components and
activities

to present research and
effective practices in growth
producing teacher evaluation

to develop an understanding
of the need for a common
vision

to present a model of
evaluation for growth

to explain the purposes

and elements of planning
conferences and provide practice
in conducting them

to summarize main points
to give observation assignment

to allow participants to evaluate
moduie
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‘ (H-1-2)

PREOBSERVATION PLANNING GUIDE

Teacher __ _ Subject

Date/Time of Observation

Lesson to be Taught

Observer

1. Learning Objectives of the Lesson

2. Student Pre-Knowledge

‘ 3. Anticipated Interactions

4. Questioning Strategies

5. Assessment Methodology

6. Class Climate

7. Special Concerns

8. Desired Observation Focus
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¢ (H-1-3)

THE INTERPERSONAL EFFECT OF VARIOUS RESPONSES

FREEING EFFECTS: Increases oiher's autonomy as a person; Increases
sense of equality.

Active, attentive listening: Respor.. i istening, not just
silence.

Paraphrasirg: Testing to irsure the message you receive is the
one sent.

Perception check: Showing your desire to relate to relate to
and understand him/her as a person by checking your perception
of an inner state; showing acceptance of feelings.

Seeking information to help you understand the person:
Questions directly relevant to what was said, not questions
that introduce new topics.

Offering information relevant to the other's concerns:
Information may or may not be used.

viewpoints.

Directly reporting your owr feelings.

' Sharing information that has influenced your feelings and

Offering new alternatives: Action proposals offered as
hypotheses to be tcsted.

BIND ING-CUE ING EFFECTS: Diminishes other's autonomy by increasing
sense of subordination.

Changing the subject without explanation: For example, to
avoid the other's feelings.

Explaining the other, interpreting his behavior: "You do .nat

because your mother always...." Binds the person to past
behavior or may be seen as your effort to get the person to
change.

Vigorous Agreement: Binds the person to his/her present
posttion--limits the option of changing one's mind.

Expectations: Binds the person to the past. "You never did
this before. What's wrong?" Cues the person to future
action, "1'm sure you will. ..." "I know you can do it."
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Denying the person's feelings: "You don't really mean

that'" "You have nc reason to feel that way."

Generalization: "“Everybody has problems like that.”

Approval on personal grounds: Praising the other for
thinking, feeling or acting in ways that you want him
to, that is, for conforming to your standards.

Disapproval on personal grounds: Blaming or censuring
the other for thinking, acting, and feeling in ways in
which you do not approve.

Commands, orders: Telling the other what to do.
Includes, "Tell me what to do!"

Emotional obligations: Control through arousing
feelings of shame and inferiority. "How can you do
this to me when | have done so much for you?"

THE EFFECT OF ANY RESPONSE DEPENDS UPON THE DEGREE OF TRUST
IN THE RELATIONSHIP

The less trust, the less freeing effect from anv response
The more trust, the less binding effect from any response.

*Adapted from Wallen, John, Systematic and
Objective Analysis of Instruction. Portland,
Oregon: Northwest Regionai Educational
Laboratory, 1965, page 93.




(H-1-4)

MODULE |. SETTING THE STAGE
TEACHER EVALUATION FOR PROFESSIONAL GROWTH

Summary and Assignment

Summary:

1. Teacher evaluation as practiced in most schools was not a
sat 1sfactory growth producing activity to either teachers
or administrator.

2 NWREL researchers found five keys to teacher evaluation for
professional growth: attributes of a) the teacher b) the
evaluator. c) the performance information. d) feedback
provided, and e) the evaluation context.

3. Teachers and administrators can arrive at a common vision
of good teaching through open communication.

4. Training provides a model of teacher evaluation for growth.

5. The planning conference, requiring trust and open
communication between teacher and observer, has important
aspects to consider.

Assignment :

Hold a preobservation planning conference with a fellow
educator using the information given in this module. Observe
the class and record behavior using an anecdota: method. Data
should be descriptive with ail judgment withheld. Afterwards,
give the data to the teacher for analysis and

interpretation.
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TEACHER EVALUATION FOR GROWTH
Setting the Stage
Module | Evaluation

What overall rating ot effectiveness would you
give this module in meeting the outcomes
identified earlier?

How effective were the transparencies in
providing you with an understanding of the topic?

How ef fective were the handouts in providing you
with an understanding of this topic?

How effective was the process or design used in
this m~aul> in helping you to understand the topic?

How effective were the activities and information
provided 'n helping ydu plan for a teacher
evaluation program for growth?

How effective were the trainers in presenting the
information and skills in this module?

What activities in this training session were most effective in

understanding the corcepts presented in this modu le?

VERY INEFFECTIVE

—s

> SOMEWHAT INEFFECTIVE

w NOT SURE

&~ SOMEWHAT EFFECTIVE

w
>
-
[&]
w
[V
W
w
>
[+ 4
w
>
5

What specific recommendations would you make for subsequent training

sessions of this module?

Do you have other comments?

31




. (7-1-1)
WORKSHOP THEMES

« Use ateam approach

« Gather useful information on teaching
performance

« Encourage commitment to improvement

« Link evaluation to professional development
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‘ | (T-1-2)
EACHER-CENTERED EVALUATION

Growth

?

<+—Resources

‘ TEACHER'S

-

e

7’

INDIVIDUAL
NEEDS

Supervisor Self-Assessment
Colleagues Students
. Reglonal
Educational
Laborstory
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TEACHER SUGGESTIONS

More collegial observation

More self evaluation

Better performance criteria

More frequent observations

Better evaluation training for supervisors

Better observation techniques

Effective communication

Emphasis on imrrovement as opposed to accountability

Link to inservice training
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(T-1I-4)

ADMINISTRATOR SUGGESTIONS

More trust

« More time

« More cooperation (versus adversary)

« More training

+ Increased staff involvement

 District emphasis on improvement

« Accountability for evaluation
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(T-1-5)

BARRIERS TO EFFECTIVE
EVALUATION

1. Lack of Skills
« Evaluating

« Communicating

2. Insufficient Time

3. Processes Promote Due Process; Inhibit
Professional Development

4. Trustis Lacking

36
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‘ (T-1-6)

KEYS TO PROFESSIONAL GROWTH

Attributes of:

The Teacher
The Evaluator
Evaluation Procedures
Feedback Provided

Evaluation Context

37
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. (T-1-7)

TEACHER EVALUATION PROFILE
(TEP)

A Prograim Evaluation Instrument that:

Describes the environment of teacher
evaluation

Evaluates the growth producing potential
Diagnoses specific problems
Provides a training focus

Tracks change over time




' (T-1-8)

TEACHER EVALUATION RESEARCH
RESULTS

- Teacher Evaluations Rarely Promote Growth
- Teachers can Grow from Sound Evaluation

. The Same Evaluation System Cannot Serve Both Growth
and Accountability Purposes

‘ « Keys to a Sound Growth System
--Teacher open to change
--Evaluator who has credibility
--Sound data collection procedures
--Effective feedback

--Growth oriented district context

- District Procedures and Practices can Change to Promote
Growth

Educational
Laboratory
39
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(T-1-9)

KEYS TO TRAINING

1. Participate in all segments of the training

2. Do the assignments

3. Interact with one another

4. Talk with trainers

5. Trust each other
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IMPORTANT ASPECTS OF THE
PLANNING CONFERENCE

Use a preobservation planning guide

Keep it informal

Understand conditions

Articulate intentions

Avoiu concentrating on problem areas

Decide on observation tool

(T-I-10)




(T-1-11)

PREOBSERVATION PLANNING GUIDE

Learning Objectives of the Lesson
Student Pre-Knowledge
Anticipated Interactions
Questioning Strategies
Assessment Methodology

" ‘ass Climate

Special Concerns

Desired Observation Focus
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MODULE I1. COLLECTING OBSERVATIONAL DATA

"OBSERVING IS MUCH MORE THAN SEEING. OBSERVING
INVOLVES THE INTENTIONAL AND METHODICAL VIEWING
OF THE TEACHER AND STUDENTS. OBSFRVING
INVOLVES PLANNED, CAREFUL, FOCUSED AND ACTIVE
ATTENTION BY THE OBSERVER."

R. HYMEN, SCHOOL ADMINISTRATOR'S HANJDBOOK OF
TEACHER SUPERVISION AND EVALUATION METHODS



MODULE || OVERVIEW
COLLECTING OBSERVATIONAL DATA

When teachers are given specific, accurate, descriptive data on
classroon instruction, particularly when the focus is on aspects the
teacher selected, there is motivation to change, take risks, and
improve classroom instruction. Therefore, to facilitate teachers'
professional growth, classroom observation must be teacher directed,
specific, and accurate Module Il informs participants of the kinds
of classroom behavior that can be recorded through observation,

fami liarizes them with the use of a number of common observational
tools, and demonstrates the utility of teacher-made observation

too
Anticipated Outcomes:
Participants will -

(1) learn various methods of collecting
observational data

(2) learn how to select an appropriate
observational ‘ool

(3) learn the advantages and disadvantages of
var ious data collecting methods

(4) understand the characteristics of good data

(5) design observation tools, use them, and
critique them




MODULE |1 AGENDA

Activity Purpose
Introduction, Agenda 0 to introduce or reacquaint trainer
Sharing, Debriefing and participants

o to review agenda items and allow
for comments and questions

o to allow participants to share
observation experience

Methods of Collecting Data o to familiarize participants with
common data collecting methods

‘ o to provide practice using
Selective Verbatim

Using Observation Tools o to provide practice in using
observation tools
o to clarify the characteristics of
good data
o to provide p.actice in designing
and critiquing observation tools

Summary, Assignment, and o to summarize module
Evaluation o to assign observation task
o to allow participants to evaluate
module




‘ Module I1: TRAINING AGENDA
Approximate time: 2 hours, 30 minutes

Activity Time Materials
1. introduction, Agenda 35 min. Handout:
Sharing, Debriefing Module Il Overview
(H-11-%)

o introduce self and
co-trainer

o participants
introduc. selves if
appropriate

o distribute Module
Il Overview and
Agenda

o present overview
of module activities

o ask for questions

' o discuss concerns

o teams form to share
observation
experiences from
Module | assignment

o each group selects
spokesperson

0o groups report

o record comments
on char tpack

o facilitate dis-

cussion
2. Methods of Collection 40 min. Transparencies:
Descr iptive/Judgment
o explain concept of (T-11-1)
descriptive versus Methods of Collection
judgment (T-11-2)




present lecturette
on methods of
collecting data

present lecturette
on selective verbatim

ask for questions

pass out observation
forms

ask teams to determine
a verbal interaction to
record

participants record data
from video

faci litate discusston on
data gathering

summarize activity

. Using Observation Tools

distribute packet
of observation tocls,
explain

teams meet, each
member chooses a tool
to ‘se

participants record
data from video tape

facilitate discussion

distribute packet of
mapping tools, explain

present lecturette on
good data

ask for questions

65 min.
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Selective Verbatim
Suggestions (T-11-3)

Handouts:
Selective Verbatim
Transcript (H-11-2)
Observatior Form
(H-11-3)
Wide Lens Approach
(H-11-4 opt.)

Handouts:

Packet of Observation
To.!'s (H-11-5,6,7,-
8,9,10)

Packet of Mapping Tool¢
(H-11-11,12,13)

Classroom Situations
(H-11-14-0pt.)

Transparencies:
Characteristics of Good
Data (T-11-4)
Observation Tool
Critique (T-11-5)




o distribute blank
paper and ask
participants to
design an
observation tool to
be used in a specific
classroom

o participants design
tool

o teams meet and
share designs

o team selects one
design to put on
transparency and
share with large
group

o designs shared using
overhead

o facilitate discussion

4. Summary, Assignment 10 min. Handouts:
and Evaluation Module Il Summary
and Assignment
o distribute (H-11-15)
handouts Evaluation Forms
(H-11-16)

o respond to questions

o distribute evaluation
forms and collect on
completion

NOTE: Training supplies and equipment needed for Module I1:

Overhead Projector

Video Cassette Recorder

Classroom Observation Videotapes (2)
Char tpack

Marking Pens

Transparency Pens

Blank Transparencies

Paper and Pencils for Participants
Videotape of Teaching Segments

O0O0OO0O0O0OO0O0O0
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Activity 1

Purpose:

Procedure:

MODULE |1
INTRODUCTION
AGENDA SHARING AND DEBRIEFING

To introduce or re-acquaint trainers and participants

To review agenda items and allow for comments and
questions

To allow participants to share observation experience

If this is the first meeting, trainer introduces self and
co-trainer and has participants give name. position, and
school .

Trainer explains purpose of training and describes where
participants are in the course.

Trainer distributes Module 11 Overview and Agenda
(H-11-1), goes over agenda, and asks for questions or
concerns.

Option: Agenda may be written on char tpack.

Teams as formed in Module | meet for 15 minutes to
discuss observation experiences from assignment in Module
|. Spokesperson is selected to present highlights.

Spokespersons report to large group as trainer writes
comments on chartpack.

Trainer facilitates discussion as appropriate.

NOTES:
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. Activity 2

MODULE 11

METHODS OF COLLECTING DATA

Purpose:
1. To familiarize participants with common data collecting
methods
2. To provide practice using Selective Verbatim
Procedure:

1. Trainer presents lecturette on methods of collecting data.
POSSIBLE SCRIPT (adapt as needed to fit context)

Classroom activity can be recorded in many different
ways. The teacher and observer will determine in the
planning conference the methodology to use. The observer
functions a great deal as a video recorder would. The

‘ video camera simply records what it sees and hears but
makes no judgments or inferences. The same should be
true for the observer who records descriptive, not
judgmentai, data. For example, descriptive data might
read "Teacher called on three girls and eight boys."
Judgmental data of the same classroom event might read
"Teacher favors boys."

The following presents sentences taken from observation

data. Are they descriptive or judgmental? (T-11-1)

(Trainer has participants respond to each statement.)
DESCRIPTIVE vs JUDGMENT

o Teacher takes five minutes to take roll; three
changes made as students arrive late. (descriptive)

o Visual aids used in presentation are too small.
(judgmental)

o Teacher's tone of voice ts harsh and eyes are
unfriendly. (judgmental)

o Teacher spent 30 minutes of classtime seated at
desk. (descriptive)

' o Teacher handles discipline well. (judgmental)
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o Three students expressed inability to read
handwriting on board. (descriptive)

Careful attention is needed to objectively record only
what is said and done. This is difficult to do. Much
depends on the observation tool selected and the
information shared in the planning conference.

The following are commonly used methods to record
classroom instruction: (T-11-2)

METHODS OF DATA COLLECTION

1. Verbatim
(A written racord of verbal interaction in the
classroom. Fractice is necessary to develop the
skill of taking verbatim. Observers find that
developing a personal shorthand style is helpful.)

2. Selective Verbatim
(Selects only one part of the verbal exchange such as
. the teacher's questions, control statements, positive
reinforcement, etc.)

3. Videotaping
(Collect now; view later; particularly valuable when
the tape is left with the teacher.)

4. Audio taping
(Often used in conjunction with a classroom
observation to support a written record. Placement
of machine is crucial.)

5. Wide Angle Notation
(Brief descriptive notes on classroom instruction and
management with comments giving overal | impressions.)
6. Observing Behavior
(Descriptive recording of what is said and done 1n a
classroom, usually restricted to certain behaviors.)
a. Counting - (how many)

b. Coding - (what kind, not as descriptive as

counting)
‘ c. Checking - (checking if something is present or
absent; problems occur when shades of gray exist

and yes/no answer is not applicable)
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d. Rating - (based on established criteria on each
rating of the srale)

e. Mapping - (map of the classroom is drawn and uata is
entered showing physical movement or verbal exchange)

Trainer asks for clarification questions.
Trainer explains Selective Verbatim.

Example: Selective Verbatim is a relatively simplz
method of recording observation data and provides the
teacher and observer with valuable information. During
the preobservation conference. the observer and teacher
select one aspect of verbal exchange on which to collect
data. Among the selections might be teacher's questions,
student responses. management statements. or habi‘ual
remarks. The observer only records the agreed upon

data.

The data are specific and nonjudgmental and provide the
teacher with a pattern of data that focuses on an area of
particular interest or concern. Because it is selective,
concentrating on only one part of the verbal interaction,
other important activities or events occurring in the
clzssroom are omitted. The observer often discusses with
the teacher the option of noting other events that

occur .

Selective verbatim notes can be recorded on any kind of
blank paper as they really do not need a specific
format. However, the selective verbatim transcript | am
passing out uses a special form that allows pertinent
information to be included at the top. (Trainer
distributes Selective Verbatim transcript H-11-2.) The
teacher and observer have agreed tha* the observer will
record the teacher's positive comments and feedback to
students. In recording, the observer noted the time and
the positive or encouraging remarks given to students.
This form also allows for observer comments in th_ right
column.

Option: An alternate suggestion is the use of the Wide
Angle Notation observation tool.

Example: Another method of observation is commonly
called "wide angle." The wide angle notation records
activities as they occur in the classroom. General
comments are written on a form such as the one being
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passed out. Care should be taken to insure the
obiectivity of the comments.

Trainer distributes Selective Verbatim form (H-11-3)
and/or Wide Lens Approach (H-11-4 opt.)

Trainer asks participants in teams to determine a
classroom verbal interaction to racord using selective
verbatim (or to prepare to practice wide lens approach)
while watching a video tape of a ciass in session.

Example: Now you will have the opportunity to record
data using selective verbatim (or wide lens approach)
while watching a video of an instructional situation. In
your teams, determine some form of verbal interaction (1f
using selective verbatim) for each team member to

record. Some suggestions are as follows: (T-11-3)

SELECTIVE VERBATIM

Teacher Questions
Studer « Questions
Positive Reinforcement
Student Responses
Control Statements
Habitual Remarks

Off Task Digressions

OO0 00

o o C

If the interaction becomes so rapid that it is difficult
to record all remarks, record an incomplete phrase,
statement, or question, and use a notation to show where
some material was omitted.

Trainer plays video tape; approximately five to ten
minutes. Participants record selected verbal
interactions.

Trainer debriefs after activity centering on the
usefulness of the method when the focus is chosen
careful ly.

NOTES:
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Activity 3

Purpose:

Procedure:

MODULE 11
USING OBSERVATION TOOLS

To provide practice using observation tools
To clarify the characteristics of good data

To provide practice in designing observation tools

Trainer distributes packet of observation tools and
explains their use. (H-11-5,6,7,8.9.10)

Example: To provide meaningful data that will result in
the improvement of instruction, the observation tool 1s
selected by the teacher and observer in the planning
conference. The specific data gathering instrument used
depends upon the classroom behaviors ‘o be observed and
recorded.

Consideration is given to the lesson that the teacher
will be teaching, the physical arrangement of the room,
the skill levels cf the students, the teaching strategies
to be used, and the particular concerns or intereste of
the teacher.

The observation tools being distributed are regularly
used in the classroom and provide meaningful data to the
teacher. (Review each of the data gathering instruments
in the packet and discuss how they can be used in a
classroom.)

(H-11-5) Teacher Use of Time - (Records amount of
teacher time spent in various activities such as
classroom business, disCipline, individual instruction,
group instruction, assessment, teacher non-interactive.)

(H-11-6) Teacher Questioning and Response Behavior -
(Records number of questions asked, kinds of questions,
and responses.)

(H-11-7) Behavior Management - (Records nature and
number of class disCiplinary occurrences with student a 4
teacher reactions.)
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(H-11-8) Teacher Behavior Tally - (Tallies a variety of
teacher behaviors from smiling to correcting student's
behavior.)

(H-11-9) Student Classroom Activities - (Records number
of times focus shifted in class and amount of time used
in such transitions.)

(H-11-10) Classroom Discussion - (Records teacher and
student interaction in a discussion activity.)

Trainer instructs participants to review tool in teams,
each member selecting one to use while watching a
classroom video.

Trainer shows video. approximately five to ten minutes.
Each participant records observation data using one of
the tools tn packet.

After the video, trainer elicits comments and facilitates
discussion concerning observations

Example: Recording data in a classroom is more than
simply observing and listening. It takes concentration
and professional krowledge. Though notes are to be
descriptive and objective, sometimes the observer is
required to distinguich between positive and neutral
feedback or to determine whether a response was
antagonistic or friendly. "Joking" to one person may be
"ridicule” to another. At times it may be difficult to
decide whether a teacher is ignoring misbehavior or is
unaware of it. When instances such as these are in
question, the observer simply notes the occurrence
without casting judgment. These questions are clarified
at the post observation conference.

Trainer distributes the second packet of observational
tools and explains how each is used. (H-11-11, 12, 13)

Example: The second packet of data gatnering instruments
contains examples of observation tools that require the
observer to draw a map of the classroom. The data

col lected covers a wide range of classroom activities
and, in some instances, includes noting behaviors that
are happening all over the room simultaneously.
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(H-11-11) At Task - (This tool records the activity of
every student in the class in three or four minute
sweeps. )

(H-11-12Y Verbal Flow Between Teacher and Students -
{Through arrows and a coding system, this tool records
the verbal interaction between the teacher and individuai
students.)

(H-11-13) Physical Movement - (The movement around the
classroom by students and teachers is recorded and timed.)

Trainer gives presentation on characteristics of good
data.

Example: The purposes for taking observation data are to
improve instruction and promote professional growt:. It
must be perceived by the teacher to be accurate, honest,
and unbiased. Only then will the teacher be able tc
interpret the data and plan strategies to bring about
improvement. Observation data. if accurately and
cbjecti;ely recorded, wil; meet the following criteria:
(T-11-4

CHARACTERISTICS OF GOOD DATA

o DEPENDABLE
(Accurately dewcribes the trait or characteristic you
intend to measure.)

o RELATIVELY OBJECTIVE
(Using professional knowledge, observer attempts to
record as objectively as possible. The test 1s to
have two people observe the same class
independently. They should arrive at the same
conclusions.)

o REPRESENTATIVE
(Enough information to be sure, large enough sample
to be consistently representative.)

o COMMUNICATION VALUE

(Results of data can be clearly understood and used
by teacher.)
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0  REASONABLE COST
(Data gathered and analyzed in reasonable time. Time
is precious to both teachers and administrators. |f
the process takes up too much time, it will no doubt
be eliminated from everyone's schedule as a matter of
necessity.)

Trainer asks for clarification questions.

Trainer passes out sheets of blank paper and makes sure
everyone has a pen or pencil.

Trainer asks partic pants to think of a specific
classroom situation and, in their teams, develop an
observation tool to record behavior.

Example: As a team, think of a particular classroom
situation. |f you are a teacher, envision your own
classroom and students. Consider some aspect that merits
observation. |f you are an administrator, think of a
classroom situation you have observed where you felt that
the instrument you were using could be improved or
changed to address a particular need.

As a team, come to a consensus as to the particular
behavior you will be observing. Keep in mind the various
instruments that have been shared with you and develop an
instrument that will record the behaviors your team
wishes to examine.

Option: Trainer has the option of using the handout on
Classroom Situatinns (H-11-14 opt). |f using this
handout, the teams design an observation instrument to
record data on one of the situations presented in the
handout .

Trainer asks the teams to critique their classroom
observation instrument using the foiiowing guidelines:
(T-11-5)

OBSERVATION TOOL CRITIQUE

How is the desired behavior measured?

In what way is the observed behavior a key to classroom
learning.
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1.

12.

How will behavior be recorded?
What evidence is there that the teacher will be able to:

0 Understand the data
0 Interpret the results

Each team transfers the team's observation tool to a
transparency and, at the overhead projector, explains the
tool ana its use to the large group. Modifications may
be made in the original as suggested by the group.

Trainer facilitates discussion on the uses of data
gathering instruments and responds to questions.

NOTES:
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‘I') Activity 4

MODULE 11
SUMMARY, ASSIGNMENT, AND EVALUATION

Purpose:
1. To present main points of module
2. To give observation assignment
3. To allow participants to evaluate module
Procedure:
1. Trainer distributes Module |1 Summary and Assignment
(H-11-15).
2. Trainer reviews main points of module and assignment and
answers questions.
Summary:
’ 1.  Various methods exist for collecting observation

data. Each can provide descriptive data on
classroom instruction.

2. All observation data must be descriptive (simple
description of what is said and done) rather than
judgmental .

3. Observation tools facilitate the collection of data
and may be designed by the teacher and observer
working collaboratively.

4. Good observation data should meet five criteria:

Dependable
Objective
Representative
Communicative
Cost effective

oTQao0oowN

Assignment:

Using an observation tool devised from the information
given in this module, record data in the classroom of a
fellow educator. Conduct a planning conference before
the observation to determine the focus and develop an
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observation tool. Discuss the results of the observation
in a nonjudgmental feedback conference.

3. Trainer passes out Evaluation Forms (H-11-16) and
collects on completion.

NOTES:




(H-11-1)

MODULE |1 OVERVIEW
COLLECTING OBSERVATIONAL DATA

When teachers are given specific, accurate, descriptive data on
classroom instruction, particularly when the focus is on aspects the
teacher selected, there is motivation to change, take risks, and
improve classroom instruction. Therefore, to facilitate teachers'
professional growth, classroom observation must be teacher directed,
specific, and accurate. Module Il informs participants of the kinds
of classroom behavior that can be recorded through observation,
familiarizes them with the use of a number of common observational
tools, and demonstrates the utility of teacher made observation
tools.

Anticipated Qutcomes:
Participants will -

(1) learn various methods of collecting
observational data

(2) learn how to select an appropriate
observational tool

(3) learn the advantages and disadvantages of
various data collecting methods

(4) understand the characteristics of good data

(5) design observation tools, use them, and
critique them
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Activity

Introduction, Agenda
Sharing, Debriefing

Methcds of Collecting Data

Using Observation Tools

Summary, Assignment, and
Evaluation

(H-11-1)

MODULE i1 AGENDA

Purpose

o to introduce or reacquaint trainer
and participants

o to review agenda items and allow
for comments and questions

o to allow participants to share
observation experience

o to familiarize participants with
common data col lecting methods

o to provide practice using
Selective Verbatim

o to provide practice in using
observation tools

o to clarify the characteristics of
good data

o to provide practice in designing
and critiquing observation tools

o to summarize module

o to assign observatinn task

o to allow participants to evaluate
modul e
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SELECTIVE VERBATIM

CLASSROOM OBSERVATION (B-11-2)
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SELECTIVE VERBATIN N
CLASSROOM OBSERVATION

TEACHER:

DATE:
‘II’ TIME:

LESSON:

OBSERVATION DATA:

TIME______qDATA _____________________________JcoeENTs |
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(H-11-4)

CLASSROOM OBSERVATION RECORD

‘ A WIDE LENS APPROACH

TEACHER
CLASS
LESSON TAUGHT

DATE AND TIME OF OBSERVATION

STz===
INSTRUCTION AND ACTIVITIES:

e e T T T T 1 T 1 L EE  t E Ittt i st Tt Lt 1 ¢
r Ty L vt R Tt R P P 1t e R kit

CLASSROOM MANAGEMENT:

COMMENTS (TIME, MATERIALS, INTERACTION, MANNERISMS):

Supervisor
~64
'm
e




T T T T e T

! ——

Teacher Use of Time
Teacher: Observer: Date:
Subject: Lesson:
Directions: Using five minute sweeps, note time and describe the activity in the box provided.
Class Business Management Individuoi Group coumquu;uo Teacher
Time: (roll, lunch count) (discipline) instruction/Interaction Instruction/interaction Informol Evaluation Non-interactive

Commen!:s:

(G-II~H)



(H-11-6)

Teacher Questioning and Response Behavior

dTDeccher: Observer:
ate: Subject:
Activity:
Directions: write each question asked by the teacher and fillin the blanks using the following codes:
Question Teacher Response
Write verbatim or In abbreviated form. A= Accepts
P= Praises
Kind PB=  Probes
K= iinowledge (facts from memory) NR=  None (no response)
U= Utilization (using knowledge to comprehend. NEG = Negates
apply, of analyze) GA= Gives Answer
C= Creative (synthesizing to arrive at a conclusion; REP = Repeats or rephrases the answer
making a judgement)
Question Follow
Student Response REP = Question repeated or rephrased
A= Answer RED = Question redirected

N= No Answer

Q= Asks for Clarification Student Teacher Question

Question Kind Response Response Foliow
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H-1I-7)

Behavior Management
,Y eacher: Student:
Observer: Date:
Activity:
Directions: 1) Record time of misbehavior.
2) Describe each misbehavior In the box provided.
3) Check teacher and student responses In the box having the same number.
4) More than one tea~her or student response may be checked for a single misbehavior,
Time Teacher Response Student Response
1. ignores Talks back
1. 2. 3. 1. 2. 3
4 5 6. 4 5 é
2.
7. 8. 9. 7. 8. 9.
3, Verbal correction Continues behavior
1. 2. 3. 1. 2. 3
4 5 6. 4 5 é
4,
7 8 9. 7 8 4
5 Nonverbcl communication || Stops behavior
1 2 3. 1 2 3
4 5 6. 4 5 é
é
7 8 9. 7 8 4
7 Questions behavior | Anfagonistic
1 2 3 1 2 3
4 5 6. 4 5 é
8
7 8 9. 7 8 9
9. Removes from room Passive
1. 2. 3. 1. 2. 3
‘II’ 4 5 6 4 5 é
7 8 9 7. [} 9




(H~-11-8)

¢

Teacher:

Teacher Behavior Tally

Ooserver:

Lesson:

Date: Subject: No. of Students:

Instructional Activity

business

Directions: Tally in the space at left each time you observe .he behavior indicated,

Verbal Feedback

T 1. Answered a question 3. Disapproved
_ 2. Asked a question 4 Encouraged
_ 3. Helped individual student 15 Prcised
4. Demonstrated on 16. Called student by name
chalkboard or overhead
5. Lectured
6. Reviewed Body Language
7. Tested
8.Gave directions 17. Smiled
18. Frowned
’ 19. Laughed
Managerial Activity — 20. Showed Anger
21, Gestured with hands
_ 9. Cormrected behavior _____ 22.Moved around the room
10. Distributed handouts 23. Sat down

11. Collected materials
12. Handled classroom

Summary Notes:
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|
Student Classroom Activities
|
}
E
|
|
|

Teacher: Observer: Date:
Subject: No. of Students:_____Lesson:
Directions: Check those acthies taking place during 5 minute sweeps. More than one activity per sweep may be checked.
Closs Ustening to Audio Visuol Student Leaming
Time Seatwork Discussion Teacher Testing Preseniafion  Pre ‘niation Handouts Textbook Games

t
;
|
i
|
|
i
Comments:
Q _
- LRIC

IToxt Provided by ERI




(H-11~10)

Classroom Discussion Observation

* Flow Chart Code

eccher: Observer,
Date: Subject: No. of Students:
Discussion Topic:

Student raises hand

Teacher calls on or communicates with student

|

— Student comments (not elicited by teacher)
—I'- Teacher calls on student and gets response

® Teacher calls on student and gets no response

+ Student raises hand, and teacher calls on student

and receives response

Directions: Draw enough squares below fo represent student desks in the classroom. Symbols above are written
Inside desks during discussion. If known. names of students may be written under desk squares.




(H-1I1-11)

At Task Observation
Time Activity Legend
Teacher: 1. 10:05 Introduction A. At Task
Date/Time: 2. 10:.08 Lecture B. Other Schoolwork
Lesson: 3. 10:11 Lecture C. Taking
Observer: 4. 10:14 Student Report  D. Out of Seat
5. 10:17 Student Report
Susan Dawn Mel
1.A 4.A 1.A 4.A 1.8 4A
2.A 5C 2.A 5C 2.8 5D
3.A 3.A 3.A
Donald Harry Gloria
1.A 4B Absent 1.C 4.A
2.A 5A 2D 5.A
3.8 3.C
Karen Debbie
1.A 4.8 1.C 4.A
2.A 5A 2.8 5A
3.B 3.A

Comments:




(H-11-11)

AT TASK

AT TASK: Used to provide data in whether individual students are
engaged in the task or tasks that the teacher considers appropriate
for the lesson being presented.

The following steps must be completed to use this technique:

1. The observer constructs a seating chart of the
classroom, noting placement of student desks or table.

2 Students are identified on the chart by name or some
other i1dentifying characteristic

3. A legend is created to identify on task behavior and
inappropriatie behavior.

4. The observer visually scans or "sweeps™ the classroom
noting students on task, doing what the teacher
considers appropriate. For example, where marking 1A
on the student's chart means that it 1s the first (1)

. visual sweep and the A refers to At Task behavior. If
the student 1s not on task, the observer indicates
this by recording 1B, 1C, or 1D.

5. otep 4 is repeated at regular intervals of 3 or 4
minutes for the duration of the observation

6. The time of 2ach sweep should be noted with the
classroom activity identified.

Adapted from Acheson, Keith A. Technigues in the
Clinical Supervison of Teachers Preservice and
inservice Applications. New York: Longman, 1987
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(H-11-12)

' Verbal Flow Between Teacher and Students
Key- i = Teacher = Student Q =Question P =Praise
* = Directive C = Control Statment N = Neutral

A = Antagonistic E = Encouraging
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‘ (H-11-12)

VERBAL FLOW

VERBAL FLOW BETWEEN TEACHER AND STUDENTS: Used to record verbal
interaction between the teacher and individual students in a
discussion situation.

o Construct a scating chart noting teacher/student desks.

o Teacher remarks to individual students, as opposed to those
directed to the entire class, are indicated by srall arrows
pointing downward and entering the desk square of the
student addressed. At one end of the arrow i3 a code
letter(s) representing the kind of remark made.

o Student remarks directed to the teacher are indicated by
arrows puinting upward and originating within the desk
square of the student speaking. They, too, have a code
letter(s) at one end denoting the kind of remark made.

‘ o A key to the code is at the top of the map and may be
mod: fied to reflect the interests of the teacher involved.




Physical Movement

Bulletin Board

(H-11-.3)

Karen

Book Shelves

— Student Movement
— — Teacher Movement
: O
g 5‘0-_§ < Stops
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(H-11-13)

PHYSICAL MOVEMENT

PHYS |CAL MOVEMENT - Used to record the physical movement of both

students and teacher as they move around the classroom during an
observation period.

0o

Draw a detailed map of the classroom including teacher
desk, students' desks, pencil| sharpener. bookshelves,
chalkboard - anywhere in the room a student or teacher
might visit. Include all dours as well.

Teacher iovement and student movement are recorded by
dotted or continuous |ines as noted on the observation form.

At each new movement, the time is recorded near the tine.

Stops are indicated by circles.

Names of students, if known, may be written inside each
desk.




(H-11-14-o0pt)

CLASSROOM SITUATIONS

Situation 1. The students in a sixth grade classroom are in the
teacher's words "driving me crazy”. Talkouts and other disruptive
behaviors on the part of five or six students are hampering the
learning of the entire class. The teacher is unable to speak
without interruption, and constant inappropriate behavior keeps
students from classwork.

Situation 2. Students in a large high school photography class are
frustrated because lack of sufficient equipment creates impatient
waiting lines to use the darkroom, the ca eras, the mount ing
supplies. This situation has led to vandalism and horseplay.

Situation 3. A fourth grade teacher is attempting to use peer

tutor ing by encouraging her students to help each other with
seatwork. She is concerned, however, that this may lead to ofi-task
behavior and that some unpopular students might be neglected.




(H-11-15)

MODULE 11. COLLECTING OBSERVATIONAL DATA
SUMMARY-AND ASS|GNMENT

Summary:

1. Various methods exist for collecting observation data.
Each can provide descriptive data on classroom instruction.

2. All observation data must be descrip.ive (simple
description cf what is said and done) rather than
judgmental .

3. Observation tools facilitate the collection of data and may
be designed by the teacher and observer working
collaboratively.

4 Good observation data should meet five criteria:

‘ . Dependable

a
b. Objective
c. Representative
d. Dependable
e Cost effective
Assignment :

Using an observation tool devised from the information given 1n this
module. record data in the classroom of a fellow educator. Conduct
a planning conference before the observation to determine the focus
and develop an observation tool. Discuss the results of the
observation in a nonjudgmental feedback conference.
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(H-11-186)
TEACHER EVALUATION FOR GROWTH

w
Collecting Observational Data E Y
w [&] -
. > wl e
Module || Evaluation = T 2
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b e wl o
= [= <
= £ 3 £
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Y 3 2 @
What overall rating of effectiveness would you 1 2 3 4
give this module in meeting the outcomes
tdentified earlier?
How effective were the transparencies in 1 2 3 4
providing you with an understanding of the topic?
How effective were the handouty in providing you 1 2 3 4
with an understanding of this topic?
How effective was the process or design used in 1 2 3 4
this module i1n helping you to understand the topic?
How effective were the act.vities and information 1 2 3 4
provided in helping you plan for a teacher
evaluation program for growth?
How effective were the trainers in presenting the 1 2 3 4

information and skills in this module?

what activities in this training session were most effective in
understanding the concepts presented in this module?

VERY EFFECTIVE

o

What specific recommendations would you make for subsequent training
sessions of this module?

Do you have other comments?

.79
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’ (T-1I-1)

DESCRIPTIVE vs JUDGMENT

Teacher takes five minutes to take roll; three
changes made as students arrive late

Visual aicls used in presentation are too small

‘ « Teacher's tone of voice is harsh and eyes are
unfriendly

« Teacher handles discipline well

« Three students express inability to read
handwriting on board

, 80
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‘ | | (T—II—z)
METHODS OF DATA COLLECTION

1. Verbatim--written record of everything said

2. Selective Verbatim--selects only one part of verbal
exchange

3. Videotaping--collect now; view later

4. Audiotaping--often used in conjunction with observation to
support a written record

5. Wide-Angle Notation--brief descriptive notes on classroom
instruction and management with comments giving overall
impressions

6. Observing Behavior--records what is said and done;
usually limited to specific behaviors

« Counting
« Coding

» Checking
+ Rating

« Mapping
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(T-II-3)

SELECTIVE VERBATIM

« Teacher Questions

« Student Questions

« Positive Reinforcement

« Student Responses

« Control Statements

« Habitual Remarke

« Off Task Digressions

82



(T-11-4)

CHARACTERISTICS OF GOOD DATA

Dependable

Relatively Objective

Representative

Communication Value

Reasonable Cost




(T~II-5)

OBSERVATION TOOL CRITIQUE

How is the desired behavior measured?

In what way is the observed behavior a key to
ciassroom learning?

How will behavior be recorded?

What evidence is there that the teacher will be
able to:

« Understand the data

 Interpret the resuits

84
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MODULE I1i. THE FEEDBACK CONFERENCE

"HOW IS IT THAT WE CAN BE SO BRUTALLY FRANK
WITH KIDS AND HAVE SUCH DIFFICULTY FACING OUR
EMPLOYEES WITH EVEN THE SIMPLEST PROBLEMS?"

FREDA M. HOLLEY, INDEPENDENT SCHOOL DISTRICT,
AUSTIN, TEXAS




MODULE I1! - OVERVIEW
PROVIDING FEEDBACK/THE POST-CONFERENCE

Having collected classroom data, the next step for observer and teacher
is to analyze and interpret the results. The task is the teacher's. All
data should be received by the teacher first. Because the information
was recorded purely as descriptive rather than judgmental data, the data
usual ly speaks for itself. Listening, sharing and asking for suggestions
in a caring environment are valuable components of the post-conference.
This module will present methods to analyze and interpret descriptive
data and provide procedures for a mutally product ive post-conference
lead:ng to meaningfu! goal setting.

Anticipated OQutcomes:

Participants will -

(1) learn how to make inferences and
recommendat ions after reviewing
observation data

(2) learn the characteristics of
constructive feedback

(3) learn the components of a feedback
conference

(4) gain knowiedge of the roles and
feeltngs of teachers and evaluators
in a post-conference

10,
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(H-111-1)

MODULE 111 AGENDA

Activity

Introduction, Agenda Sharing,
Debriefing

Classroom Situation
Problem Solving

Analyzing and Interpreting
Data

The Feedback Conference

Summary, Assignment, and
Evaluation

Purpose

to re-acquaint

trainers and participants

to review agenda

to allow participants to
share observation experience

to present classroom
situations

to identify behaviors

for data gathering

tc develop feedback based on
observational data

to present various met“ods to
analyze and interpret vata

to provide practice in
interpreting data

to inform of feedback
conference procedures

to provide practice and
critique of the feedback
conference

to summarize main

points of module

to give observation assignment
to allow participanis to
evaluate module

aq ‘Jo !



MODULE (11 TRAINING AGENDA
Approximate time: 2 hours

Activity Time
. Introduction, Agenda 20 min.

Sharing, Debriefing

introductions if
appropriate

distribute Module |1I1I
Overview and Agenda

review agenda

answer questions

teams meet to discuss
observation experience
from Module |1
assignment

spokesperson eports
highlights tu large
group

record highlights
on chartpack

facilitate discussion

. Classroom Situation 40 min.

Problem Solving

present classroom
situations

team selects a
situation from list

present tasks for
identifying behaviors
and feedback

spokespersons report
data gathering
procedures from group

trainer facilitates
discussions

Materials

Handout :
Module Il Over.iew
and Agenda
(H-111-1)

Handout:
Classroom Situations
(H-111-2)

Transgarency:
Classroom Situation
Tasks (T-111-1)
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. Analyzing and
Interpreting Data

present lecturette on
preparing for feerdback
conference

ask for questions

distribute lesson
transcript

teams read transcript,
anaiyze, interpret,
and decide ways to
improve teaching

teams report to large
group

ideas written on
char tpack

facilitate discussion

. The Feedback
Conference

present lecturette
on feedback

ask for two
volunteers to role-
play a feedback
conference

use Lesson Transcript
and information
gained in team
analysis

role-play takes place
facilitate discussion

. Summary, Assignment,
and Evaluation

45 min.

25 min.

10 min.

88

Handouts :
Keys to Datz Analysis
and Interpretation

(H=111-3)
Lesson Transcript
(H-111-4)
Transparencies:
Steps in the Feedback
Conference
(T-111-2)

Keys to Data Analysis
and Interpretation
(T-111-3)

Transparencies:
Feedback Conference
Beliefs (T-111-4)

The Feedback

Conference
(T-111-5)
Handouts:

Summary and
Assignment
(H-111-5)

Evaluation Form
(H-111-6)



NOTE: Training equipment and supplies needed for Module [l

Overhead Projector

Char tpack

Marking Pens

Paper and Pencils for Participants
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Activity 1!

Purpose:

Proredure:

MODULE 11
INTRODUCTION
AGENDA SHARING AND DEBRIEFING

1. To re-acquaint trainers and participants
2. To review agenda

3. To a'low participants to share observation experiences

1. Trainer distributes Module |1l Overview and Agenda
(H-111-1) and reviews agenda with participants.

2. Trainer asks for questions and concerns.

3. Participants group in school teams, discuss observation
experiences from Module || assignment, and select a
spokesperson to share highlights with large group.

4. Teams report observation highligchts. Trainer records
comments on chart pack and facilitates discussion.

NOTES:
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Activity 2

Purpose:

Procedure:

MODULE (11
CLASSROOM SITUATION PROBLEM SOLVING

To present classroom situations
To identify behaviors for data gathering

To oavelop feedback based on observational data

Trainer distributes handout (H-111-2) and presents an
overview of each of the classroom situations.

Each team of training participants selects a classroom
situation from the list.

Trainer directs the teams to complete the following
tasks. (T-111-1)
CLASSROOM SITUATION TASKS

Describe the specific behaviors to be recorded that will
provide the information requested by ihe teacher.

Determine how the behaviors could be recorded; and which
kind of observation instruments would provide objective
data

Decide now the feeuback, based on the recorded data,
should be presented to the teacher.

CLASSROOM SITUAY IONS

Situation 1

Parents of a TAG (Talenied and Gifted) student nave
complained to a teacher that the students in the class
are harrassing their child. Two or three years younger
than the other students, yet more capable, the child
tends to arnoy his classmates with bright remarks and
excel lent grades. The teacher has nct observed overt
harrassment of the student but is concerned that it may
be going on behind her back.
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Situation 2

An oider teacher fears his slight hearing loss may be
affecting his teaching. He carries on lectures and
lessons as usual but wonders if he is ignoring student
comments and questions because he doesn't always hear
them. Sometimes the students appear to be laughing at
him, and he cannot discern the treason.

Sitwuat.on 3

Lower skilled students feel the teacher is giving
brighter students preferential treatment in class. The
teacher cannot see why these students feel this way
because he feels that he treats al| studen*s equally and
fairly. The teacher would |ike to know if there is
arything in his mannerisms or behavior that indicates
discrimination.

Situation 4

A particular teacher of high school seniors is cited
continuously as "my favorite teacher" by graduating
seniors on a newspaper survey. The school administrator
would like to know what this teacher does to merit this
continued high recognition.

Situation §

A teacher has been attempting to elicit classroom
discussion of the literature read. However, students
have been reluctant to respond when she calls on them.
and no one seems to volunteer comments. Discussions
usually end up being teacher dominated.

4. When teams ha e completed assigned tasks a team
spokesperson reports their discussion and data gathering
decisions to the large group. Trainer facilitates
discussion.

NOTES:
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Activily 3

Purpose:

Procedure:

MODULE |11
ANALYZING AND INTERPRETING DATA

To present various methods to analyze and interpret data

To provide practice in interpreting data

Trainer presents lecturette on data analysis and
interpretation.

POSSIBLE SCRIPT (adapt as needed to fit context)

Now that the data is collected, what is to be done with
it? Teacher and cbserver must tuelk. Commonly called the
"feedback conference,” this step might bring to mind a
scene of one-sided conversation in which one person, the
observer, "feeds back" everything the observation data
has revealed. Not true - the task of interpreting is a
joint one between teacher and observer. 1! there is a
leader, that should be the role of the teacher.

Theoretically, if the data, are accurate and clear, they
could be left in the teacher's hands to interpret and to
use a. his or her discretion. In fact, that should be
the first step. But hopefully, the information is
important and valuable enough to merit discussion. Not
only is the intelligent input of the observer useful, but
the sharing itself assures the teacher that what he or
she does in the classroom is important.

Keith Acheson and Meredith Damien Gall outline three
basic steps in dealing with observation data in their
book Techniques in the Clinical Supervision of Teachers:
(58) (T-111-2)

STEPS IN THE FEEDBACK CONFERENCE

1. Analyzin
(Tooking at the data to determine what it shows
without judgmental conclusions)
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2. Interpreting
(attempting to figure out why or how events occurred,
looking at the effects of such events and considering

options)

3. Deciding
(what to change to improve instruction)

There are many different ways to analyze data. Keys to
analysis and interpreration can be used to make feedback
more mear.ingful: (T-111-3) (H-111-3)

KEYS TO DATA ANALYSIS AND INTERPRETATION

TREND - discover recurring patterns within a single class
or happening across classes.

A teacher may use a questioning format, a means of
presentation, or a response behavior that forms a
repetitive pattern and dominates the instructional
pattern. Look for patterns across classes where the
teacher teaches the same subject more than once during
the day.

Examples:

a. One teacher directs attention and calls on students
only in the back half of the room. Students in the
front seats are habitually ignored unless their
behavior calls attention.

b. A teacher either repeats or paraphrases every student
answer and follows with her own answer without
redirecting the question.

CONTENT - analyze the accuracy, difficulty, relevance,
and relationship of the instruction to the district
curriculum guidelines.

T'is :s where professional knowledge enters into the
feedback process. |f the observer is unsure of the
relevancy of the observed instruction to the district
program or to the skii: level of the students, the
observer and teacher need to review the data for
appropriateness cf content.

INTERACTION - determine the quality and vitality of the
interaction between students, and between students and
teacher.
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Learning is more likely to occur in an environment that
is non-threatening and encouraging yet stimulating. The
verbal interaction in a classroom is a gauge for
classroom climatc. Are the exchanges primarily positive,
exhibiting respect and kindness? Is there a balance
between engaged interaction in the classroom and
non-interactive opportunities for students to develop
their own skills?

DISCREPANCY - find discrepancies between intended and
actual results.

Objectives of the lesson were made clear in the planning
conference - were they achieved? Following the <lassroom
observation, a review by the observer and teacher of the
Preobservation Planning Guide and a review of the
recorded data will determine whether the discrepancy
exists.

RATIO - count behaviors and set up ratios.

Ratio analysis is easily understood, easy to do, and used
by most observers. Some common ratio analyses are to
focus on individual students and set up a ratio for
students on task to those off task; the ratio of positive
comments to total comments; and the ratio of actual
positive reinforcement to opportunities of possible
positive reinforcement. The teacher and observer need to
come to an agreement on behaviors to be recorded in the
preobservat.on conference.

OUTCOME - measure student achievement after instruction.

With objectives clearly addressed, a teacher made test or
quiz 1s one way to measure the effectiveness of
instruction. Taking pre-knowledge of the subject into
account and allowing for basic skill deficiencies, a
teacher can assess fairly accurately the success or
failure of the lesson. (Assessing student outcomes is
addressed 1n Module 1V.)

NULL - identify what is lacking.

To analyze missing injredients, an observer needs to
address several questions regarding a classroom
observation experience. Do the students or teacher or
both lack enthusiasm for the subject matter or prepared
daily lesson? |s participation of all or at least most
of the students apparent? Did the teacher demonstrate

95 ] :




preparation and organization? Was there an introduction,
a connection to previous learning, a summary, an
assessment, and an appropriate closure? A feedback
conference provides the teacher and the observer the
opportunity of answering these questions and seeking
alternative approaches that will improve the quality of
the classroom instruction.

2. Trainer asks for clarification questions or comments.

3. Trainer distributes Lesson Transcript handout on teacher,
Jane Clark, and explains. (H-111-4)

Example: This is a lesson transcript, a record of
everything that occurred in a half hour's observation of
an eighth grade Cngl:sh class. Read the transcript
carefully, and then in you. teams attempt to analyze and
interpret the data. Next decide what you feel this
teacher could do to improve. Select someone to record
the team's ideas and later report to the large group.

4. Trainer asks spokespersons to report and writes comments
on chartpack.

5. Trainer summarizes activity.

Example: Now we have all of the objective data that Jane
Clark and the observer agreed upon for the lesson. An
effective feedback session is one in which the teacher,
Jane, has an opportunity to read and evaluate the data
before the postconference session with the supervisor or
co!league. When Jane can reveal her concerns, identify
problems, and/or select areas for growth in her classroom
instruction, the potential for growth is more likely to
occur. Accuracy, clarity, and objectivity are key
characteristics of a feedback conference.

NOTES:




Activity 4

Purpose:

Procedure:

MODULE (11
THE FEEDBACK CONFERENCE

To inform of feedback conference procedure

To provide practice and critique of the feedback
conference

Trainer presents lecturette on feedback conference.
POSSIBLE SCRIPT (adapt as needed to fit context)

Before observer and teacher enter the feedback
conference, it may be necessary for each to do a self
check on attitude. To assist the participants in
becoming more trustworthy and to encourage a collegial
relationship, the teacher and observer might enter the
conference with the fol lowing beliefs: (T-111-4)

FEEDBACK CONFERENCE BEL |EFS

Observer -

o This is a teacher with rights and feelings the
same as mine.

o This teacher wants to improve and has the capacity
to do so.

o The observation data were taken objectively and
will be reviewed the same way.

o This meeting is not to determine the teacher's
eligibility for contract renewal.

Teacher -

o | am a competent teacher and would like to become
an even better teacher.

o The observer is an equal who is helping me to
improve my teaching.
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o By keeping an open mind and seeking objective
data, |'lIl gain valuable information on my
teaching.

o The observation data are mine to use to impiove my
teaching.

EFFECTIVE FEEDBACK CONFERENCES

An effective Feedback Conference will answer the following
questions: (T-111-5)

1.

WHEN? The feedback conference follows the classroom
observation s soon as possible. |f too much time
elapses between the two events, the *eacher often feels
that the observation event is less important than other
activities.

WHERE? As with the planning conference, the meeting
place must be a comfort area for both participants. Some
suggestions for the meeting place are the teacher's
classroom, the media center, or a qu.et corner in the
teachers' conference rooms or lounge. |f the
supervisor's office is used, it is suggested that a round
table be used instead of the traditional setting of the
supervisor and teacher facing one another on either side
of the supervisor's desk.

WHAT? The observer begins by presenting the data for the
teacher to analyze. Data should be reviewed for
objectivity and assurance that the observation data and
instruments are those decided upon in the planning
conference.

WHY? Together the teacher and observer interpret the
data, looking for causes, effects, and conseguences.

At ention should be focused upon those aspects of the
observation that, when changed, will have the potential
for improved classroom instruction. The observer's role
is to seek the teacher's opinions and feelings about the
data and the classroom observation. The teacher's role
is to determine causes, effects, and consequences of
actions in the classroom based upon the data. Both the
teache: and observer play an important role in the
interpretation of the data in order to explore
alternatives.
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5. HOW? Based on the observation and feedback,

decisions can be made concerning possible changes in
the lesson, the objectives, classroom interactions,
etc. In the feedback conference, the teacher and
observer discuss options for improvement based on the
data, understanding that there is rarely one "best"
way. The observer may compile a list nf available
resources and knowledgeable professionais, e.g.,
professional readings, audiovisual aids, available
courses, peers who teach the same or similar courses,
counselors, and media specialists.

6. NOW WHAT? At the end, the teacher and observer
summar ize the observation experience and resulting
data with a plan for future activities.

At the end cf the conference, feedback should be viewed
as a "sharing" rather than a "giving” experience.

Trainer asks for comments or questions and facilitates
discussion.

Trainer asks for two volunteers to role play a feedback
conference based on the Lesson Transcript of Jane Clark s
eighth grade class.

Example: Let’s go back to that English teacher Jane
Clark. What might occur in Jane's feedback conference?
We know what happened during the observation and we have
taken a transcript of the lesson. Based on the data,
we've made some interpretations and suggestions. Now we
are prepared to meet with Jane in a feedback conference.

Volunteers are given a brief time to prepare for role
play.

Role play is presented.

Trainer facilitates discussion as indicated, focusing on
appropriate and inappropriate behavior in the role play.

Trainer summarizes Feedback Conference.

Example: The Feedback Conference is the last step in the
three stages of classroom observation, but it is the
first step in goal setting. Observation data, along with
the interpretation and decision-making that follow,

9 1 i.l’,n
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combined with other sources of data covered in detail in
Module IV. become the necessary base for productive goal
setting.

NOTES:
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Activity 5

Purpose:

Procedure:

MODULE 111
SUMMARY, ASSIGNMENT, AND EVALUATION

1. To summarize main points of module
2. To give observation assignment

3. To allow participants to evaluate module

1. Trainer passes out hand-out containing summary and
assignment. (H-111-5)

Summary:

1. The task of analyzing and interpreting observation
data belongs to both teacher and observer.

2. Observatior data can be interpreted by examining a
number of cifferent aspects which are keys to
interpretation.

3. The feedback conference is a "sharing" rather than a
"giving" and requires certain steps as well as
appropriate attitudes.

Assignment :

Conduct a preconference, an observation of instruction,
and a feedback conference with a fellow educator.
Attempt to enlist a second party to observe and record
the class as well. Following the observation, compare
results to validate your data.

2. Trainer reviews main points in the summary, explains
assignment, and responds to questions.

3. Trainer distributes evaluation forms and collects on
completion. (H-I11-6)

NOTES:
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(H-111-1)

MODULE 1l - OVERVIEW

PROVIDING FEEDBACK/THE POST-CONFERENCE

Having collected classroom data. the next step for observer and teacher
is to analyze and interpret the results. The task 1s the teacher's. All
data should be received by the teacher first. Because the information
was recorded purely as descriptive rather than judgmental data, the data
usually speaks for itself. Listening, sharing and asking for suggestions
in a caring environment ¢ e valuable components of the post-conference.
This module will present methods to analyze and interpret descriptive
data and provide procedures for a mutally productve post-conference
leading to meaningful goal setting

Anticipated Outcomes

Participants will -

(1) learn how to make inferences and
recommendat ions after reviewing
observation data

(2) learn the characteristics of
constructive feedback

(3) learn the components of a feedback
conference

(4) gain knowledge of the roles and

feel ings of teachers and evaluators
in a post-conference
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' : (H-111-1)

MODULE |11 AGENDA

Activity Purpgose
Introduction, Agenda Sharing, o to re-acquaint
Debriefing trainers and participants

o to review agenda
o to allow participants to
share observation experience

Classroom Situation o to present classroom
Problem Solving situations
o to identify behaviors
for data gathering
o to develop feedback based on

. observational data

Analyzing and Interpreting o to present various methods to
Data analyze and interpret data
o to provide practice in
interpreting data

The Feedback Conference o to inform of feedback
conference procedures

o to provide practice and

critique of the feedback

conference
Summary, Assignment, and ¢ to summarize main
Evaluation points of module

o to give observation assignment
o to allow participants to
evaluate module

1.0
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(H-111-2)
MODULE 111
CLASSROOM SITUATIONS

Situation 1

Parents of a TAG (Talented and Gifted) student have
complained to a teacher that the students in the class are
harassing their child. Two or three years younger than the
other students. yet more capable, the child tends to annoy
his classmates with bright remarks and excel lent grades. The
teacher has not observed overt harassment of the student but
is concerned that 1t may be going on behind her back.

Situation 2

An older teacher fears his slight hearing loss may be
affecting his teaching. He carries on lectures and lessons
as usual but wonders if he is ignoring student comments and
questions because he doesn't always hear them. He feels that
sometimes students appear to be laughing at him. He asks for
help in determining the reason and is asking for assistance
in improving the situation.

Situation 3

Lower skilled students feel the teacher is giving brighter
students preferential treatment in class. The teacher cannot
see why these students feel this way because he feels that he
treats all students equally and fairly. The teacher would

I 'ke to know if there 1< anything in his mannerisms or
behavior that indicates discrimination.

Situation 4

A teacher of high school seniors 1s Cited continuously as "my
favorite teacher" by graduating seniors on a newspaper
survey.' The school administrator would like to know wha'
this teacher does to merit this continued high recognition.

Situation 5

A teacher has been attempting to elicit classroom discussion
of the literature read. However, students have been reluc-

tant to respond when she calls on them, and no one seems to

volunteer comments. Discussions usually end up being teacher
dominated.
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(H-111-3)

KEYS TO DATA ANALYSIS AND INTERPRETATION

TREND - discover recurring patterns within a single class or
happening across classes.

CONTENT - analyze the accuracy, difficulty, re'evance, and
relationship of ."= instruction to the district curriculum
gu:delines.

INTERACTION - determine the quaiity and vitality of the
interaction between students, and between students and
teacher .

DISCREPANCY - find discrepancies between intended and actual
results.

RATIO - count behaviors and set up ratios of expected to
unacceptable responses or behaviors.

OUTCOME - measure student achievement after instruction.

NULL - identify what is lacking.
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(H-111-4)

LESSON TRANSCRIPT

DATE /=5 we _ 8§30 =900 a.m.

TEACHER ane: | 2&4,& OBSERVER &W/
SUBJECT @M GRADE _ ¥ N0.OF STUDENTS 7%

8:30 Jane begins class by calling roll. She marks each student
twice. The first is on a pink roll slip and the second 1n her
roll book. Students are talking; most pay no attention when

their name s called; only 5 answer to roll. Jane visually
determines those present, searching the room after each name
1s called.

8:33 Jane walks to the ‘ront of the room, attaches the roll s!ip to
the clip.

She calls out to the class, "Did everyone remember your Iit
book? Take it out and turn to page 97." Noise level increases
as students unzip packs or reach under desks to l.cate books.

Four students rise and walk to the shelf ¢n the right side of
the room to take books. Jane says, "If you must borrow a book
from the siielf, please remember to return it at the end of
class. Too many of you walk off with them."

One boy says, "I've got six in my locker." Other students
laugh.

“OK, Roger, get the pass now and bring all six books to me.
What have you done with your own book?"

"My dog ate it," Roger responds. Class laughs again. Jane
does not smile. Roger walks to the teacher's desk, opens the
middle drawer. grabs the hall pass. and leaves the room.

Two students come in late. Jane changes roll slip at the door
and walks back to her desk to change the roll book. Several
students call out, "What page?" Student talking continues.

8:38 Jane walks to the blackboard, repeats "Page 97" and writes it
on the board.

“All right, may | have 1t quiet?" Jane speaks and waits for
noise to subside. Five or six students continue to talk.

)
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8:40

8:42

Jane picks up the grade book. repeats "Quiet please” and
continues "Last one to stop talking loses the points."
Talking stops in sudden unison, except cne voice. "OK, Joel,
you were last - 5 points off daily grade.” Joel groans and
rolls his eyes.

Room is quiet. Jane begins lesson. “Who can tell me the four
basic conflicts in literature? Remember we had them on the
board yesterday?"

Three hands go up. Jane calls on studenit whose hand is not
up. "Nancy, what are they?"

"Uh, let's see, um, OK. Man against Nature and..."

"Whoops, remember what we changed the word 'man’ too? There
are not only men in this world, but women too. So what do we
say instead of man'?"

"Oh, yeah, Human."

”R'ght | "

"OK, Human against Nature (Jane writes each conflict on the
blackboard as it is given.) Human against Human, Human against
Society and, and, humm, uh, is it Death? | can't remember."

“That's not a bad guess - only if it were Death, Death would
always win in the end of every conflict.”

“Uh, uh, not if you believe in life after death.” Talk-out
from Joe.

"Well, t'at's right, Joe, but nevertheless, Death isn't one of
the basic conflicts. What ‘s the one we're missing?"

Roger returns carrying four lit books He pretends to be
stumbling under their weight. Class laughs.

"OK, Roger, put them on the shelf and get to your seat."
Roger slowly places books one by one on the shelf. Ten

students have resumed talking. One calls out to Roger, "Good
job, Rog."

“All right, where were we? We need one more conflict What
is it?" Two hands go up. "Susan?" Susan s hand was not up

Before Susan can answer, Nancy calls out, "Setf. Self. |
just remembered."

"Yeh, sure, you just found it in your notebook, cheater." Joe
responds.
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8:45

8:50

9:00

Jane says. "Look, things will go a whole lot better if we
don't 1) interrupt each other, 2) speak out of turn and 3)
call each other names Is that too much to expect?"

"Self is right, Nancy, but | had called on Susan. OK, we have
read a short story for each one of these conflicts except

one. Which one have we not had a story on?" Silence in

room. Roger laughs.

"OK, Roger, you tell us. The first story we read was what?"
"l don't know - oh, yeah, it was about that bird." Class
laughs.

"The Scarlet Ibis', right? Now what was the conflict in that
story?"

"Beats me." Class laughs.

"Anybody else know?' Three hands go up. One of them is
Eiten's. "Ellen?"

"Man, | mean Human against Self."
"Correct, and how about the second story 'To Build a Fire'?"
Several students call out, "Nature'"

"Right, and how about the story ahout the black boy getting
robbed? Human against? Dorothy?" Silence. (2 seconds)
"Andy?" Silence. (3 seconds) "Arnold?"

"That was man against society because the black boy was being
discriminated against."

"Good. 0K, tha. only leaves one."

Four students call out, "Human."

"Exactly. This story is about one person battling another in
a lifa or death struggle. Now this is kind of long so start
reading now and plan on taking the book hone as homework. Now
| want it quiet and that means you as well, Roger. Whzre's
your book?"

"1 put 'em all on the shelf." Class laughs.

"Roger, will you just get a book, turn to page 97, and read?
Thank you." Voice is stern. Roger, grinning widely, walks to
the book she!f and gets a book.

After some shuffling and whispering, students begin reading.
Jane stands at front of room watching. Room is quiet.

Observer leaves room.
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(H-111-5)

MODULE I11. PROVIDING FEEDBACK/THE POST-CONFERENCE

Summary and Assignment

Summar

1. The task of analyzing and interpreting observation
data belongs to both teacher and observer.

2 (Observation data can be interpreted by examining a
number of different aspects which are keys to
interpretation.

3. The Feedback Conference is a "“sharing" rather than a
"giving" and requires certain steps as well as
appropriate attitudes.

Assignment:
Conduct a preconference, an observation of instruction, and a

feedback conference with a fellow educator. Attempt to
enlist a second party to cbserve and record the class as

well Following the observation, compare results to val idate
your data.
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TEACHER EVALUATION FOR GROWTH
The Feedback Conference

Module 111 Evaluation

What overall rating of effectiveness would you
give this module in meeting the outcomes
identified earlier?

How effective were the transparencies in
providing you with an understanding of the topic?

How effective were the handouts in providing you
with an understanding of this topic?

How effective was the process or design used in
this module i1n helping you to understand the topic?

How effective were the activities and information
provided in helping you plan for a teacher
evaluation program for growth?

How effective were the trainers in presenting the
information and skills in this module?

VERY INEFFECTIVE

'y

(H-111-6)
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What activities in this training session were most effective in

understand ing the concepts presented in this module?

o VERY EFFECTIVE

o

What specific recommendations would you make for subsequent training

sessions of this module?

Do you have other comments?




(T-111-1)

CLASSROOM SITUATION TASKS

Describe the specific behaviors to be recorded
that will provide the information requested by the
teacher.

Determine how the behaviors can be recorded
and which observation instruments would provide
objective data.

Decide how ihe feedback, based on the recorded
data, should be shared with the teacher.

11
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(T-111-2)

STEPS IN THE FEEDBACK
CONFERENCE

Analyzing

Interpreting

Deciding




‘ (T-111-3)

KEYS TO DATA ANALYSIS
AND INTERPRETATION

Trend--discover recurring patterns within a single class or
happening across classes

Content--analyze the accuracy, difficulty, relevance and
relationship of the instruction to the district curriculum
guidelines

Interaction--determine the quality and vitality of the interaction
between students, and between students and teacher

Discrepancy-find discrepancies between intended and actual
results

Ratios--coun: behaviors and set up ratios of expected to
unacceptable responses or behaviors

Qutcome--measure student achievement after instruction

Null--identify what is lacking

® |:== &
Educational
Laboratory
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(T-111-4)

FEEDBACK CONFERENCE BELIEFS

Observer:
« This is a teacher with rights and feelings the same as
mine

. This teacher wants to improve and has the capacity to do
SO

. The observation data were taken objectively and will be
reviewed the same v'ay

. This meeting is not to determine the teacher's eligibility
' for contract renewal

Teacher:

. | am a competent teacher and wou!d like to become an
even better teacher

« The observer is an equal who is helping me to improve
my teaching

. By keeping an o,.2n mind and seeking objective data, I'll
gain valuable information on my teaching

- The observation data are mine to use to improve my
teaching

ERIC

Full Tt Provided by ERIC.




(T-1I11-5)

EFFECTIVE FEEDBACK
CONFERENCES

When? The feedback conference foliows the classroom
observation as soon as possible.

Where? As with the planning conference, the meeting place
must be a comfortable area for both participants.

Whiit? The observer begins by presenting the data for the
teacher to analyze.

Why? Together the teacher and observer interpret the data,
looking for causes, effects and consequences.

How/? Based on the observation and feedback, decisions can be
made concerning possible changes in the lesson, the
objectives, classroom interactions, etc.

Now What? At the end, the teacher and observer summarize
the observation experience and resulting data with a plan for
future activities.




MODULE IV: USING OTHER DATA SOURCES

"WHEN ONE PERSON HELPS ANOTHER TO SUCCEED,
BOTH PARTIES ARE ENHANCED BY THE SUCCESS."

JERRY J. BELLON, UNIVERSITY OF TENNESSEE,
KNOXVILLE, TENNESSEE
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MODULE IV OVERVIEW

USING OTHER SOURCES OF DATA

Though classrcom observation is often used in teacher evaluation,
other sources of evaluation data are not to be discounted,
particularly in evaluation for professional growth where legal and
contractual requirements are not restrictive. This module wtll
present other means of measuring instructional effectiveness:
student assessment teaching artifacts, student evaluations, and
self assessment. Through a combination of data gained by using
these methods and classroom observation, a more definitive picture
of a teacher's instructional skill comes together.

Anticipated Qutcomes:
Participants will -

(1) understand why standardiced tests are not
‘ dependable teacher evaluation tools

(2) recognize the value of well-constructed
classroom assessments in teacher evaluation

(3) learn to analyze and evaluate other
artifacts of teaching

(4) learn why student evaluations of teaching
can provide teachers with valuable
information

(5) recognize self assessment as a culminating
activity leading to goal setting
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Activity

Introduction, Agenda Setting,
and Debriefing

Student Assessment

Teaching Artifacts as
Evaluation Data

Student Evaluation of Teaching

Sel f Assessment

Summary, Assignment,
Evaluation

MODULE

1V ACENDA

Purpose

to introduce or re-acquaint
trainer and participants

to review agenda items and al low
tor comments and questions

to allow particpants to share
observation experience from Module
Y

to explain the inadequacies of
standardized tesis as measurements
of the effectiveness of an
individual teacher

to describe the importance of
student assessment in the
evaluation of teaching

to emphasize the need for teacher
and supervisor training in
assessment

to define the term teaching
artifacts

to inform of the methodology used
to analyze and evaluate teaching
artifacts

to dispel the misconceptions
concerning student evaluations
to enable participants to gather
information from students about
teaching

to establish self assessment as
the first step in goal setting
to provide guidance in self
assessment processes

to summarize module

to assign group task

to allow participants to evaluate
module

w 1an




MODULE (V: TRAINING AGENDA

Approximate time:

Activity

Introduction, Agenda
Sharing, Debriefing

o

introduce self and
co-trainer

i f appropriate,
participants introduce
selves

distribute Module IV
Overview and Agenda

ask for questions and
concerns about agenda

teams rorm to discuss
observation
experiences from
Module |11

assignment

team spokespersons
present observation
highlights to large

group

comments recorded on
char tpack

facilitate discussion
review reacher

Centered Evaluation
model

. Student Assessment

teams brainstorm

1) student character-
istics schools measure,
2) methods used to
measure,

Time

30 min.

40 min.
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2 hours, 5 winutes

Materials

Handout :
Modulie IV Overview and
Agenda (H-1V-1)

Transparency:-
Teacher Centered
Evaluation (T-1V-1)

Transparencies:
Limitations of
Standardized Tests
(T-1v-2)
Why Use Classroom
Tests? (T-1V-3)
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3) purposes for which

resul ts of measurements

are used

teams report to large
group

responses written on
char tpack

discuss and summarize

present lecture on
student assessment

ask for clarification
questions on lecture

facilitate discussion
. Teaching Artifacts
as Evaluation Data

explain artifacts as
evaluation data

distribute handout on
artifacts and discuss
. Student Evaluation

introduce student
evaluation

teams form to list
common teacher
objections to student
evaluations

teams report to group
summarize by
presenting Common
Cbjections

facilitate discussion

Handout :
Framework for
Analyzing Artifacts
(H-1V-2)

30 min. Transparencies:

Can Students Evaluate
Teachers? (T-1V-4)

Common Objections
(T-1v-5)

Positive Aspects of
Student Eva’'uation
(T-1V-6)

Implications (T-1V-7)

Student Evaluation
Tactics (T-1V-8)

Keys to Success
(T-1v-9)

Handout:
Question Categories
(H-1V-=3)




teams brainstorm
positive aspects of
student evaluation

teams report to large
group

present remainder of
lecture and ask for
clarification
questions

teams generate list
of questions to be
used to evaluate
teaching

distribute handout on
question categories

teams report to large
group

questions written on
char tpack under
categories

facilitate discussion

summar ize student
evaluation of teaching

. Self Assessment

present lecturette
explaining concept of
sel f assessment

ask for clarification
questions

distribute handouts
. Summary, Assignment
and Evaluation

distribute Summary
and Assignment sheet

10 min.

Handout:
Personal Reflection
(H-1V-4)

Transparencies:
Steps in Self
Assessment (T-1V-10)
Self Assessment
Assumptions (T-IV-11)

Handouts:

Module IV Summary
and Assignment
(H-1v-5)

Evaluation Form
(H-1V-6)




o ask for clarification
questions and explain

o distribute evaluation
forms and collect on
completion

NOTE: Training supplies and equipment needed for Module IV:

Overhead Projector

Char tpack

Marking Pens

Paper and Pencils for Participants

O00O0
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Activity 1

Purpose:

Procedure:

MODULE IV
INTRODUCT ION
AGENDA SHARING AND DEBRIEFING

To introduce or re-acquaint trainer and participants
To review agenda and allow for comments and questions
To allow participants to share observation exper iences

To review Teacher Centered Evaluation

If this i1s the first meeting, trainer introduces self and
allows time for participants to introduce themselves to
the group - name, school, position, etc.

Trainer distributes Module IV Overview and asks for
Juestions and concerns.

If participants completed Module |11, school teams form
to discuss observation assignment experiences. A
spokesperson is selected to report observation highlights
to tre large group.

Teams report. Comments are written on the chartpack.
Trainer facilitates discussion.

Trainer places Teacher Centered Evaluation transparencCy
on overhead and reviews concept. (T-IV-1)

Example: In Teacher Centered Evaluation with
professional growth as the desired outcome, the teacher
receives input from many directions. As in typical
evaluation programs, the supervisor plays an impor tant
role through open communication and classroom
observation: however, the supervisor's role is no more
important than the other sources of input as pictured in
this model.

1‘:‘\)
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Colleagues will also provide communication about teaching
and they, too, will have collected descriptive data for
the teacher through classroom observations. This module
will elaborate on the ways students, through assessment
of their work and through their evaluation of the
teacher s methods, can be a rich source of data. It will
also touch on the inclusion of teaching artifacts such as
exams and gradebooks as evaluation data as well as the
teacher's self assessment of himsel f/herself in the
classroom, a necessary step before goal setting, where
resources will add to the whole to provide a well-rounded
input system for the continuous evaluation of a teacher's
instructional skill.

NOTES::
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Activity 2

Purpose:

Procedure:

MODULE IV
STUDENT ASSESSMENT

To describe the importance of student assessment to the
evaluation of teaching

To explain the inadequacies of standardized tests as
evaluations of teaching

To emphasize the need for teacner training in assessment

Trainer asks teams to brainstorm ideas in three
categories:

1. Student characteristics schools
measure.

2. Methods used to measure these
characteristics.

3. Purposes for which the results of such
measurements are used.

Teams meet, discuss, and record their ideas.

Teams report to large group. Trainer writes ideas on
char tpack under three categories. This will necessitate
tearing chart sheets from the tablet and securing them to
the wall or bullietin board.

Trainer facilitates discussion as ideas are shared and
then summarizes.

Example: |t becomes quite apparent that a good part of
school time is spent in the assessment of students,
measuring a variet: ,f characteristics through numerous
methods for some undeniable good reasons. Several
conclusions can be drawn:

1. Assessment is important in schools, taking
up a good deal of time and effort




2. 0f the various methods to assess students,
those most frequently used depend on
teachers' observations and judgments, and
their ability to construct tests.

3. Among the uses for assessment it is clear
that teachers can use these classroom
measures to determine how things are going
... whether their teaching is producing
learning.

(Note: Trainer may have to prompt and reword to end up
with these points. But they are the key points. The
trainer may have to facilitate discussion to draw out
these ideas.)

Trainer presents lecture on student assessment.
POSSIBLE SCRIPT (adapt as needed to fit context)

Educators, both teachers and administrators, would be
highly insulted, and rightfully so, if they were to be
accused of not caring if their students learned. Surely
the primary goal of schools is to encourage, facilitate,
and, in fact, bring about learning on the part oi
students. |f this is truly the case, why then have the
skills necessary to measure such learning been sadly
disregarded in the teacher education curriculum? Neither
teacher training programs nor teacher certification
agencies have typically required any assessment
training. Classroom teachers, as well as their
administrators, carry on their edicational cuties daily
with little krowledge of the means to accurately measure
the learnino of their students.

Certainly they try. Teachers can spend 25 to 30 percent
of professional time involved in assessment-related
activities. These activities often are carried without
the important training necessary to insure quality and
accuracy. Supervisors, who lack expertise themse | ves,
hesitate to place confidence in teacher made testing
tools.

One might argue that those tests accompany ing or embedded
in textbooks fill the need for quality testing. As most

educators will attest, such examinations often fall short
of expectations. Sometimes these tests are developed in

the complete absence of quality control standards.
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In response, when placed under pressure from the public,
districts turn to norm referenced standardized
achievement tests such as the lowa Test of Basic Skills,
California Achievement Test, and the Standard Achievement
Test. True, these tests must meet certain standards, and
they do provide a basis for comparison on a national
level. However, one thing they do not do is provide
specific information on the effectiveness of the
classroom instruction of individual teachers.

Administrators who use standardized achievement tests to
evaluate teachers are failing to realize the following:
(T-1v-2)

LIMITATIONS OF STANDARDIZED TESTS
FOR PURPOSES OF TEACHER EVALUATION

o Broad, shallow content coverage
(Standardized tests graze only the surface of a
student's knowledge, touching on areas that may or
may not have been stressed in the student's
classrooms. Up to three years of content might be
tested 1n 35 or 40 test items.)

o Match between test and instructional content
(The overlap between test content coverage and the
priorities of any particular local curriculum can be
less than 50 percent. But what is most problematic
is that few districts have checked the extent of
overlap.)

o Match between test and instructional cognitive level
(Different test batteries test various levels of
cognitive challenge in different ways to different
degrees. Thus, there exists the danger that local
curriculum with respect to thinking skills will not
be adequately tested by the locally adopted test
battery. Again few districts have checked the extent
of this match.)

o Imprecision of score scales
(Sometimes a single wrong answer in a specific area
can plunge or raise a Student's score as much as two
grade levels. Because so few questions attempt to
measure SO much, each question carries more weight
than it merits, especially in the extreme high and
low ends of the grade equivalent score scale.)




Unreliability of change scores

(Educators tend to look closely at change scores
hoping to see improvement in a child's score from
year to year. But for reasons having to do with the
statistical properties of these data, individual
student pretest to posttest change scores cannot be
counted upon to be reliable enough to warrant such
analysis.)

Narrow operational definition of student achievement
(Most standardized tests measure a very narrow part
of a student’s total knowledge and skills,
concentrating on reading, vocabulary, grammar, math,
and other subjects that are tested only by means of
multiple choice test items. More complex achievement
related skills such as speaking and writing that do
not translate into multiple choice formats--and that
we value greatly--are not assessed )

Infiuence of outside factors on student performance
(Scores on standardized achievement tests are
influenced by many factors that are beyond the direct
control of the teacher, such as educational
environment at home and the direct influence (or lack
thereof) of prior teachers.)

So do we conclude from this that student achievement
data have no role to play in teacher evaluation? We
certainly do not! Paradoxically, one of the best
measures of the effectiveness of teaching is how wel'
students are learning. The issue is, how do we
measure that learning? The answer is: day to day
classroom measures of student achievement. Here's
why: (T-1v-3)

WHY USE CLASSROOM PERFORMANCE TESTS?

Students can demonstrate skills taught by the present
teacher.

Situation is real life, in an actual classroom with
classroon competencies.

Effective diagnosis is possible.
Natural classroom events can be observed.

Continuous feedback on student progress occurs.

127 14,




But one key point remains; teachers need more training in
developing and using effective assessments. A vast
majority of teachers received no such relevant training
during their professional preparation. Recent trends
indicate that such training may become more available and
required for teacher certification.

6. Trainer asks for clarification questions on the lecture
and facilitates discussion.

NOTES:



Activity 3

Procedure:

MODULE IV
CLASSROOM ARTIFACTS AS EVALUATION DATA

To define and explzain the term teaching artifacts

To inform of methodology used to analyze and evaluate
tcaching artifacts

Trainer explains the use of teaching artifacts in the
evaluation of teaching.

Example: As part of assessment training, the analysis
and evaluation of teaching artifacts enables teachers to
better their instructional skills. The term teaching
artifacts is defined by Thomas McGreal in Successful
Teacher Evaluation as "all instructional materials
teachers use to facilitate student learning.” He
includes lesson plans, unit planning materials, tests,
quizzes, study guides, worksheets, homework assignments,
and any other item used in teaching. (159)

Every teaching tool a teacher creates or selects either
enhances student learning or detracts from it. Care and
attention are necessary in order to provide the best
teaching materials to complement the subject matter and
learning styles and levels of the pupils. However,
teachers seldom are able to analyze and evaluate the
materials they use. To help in this task, McGreal has
set up criteria for the evaluation of content, design,
and presentation of teaching artifacts

Trainer distributes handout A Framework for Analyzing the
Artifacts of Teaching (H-1V-2).

Example: McGreal's Framework for Analyzing the Artifacts
of Teaching speaks to all kinds of teaching materials,
not only written forms but audiovisual presentations as
well.

Jok
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Though such handouts can only motivate teachers to begin
to think about the effects of teaching materials,

thorough training in the area would improve classroom
instructior greatly.

NOTES:
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Activity 4

Purpose:

Procedure:

MODULE IV
STUDENT EVALUATION OF TEACHERS

To dispel the misconceptions concerning student
evaluations

To enable participants to generate questions for students
about teaching

Trainer begins lecture on Student Evaluation of Teaching.
SCRIPT

Most teachers feel uncomfortable with student
evaluations. At present, student evaluation is common
only at the college and university level, but its value,
even with primary grade students, is under-estimated. A
strong rationale exists for using student evaluation at
a'l levels. As long as specific guidelines are followed
in writing the forms, making sure that the teaching,
rather than the teacher is evaluated, great benefits for
the teacher and the student can result. To provide a
clear look at student evaluation, we will look at (1)
Teachers' Concerns, (2) Rationale, (3) Models for Use and
(4) tmplications. (T-1v-4)

Trainer has group brainstorm and record reasons why
teachers are distrustful of student evaluations of their
teaching.

After about 5 to 10 minutes, trainer asks teams to
compare their list with the transparency list of Common
Objections. Trainer continues lecture as fol lows:
Teachers are distrustful of student evaluations for a
number of reasons. (T-!V-5)

COMMON OBJECT IONS
o Students Immature

(Immaturity. even among very young students, does not
appear to affect their assessmemt of what goes on in

14,
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their classes. At their own level, students can
describe honestly and accurately.)

o Students Untrained
(Though students do not have vast knowledge of either
teaching technique or subject matter, they are able
to appraise classroom climate and environment fairly
accurately.)

o Students Inexperienced
(Being full-time students, they may be more
experienced than most adults out of the education
field, and certainly their first-hand experience in
that classroom is more than a one or two {ime adult
observer. Furthermore, their experience 1s fresh,
and they commonly compare experiences with that of
their peers who are also ful l-time students.)

o Popularity Contest
(Popularity contests are won on good |ooks, smiling
faces. handshakes, hugs, and favors, none of which
seem to carry much weight when students evaluate

‘ teachers.)

o Delayed Judgments Better
(Sometimes it is felt students will be better judges
of their past teachers later in life when they have
more wisdom and perspective. Studies comparing
teacher evaluations from adults looking back on past
teachers and those from students presently enrolled
in *hose same teachers' classes are surgrisingly the
same. )

o Students Volatile
(Yes, at football games and rock concerts; however,
in evaluating teaching, they appear to maintain
classroom composure, and their evaluations seldom
show excessive negative or positive emotion.)

3. Trainer asks teams to again brainstorm, this time
recording the positive aspects of student evaluations.
After five to ten minutes, trainer continues the lecture
using the transparency on Positive Effects of Student
Evaluation of Teaching. Ask teams to compare their lists
and ask for possib'2 additions.

. (Lecture continues)

luU
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Not only are most of the concerns about student
evaluations unwarrented, but the practice has a
considerable list of merits. (T-iV-6)

POS|TIVE ASPECTS OF STUDENT EVALUATION OF TEACHING

o

Students participate in all instruction

(Their observation is more than the two or three
hal f-hour sessions a supervisor may be able to
afford. They're always there.)

Teaching and learning a reciprocal process
(1t takes two cooperatives to make a learning
situation compleie.)

Students partners in classroom interaction

(Students have a vested interest in what goes on in
the classroom. All of them want to feel comfortable
and most of them want to learn something. In this
process they become a partner because much depends on
them.)

Student evaluators can feel more involved

(Students feel flattered that someone cares what they
think and feel they have some power to bring about
change.)

Teachers listen to students

(Teachers are trained to listen and respond to
students. When a teacher's sel f-evaluaiion is
contradicted by student evaluations, teachers are
often motivated to change.)

Student evaluation <an promote trust

(Students are aware the teacher i1s laying himself
open to criticism. This promotes a trusting
relationship.)

Feedback can be obtained regularly at low cost
(Students are available every day of the school year
and willing to share thair expert opinions wiwnout

pay.)

Beyond these positive aspects are implications that
affect the entire school climate positively. (T-1v-T7)

[y
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IMPL ICATIONS

Involving students in the assessment of teacher
per iormance:

1. Establishes a greater dialogue between students
and teachers

2. Requires that students and teachers both take a
closor look at what goes on in the learning
process

3. Increases the trust level between students and
teachers

4. Provides immediate feedback and gives teachers
information about their instruction without the
threat of formal evaluation

5. Provides teachers with a strong and viable
opportunity to move toward greater instruction
excel lence

Student evaluations need not always be a rating form.
Other tactics can yield valuable information from
students. (T-1V-8)

STUDENT EVALUATION TACTICS
o Open discussion of a particular unit or activity
o Ircerview with individua.o or small groups
o Paper and pencil questionnzire
o Inferential evaluation via focused student writings
The primary key to using student evaluation is to be sure
all participants - the students. the teacher, the
administrator - understand that the object of evaluation
is teaching, not teacher. McGreal says, "Students are
much more reliable in deszribing life in the classroom
than they are in making evaiuative judgments of the
teacher."

. Other keys to success are the following: (T-1V-9)




KEYS TO SUCCESS

0 Ask the right gquestions
(Questions refer to teaching practices not personal
qualities of the teacher. Teachers should make-up
the evaluation forms or at least be involved in their
development.)

o Make it voluntary
(For both student and teacher.)

o Eliminate all risk to the student
(No names or other information that could give
identity away. Often questionnaires are administered
and collected by a third party.)

o Suggest action, possible change
(Unless improvement can result, why spend time and
eftort?)

2 Trainer asks for clarification questions or comments on
. the lecture and facilitates discussion.

3. Trainer asks teams to generate a list of questions to be
used in the evaluation of teaching. Questions may fall
into such categories as course content, instructional
processes, learning environment and other aspects of
teaching. Handout on questions is distributed. (H-1v-3)

4. After approximately 10 minutes, teams report their
questions to the large group. Trainer writes them under
ca.egories listed on chartpack paper and displayed on the
wall. Trainer facilitates discussion as questions are
shared.

5. Trainer summarizes.

Exampte: Although student evaluations can make teachers
uncomfortable, their value is under-estimated.

Consistent ratings of a teacher comparing one yea:'s
evaluations to the next year's and from adult alumni af
the class to current students have shown the honesty and
accuracy students display. However, research is
inconclusive as to whether student evaluation can improve
teaching. Much, of course, depends upon the attitude and
teaching goals of the teacher.

"I' NOTES:
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Activity §

Purpose:

Procedure:

MODULE IV
SELF EVALUAT'ON

To provide guidance in self evaluation

To establish self evaluation as the first step in goal
setting.

POSS IBLE SCRIPT (adapt as needed to fit context)
Trainer presents lecturette on Self Assessment.

Gerald Douglas Bailey defines self assessment as the
"process of collecting, analyzing and drawing
conclusions about the teaching act." From this
definition, most teachers will realize that the practice
is practically a given in the teaching profession. Suck
behavior is probably a daily occurrence for most
teachers, and yet it is doubtful that most would see it
as self assessment. In order for the activity to become
useful in the goal setting process, teachers must delve a
little deeper than normal procedure and perceive the act
as more than a cursory review of a lesson or unit.

Bailey advises teachers to concentrate on present
behavior. He gquestions "any self help activity which
depends heavily on memory." The handout called Personal
Reflection (H-1vV-4), developed by Vito Perione. does
accent the present by requiring a close examination of
the highs and lows of the teaching day just completed.

Video tapes of classroom instiuction can be useful In
self assessment. They become more valuable if the
teacher views the tapes with a teaching peer or
supervisor to point out aspects a teacher may fail to
see.

As a process leading directly to relevant productive
goals, a set of steps may be followed. (T-1v-10)




STEPS IN THE SELF ASSESSMENT PROCESS

o Identify relevant performance criteria
(What behaviors illustrate good teaching?)

o Analyze self perceived skills
(What are your strengths?)

o Acquire additional objective information from
students, peers, videotape critiques
(Observation by peers and/or supervisor and student
assessments are also useful data.)

o Compare outcomes from self and others
(Closely examine all data.)

o Establish priorities by asking questions:

1. What are the priorities in this
instructional setting?

2. How do my priorities relate to

. organizational goals?

|
3. What will give me the greatest amount i
of return for time invested? |

4. How will these priorities improve
learning cpportunities for students?

o Prepare to write goals

From the beginning to the end of self assessment, keep
the following key assumptions in mind: (T-IV-11)

SELF ASSESSMENT ASSUMPT IONS

o Necessary but not sufficient activity
(By itself, self assessment is never enough to
provide a thorough review of instructional practices.)

o Key to change process; motivation from within
(It is important that the teacher is aware that
change is possible and beneficial. In self
assessment, more so than any other data gathering
activity, motivation is likely to be a by-product.)

b5




NOTES :

Places teacher in a pro-active role
(The teacher acts on self knowl edge and self
motivation, not administrative prompting.)

Subjective process; supplement with other data
(Because the process is a subiective one, other data
from objective sources must be gathered.)

Need skill and knowledge of teaching process
(Without a sound background in what constitutes good
teaching, the teacher will be unable to identify
strengths and weaknesses in his/her teaching; this,
of course, must be a prerequisite to professional
growth.)

Contributes to sense of self efficacy

(The practice puts teachers in control, empowers them
to seek .2!f improvement in a safe, nonjudgmental
climate.)

Basis for professional sel” development

(Sel f assessment is not on. an essential part of
professional development, but its cornerstone.
Professional development cannot occur without
periodic self assessment.)

Easier to recommend than to do
(Looking at one's teaching skill in depth is more

than mere appraisal, and self evaluation is never
entirely easy or pleasant.)

1 :;‘, U
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. Activity 6

MODULE IV

SUMMARY, ASSIGNMENT, AN EVALUATION

Purpose:

1. To summarize module

2. To assign group task

3. To allow participants to evaluate module
Procedure:

1. Trainer distributes Module IV Summary and Assignment
(H-1V-5), reviews material, and asks for clarification
questions.

Summary:

1. Standardized tests scores have no role to play in

. teacher evaluation.

9 Teacher made assessment tools are the most valid
instruments to measure student learning when the
teacher has been trained in assessment practices and
when the results are used to promote professional
deve lopment .

3. Assessment training in teacher education and
inservice is essential.

4. Teaching artifacts may be used as data in teacher
evaluation.

5. Student evaluation of teaching is a useful source of
data at all levels of instruction.

6. Self assessment of teaching is another source of data
and the first step in meaningful goal setting.

Assignment :

If you are a teacher, design a siudent evaluation form to
cover a unit of instruction recently given in your
. classroom. Keep in mind that questions should cover

139
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methodology and technique rather than personal
characteristics, in other words teaching, not the
teacher. Examine the data and with a teaching peer,
interpret the data.

Second, comptete the activities on the Personal
Reflection handout as a first step in self assessment
(H-1v-4).

If you are a supervisor, do the same assignment modifying

it to question teachers in your school about your
performance as an administrator.

2. Trainer distributes Evaluatton Form (H-1V-6) and coliects
on completion.

NOTES:

1 ;‘) g}
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‘ (H-1V-1)

MODULE IV OVERVIEW
USING OTHER SOURCES OF DATA

Though classroom observation is often used in teacher evaluation,
other sources of evaluation data are not to be discounted.
particularly in evaluation for professional growth where legal and
contractual requirements are not restrictive. This module will
present other means of measuring instructional effectiveness
student assessment, teaching artifacts, student evaluations and
self assessment. Through a combine*ion of data gained by using
these methods and classroom observation, a more definitive picture
nf a teacher's instructional skill comes together.

Anticipated Outcomes:
Participants will -

(1) understand why standardized tests are not
dependable teacher evaluation tools

. (2) recognize the value of well-constructed
classroom assessments in teacher evaluation

(3) learn to analyze and evaluate other
artifacts of teaching

(4) learn why student evaluations of teaching
can provide teachers with valuable
informat 1on

(5) recognize self assessment as a culminating
activity leading to goal setting




MODULE

Activity

introduction, Agenda Setting,
and Debrietfing

Student Assessment

Teaching Artifacts as
Evaluation Data

Student Evaluation of Teaching

Sel f Assessment

Summary, Assignment,
Evaluation

IV AGENDA

Purpose

o to introduce or re-acquaint
trainer and participants

o to review agenda items and allow
for comments and questions

o to allow particpants to share
observation experience from Module
N

o to explain the inadequacies of
standardized tests as measurements
of the effectiveness of an
individual teacher

o to describe the importance of
student assessment in the
evaluation of teaching

o to emphasize the need for teacher
and supervisor training in
assessment

o to define the term teaching
urtitfacts

o to inform of the methodology used
to analyze and evaluate teaching
artifacts

o to dispel the misconceptions
concerning student evaluations

o to enabie participants to gather
information from students about
teaching

o to establish self assessment as
the first step in goal setting

o to provide guidance in self
assessment processes

o to summarize module

o to assign group task

o to allow participants to evaluate
module

lbLI
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‘ (H-1v-2)

A FRAMEWORK FOR ANALYZIMNG
THE ARTIFACTS OF TE..CHING

Content

Quality of artifacts can be considzred from the point of view ot content
or essential meaning. Some considerations related to quality of content

are:

1. Validity. |Is the artifact materially accurate and
authoritative?

2. Appropriateness. Is the content appropriate to the level
of the intended learner?

3. Relevance. |s the content rzlevant to the purpose of the
lesson?

4. Motivation. Does the artifact stimulate interest to learn
more about the subject? Does it encourage ideas for using
the material?

. 5. Application. Does the artifact serve as a model for
applying learning outside the instructional situation?

6. Clarity. Is the content free of words, expressions, and
graphics that would himit its understandability?

7. Conciseness. |s the artifact free of superfluous
material? Does it stick to the point?

Design

Design of artifacts should proceed from an analysis of the content of the
lesson or instructional unit. High quality artifacts conform to
instructional objectives. The quality of an artifact is the product of
its design characteristics, its relevance to instructional objectives,
and its application to content.

1. Medium Selection. |s the most appropriate medium used for
meeting each objective and presenting each item of content
(e. g. films, textbook, teacher-prepared handout)?

2. Meaningfulness. Does the artifact clearly support learning
objectives? |f so, is this apparent to the learner?

1?){
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3. Appropriateness. |s the design anpropriate to the needs
and skill levels of the intended learner? Are time
constraints considered in the artifact's design?

4. Sequencing. Is the artifact sequenced logically? s it
employed at the appropriate point in the presentation?

5. |Instructional Strategies. |Is the artifact format
appropriate to the teaching approach? Does its
construction incorporate sound learning principles?

6. Engagement. Does the artifact actively engage the
learner? Does it reinforce the content with appropriate
practice and fzedback questions?

7. Evaluation. s there a plan for evaluating the
effectiveness of the artifact when used by the intended
learner? Can the success rate for the artifact be easily
determined?

Presentation

Presentation considerations include physical and aesthetic aspects of an
artifact as well as direc..ons for its use.

1. Effective Use of Time. Is the artifact suitable for the
time allotted? Is learner time wasted by wordiness or
extraneous information unrelated to learning objectives?

2. Pace. |s the pace appropriate to the level of the
learners, neither too fast nor (oo slow? Does the pace
vary inversely with difficulty of content?

3. Aids to Understanding. Are directions clearly explained?
Are unfamiliar terms defined? Are important concepts
emphasized?

4. Visual Quality. Do the visuals show all educationally
significant details? Is composition uicluttered? [oes the
composition help the learner recognize important content?
Are essential details identified through appropriate use of
highlighting, color, tone, conirasts, position, motion, or
other devices? Is the type size legible from the
anticipated maximum viewing distance?

5. Audio Quality. Can the audio component be clearly heard?

lh‘,
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6. Physical Quality. Is the artifact durable, attractive, and
simple? Are size and shape convenient for hands-on use and

storage?

From Thomas L. McGreal, Succcessful Teacher
Evaluation. Alexandria, VA: ASCD, 1983.
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OO0 000000 OO0 000000

OO0 0O0O0O0O0O0

ASK STUDENTS QUESTIONS PERTAINING TO:

1. Course Content

Clarity of objectives or expectations
Difficulty of material

Organization of content

Perceiveo relevance or usefulness

2. lInstructional Processes

Pace

Ciarity

Amount of work required
Fairness of assessments

3. Learning Environment

Clartty of behavioral standards
Quality of interactions
Motivation to Study

Feelings of control over rewards

Other Relevant Topics

Teacher Characteristics

(H-1v-3)




‘ (H--1V-4)

PERSONAL ~CFLECTION

Activity 1:
Think about the teaching day just completed.

Take ten minutes to jot down everything you recall about that teaching
day .

Now consider the following questions:
What did you do alone?

What did you do with a few children. with large groups of
children, with other teachers?

Where did you stand/sit most of the time?
What did you do a little of that you would |ike to do more of?
What prevented you from doing that?

What did you do a lot of that you would like to have done
‘II’ less of?

Which of the things you noted reflect a m~jor goal in
your teaching?

Activity 2:

Using a scale of 1-10 (worst possible = 1 to best possible = 10), what
was the morning I1ke? What was the afternoon |ike?

What contributed to the way you evaluated the day? List the *actors and
rank them according to importance.

At the end of the work, analyze the factors listed. What ones occurred
repeatedly? What changes (select two or three manageable ones) could you
make to bring you. day closer to a 10 on the scale?

Activity 3

During the last month, what experience or instructional task caused you
particular difficulty? What skills did you lack to conduct that
activity” What knowledge or skills would have helped?

‘ From Vito Perrone, "Supporting Teacher
Growth." Childhood Education, April/May
1978
147
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(H-1V-5)
MODULE |V SUMMARY AND ASSI|GNMENT

Summary :

1. Standardized tests scores have no role to play in teacher evaluation.

9 Teacher made assessment tools are the most valid instruments to
measure student learning when the teacher has been trained in
ascessment practices and when the results are used to promote
professional development.

3. Assessment training in teache: education and inservice is essential.
4. Teaching artifacts may be used as data in teacher evaluation.

5 Student evaluation of teaching i1s a useful source of data at all
levels of instruction.

6. Self assessment of teaching is another source of data and the first
step in meaningful goal setting.

Assignment:

|f you are a teacher, design a student evaluation form to cover a unit of
instruction recently given in your classroom. Keep in mind that
guestions should cover methodology and technique rather than personal
characteristics, in other words teaching, not the teacher. Examine the
data and with a teaching peer interpret the data.

Secondly, complete the activities on the Personal Reflection handout as a
first step in self-assessment. |f you are a supervisor. do the same
assignment, modifying it to question teachers in your school about your
per formance as an administrator.

g 1bv




(H-1V-6)

TEACHER EVALUATION FOR GROWTH
Using Other Data Sources

Module 1V Evaluation

VERY INEFFECTIVE
N> SOMEWHAT INEFFECTIVE

« NOT SURE

—

1. What overall rating of effectiveness would you
give this module in meeting the outcomes
identified earlier?

2. How effective were the transp.rencies in 1 2 3
providing you with an understanding of the topic?

3. How effective were the handouts i1n providing you 1 2 3
with an understanding of this topic?

4. How effective was the process or design used In 1 2 3
this module i1n helping you to understand the topic?

5. How effective were the activities and information 1 2 3
provided 1n helping you plan for a teacher
evaluation grogram for growth?

6. How effective were the trainers in presenting the 1 2 3
information and skills in this module?

1. What activities ir this training session were most effective in
understanding the concepts presented in this module?

o~ SOMEWHAT EFFECTIVE
VERY EFFECTIVE

n

2. What specific recommendations would you make for subsequent training
sessions of this module?

3. Do you have other comnents?




‘ | (T-1V-1)
EACHER-CENTERED EVALUATION

Growth

<4+—Resources

' TEACHER'S
INDIVIDUAL
NEEDS

e

Supervisor Self-Assessment

Colleagues Students




‘ (T-Iv-2)

Limitations of Standardized Tests
for Purposes of
Teacher Evaluation

Broad, shallow content coverage
Match between test and instructional content

Match between test and instructional cognitive
level

Imprecision of score scales
Unreliability of change scores

Narrow operational definition of student
achievement

Influence of outside factors on student
performance




(T-1V=-3)

WHY USE CLASSROOM
PERFORMANCE TESTS?

- Students can demonstrate skills taught by the
present teacher

- Situation is real-life, in an actual classroom
with classroom competencies

- Effective diagnosis is possible
« Natural classroom events can be observed

- Continuous feedback on student progress
occurs
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l (T-1V-4)

CAN STUDENTS EVALUATE
TEACHERS?

« Teachers' Concerns
« Rationale
« Models for Use

« Implications

153
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' (T-IV-5)

COMMON OBJECTIONS

Students Immature

« Students Untrained

« Students Inexperienced
' « Popularity Contest

« Delayed Judgments Better

« Students Volatile

154
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‘ (T-1IVv-6)

POSITIVE ASPECTS OF STUDENT
EVALUATION OF TEACHING

« Students participate in all instruction

« Teaching and learning a reciprocal process
« Students partners in classroom irteraction

« Student evaluators can feel more involved
« Teachers listen to students

« Student evaluation can promote trust

« Feedback can be obtained regularly at low
cost




(T-1IV-7)

IMPLICATIONS

Involving students in the assessment of teacher

performance
1. Establishes a greater dialogue between students and
teachers

2. Requires that students and teachers both take a closer
look at what goes on in the learning process

3. Increases the trust level between students and teachers

‘ 4. Provides immediate feedback and gives teachers
information about their instruction without the threat of
formal evaluation

5. Provides teachers with a strong and viable opportunity to
move toward greater instruction excellence




(T-1V-8)

STUDENT EVALUATION
TACTICS

Open discussion of a particular unit or activity

Interview with individuals or small groups

Paper and pencil questionnaire

Inferential evaluation via focused student
writings
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‘ (T-1v-9)

KEYS TO SUCCESS

Ask the right questions
Make it voluntary
‘ Eliminate all risk to the student

Suggest action, pcssible change

158
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(T~Iv-10)

STEPS IN THE
SELF ASSESSMENT PROGRAM

Identify relevant performance criteria
Analyze self-perceived skills

Acquire additional objective information from
students, peers, videotape critiques

Compare outcomes from self and others

Establish priorities by asking questions

Prepare to write goals




‘ | T-1v-11)
SELF ASSESSMENT ASSUMPTIONS

« Necessary but not sufficient activity

« Key to change process; motivation from within

« Places teacher in a pro-active role

« Subjective process; supplement with other data
‘ « Need skill and knowlezge of teaching process

- Contributes to sense of self-efficacy

- Basis for professional self-development

« Easier to recommend than to do

=A\_

160

175




MODULE V: GOAL SETTING AND NEXT STEPS

"TEACHERS COME TO US WITH A PROVISIONAL
CERTIFICATE, AND THUS ARE REQUIRED TO GROW.
' Z CAN AND MUST HELP THEM IN THAT GROWTH
THROUGH PERFORMANCE EVALUATION."

WILLIAM J. GEFHART, PRIVATE ED. CUNSULTANT
ROBERT B. ENGLE, UNIVERSITY OF WISCONSIN

N




MODULE V OVERVIEW
GOAL SETTING AND NEXT STEPS

Integral to effective evaluation is the goal setting process. Goal
setting occurs only when reliable data have been collected,
analyzed, and interpreted. Only then can meaningful, achievable
goals be set. This mcdule gives participants criteria for
productive goals and present ideas for motivating and providing
resources for teachers. It also helps participants to begin the
process of impiementing a growth oriented evaluation program in
their own school. Participants are encouraged to break with
tradition and begin to think creatively about their particular
school or district and its needs.

Anticipated Outcomes.
Participants will -
(1) learn the purpose of goal setting

(2) investigate motivation theory and its
application to teachers

(3) learn the steps in setting personal, meaningful
goals

(4) explore methods of implementing a growth
oriented teacher evaluation program

l_L/‘J
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MODULE V AGENDA

Activity Purpose
Introduction, Agenda Sharing, o to introduce or
and Debriefing re-acquaint trainer and

participants
o to review agenda
o to allow participants
to share observation experience

Teacher Motivation o to describe inhe dilemma of the
mid-career teacher
o to review worker motivation
theories
o to identify the conditions that
’ promote professional development

Writing Meaningful Goals o to present the steps in goal
setting
o to give criteria foi productive
goals and provide examples

Implementing Growth Oriented o to brainstorm i1deas for
Teacher Evaluation implementation
o to identify barriers and consider
means of removal

Summary and Evaluation o to summarize main points
o to summarize training as a whole

o to allow participants to evaluate
modu le

S
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MODULE V: TRAINING AGENDA
Approximate time: 2 hours

Activity Time Materials
1. Introduction, Agenda 30 min. Handout:
Sharing, and bebriefing Module V Overview and

Agenda (H-V-1)
o introduce seif and
co-trainer

o participants introduce
selves if appropriate

o distribute Module V
Ov>rview and Agenda

0 review agenda
o ask for questions

o teams form to discuss
Module IV assignment

‘ on Personal Reflection

o team spokespersons
selected

o0 spokespersons report
task highlights to
large group

o comments recorded on

char tpack
2. Teacher Motivation 30 min. Handout:
Mr. Smith - A Teacher
o present lecturette Profile (H-V-2)
on dilemma of mid-
career teachers Transparencies:
Teacher's Dilemma
o participant teams are (T-v-1)
given profile on Extrinsic and Intrinsic
Mr. Smith Motivation (T-V-2)
Strategies for Teacher
o ask tezms to list Motivation (T-V-3)

ways to motivate

. Mr. Smith

o teams report
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write comments on
char tpack

present lecturette on
motivation theory

ask for clarification
questions

. Writing Meaningful Goals

present lecturette
on setting goals

distribute Goal
Categories

teams consider
teacher activities to
prepare for goal
setting

teams report to
large group

ideas recorded on
char tpack

present steps in
personal goal setting

complete goal setting
activity

discuss personal goal
setting

summarize goal setting

. Implementing Growth

Evaluation

distribute Goal
Planning worksheet

teams complete
worksheet

25 min.

25 min.

Handouts:

Goal Catrqories (H-V-3)
Specific .‘roject and
Product Oriented
Activities (H-V-4)
Goal Setting Steps

(H-V-5)

Transparencies:
Goal Criteria (T-vV-4)
Steps in Goal Setting
(T-v-5,

Handout :
Goal Pianning
Worksheet (H-V-6)

Transparency:
Team Goal Planni'~g
(T-v-6)




o0 teams report
large group

to

o facilitate discussion

5. Summary and
Evaluation

10 min. Handouts :

0 distribute Summary

o ask for comments and

questions

0 summarize training

0 distribute Evaluation
Forms and collect

on completion

NOTE: Training

OO0OO0O0

Summary (H-V-7)
Evaluation Form (H-V-8)

supplies and equipment needed for Module V:

Overhead Projector

Char tpack

Marking Pens

Paper and Pencils for Participants




. Activity 1

MODULE V

INTRODUCT ION
AGENDA SHARING AND DEBRIEF ING

Purpose:
1. To introduce or re-acquaint trainers and participants
2. To review agenda items and allow for comments and
questions
3. To allow participants to share personal evaluation
exper iences
Procedure:
1. If this is the first meeting, trainer introduces self and
co-trainer and asks participants to introduce selves.
‘ 2. Trainer distributes Module V Overview and Agenda (H-V-1)
and reviews agenda. Agenda may be printed on chartpack.

Trainer asks for clarification questions.

3. Teams meet to discuss data collection experiences from
Module IV activity assignments.

4. Team spokespersons report highlights to large group.

Trainer records on chartpack and faciltates discussion
as appropriate.

NOTES:

166 15,




Activity 2

Purpose:

Procedure:

MODULE V
TEACHER MOTIVATION

To describe the dilemma of the mid-career teacher
To review worker motivation theories

To identify the conditions that promote professional
deve lopment

Trainer presents lecturette on dilemma of mid-career
teachers using The Teacher's D:lemma.

POSSIBLE SCRIPT (adapt as needed to fit context)

Most teachers are deemed to be competent professionals.
Their annual evaluations state in writing that the
teacher meets the standards of performance required by
school district policies and procedures. There is an
annual activity where teachers perform the evaluation
ritual of a district In research, tezchers typically
reported that little growth resulted fr-m the evaluation
experience and, in many instances, the evaluation became
a pro forma activity. However, these same teachers
report that they are seeking ways to improve their
teaching. Some talk about improving their questioning
patterns, student interactions, teaching strategtes. or
improving relationships with other staff members. They
cite a myriad of activities that fall u ‘er the
professional umbrella of being an educator. |f even the
outstanding teachers are capable of growth, the question
arises as to why so few teachers experience professional
growth and cevelopment. Perhaps "The Teacher's Dilemma"
can provide us with some answers.

(Trainer places (T-V-1) on overhead.)

I
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THE TEACHER'S DILEMMA

Lack of Recognition

Stagnancy

Monotony

Lack of Direction

Lack of Opportunity to Grow
Time Constraints

Lack of Administrative Support

OO0 O0O0O0OO0O0

from Paul V. Biedeson, 1983 "Organizational
Incentives and Secondary Scaool Teaching".
Journal of Research and Development in Education,
Summer, 1983.

Many teachers, even the best and most devoted, often find
themselves staring at a blank wall afte- ten or twelve
years of teaching. There are no new pictures to see, no
windows through which to view the rest of the world, and
most difficult of all, there seems to be "o staircase to
climb for promotion or recognition. Even teachers who
haven't been in the profession for a long time may fall
into the throes of apathy unless they know that there is
support from col leagues and supervisors and resources
allocated for their professional growth and development.

It's not that they have given up on teaching; they can't
imagine doing anything else for a living. It's more that
they feel teaching has given up on them, offering no new
challenges. few rewards or recognition, and little
direction.

Certainly this is not true for all teachers. Some
individuals are able to reach out and grasp the support
they need through community groups, professional
associations, and personal endeavors. Unfortunately,

this reaching out sometimes leads them away from teaching.

Trainer distributes Mr. Smith - A Teacher Profile (H-V-2)
and directs participants to read the handout and in teams
generate some ideas for revitalizing Mr. Smith.

Examp'e: Meet Mr. Smith, a math teacher at Yawning High
School. He does not seek professional growth. Mr. Smith
is seeking survival. Not that far from retirement, there
are days when he wonders if that day will ever come.

Read this story and brainstorm ideas to motivate this

168 157




teacher. How would a good administrator provide support
and help for Mr. Smith?

Teams discuss and one member records ideas to report to
the ltarge group.

Teams report; trainer writes ideas on chartpack and
facilitates discussion.

Trainer presents lecturette on motivational theories.
POSSIBLE SCRIPT (adapt as needed to fit context)
Theories of motivation have been around for some time,
surely since the first employer sought to get more and
better vork from an employee. Motivating factors fall
into twy categories: Extrinsic, applied by an outside
force, and Intrinsic, coming from within.

(Trainer displays T-V-2)

EXTRINSIC AND INTRINSIC MGTIVATION

Extrinsic Intrinsic

Money Helping Others

Fringe Benefits Skill

Praise Knowledge

Recognition Autonomy

Promot ion Sel f-Respect

Criticism Achievement

Responsibility Use and Development of Talent
Social Acceptance Goal Setting

Social Rejection

School systems must investigate every way possible to
bring about the motivaticn of the teaching staff which,
for the most part, means providing ways for teachers to
grow professionally by improving their effectiveness in
the classroom. Most, if not all, of the motivators on
the intrinsic side of the chart involve development of
skill to the level where one can ‘eel competent,
valuable, and capable of growth.

What can move a teacher, like Mr. Smith, off the survival
track and on to one of professir .al growth? The answer,

1\
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of course, is not a simple one. As a great national
teacher shortage looms ahead, researchers have come up
with a number of suggestions, some requiring no budgetary
increases (T-V-3).

STRATEGIES FOR TEACHER MOT|VATION

o Increasing administrators' respect and support
for teachers

o Reducing class sizes

o Providing additional support services in the
classrcom, such as teacher aides

o Reducing classroom disruptions
o Limiting severely the amount of paperwork required

o Redesigning the workplace physically to encourage
interaction among teachers and reduce isolation

o Fostering team teaching and other cooperative efforts
in order to reduce isolation and increase
intel lectual challenges

o Formally providing new teachers with special support
and guidance from experienced teachers

o Involving teachers in the development of school goals
and performance expectations

o Encouraging interchange between teachers and other
community professionals

o Honoring outstanding teachers

Adapted from Improving the Attractiveness of the K-12
Teaching Profession in California. California Round
Table on Educational Opportunity, March, 1983.

And so an answer, at least the beginning of an answer,
becomes apparent. How can school systems motivate
teachers? Two important ideas emerge: (1) Attention in
the form of honest concern, respect and support: and (2)
open communication with supervisors and other teachers,
especial ly concerning teaching - both major ingredients




in a teacher-centered evaluation program. Given such an
environment, teachers will be motivated to set goals that
will bring about professional growth and personal
satisfaction.

NOTES:

l\:“
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Activity 3

Purpose:

Procedure:

MODULE V
WRITING MEANINGFUL GOALS

To give criteria for productive goals
To present the steps in goal setting

To provide practice in writing personal and team
professional development goals

Trainer presents lecturette on goal setting.
POSSIBLE SCRIPT (adapt as needed to fit context)

Goal setting, contrary to popular practice in most
educationa! settings, falls last in our schedule of
events. Educational goals are really not much different
from those set in athletic events where the goal is "an
area or object toward which piay is directed in order to
score."” To translate into teaching language, the "area
or object” becomes "instructional objective," "play”
becomes "work or methodology," and "to score" becomes "to
teach successfully." And, again, even in athletics, the
game is played after the coach has held numerous
practices, observed the players closely, and planned
strategies. The results are the same when the goal is
achieved - satisfaction, self-esteem, and motivation to
continue.

(oals are developed only afte, much data gathering,
thought, and even soul searching. This awareness stage,
happening !ong before the actual goal setting, is longer
and more taxing than writing the goals themselives. A
serious, close look at one's self is not an easy task.
One will need to look at faults as well as strengths and
determine ways to develop the positives and remove the
negatives. It cannct be done alone. Feedback from
supportive observers is essential. This need not be
school personnel alone, but might include friends and
family. Activities could range from interviewing
students, to keeping a daily journal, or to spending a
week at the beach in quiet contemplation.
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Trainer asks teams to consider the pre-goal setting
stage. What might a teacher be doing over a period of
time to prepare to set goals for professional development?

Example: Awareness of self and situation is extremely
important to understand before setting goals. Assume
teachers had nine months to prepare to set their goals.
What activities can you suggest to enable teachers to see
themselves clearly and understand their position in the
school environment fully?

Teams brainstorm ideas to share with the group.

Spokespersons report to large group. Comments are
recorded on chartpack.

Trainer presents goal criteria.
Example: When the homework is done, the goals are drawn
up by teacher and supervisor. Productive goals meet the
fol lowing criteria: (T-V-4)

GOAL CRITERIA

1. Specif ¢ - clear, simple, easy to understand,
stated in exact terms.

2. Challenging, yet Reachable - often teachers set
goals they've already met, defeating the entire
purpose.

3. Deadline - every goal needs a date set for
completion; perhaps 1t will need to be changed
later, but a definite date adds challenge.

4. Supervisory(Presence - ir the form of pcsitive
support and feedback along the way; threats and
intimidation stifle growth.

5. Perceived as Fair and Reasonable - true for both
teacher and supervisor: if goals are perceived
as exploitive on either side, they will be
rejected.

6. Resources Provided - in many possible forms -
money, equicrent, time, help, freedom, etc.
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Goals will fail when (1) workers (teachers) feel they are
unable to reach the goal because they need more
confidence and expertise or (2) they see no personal
benefit, either intrinsic or extrinsic.

*Adapted from "Goal Setting - A Motivational Technique
That Works," Organizational Dyramics by Gary P. Latham
and Edwin A. Locke.

Thomas L. McGreal sees educational goals falling into
three categories: Program Goais, Learner Goals, and
Teaching Goals. Teaching Goals, because they refer
directly to the activities of the teacher. are most
useful, but goals can develop into dynamic, original
projects such as those listed by Allen and Peinert in the
article "Evaluate Teaching, Not Teachers."

(Trainer distributes Goal Categories (H-V-3) and Specific
Product-Oriented Activities (H-V-4).

Trainer presents steps in writing personal goals (T-v-5)
and distributes goal setting worksheets (H-V-5).
Successful goal setting 1s an integral ingredient in
planning a successful professional growth plan. The
following specific steps provide a guide for teachers to
follow in planning their program.

STEPS IN GOAL SETTING

1. Become Aware of Self

Much data has been collected, not only through
classroom observation, but other means such as
self-assessment, student assessment, student
achievement, and classroom artifacts. All of this
information presents a picture of the teacher's
current teaching practices, but more than this,
teachers must examine their own feelings and desir-s,
look closely at their own psyches.

2. Become Aware of Context

The context is the total school environment including
facilities, student population, policies, contractual
stipulations, community attitude, and all other
aspects having a direct or indirect influence on the
teaching situation.
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Become Aware of New Developments

Research into effective teaching practices i¢ a
constant. New methods, materials, equipment and
information appear each day. An awareness of such
gives a teacher new ideas to apply.

Imagine All Possibilities

Allow the imagination to fly. Disregarding all
barriers. what would be the ideal? |s a sabbatical
in England the answer or a week in the curriculum
library? First, imagine solutions, no matter how
impractical they may seem.

Attach to Reaiity

Now after a flight of fancy, confrent reality. What
realistically can and cannot be done considering
resources. Don't allow negative thinking to remove
any idea without consulting administrators.
Possibilities may exist of which you are unaware.

Write the Goal

Much has been said about the importance of writing
measurable goals. Allan A. Glatthorn in
Differentiated Supervision states "a simple proposal
is best." Attempts to make a goal quantifiable and
measurable could destroy the idea behind it. Many
wor thwhile endeavors cannot be measured in black and
white numerical terms.

Seek Resources

What will be needed in the way of products and people
to accomplish the goal? Who and what can help?

Participants complete goal setting activity on developing
personal goals.

Trainer reviews steps and leads discussion on goal
setting.

Trainer summarizes goal setting.
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Example: Teachers' goals, administrators' goals, all
work together and become part of the "common vision" of a
schoo! or district. Firm commitment on each individual's
part produces an effective school in which students |earn
and teachers and administrators grow.

NOTES:
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' Activity 4

MODULE V

IMPLEMENT ING GROWTH ORIENTED
TEACHER EVALUATION
Purpose:
1. To develop team professional goais
2. To brainstorm ideas for implementation

3. To identify barriers and consider means of removal

Procedure:
1. Trainer introduces group task.

Example: Each team has a different school environment,

different concerns and different strengths. As teams,

look closely at your own situation and deiermine the ways

that teacher evaluation can enhance the potential for
. professional growth and development.

Returning to the basic ideas of collegiality and common
vision, discuss in your teams how you would involve your
fel low educators in this program you have begun to

bui Id.

The handout now being distributed has three columns - one
for professional growth goals for your new program, one
for the barriers you will most certainly confront, and
one for the methods to remove those barriers. (H-V-6) and
(T-v-6) Spend some time in serious exploration. This
worksheet can become the first draft of a plan of action.
Be ready to share your progress with the large group.

2. After approximately 10-15 minutes, trainer asks teamsy to
share implementation ideas.
3. Teams report. Trainer facilitates discussion.

NOTES:
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‘ Activity 5

MODULE V

SUMMARY AND EVALUATION

Purpose:

1. To summarize main points of module

2. To summarize training

3. To allow participants to evaluate module
Procedure:

1. Trainer distributes Summary handout, reviews, and
asks for comments. (H-V-7)

SUMMARY

1. Teachers, particularly those in mid-career, often
lose the motivation to grow professionally
‘ because they perceive that the educational
environment is not providing the attention and
concern that is needed to support their
professional development.

2. Teachers respond best to intrinsic motivators
which give them the means and opportunity to
improve their instructional skills.

3. Goal setting, from awarcness of self and
situation to locating resources to fulfill goals,
takes time and careful thought on the part of
both teacher and supervisor.

4. Productive goals meet certain criteria and will
fail 1f teachers feel they cannot reach them
because of i1ack of skilis, confidence, or little
personal benefit if the goals are reached.

5. Implementing growth oriented teacher evaluation
develops collegial relationships between the
supervisors and teachers and establishes a common
vision of good educational practices.

2. Trainer summarizes training.

' Example: We've coire to the end of this training
series, but as you can see, it's really the beginning
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for you. Now the effort is yours to return to your
schools and rebuild. With the help of your colleagues, a
new and improved teacher evaluation program can be
constructed, one that has the potential of changing the
entire school environment by motivating teachers to
continue taeir professional development. This growth
will have a positive effect upon their students and

fel low educators.

Beginning with a common vision of good teaching, moving
through a planning conference based on trust and
commitment, to careful and accurate classroom
observations, and concluding with constructive feedback
and meaningful goals, this training is a framework in
which to place your own vision. Your task has just
begun.

3. Trainer distributes evaluation forms and collects on
complction. (H-V-8)

NOTES:
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MODULE V OVERVIEW
GOAL SETTING AND NEXT STEPS

Integra! to effective evaluation is the goal setting process. Goal
setting occurs only when relizble data have been coliected,
analyzed. and interpreted. Only then can meaningful, achievable
goals be set. This module gives participants criteria for
productive goals and present ideas for motivating and providing
resources for teachers. It also helps participants to begin the
process of implementing a growth oriented evaluation program in
their own school. Participants are encouraged to break with
tradit:on and begin to think creatively about their particular
school or district and its needs.

Anticipated Outcomes:
Participants will -
(1) learn the purpose of goal setting

(2) investigate motivation theory and its
application to teachers

(3) learn the steps in setting personal, meaningful
goals

(4) explore methods of implementing a growth
oriented teacher evaluatior program
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MODULE V AGENDA

Activity Purpose
Introduction, Agenda Sharing, o to introduce or
and Debriefing re-acquaint trainer and

particigants
o to review agenda
o to allow participants
to share observation experience

Teacher Motivation o to describe the dilemma of the
mid-career teacher
o to review worker motivation
theories
o to identify the conditions that
‘ promote professionai development

Writing Meaningful Goals o to present the steps in goal
setting
o to give criteria for productive
goals and provide examples

Implemerting Growth Oriented o to brainstorm ideas for

Teacher Evaluation implementation
o to identify barriers and consider
means of removal

Sumrary and Evaluation o to summarize main points
o to summarize training as a whole
o to allow participants to evaluate
module
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MR. SMITH - A TEACHER PROFILE

Mr. Smith has taught math at Yawning High School for 15 years and is
a competent teacher. Mr Smith's classes are well disciplined. No
one ever complains, neither student nor parent.

The same class procedure is followed every period, every day: oral
correction of homework, new assignment on the board and a cursory
"Any quastions?”" The rest of the period - two-thirds of it at least
- is seatwork, quiet seatwork. Mr. Smith often leaves class at this
time and goes to the faculty smoking room or reads the daily
newspaper in the media center. Sometimes he stands in the hall and
watches the office aides pick up roll slips.

Once. about 5 years ago. an administrator asked Mr. Smith why he was
out of class so much. Mr Smith explained that if he were to stay
in the room. tne students would lean on him too heavily for help.

He felt it was best for the students to learn to work problems by
themselves, as their first (endency was to ask for help at any sign
of trouble. The administrator accepted «1is explanation, especially
when Mr. Smith pointed out that neither vandalism nor unruly
behavior ever occurred in his absence as proven by the immaculate

condition of the room.

Once r. Smith asked ine administrator why General Math and Remedial
Math classes, infamous for siow and unmotivated students, always
filled h1s teaching schedule when Geometry, Algebra, and Calculus
with brighter, better students always went to other math teachers.
Mr. Smith was told he was the only teacher who could "handle those
kids."

Contrary to what his teaching fellows believe, Mr. Smith 1s a highly
intel ligent person with an excellent college record (a Master's
Degree in higher math). He is also slim, clean, and wel | dressed.
He is friendly to most people but not a socializer 1n the faculty
room after school. Students appear to respect him. He jokes around
with them now and then, but aiso has a reputation for immediate and
harsh discipline.

The administration has noted that Mr. Smith often leaves school
before 4 p.m.. espectally on warm days.

Ts
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(H-v-3)

MAJOR CATEGORIES FOR SOAL SETTING

Program Goals

o

To review and make appropriate changes in a seventh grade
fanguage arts program;

To introduce the new reading series to the second grade;

To revise the contemporary American writer's unit for my
fourth-period advanced |iterature class;

To review the thematic units used in my fifth-grade social
studies program,

To improve articulation between science programs in fourth
and fifth grades;

Learner Goals

o

At least 80 percent of the students will be able to correctly
ident i fy at least 80 percent of the problems on a long
division test.

The students will be able to demonstrate their ability to
write a descriptive essay.

The students will show an increased appreciation for the
American free enterprise system.

My fifth-grade class will be able to identity the Presidents
of the Uniteu States by October 15.

At least 70 percent of my students wiil be reading at grade
level by February 15.

Teaching Goa's

o

Increase use of instructional objectives in developing
classroom teaching strategies.

Develop procedures for increasing the amount and quality of
student-teacher verbal interaction.

Increase the number of extended student-teacher contacts and
student i1deas in lecture and discussion settings

Increase my level of enthusiasm by the use of more overt
physical actions (voice, gesture, facial expression,
movement ).
2“«.
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o Tailor my questioning style to the different ability levels
in my classroom.

From Tnomas L. McGreal, "Helping Teachers Set Goals".
Educational Leadership, February, 1980: 416-418.

184 2 “' "




SPECIFIC PROJECT AND PRODUCT-ORIENTED ACTIVITIES

Planning and directing an inservice workshop for area teachers
in a specific subject tield.

A business teacher developing a student secretary program.
Developing pre and post unit mathematics skills tests for use of
mastery learning techniques correlated to textbooks and course
of study.

Publishing articles about school system special programs.
Developing an alternative comprehensive observation/evaluaticn
format appropriate for guidance counselors and |ibrary
specialists.

Guiding parent evaluation of a guidance plan designed to
increase student/parent interaction.

Designing student evaluation forms that coriespond more closely
to specific subject matter.

Organizing individual learning packets into self teaching
chemistry units.

Developing a workbook for drug and alcohol awareness for use by
all district elementary teachers.

Charting student behavior with recommerdations for changing
teaching procedures.

Reviewing computer software and developing a resource book for
schoo! system teachers corre'ated with course of study.

Forming a volunteer parent program for diagnosing and defining
kindergarten students' developmental skills.

Preparing a resource booklet on the State of Ohio for the course
of study.

Implement ing a plan using vclunteers to teach computer awareness
and keytoarding at the elementary level.

Developing an alternative spelling program for gifted students.

Administering parent evaluations of teacher-parent conferences
witn recommendations for their improvement.

185
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Developing and distributing a brochure on tips for
homework, study habits, and facts about our school.

Organizing lunch hour group guidance sessions dealing with
heal thy eating habits.

Organizing National Honor Society students into a peer
tutoring cuntingent for use in study hall periods.

From Dennis L. Allen and William F. Peinert, "Evaluate
Teaching, Not Teachers," Updating Scrool Board Policies,
June, 1987: 5.
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STEPS IN GOAL SETTING
PERSONAL GROWTH AND DEVELOPMENT

Become Aware of Self (self assessment, feeiings)

Become Aware of Context (school environment)

Become Aware of New Developments (effective teaching
practices)

Imagine All Possibilities (ultimate dream)

Attach to Reality (consider available resources)

Write the Goal (develop for personal growth)

Seek Resources (who and what can help)

2014
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‘ (H-v-6)

TEAM GOAL PLANNING

METHODS TO
PROFESS |ONAL BARRIERS TO REMOVE
GROWTH GOALS ACH | EVEMENT BARRIERS
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MODULE V. GOAL SETTING AND NEXT STEPS
SUMMARY AND EVALUATION

Summary:

Teachers. particularly those in mid-career, often lose the
motivation to grow professional ly because they perceive that the
educational environment is not providing the attention and
concern that is needed to support their professional development.

Teachers respond best to intrinsic motivators which give them
the means and opportunity to improve their instructional skills.

Goal setting, from awareness of self and situation to locat ing
resources to fulfill goals, takes time and careful thought on
the part of both teacher and supervisor.

Productive goals meet certain criteria and will fail if workers
feel they cannot reach them because of lack of skills or
confidence; or they perceive no personzl benefit if they do
reach them.

Implementing growth oriented teacher evaluation will take
col legial relationships between administrators and staff and a
common vision of good educational practices.

N
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TEACHER EVALUATION FOR GROWTH
Goal Setting and Next Steps

TIVE

Mcdule V Evaluation

—  VERY INEFFEC

"> SOMEWHAT INEFFECTIVE
«w NOT SURE

~ SOMEWHAT EFFECTIVE
o VERY EFFECTIVE

What overall rating of effectiveness would you
give this module in meeting the outcomes
identified earlier?

2. How effective were the transparencies in 1 2 3 4 5
providing you with an understanding of the topic?

3. How eff -ctive were the handouts in providing you 1 2 3 4 5
with an understanding of this topic?

4. How effective was the process or design used In 1 2 3 4 5
this module in helping you to understand the topic?

5 How effective were the activities and information 1 2 3 4 5
provided 11 helping you plan for a teacher

‘ evaluation program for growth?
6. How effective were the trainers in presenting the 1 2 3 4 )

information and skills in this module?

1. What activities in this training session were most effective in
understanding the concepts presented in this module?

2. What specific recommendations would you make for subsequent training
sessions of this module?

3. Do you have other comments?
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THE TEACHER'S DILEMMA

« Lack of recognition

- Stagnancy

« Monotony

« Lack of direction

« Lack of opportunity to grow
« Time constraints

« Lack of administrative support

from Paul V. Bredeson and others, "Organizational

Incentives and Secondary School,” Journpal of Research and
Development in Education, Summer, 1983.
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EXTRINSIC AND INTRINSIC
MOTIVATION

Extrinsic

Money

Fringe Benefits
Praise
Recognition
Promotion
Criticism
Responsibility
Social Acceptance
Social Rejection

Intrinsic

Helping Others
Skill
Knowledge
Autonomy
Self-Respect
Achievement
Use and
Development
of Talent
Goal Setting

(T-v-2)




STRATEGIES FOR
TEACHER MOTIVATION

Increasing administrators’ respect and support for teachers

Reducing class sizes

Providing additional support services in the classroom,
such as teacher aides

Reducing classroom disruptions

Limiting severely the amount of paperwork required

Redesigning the workplace physically to encourage
interaction among teachers and reduce isolation

Fostering team teaching and other cooperative efforts in
order to reduce isolation and increase intellectual
challenges

I\ U 7
[ 4

« Formally providing new teachers with special support and
guidance from experienced teachers

» Involving teachers in the development of school goals and
performance expectations

- Encouraging interchange between teachers and other
community professionals

- Honoring outstanding teachers

Adapted from Improving the Attractiveness of the K-12 Teaching
Profession in California, California State Department of Education,
1983

® |m= &
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(T-v-4)

GOAL CRITERIA

1. Specific

2. Challenging, Yet Reachable

3. Deadline

4. Supervisory Presence

5. Perceived as Fair and Reasonable

6. Resources provided

Adapted from Gary P. Latham and Edwin A. Locke, "Goal
Setting--A Motivational Technique that Works,"

Organizational Dynamics, Autumn 1979




(T~-V-5)

STEPS IN GOAL SETTING

Become aware of self

Become aware of context

Become aware of new developments

Imagine all possibilities

Attach to reality

Seek resources

195
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; ‘ ) {(T-V-6)
TEAM GOAL PLANNING

Professional Barriers to Methods ¢o _

Growth Goals Achievement Remc
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Teacher Evaluation:
Accountability and Growth
Systems—Different Purposes

What are the requirements and the diffeicnces between an ac-
countability system and a growth-onented system of teacher
evaluation? The author explores the answers to this basic ques-
tion in an effort to show which one is likely to have more impaci

on the quality of tzaching.

By RicHARD J. STIGGINS

UT YOURSELF in this teacher’'s
place

! m evaluated exern o or three
vears and this 1s the vear' I've been
teaching 25 vears. so I know the rou-
tine But sull. 1t always makes me a lintle
nervous The principal and | taiked
about 1t and did ~ome planning We¢
agreed on ground rules. talked about
objectines reviewed lesson plans.,
planned for the classroom observation
etc We've worked together for Mears
The principal hnows I'm a good
teacher Why be nenous’

“The dav and the hour of the obser-
vanon arrned No principal | siarted
the show Twenn minutes into 11 the
principal arrived 100k a few notes. and

Ricnarn J - Smicains 1 director. Center for
Performance Assessment. Northwest Re-
giona! Educational Laborato~ Portland.
Orep
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departed 30 minutes later Did the prin-
cipal know 1 ran inio trouble and had 10
change plans midsiream” Why did the
kids choose thar ime 10 behave as they
did” Dud the principal realize that even
dar 1s not like this® My mind 15 re.~ing’
I received m\ answers 1o these and
other questions a1 m\ post-observation
conference We were 10 meei after
school that same dav. but because the
principal was delaed at the district of-
fice. we met a couple of weeks later The
feedback was all vers positne The siate
specifies the criterta There are no rai-
ings as such. j.-1 commenis All the
commenis were ven flattering (as thes
alwavs are) | received my usuul satis-
facior overall ranng. signed the form
and left Ir's alwavs the same—I never
undersiand why | get nenous'’

Whaot Wos Accomplished?

Mavbe no' a typical evaluation sce-
nanio. but it exemphifies a majonty of
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them—what was accomplished that was
of value to the teacher. to the student. to
the school. administrator. or taxpayers”

The only accomplishment was that
the terms of the state teacher evaluation
law (requinng evaluation) and the col-
lective bargaining agreement (speci-
fving evaluation procedures) were sat-
1sficd Beyond this. the only noticeable
outcome was that the teacher's anxiety
was raised briefly then reduced for two
or three more years

But wkat clse could have been ac-
compnished” Why were additional posi-
tve outcomes not achieved” Why. for
instance. did the teacher not recene
feedbach that would promote pro-
fessional growth” Possible answers to
these questions are explored here

Purposes of Evoluation

Teacher evaluation systems typically
claim to sene two purposes
¢ To provide informauon for use in
personnel management decisions
such as hir ng. finng. promotion,
ter ure. and. most recently. salary or
ment In this context. evaluations
promote educational accountichilin
e To promote the professional devel-
opment of teachers Ostensibly,
evaluations provide information on
teachers’ strengths and weaknesses.
so remedial traiming can be planned
Some define the first as summative
teacher evaluation and the second as
formative (Millman. 1981), others. such
as school admipistrators. often refer to
formative evaluation as supervision and
summative as evaluation
Whatever tne labels. evidence sug-
gests that most teacher evaluation sys-
tems serve only the accountability
(summative evaluation) function ard
have litle or no impact on teacher or

school 1nvolvement (Stiggins and
Bridgeford. 1985) Sharp differences
between these two purposes appear o
make 1t difficult for the same evaluation
system to serve both Let’s explore why
this might be the case

First. a defimtion of wha: 1 mean by
each type of evaluation system Ac-
countability systems are generally
defined by state law and/or collective
bargaining agreements between teachers
and school distnicts to include a pre-
observation conference between teacher
and supervisor followed by classroom
observations by the supervisor. The par-
ucipants then meet again to review and
discuss the results A wntten record of
the evaluation is often placed on file

Because accountability
evaluation is subject to public
(possibly judicial) review, the
data required to demonstrate
minimum competence must be
verifiably objective and
standardized for all teachers
and evaluators.

These steps are carned out exery vear
or two or three to provide evidence of
teacher competence If the principal
finds a problem. wrnitten evaluation rec-
ords become evidence of a need for
some personnel action If there aie no
problems. the results are placed on file
and no further action 1s taken

Evaluations intended to promote pro-
fessional growth are rare Therefore. m)
description defines morz of an 1deal than
a realty Growth-onented evaluations
tell teachers what aspects of their teach-
ing performance are highly developed

L
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and w hat needs further development In-
formation on the quahity of performance
ma\ come from the supervisor. peeis.
students. or the teacher’s own self.
analysis

Feedback may be contiruous or
intermuttent Itis the teachers™ job to (a)
evaluate the feedback and (b} take re-
sponsibility for acting on that feedback
More about this later However. for this
system to work. Supervisors must sup-
purt the teacher’'s self-improvement
etforts with staff development re-
sources

Thiv distinction should make clear
that both kinds of evaluation are impor-
tant Each can be useful. if done well.
but we should not pursue one to the
exclusion of the other We need a bal-
ance District policy statements on
teacher evaluation often recognize the
importance of that balance. but actu-l
evaluauion practice 1s often out of bal-
ance

In effect. most districts ash one
evaluation system 1o serve two pur-
poses In my opimon. this cannot work
Accountability needs may be served
Uniortunately. however. teachers” im-
prorement needs are not In fact. one
couid argue that teachers’ growth has
been suppress.d through a fear of trving
anMthing new. especially 1f expectations
and the cost of not improving aren’t well
defined

To understand why . let’s explore dif-
ferences between accountability and
growth-onented evaluation systems 1n
¢ The purposes of the systems—

decisions to be made and the interests

served by evaluation,
® Impact—the number of teachers af-

fected and the importance of the deci-

10N,
® Eialuauon mechanisms available for

use 1n each—data required. data
sources. and keys to success, and.

® The potential hmitations and ke
benefits of each system.

Differences in Purposes

First, the two systems have different
1wposes Evaluation systems that serve
summative or accountability purposes
have as their purpose the elimination of
incompetent teachers. Teachers who fail
to meet minimum standards of com-
petence are required to improve under
threat of personnel action. Thus. the ac-
countability system has the interests of
the distnct and the commumty at hean

Once minimum competence IS dem-
onstrated and the teacher 15 certified
and/or granted teriure. the evaluatior.
system no longer affects thai teacher
That 1s. teachers are not required by law
or contract to move beyond minimum
competence. nor does an accountability
evaluation system provide any external
motivation to do so

On the other hand. evaluation s)s-
tems that serve professional develop-
ment purposes have a fundamentally
different purpose They are designed to
promote excellence by helping the
already competent teacher attain new
levels of professional excellence Thus.
it has the interests of the professional
teacher at heart.

Impact of Evaluation

As a result of these different pur-
poses. the two systems have a different
impact on overall school quality and in-
dividual teachers

Accountabihity systems stnve to af-
fect school quality by protecting stu-
dents from incompetent teachers How-
ever. because nearly all teachers are a
Jeast mimmallv competent. the accouni-

1
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abihity system directly affects only a
very few teachers who are not com-
petent

Thus. if our goal 1s to 1mprove gen-
eral school quahty—and we use only
those strategies that affect a few
teachers—onerall school improvement
1s likely to be a very slow process

Growth-oriented systems. on the
other hand. have the potennal of affect-
ing all teachers—not just those few who
are having problems There 15 no ques-
tion that all teachers can improve some
dimension(s) of their performance

The problem 1n this case. howeser. 18
that evaluation systems purposely de-
signed to tngger such growth through-
out the teacher ranks are at least rare. f
not nonexistent This 1s why such sys-
tems offer the promuse of great impact
on school improvement But that prom-
1se 1s yet to be realized

Now let’s tum to the issue of impact
on the individual teacher If evaluatuon
1s 10 1mprove schools. 1t must motn ate
individual teachers to become better
teachers

The two systems differ in their man-
agement of this motination 1ssue Ac-
countability systems rely on (a) the re-
quirement of law and contractual
oblhigation to compel teachers to par-
ucipate. and (b) the threat of personnel
action to tngger growth when needed

The effect of required participation is
clear If teachers are not doing the job.
they must change or leave the pro-
fession If they are doing the job. there
1S no 1mpact. a< was shown 1n the open-
INg scenaro

But a growth-onented system must
manage the motivation issue differently
and therefore. 1ts impact on the indi-
vidual vanes Since it 1s neither legal
nor feasible to require all teachers to

demonstrate shills above the level of
minimum competence participation in
growth systems cannot be required for
competent teachers

Teachers cannot be obliged to *"altain
excellence.”” however lofty such a goal
might seem. because there Is no univer-
sally acceptable defimuion of excellent
performance  While standards of min
imum competence can be defined and
applied uniformly to all. the standards
of defining excellence varv marhed!y
from context to context and teacher to
teacher (Duke. 1985)

For instance. excellent teaching could
be defined 1n radically different wasvs in
an inner city versus suburban high
school. 1n a kindergarten ~ersus a junior
high. or 1n music versus science The
pursuit of excellence 1s a pnvate. pro-
fessional matter best managed and con-
trolled by each individual teacher

This does not make 1t a less important
goal Nor does 1t erase the community ‘<
responsibility to provide teachers the
support they need to achieve pro-
fessional improvement But what it doe
say 1s that motivation to participate in
growth-oriented systems must coms
from within each teacher For all teach-
ers who can find that inner motinatior,
there 15 the promise of positive impact

Evaluation Mechanisms

Because accountability evaluation 15
subject to public (possibly judicial) re-
view. the data required to demonstrate
mimmum competence must be venfi.
ably objective and standardized for all
teachers and evaluators In shon. the
data and the process by which they are
collected must be legally defensible

Typically. the most legally defensible
type of data for such an evaluanon are
those based on direct obsersation—
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classroom performance—usually con-
ducted by the teacher’s supervisor All
accountability evaluation mechanisms
arc designed to protect the due process
nghts of the teacher and the school dis-
tnct Therefore. they are ngidly rule-
governed processes that are carefully
negotiated and managed

Growth systems are not constrained
in this way. Fo, example. 1n growth
systems—unlike accountability sys-
tems—the performance cntena can be
individualized. and the nature and
sources of performance evaluation data
can be much broader than those used 1n
accountabihty systems

In order to grow, a teacher
must see and acknowledge
the need for change.

We have already said that the pursuit
of excellence 15 an individual matter
That means the direcuion and pace of
that growth must be defined 1n ways that
are relevant to the individual teacher
The direcion and pace are defined 1n
terms of the performance goals or ¢ni-
tena toward which the teacher stnves

Grow th svstems place decisions about
what those criteria should be in the
hands of the teacher Teachers are more
likely (o consider and act upon feedback
that describes their classroom perfor-
mance without judgment and 1n terms
they anderstand and accept

Therefore. the key to successful
growth evaluanon 1s rehiance on perfor-
mance cntena endorsed as appropnate
by cach individual teacher

Many data sources not permitted 1n
accountability systems are viable op-
tions for growth systems For instance.

a teacher’s self-assessment would be
considered self-serving and therefore
inadmissible in a termination heanng
Yet the teacher’'s own perspective on
growth needs 1s invaluable to pro-
fessional development !n order to
grow. a teacher must see and achnow!-
edge the need for change

Peer assessment would certainly be
challenged by the school distnct 1n an
adversanal battle with the teacher’s as-
sociation over termination of one of 1ts
members. In a legal sense. 1t would be
considered potentially biased Yet. we
know there may be no more quahfied
source of feedback on teacher perfor-
mance than another expenenced. com-
petent teacher. Teachers take their col-
leagues’ reviews to heart and learn from
them

Similarly. student evaluations of
teacher performance would be suspect
in a termination heaning Participants
could regard students as easil* 1n-
fluenced. biased. or unquahfied to juu,
mimmum competence But there may
be no more valid source of informanon
on and cnucism of learming environ-
ments than the students who live and
work tn those environments When their
views are sought 1n a careful. thoughtful
way. students can provide nsights no
one else can Every teacher who 1s sen-
ous about professional growth is decply
interested in how he or she affects stu-
dents and 1s perceived by them

Finally. data on standardized student
achievement test performance are not
regarded by experts as appropnate evi-
dence in summative teacher evaluation
because student standardized test per-
formance is influenced by so many fac-
rors beyond the control of the teacher
Yet we know that one index of teacher
effectiveness is student learning
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If we are careful 10 give the teacher
the tools to trach achievement using
teacher-made tests and place the teacher
in charge of gathering and analyzing tie
student achievement results 1n the class-
room on a da-to-day basit. surely
teachers can see areas of performance
where they might improve

In short. the key to success in ac-
countability sysiems 1s to protect every-
one's due process nghts That 1s very
important  But we must reahze that 1n
the interest of protecting those nghts.
fleuibility 1s necessanly sacrificed to
consistoncy and legal admissibility The
strict legal constraints placed on evalu-
auon mechanisms can be removed when
we change our purpose lo teacher
growth

Through this companson we see wh
the same evaluation system cannot serve
both purposes With accountabihity.
legal requirements preclude the use of
most of the valuable sources of infor-
mation on performance Accountabilsty
syalems serve the interests of the district
ana the community by ensurtne com-
phanc* with minimum standards

This 1 necessary 1If we are to nave
good schools But 1t 15 not sufficient for
excellent schools We must also pro-
mote the continced growth of average
and outstanding teachers Growth sys-
tems~ can help us reach this goal and
therefore can serve the interests of all—
teachers. students. the district. and the
commaunity

The Balance Sheet

Both accountability and growth sys-
tems have advantages and hmitations
On the positive side. accountability sy s-
tems present a very posiive pubhc im:
age of nigorous. hard-nosed personnel
managemeni—ar. image of account-

abihiy that will satisfs most persons
who are persuaded that this 1s 1n fact the
purpose evaluation 1s meant 10 serve
Further. there 1s no question that the
threat of job action mouvates teachers
whose classroom pertormance 1s defi-
cient 1o stnve 10 Improve
The potenual limitations of account-
ability systems are that they often

@ Focus on a very narrow definition of
good teaching (based on a few stan-
dard performance cntena).

@ Rely on a very narrow and shaliow
sample of teacher performance (typi-
cally one or two bnef in-class obser-
vations).

@ Are subject 10 the potential biases and
opinions of just one observer (the su-
pervisor). and

® Affect relanvely few teachers and
pupils
Growth systems also carmy habilities

One of these 1s a role conflict for the

supervisor As instructional leaders. su-

penvisors want to help teachers improve

But down the road they may also need 1o

make tough decisions about teacher re-

tention Recause teachers and supervi-
sors know this. trust 1s often laching

It can be nishy for teachers to admu:
they need to improve Yet without this
admission. the growth systems are not

useful It takes time and expertise 10

build any information system that can

give teachers systemauc feedback from
supenvisor, peers. students—and them-
selves

In any evaluauon, questions must be
thoughtful. criteria specific. com-
prehensible. and fair Persons unac-
customed to roles as exaluators must be
trained 10 observe, 1o notice. and to dis-
cnminate between effective and ineffec-
tive behaviors

In addition. resources must be pro-
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vided to support the professional devel-
opment of many teachers—not just the
few 1n trouble Evaluauon for growth s
effective only when 1t 1s backed by
sound nservice Thus. such systems
camy with them considerable Costs

But what do we get for our money”
Growth-onented evaluation systems are
the only systems capable of promoting
excellence among teachers and schools
They can reach their full potential, how-
ever. only when they are separated from
accountability systems

Separating the two will take some
courageous decision making. requiring
a reexamination of goals for teacher
evaluation and achnowledging that
accountability—though essential—ma)
not be sufficient We must also ash how
much of a commitment and what sort of
commument to excellence 1n education
we are prepared to mahe

Will we be satisfied to raise evan
teacher to a defined mimmum level—
possibly at the expense of ignonng the
supremely gifted teacher who receives
no reward under the accountability s s-
tems for exceeding minimal standards”®
Or once these accountabihity reguire-
ments are satusfied. do we want to ex-
tend the resources and the guidehr:s
that will let evenn motivated teacher Ine
up to his or her full potential’

What Are the Key Points?

The essential points are these Ac-
countability systems gather data on per-
formance via classroom observation.
and the results flow to the distnct for
review. evaluation. and decision mak-
ing When the objecuve 1s personnel
decision making. information flows to
centralized dezisionmakers and away
from teachers

Growth v stems. on the other hand.

gather performance information from
the teacher. and from colleagues. stu-
dents. and others and give that infor-
mation bach to the teacher who then
evaluates 1t and decides f and how 10
acton it When the objective 1s growth.
the flow 1s toward the teacher

In this sense. accountabihity systems
are distnct-centered. while growth sys-
tems are teacher-centered Which would
we expect to have the greater impact on
the qualits of teaching® Consider the
differences between our opening sce-
nario and this one

Accuuntability systems serve
the interests of the district and
the community by ensuring
compliance with minimum
standards.

“You know. according 10 the other
teachers at school. evaluatons are al-
wars a waste of nme Thev sav they
never get anxthing out of it Well I sure
got a lot out of u this vear' That's prob-
ably because | was a new icacher and
have a lot to learn

““For instance. right away. | found
out how difficuli 1t can be 1o managte
hids W ralked abour all that clussroon:
management stuff in college—but 11's
different when \ou're standing in front
of them on xour own for the first tme
The\ let me tny 1t for a week. then Jud
showed up Thank God she knew what
10 do

““The principal had arranged for her
10 spend ume with me for the first quar-
ter Jud. and I 100k one step at a ime
She watched what the kids were doing
and my management skills Then she
told me what she saw Near we dis-

225
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cussed whai to do differentiv. The next
duv she 1ook over and | warched—and
learned Then I tried again and | mean
the kids were on 1ask' | was ama:zed’
Her tacucs really worked

*'As we worked 1ogether that term.
she walched. demonstrated. and pro-
vided sugeesnions [ itried and sometimes
I failed—but mx confidence was buld-
ing Ever couple of weeks the principal
showed up 1o let me know how pleased
he was with m\ progress

1 reall\ felt like they cared because
they ook time 10 watch me und show me
how I'm not sure what | had /earned

heforehand—but | know | would not
have survived without them ™d | learn
anxthing from evaiuation” You Set'”
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lnlvrvxt i assessing teacher perform-
ance has heightened in the last decade
More than ever before. parents want as-
surance that teachers are competent
professionals  Just when schools  are
plagued bv spiraling costs. dechming en-
rollments. and dwindhing resources. edu-
cators are pressed ta seek better ways of
assuring quahitv isiruction  Effective
teacher evaluation 1s one wav to reach
that goal

Educators are conc erned about teacher
evaluation for manv <penihc reasons
Howev  asAhillman {18981) notes we can
distinguish between two major types of
teacher evaluation formative and sum-
mative The goal of formative evaluahon
1s to identifn teachers” own strengths and
weaknesses and plan appropriate profes-
sional development activities, Summative
evaluation result<, on the other hand. pro-
vide a base for administrative decisions
involving hinng and fining. promotion
and tenure. assignments and salarv.

Clearly. formative and summative eval.
uations serve different purposes. but both
are 1mporiant. Summative evaluations
are designed 1o ensure that highly quah-
fied educators enter the profession and
continue teaching Formative evaluations
help those already teaching to develop

Thic reeearch wae conducted under cuntract
2£400.8 3-000% with the National Instituie of Fduoda-
tion Oprnions expressed an this pabhicanon do not
necessarily reflect the position of NI and noofficial
endnrsement should be inferred
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and refine vital skills Most teacher eval-
uation conducted today attempts to do
both simultaneously. In practice. how-
ever, most evaluation practices address
summa.ive goals. Formative teacher eval-
vation—potentiallyv important in instruc-
tional improvement and individual de-
velopment—ofien assumes a secondary
role

Neither summative nor  formative
teacher evaluations. as currently con.
ducted. serve their respective purposes as
well as thev nught Neither the environ-
ment 1n which sumniative evaluation is
conducted nor the assessment procedures
used for that e aluation are as effective
as they could be Formative evaluation
offers a potential seldom realized simph
because it demands more time and effort
than many evaluators can afford In both
cases. a new course of action is needed if
t+  potential of teacher evaluation is to
be rcalized The rescarch project de-
scribed in this report is an attempt to chart
part of that course

This investigation addresses problems
and solutions associated with formative
evaluation. We do not wish to imply that
formative evaluation is necessarily more
important than summative Both are po-
tentially valuable But issues of teacher
selection. retention. and promotion are
alreadyv receiving widespread considera-
tion. we feel teacher improvement needs
more cffort and attention If overall school
improvement is our primary goal. then
teachers’ professional growth and devel-
opment become paramount

o, {
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Further performance assessmen:—the
observatior. anc rating of behavior—can
make a significani contnibution. to teache:
evaiuation when used 1n a formative wa)
For reasons that will be outhned. the rules
governing summative evaluation often
preclude the use of much potennially val-
uable performance data Formative eval-
uation free of such constraints. offers a
richer source of performance information
on which to base teacher development

Our goals 1n this studv were first. to
understand current teacher evaluation.
both its problems and potentials. and sec-
ond. to1dentify wavs that evaluation can
be effectively used to promote teacher
development To reach these goals. we
addressed four questions How are teach:
ers tvpically evaluated” How are evalua-
tions used to foster teacher improvemen*?
In what wavs can evaluation and devel-
opment be more effectively linked? What
barriers prevent hinkage?

In answering these questions. we {(a)
reviewed current iesearch on teacher
evaluatior. (b) reviewed current laws.
regulations and contracts pertaining to
local evaluations. and (c) conducted case
studies of teacher evaluation policies and
practices 1n four school districts In add-
tion. we conducted a working conference.
emphasizing formative teacher evalua.
tion practices and priorities. with task
forces of principals. teachers. and distnict
administrators from 2ach of the four case
study districts

Research on Teacher Evaluation

The majority of schoc! districts look to
teacher evaluation as a means of improv-
ing teaching performance (Bolton. 1983:
Fducational Research Service. 1878) But
given the ineffectiveness of current eval-
uation approaches. most are not achieving
this goal to any impressive degree To
understand why. we explored four di-
mensions of teacher evaluation. the
current conteat: characteristics of con-
s'ructive. formative evaluation systems.
research on the status of evaluation prac-
tices 1n schools. and the role. actual and
potential. of evaluatior. in fostering
teacher growth and development

oo

The Context of Teacher Ex aiualior

The current context of teacher evalus-
tior. 1s chang.ng Donald DuBoic former
coordinator of staff development 1n
Salem Oregon. explains part of the im:
petus behind this change “Teacher eval-
uation. historicallv. has been a mess
Teachers often feel naked and defenseless
by the ‘inspection’ and ‘report card’ sys-
tem For principals. the teacher evilua-
tion process 1s a gut wrenching. time con-
suming duty” (Lewis. 1982, p. 55).

Educational administrators are aware
of problems with current evaluations Re-
sponding to a national su vey by the
American Association of Secondary Ad-
ministrators (Lewis. 1982. p. 11). admin-
istrators specified the following needs

e Better definitions of effective teach-
ing Although many evaluation pro:
grams attempt to define effective
teaching. mast definitions center on
teachers’ behaviors—not on appro-
priately measured outcomes

¢ More trust in the process- As one su-
perintendenmy put it. “We need to
know how to evaluate j.2ople and get
them to feel good about it " In many
places. the “spirit” of evaluation has
been so structured by teacher con-
tract agreements that it is almost “pro
forma.”

e Proof of the link between evaluation
and instructional improvement Untl
there is some specific indi.ation that
the process is worth the irouble. some
say 1t will remain “pro forma "

e More specifics on evaluation tech-
niques: Conferences. persoral goal-
setting. classroom observations—
these are common approaches 10
evaluation, but administrators want
to do them better.

* More sensitivity to the needs of the
evaluator. primarily the principal
Many participants feel they have nei-
ther the skills nor the time for suc-
cessful evaluations. Evaluators won:
der what kind of training they should
have and how they shouid be evalu-
ated to be sure the system works

As these comments show. administra-
tors are often frustrated by current prac-
tices Evaluation is time consuming. po:
tentially disruptive to staff-administrator

- e
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Tea hers alo are crithical of evaluatiorn
procedures They often contend that the
assessment method< used are inappro-
priate The perfermance criteriaby which
they are judged are either unspecified or
too general classroom observations are
infrequent and superficial  the factore
evaluatea often have hittle relationship te
instraction supervisory evaluations are
too often subjective baced more on per-
sonal charactenstics than instructional
shill and re<ult- are either not commu-
nicated or are not useful 1n improving
performance (Bolton 1973, Borich & Fen-
ton 147" Natnello & Dornbusch. 1980-
81

Recent survevs of teachers” attitudes
about eveluation bring thece problemt
into <harper focus For example Wood
and Pohland (1979, report that onl\ 28%
of the items 1n school districts” evaluation
checklists examined relate to the instruc-
tional role of the teacher A few additional
items dea' with relevant! personal char-
actenstyos such ac responaibihity and en-
thusiasn But the remaming cheokhic
itc s relate to behavior outside the class-
room: memberships 1 organizations and
patticipetion 1 professional socral and
administreative activities I other words
the criteny used 1n thesc instruments
note Wooa and Pohland appear unrelated
to improving teaching performance and
ofter hitie assistance 1in changing teaching
practices

In «tudies conducted by Natrnelio and
Dornbus h (1960-81) teachers noted that
thev viewed their evaluation svsiemis as
generdlly unsound overly subjective. and
unaffected by their efforts Teachers in
these studies indicated that evaluation
criteria were seldom shared with teach-
ers that teachers were uninformed about
the information coilected to evaluate
their performance and that minimal time
was lahen 1o communicate evaluation re-
sultc 10 them The authors note, “The
teachers in our interview study reported
that on the average the\ received formal
evaluation< from their principals once
every 3 vears " Moregier. in these teach-
ers’ perspectives, evaluations were unre-

T
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lated to the sanctione or rewards of the
svstem and hence “had hittic value (p 3

Levin (1979} 1n a summary of research
on teacher eveluation argues that “re.
search provides Iittle support for curren:
practices 1n teacher evaluation " He gocs
on 1o comment. "One of the few things
that can be safelv said 1s that the preva-
lent system of evaluation  through ob-
servation by supervisors 1s hiased and
subjectine The usc of techniques that
have greater promise for providing objec-
tive data. such as observation instruments
... 18 &s vet uncommon’ (p 244)

Desigming u More Constructive
Environment

Dissatisfaction with current evaluation
procedures and outcomes has prompted
many educdtors (o propose substantive
revisions—revisions in plannipr~ n de-
signing performance criteria and acquir-
ing meaningful date. and 1n communicat-
ing results to teachers The following sug-
gestions represent a concise cross-section
of current thought on what strategies
might make evaluation practices more
constructive and effective

Manatt (1982) 4 major proponent of an
evaluation n'odel bemg tned in schooi
districts across the country. advocates an
evaluation system manifesting these fea-
tures {a) teacherinvolvement in the eval-
uation process {bj centralized and coliab-
orative Jevelopment of performance
cnteria based on research and on loce:
priorities. {c) goil setting (d) muludimen-
sional methods for assessing teachers’
shills including objective data gathenng
and self- and peer evaluation (e} analveis
of results with teachers and development
of specific job targets for improvement.
and {f) inclusion of a preobservation con-
ference to acquire bachground data. and
postobservation conference to mutually
analvze classroom data and set goals for
improvement

Manatt s model strongly reflects the
positive impact of clinical supervision. a
collegial process of professional develop-
ment designed by Harvard School of Ed-
ucetion faculty in the 1960s Chnical su-
pervision 1s a svstem in which teacher
and supervisor work together to set goals
and determine progress This collabora-
tive model includes three major steps

- ¢
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preobservation conterences to exchange
bachground information and to mutualiy
estabhish poals and methods for gathening
data - multiple  clascroom  observations
that 1include collection of objective data
and postobservation conferences 10 ana-
Ivze .nd venidy data and to collaboratively
develop a svstematic plan for improve-
ment In addition teacher and supervisor
communicate extensively throughout the
evalugiun process to ensure that the
teacher has a redl voice in determining
evaluation procedures and sethng goals
tor protessiondl growth Alihough clinical
supervision methods have been adopted
procedurally by districts across the coun-
try the heart of the teacher development
proc ess—frequent observation and dis-
cussion—has not heen successfully incor-
porated into most local svstems

In response to vahid concerns about the
perfunctory nature of most evaluations
and rehance on subjective obiservational
data manv educators urpe the use of {a)
dassessnient methods that give maore ade-
quate and objective data about classroom
interactions (verbatim records. charts of
classroom interactions records of ques-
tnoning or reinforcement strategies) and
tb) use of multiple evaluation procedures
{student ar- peer evaluation assessment
of student products) to provide a more
comprehenave picture of the teacher's
performance {(O'Hanlon & Mortensen.
1477) Levin (1979 reinforces the need for
‘more extensive use uf student evalua-
tions and less reliance on ratings by prnin-
cipals and other supervisors * He elso con-
cludes that “reliance on a single evalua-
tien technique 1s unwise” (p 244) since 1t
reduces the possitolity that the teacher
will be judged fairly

Following a comprehensive analysis of
current teacher evaluation practices, Dar-
ling-Hammond Wise. and Pease (1983, p
320) speaifs four minimal conditions for a
successful teacher evaluation system

e all individuals in the sys.em under-
stand the cnteria and processes for
teacher evaluation.

e all participants understand how these
criteria and processes relate to the
basic goals of the organization. that
1s. there 1s a shared sense that the
critena reflect the most important as-

pects of teaching that the evaluation
svsteni s consonant with their edu-
vationdl goals ar 1 conceptions ot
teaching,

e teachers percene that the evaluation
procedure enables and motinates
them to improve their performance.
and prinaipdls perceive that it enables
them to provide instructionadl leader-
ship,

e all individuals in the evaluation per-
ceve that the evaluation procedure
allows them to strike 4 balance “be-
tween adaptation and adaptability,
between stabihity 1o handle present
demands and dexibihity to handle un-
antapdted demands™ (Meick, 1982
p 674) thatis it allows participants
1o achieve a balance between control
and dutonomy

Achieving a More Constructive
Environment

How extensively do current schoul
practices incorporate these commonly ad-
vocated criteria? In summarizing a series
of surveys of evaluation practi-es Knapp
(1982) contends that despite strong adyo-
cacy of multiple information sources n-
volvement of students and peers. and
more objective means of collecting data.
schools have not really changed their ap-
proach to teacher evaluation Principals
still do most of the observing staff are
seldom involved in planning. and there 1s
hittle real effort to use evaluation out-
comes in designing constructine staff de-
velopment

Similarly. a recent analysis of 32 hrghly
developed current teacher evaluation _ys-
tems across the country, completed by the
Rand Corporation under sponsorship of
the National Instituie of Education. pro-
vides the following insights regarding
evaluation practices (McLaughhn, 1982)

Exemplary programs displaved a num-
ber of common features Nearly all of the
32 programs studied required a preeval-
uation conference (88%). classroom obser-
valion (100%). postevaluation conference
(100%). a written action plan following
evaluation (88%). action plan follow-up
(81%). and the participating principal as
primary evaluator (78%) Few. however.
used self-evaluation (38%) peer evalua-

“i
dulf




Q

ERIC

Aruitoxt provided by Eic:

tion (255 1. or student<’ achievement data
(22% 1 1n evaluating teachers

Despiute these similanities Mcl.aughhin
(1982} suggests “"there 1s scant agreement
about instrumentation. frequency of eval-
uation role of ti. eacher 1n the process.
or how the information could or should
inform other district activities” (p 11) In
other words. little consensus exists about
“best practice " Moreover. although 74%
of the districte named school improve-
ment or stafl development as the primary
goal of the svstem. few districts estab-
lished the necessarv links between
teacher ey aluation and staff development
to make that goal achievable There 1s as
the study notes “a general lack of integra-
tion hetwee n1eacher evaluation and staff
development or  district curriculum
guide<” {p 111 Thus although exemplary
programe appear to emphasize staff de-
velopment and school improvement.
teacher evaluation operates more often
than not as an independent. self-con-
tained svstem not an integral component
of a broader staff development program

Effectine Formative Evaluation Elusive

A< recent studies point out. even highlh
developed teacher evaluation programs
seem Lo lack proacedures or organizational
linke escential for svetematic individual
or staff development through teacher
evaluation

A< knapp {1982) notes strong formative
evaluation programes require both staff in-
volvement and a specified relahonship
between teacher development and eval-
uation But despate the urgings of re-
searchere and educators themeelves not
much hi< happened A< knapp states al-
though effective evaluation of individual
teachers can provide "a more accurate
prcture of an mdmiadual teacher's needs
than for example. the group needs assess.
ments commonly used astematic
evaluation ol indiaidual teachers does not
a< vet appear to he a standard part of staff
development planming” (p 8]

Holley {1982) contends that disinicts
need to make hetter use of evaluation
data "When evalualor ratings are sum-
matnized ac ross competencies or areas the
trarming needs of botl evaluatees and
evaluators emerge’ (p 7} Ihstnat and
hutding cummarnies can he instrumental
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in 1dentifving staff development neods
“The data.” argues Holiey “should be cap-
tured and used for the improvement of
both the evaluation process and instruc-
tion" (p 7)

While teacher evaluation practices are
becoming more svstematic procedurally
most are sull insufficient to support viable
teacher improvement programs Teachers
want. at the very least. an evaluation sve-
tem that provides accurate information on
classroom needs. opportunity to acquire
and masier new learning approaches. and
collegial support when instigating needed
changes These activities demand more
time. instructional involvement. and
more thorough assessment than mam
principals seem to find manageable As a
cunsequence. practices become more for-
malized. remaining basically unchanged
Moreover. as the next section indicate<
changes 1n practice may occur more 1il
response to external pressures than tu1n-
ternal needs

Factors Regulating Teacher Evaluation
Practice

State teacher evaluation laws and reg-
ulations can influence local evaluation
practices. as can collective bargaining
agreements This analvsis explores
whether these laws and contracts pro-
mote or constrain the use of evaluation
for teacher development

We begin the analvsis of state laws and
regulations with a brief summan of the
national picture. then comment on dis-
trict/teacher association contracls

Teacher Evaluation Lawn«

Twentv-six states currenty have laws
requiring teacher evaluation. according to
Wuhs and Manatt (1983) Though an
equal number currently have no laws. the
number of such laws has increased dra-
maitcally during the past 12 vears. with
over 80% of all laws enacted since 1971

Wuhs and Manatt. for example. report
that in ne v all states improvement is a
primary purpose. in almost half. evalua-
tion data are also used for personnel pur-
poses Beckham (1981). by contrast. re-
ports that less than half of the states lis!
<« hool or teacher improvement a< their
primarv purpose and that the remainder
of laws serve personnel decisionmaking
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Tunctions This dpparcat discrepanoy man
stnphyandicate tiat most evaluation faws
serve multiple purposes and often Jaim
tu address both formgtine and summative
IssuUes

Three-quarters of the states ie2ve con-
trol of evaluation procedures to local dis-
tricts Very few speaity cntena to be eval
uated And still fewer provide any guide-
Imes for the development of local sy stems
So 1t s apparently locdl deasions not
state mandates that determine most dis-
trict evaluation procedures Smee local
procedurcs e of - sceotisted ds part of
Lollective bargaimng agreements. as d
peneral rule, state laws would appear to
have mimmal influence on promoting or
Iimiting gy local emphasis on formatine
teacher evaluation They mayv however
mdirecthv mpede formative practices in
requnting certarn procedures, such as use
of unform mandated evaludation reports
or nigid speaitication of tedclning criteria
unrelated to distnictadentified teachimg
prionties o osuch nstances exaluators
mav fisst meet the formal state-mandated

‘ reguirements and then may deade that

implementation of added formative prac-
Hees s not (dy becessaty of (b posable
piven other me demands

Although somie state laws do incdude
some provision for teacher development
most are far less prescnptive than the law
passcd 1 Connecticut fur the purpose of
mandating formative evdluation Con-
necticut State Department of Education
1197495 pudehines speafy the tollowing
evaluation methods

e cooperative planning between profes.
siondls and evaluators of the objec-
tives of edach indivadudl evaluation.
the evalustion procedures, and the
process of evaluating the system by
stall

e (lear specitication and communica-
tnon of the cvaluation purposes as
well as the speaitic responsibalities
and tasks that will serve as the frame
of reference for mdividual evalua-
tions

e oppurtumity for teachers to evaluate

’ theniselves i positive and construe-

thve wavs annd
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o ciupliasts on diagnostic rather than
evaluative assesstient with speciti
attention given to anah 2y didlicul-
ties  planming improvements  and
providing dlear, personalized. con-
structive feedback

As our discussion will show, these state
guidelmes attempt to establish a stronger
tiec between teacher evaluation and
teacher development than do most

The Impuct of Collective Bargaining
Agreements

A major force 1n defimng and hinuting
distric t1eachier evaluation procedures has
been the collectine bargaining agreenient
Its chiet imnact has been to provide duoe
process salegudras for teachers  Accord-
g to Strike and Buli (1981). who studied
numerous such agreewents, thess con-
tracts altect the evaluation process by
speafyving the frequency of evaluations or
observations. informing teachers of eval-
udhon critenia, restricting some methods
of information gathenng {¢g  unan.
nounced visits, secrel momtonng, elec-
tronic equipment etc ] and specifying
who can and canno! particpdte i the
evaluation protess They dlso often re-
quire formal communication of evalua-
tion results regulate written reports (e g
conhdentiality, opportunity for o wnitten
response by teachers) require remedia-
tion for negdtive exaluations, allow union
representation at dll conferences and pro-
cedures, and necessitate that notice and
reasons be filed for disciphine y action,
dismissdl, or demotion

Overtly, the effect of these coniracted
agreenients is to promote uniformity and
specificity in evaluation procedures But
because of the adversarial nature of many
contracl negotiations. teacher evaluation
1s becoming more rule governed and fo-
cused on clearly speaified ninimum work
standards (Mitchell & Kerchner, 1983)
Coliective barganing has done httle 1o
promote hinks between teacher evaluu-
tion and mdividual development Al
though it has often dlanfied evaluation
requirements, it also has made evaluation
protedures more impersonal and rule
governed and 1 has umntentionally -
troduced another dimension of divisive-
ness ntto the process

§ .
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The legal and contractual factors gov-
erning teaoner exaluation are yvpically
designed 1o <tandardize evaluation re.
quirements and to promnte due process
in summatine evaluation By promoting
adherence 1o fair prachices 1n personnel
decisionmaking however thev have in
effect directed attention toward legal re-
quirements and awav from methods< for
promoting teacher growth and develop-
ment Although it 1s encourag'ng to find
some state lawe< altempling lo stnle a
balante between formatne and summa-
tive teacher evaluation the laws only set
an overall context for practice in districts
and schools Their effectiveness stll de-
pend« oninterpretation and naplementa-
tion Reuulations mav indeed enhance the
potential {or improvement, or they may
be viewed as just one more requirement
to be met thue having httle <ubstantive
impact on instructional (‘hdng('s

District Teacher Evaluation Praclices

What imipact do existing laws and con-
tracts actually have on local evaluation
practices® Do the same teacher evaluation
1ssues 1dentified 1n national studies il<o
concern local districts? What practices do
local programe use to promote teacher
development” To ansuer these guestions,
we ashed four Pacific Northwest school
dictnicts to participate 1in case studies of
their teac her evaluation svsteme The re-
sulte added much detail te our under-
standing of the evaluation environmen!

Case Studv Descrniphion

To learn about teacher exgluation prac-
tices 1n these distnicts we conducted 17
interview< with distnet adnunistrators in
charge of teacher evaluathinn and with
buslding prinapale (elementary, jumor
hieh and high «chool) In addition each
principal was ached to name 4 teachers
frors her or his <« hool who would respond
to a questhiornaire on teacher evaluation
practices Tortv-eight teachers received
questionnaires and 36 responded

Partiapants were ashed to describe
teacher evaluation practices from their
viewpmin! Further thev were asked if
and how they uced results to plan teacher
development  Interviews and question-
natres touched on state and distnict pohr-
aes development of evaluation proce-
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dures methods for gathering informiatine
on teacher performance methods for
communicating  evaluation resulte  to
teacbere, and rolahlv sabsfacthhon with
their evaluation systéem In oudhiming wavs
evaluation data are us 1. administrators
and principals descr! ne specific de-
cisions—summative formative—in-
fluenced bv the re- Thev were also
ashed what role tiao~ 2valuation plave
in promcting teacher ,growth and im.
provement Results of the inerviews and
questionnaires are summanized below

Case Studh Acculrs

In summanzing case study results we
found evaluation procgdures to be strik-
ingly similar across districts Forexample
all districts used a three-stage evaluation
process including a pse- and postobser-
vation conference and classroom uuser-
vation The observations. conducted
either by principals or vice-principals.
were the central feature of all evaluations
Thev oceurred formally either once or
twice a vear Peers and students were
seldom involved 1n the evaluation. self-
evaluations were cursgrv 1f done at all
and stud. nt achievemeht scores were not
used Results of the evaluator's observa-
tion were communicated both 1n person
andn wntingto the teabher The wnitten
reports called for superwsors to descritie
teachers’ strengths and weaknesse< on
either state or locally speciiied critenia
None of the districts used rating scales or
mdiwcations of performance levels toiden-
tifs teacher<’ skaille Finally. training pro-
vided evaluators ranged 1n one district
from a frequent. integrated program that
invalved all staff to intermittent or spo-
radic traiming i other distncts In addi-
thon. both teachers and administrators
saw rooni for improvement 1n the evalu-
ation pracess and made spectfic recom-
mendations about needed changes

Teachers’ perspectives  on needed
changes The primary goal of our case
studies was toidentifv barriers preciuding
use of teacher evaluation results for
teacher growth and development In the
questionnaire, teachers were ashed for
their perspectives on (a) needed changes
in the teacher’s role 1p evaluation (b)
needed chorges in district procedures

2i., /
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and (0] ideas tor improving te quahiy o
teat hine in the distniat

With respect to the teacher’s role over
halt (74° 1 spontaneoushy arged more op-
portumity for collegial obsers abon and for
self-evaluation through goal setting and
videotaping Others suggested more pro-
hiaency in evaluating lessons and giving
teachers mo e hnowledge about what
cunstitutes effective teddung

Recommendations fur improvements i
the overall evaluation svstem were far
more extensive Repeatedh . teachers sug-
gested more frequent lormal and informal
observations greater use of peer obser-
vation and self-evaluation and more ef-
fective preparation and trmming for eval:
wators In addition they called for better
observational strategies more etlective
commumcation of results with emphasis
an speahie sugeestions for immiprovement,
i teased shill among evaluators, and bet-
ter general management of evalushion
Teachers dlso noted that they need qual-
i anservice tranmng to improve their
shalls

Teachers seenied (o agree that to be

effective, evaluation must (d) be a valued
schoolwide prioritv not just 4 require-
ment (b) accur trequently enough so that
outcentes reflect actudl classroom dctive-
ties (o) incorpordte methods that provide
relevant speaific and complete 1nforma-
tion and (djinvolve evaluators trained to

provide specific useful suggestions for
improvement Repeatediv tedachers called
{for more frequent feedbach and for con-
structive chniticsm, not “vague generah-
ties that hide mediocre teaching ™

Administrators’” perspectives on aecded
chunges ddow sdatisfied were principals
and district staff with their evaluation
svstems? Responses differed considerably
across districts

In twu districts, admanistrators were
generally satisfied with the evaluation
process. »ut were concerned with the
amount of ime available to conduct ob-
servations In the two other case study
districts. administrators were less salis-
fied Reasons for dissatisfaction included
teac hers' lach of trust 1n the evaluation
process lach of clarity in entena and the
fact that evaluation seemed more on-
ented to meeting state standards than pro-
l]]“““g mpr nenments

Sinnbarty not eil agreed that teacher
evaluation led 10 teacher improvement
Some felt that the goal setting process was
o Mot step toward mmprovement and
that, mcreasingly, evaluation was focus-
ing more on improvement than on judg-
ment Others felt the ink was weak at
best Prinaipals also generally acknowl-
edged that evaluation results were not
directhh used to plan school or distnict-
wide stall developnient. and that local
supervisors did not include evaluation re-
sults m sething instructicaal priorities
Evaluation was. however, used by some
evaluators to help teachers identifv indi-
vidual goals and to specify a plan of action
lor the vear The complenan of thesw
plans and their effect onnstructiun was
seldom manitored

These adnunistrators cited four major
barriers hnnting the developnient of a
more lormative evaluation svstem  (d)
teachers’ lach of trust i the process, (b)
insufhcient time for evoluation. (c) the
adversarial conteat of evaluation. and (d)
principals’ shalle as evaluators The trust
and time issucs were mentioned most fre-
quenthy Prinaipals also noted these prob-
lemis inconsistent evaluahon procedures
impreaise requirements lach of traiming
for evaluators. imprecise dismissal pro-
cedures, overly general evaludtion out-
comes. tedachers resistance to change and
madequate staff development Admin .-
trators noted oo that many principals did
not huow how to establish exaludation pro-
grams or set realistic priorities

When ashed how evaluation could be
more directly related to the improvement
of teaching administrators recommended
changes in system management, includ-
ing increased staff involvement in goal
setting and emphasis on improvenient as
a distnct prionty, 1mproved methods of
conducting observations. more time al-
lowed for evaluation and observations.
development of evaluators’ shills, a
stronger link between evaluation and staff
development, and accountability for all
principals conducting evaluations

Yes. sav supervisors, evaluation could
be more effective 1 diagnosing teachers’
needs and 1mproving their shills—but
only if the process changes in many wavs
And the major changes called for closely
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parallel those concerns sdentified 1n na-
tional studhes of teacher evaluation

A Conforence on Teacher Evaluation

As a condlusion to the case studies. we
invited teams of educators—each team
including a distnict administrator, princi-
pal. and teacher—{rom each of the four
case study districts to atiend a working
conference and consider 1n greater depth.
method- for more effectively linking eval-
uation and <taff development 1n the dis-
tncts Conference teams discussed two
majorissues (al the barriers to more form-
ative evaluation and (b) potential wavs of
linkingevaluation more closely to teacher
improyement

After reviewing the results of the case
stuches conference participants worked
together to produce the following com-
mon hst of barriers to formative teacher
evaluation (histed 1n order of importance)
in their districts

1 Evaluators often lach 1mportant
shill< needed to evaluate. and the training
needed to solve this problem is frequently
not available. rot used. or ineffective At
least two sets of shilic are lackimg (at <halls
in evaluating teacher performance and
(b) shille 1n communicating with teacheis<
about the evaluation process and results

2 There is often msufficient time for
both evaluation and follow-up A contin-
uous cvcle or feedback and growth s
necded to promote teacher development
The competing demands of education fre.
quently push evaluation to a low prionty
status

3 The protesefes] for hnking staff de-
velopment and teacher evaluation is (are|
not clear We lack a clear goal for forma-
tive teacher evaluation (1e . an image of
the desired svstem) and a plan for aclney -
ing that goal State laws and distnct poli-
cies and procedures do not reflect that
goal. and individuale (teachers and ad-
mimstrators ahke] in the svstem have vet
to provide the support needed to make
evaluation results truly produchive De-
apite an important emphasls on protecting
the due process nights of teachere, evalu-
ation svsteme Jack o similar commitment
to promoting profescional development

4 Trust i the evaluation sistem s
often lacking among educators fund tion:

23
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ing 1n that svstem Unclear or unaccept-
able performance criteria combined with
lack of teacher involvement in developing
performance criteria and in{requent and
superficial observations. tend to breed
shepticism among teachers about the
value of results The adversarial relation-
ship between districts and collective bar-
gaining units also breeds distrust

Having identified 8 hst of sigmficant
barriers. conference participants ther
turned to the task of finding solutions
Simple solutions were not expected or
sought Nevertheless. participants gener-
ated a list of starting points from which to
begin various assaults on kev barniers

Individuals noted that commitment to
effective teacher evaluation as an 1mpor-
tant means to school improvement mus!
be given prioritv status in the distnct In
addition. district staff need to determine
the foremost purpose of their evalua-
tion—either staff improvement or person-
nel decisionmaking—and develop proce-
dures appropriate 10 accomphishing that
purpose Added to these inithal steps. con-
ference participants called for

e involvement of all staff in the plan-
ning process,

e 1dentification of meaningful and rel-
evant performance critenia as the ba-
sis of the evaluation.

¢ eveluators trained io pinpoint teach-
ers’ shills 1n need of development

¢ inclusion of other sources of infor-
mation abou! teachers’ proficiency.
including data from peers. self and
students,

e development of acomprehensive staff
development program for evaluators
as well as teachers: and

e adequate resources—time and
monev—to develop a thorough pro-
gram of feedback and developmen!
for staff

In Search of Solutions

Teacher evaluation. as the case studies
and summaries of national teacher eval-
uation practices Indicate. Is viewed as an
important school-based method for 1m-
proving teachers' skills. In practice. how-
ever. evaluation has substantiallv less 1m-
pact than 1s desired Despite increasing
emphasic on 1mproving the quahtv of
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teacher evaludtion progranis most “im-
provements’ seem dire ted dt susteindliZ-
ing procedures As 4 resalt regulations

Stiggins and Briagetord

abuund Nost teacher evaluation systems
now require regular annual or biannuadl
evaluations. specify the general perform-
ance cnteria to be used define the pro-
cedures 1n the evaluation cyele call for
w ntten documentation of results and re-
quire that those resulls be formally re-
viewed with teachers Some teacher eval-
uation programs have increased teachery’
participation 1n evaluation by mduding
peisonal gnal setting and carefully outhin-
ing plans for accomphshing goals But ed-
ucators generallyv concur thateven highi
develuped  evaluation sustems are hot
helping teachers either mdmadualiv or
collectinely to improve their shalls
Sume of the changes needed 1o Mahi
evaluation more effective, from teachery’
and supervisors’ perspectives dre these
Teachers and adnmstrators need to col-
Jabiorate on the goals, ¢ en. and proce-
dures for evaluation, (vdludtion proce-
dures need to be geared to diagnosing
teachers shills and arding them i making
instruchional changes, supervisors need
nore Hme support and traming to diag-
nuse mstrue tional problems ar ' evalua-
tion method: need to be more soundiy
. based and linked to rewards and sanctions
i the orgamization
Persistent problems suggesi that sub-
stantia) (hanges are needed in the vigd-
mzation of evaluation systems. 1n the em-
phasis giver instructional improvement.
in the hind and quahitv of information
provided teachers, and in the way: eval-
uation 1s conducted

Making the Purpose Clear

Moxt teacher evaludtion systems have
attempted to accomplish simultaneoush
two potentially conflicting purposes to
encourage teacher development and im-
prove instructional quahity (formative)
and to judge teacher effectiveness and
acquire evidence of incompetence (sum-
mative) As a result. most have succeeded
onh marginallv. doing whatever neces-
san 1o meel minimal legal requirements
In practice summative evaluation has
usualhh tahen precedence. formative ac-
tivities by nature more ume consuming
and demanding have been dealt with su-
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perbicialiv 1t at ol As e consequenice
evaltation sustens have not provided add-
equate diagnosis end dssistanoe to stupport
tcacher miprovement Purther the dul
purpose of most evaluation programs HED
me redsed tension, 1 many instanees un:
dermiming the trust. honesty. openness.
and motvation needed to promote exper-
imentation  with  new  teaching  ap-
proaches  For formative e aluation to
work most effectively. it needs first to be
specihied ds a primary purpose of evalud-
tion. and second to include appropnadte
procedures for acquirmg information

In the authors’ opinion 1t 1s bath feasi-
ble and adyisable to emphasize formative
evaluation and to develop an environ-
ment conducne toats success Although
this niay be accomphshed i many wdys
sue Cess of the acivaty dppedrs to lnnge on
a number of important steps First at de-
mands an openness to change and com-
mitment to improvement Teachers and
SUPCTVISOTs INUSE agree on prionties shar-
ing decisions on what necds tu be acconi-
phshed and when Second. it mvolves co-
(1p\'rdlx\v|\ selecting traimng opportuni-
ties determiming the degree to which ob-
jectives are accomphshed and new shalls
Jearned (selecting cnitenig for pertorm-
ance). mcorporating multiple sources of
information to determine the effect of
new teaching approaches ob students and
sharing resources to support changing be-
haviors In effect. success will require that
teachers and adnumistrators work  to-
gether cooperatively . as mutually suppur-
tive dallies

Emvhasizing teacher development as a
major purpose of evaluation requires
strategies different from those commonly
used in summative evaluation, as the fol-
lowing paragraphs show

Improving the Quahty and Availability
of Information

Responsibility for summative evalua-
tion falls most frequently to the school's
principal or vice-principal More often
than not. once-a-year observation is the
sole basis for determiming teachers’ per-
formance and identifving needed skills In
formative evaluation. numerous 1nfor-
mation sources ma\ be tapped Peers. stu-
dents and teachers themselves ofter a
broad spectrum of perspectives. thus in-
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creasing the odds that strenaths and needs
will be identified accurately Turther. re-
sponsihility for formative evaluation can
be placed first and foremost in the hands
of each teacher and can employ relevant.
useful data from sources. such as students
and fellow :achers. who are thoroughlv
famihiat with the classioom environment

Man\ other information resour¢ es. usu-
allv disregarded in summative evaluation,
are appropriate 1n formative evaluation
For example student achievement data
can be useful Although standardized
achievement test data are considered an
inappropriate basis for summative evalu-
ation. teac hers” own dav-to-dav cla~<~oom
measures provide diagnostic information
that mav be a vital component of a teach-
er'« self-evaluation  o°  instructional
strengthe and weaknesces

Encuring Adequate Performance Criteria

The significance of relevant perform-
ance criteria can scarcely be overstated
Cniteria present  stumbhng blocks to
sound assessmen! if and when thev (a)
focus on personal charactenistics rather
than instructional shills, {b) call for infer-
ences ahout teaching behavior that com-
pronise rehabilitv (] are too general to
provide diagnostic mformation and (d)
are undlear or unrelated 10 profecaional
pracices of teachers Formative teacher
evaluation tan be more effective of these
factors are conwdered 1n estabhiching the
performance critenia that ke the process

Firet cnitenia should relate to student
outcomes defined asimportant by current
research and should be identified collab-
orativelv by teachers and principals The
emphasic should be on behaviors that
seem to make a difference. such as the
clari'v of a teacher’s presentations Al-
though researchers acknowledge that not
all behavior works 1n all settings. there 1s
growing evidence now that certain in-
structional methods. such as those asso-
ciated with direct instruction. have 1m-
pact on student achievement jn many
confexts

Second. ecach performance criterion
should describe some teacher behavior or
characternistic of the classroom environ:
ment that car be consistently evaluated.
regardle<s of when the evaluation accurs
or who obeeryes the behavior
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Third. each criterion should be cledar
and specific enough to vield diagnostic
information Ratings that do not sugge«t
how performance might be improved are
of hittle value 10 a teacher

Fourth. each performance factor must
be endorsed by the teacher as appropriate
for his or her classroom To ment such
endorsement. criteia must be (a) vald
within the unique learning environment
established by the teacher. (b) appropriate
for the content taught and the instruc-
tional method(s) used by that teacher. and
{c) flexible enough to allow the teacher a
choice of instructional strategies

Fifth. performance critena need to be
practical as well as relevant Though cni-
tena need to be diagnostic. a long list of
minutely specific behaviors that cannot
be rated. communicated. or addressed 1n
a reasonable time 1s likely to generate
confusing feedback and planning prob.
lems. Some balance i1s needed between
diagnostic precision and cumbersome de-
tail i the hist of important performance
crileria grows excessive. evaluators
should set prionities and addres< onlv part
of the list 1n a given term, semester. Of
vear

Sinth in reviewing critenia. the teacher
and evaluator should identify relatively
weak areas of performance and mutuallv
design steps to improve those arcas More-
over. in all formative evaluations, 1t i<
inappropriate to compare one teacher's
performance with that of another for the
purpose of ranking teachers by profi-
ciency The uniqueness of learning envi-
ronments  student groups. instructional
stvles, and teacher groups make such
comparisons meaningless In addition. us-
ing teacher norms or rankings invariably
promotes a defensiveness that is counter-
productive. After all. professional devel.
opment. not criticism for its own sake, 1s
the whole point of the svstem

Finally. all desirable change depends on
establishment of effective channels of
communication between teacher and su-
pervisor. For many teachers. evaluation
results have not been communicated
either constructively or diagnostically As
one educator commented. “fault finding
without suggestions for remedv. categon-
zations (e.g. good. average) that provide
Iittle diagnostic assistance. generahties
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that appear 1o have hitle tactual basis and
reports that Miahe te clear contnb o to
organizational godls” are not ellective
furms of cornmunication (Bolton, 1873 p
148) This 1s true of course. for either
formatn e or summative evaluation

Useful evaluation results promote 10-
structional awareness and prompt
change To doso. presentation of feedbiac
should occur 1n an atmosphere of mutual
problem solving and trust, teachers need
evidence that their efforts toward profes-
siona! growth will be rewarded with per-
sonal recogmtion and support As Darling-
Hammond ¢« al (1983) state, "Effectively
changing the behavior of another person
requires enlisting the cooperation and
mativation of that person an addinon to
providing gudance on the steps needed
for improvement to oceur”™ {p 314)

Ettective Formatin e Evaluation

Assessing teachers’ performance 1 dn
important task It 1s hoped that the fore-
guing discussion will promote better un-
derstanding of effective evaluation prac-
tice while at the same lime encourdging
educators to attempt alternative. dynamic
approaches to the formatine evaludation
process Those alternatives can work to
improve anstruction if the tollowig
guidelines are observed

e Select methods to match evaluation
purpose The purpose of an evalua-
hion svstem must be clearly identified
and understood in order to select ap-
propniate methods The same proce-
dures cannot constructively and si-
multaneously  sernve the needs of
those interested 1n promoting teacher
development and those responsible
for personnel decisions Both sets of
needs are important But different
methods are needed to address differ-
ent purposes

e Involve teachers in evaluation
Teachers should be involved in all
phases of developing and operating
formative systems Any evaluation
program that does not reflect the in-
teresls. concerns. aspirdtions. and
needs of teachers 1s doomed to failure
By the same tokhen teachers must
have constructive attitudes to mahke
the system work Teaching must be

regarded as g shill to be learned and
participants st be wilhing man-
agers ol their own  development
ready to consider. explore. and prdac-
tice new teaching shalls

e Provide relevant tramming All evalu-
ators and staff must be thoroughly
trasned Evervone involved in the
evaluation should know how to use
e.aluation instruments to acquire
useful. objective data. interpret re-
sults. and use those results to advan-
tage Similarly. evaluators should be
trained to provide feedback to teach-
ers that 1s clear. preci~e and suffi-
cient!y diagnostic to promote realistic
plans for improvement

e Increase sources of evaluation data
Thorough formative  evaluation
should include the perspectives of
students, peers, teachers themsely es,
and supervisors, and should 1incorpo-
rate several hinds of observation. not
just once-a-year classroom spot
checks

¢ Use meanmingful crniteria Performance
critennia must be relevant to desired
student outcomes, specific enough to
be useful in planning professional de-
velopment, and accepted as impor-
tant by edch teacher to whom the)
will apply

¢ Relate results to organizational goals
Evaluation results should be used by
buth teachers and staff development
planners 1o set traimng priorities and
to evaluale success in achieving or-
ganizational and personal goals Suc-
cessful evaluation 1s clearly tied to
orgamzationdl planming Morecver.
the system 1tself should be evaluated
regularly before any procedures be-
come so firmly entrenched that they
are unresponsive to change

The entire framework of this proposal
for formative evaluation rests on one
overriding - amption School managers
and teachers alike function best in an
environment characterized by mutual
support, by respect and concern for per-
sonal growth and for the well-being of
staff and students Where such an envi-
ronment exists. format:ve teacher evalu-
ation offers great potential for helping
teac hers learn to teach better
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Given current econemic conditions and
dechping enrollments fewer new teach.
ers are entenmg the profesaion Therefore,
improving the qualinv of instruction de-
mands developing the skills of teachers
alread\ 1n the classroom Formative eval-
uation—a svstem inherently sensitive to
teachers’ needs and goals—can be a vital
step in strengther. g instructional offec-
tiveness nationwide
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Conmentary on the Role of Student Achievement Data
in the Evaluation of Teachers

While teacher evaluations typically are based on the observation and
rating of teacher performance in the classroom, there is a constant
unéorcurrent of interest in evaluating teachers based on the achievement of
their students. This interest often focuses on the use of norm-referenced
standardized achievement test scores as the index of student learning and
therefore of teacher performance. However, both Haertel (1986) and Berk
(1988) have spelled out in precise detail why this summative teacher
evaluation use of standardized test scores is indefensible from both
assessment and evaluation perspectives. The reasons rest principally on the
insensitivity of the assessment instruments to the effects of particular
teachers and the long list of factors that are beyond the control of the
teacher that influence the scores. Haertel dispells common misconceptions
about the role of such test scores in teacher evaluation and chen outlines the
complex and demanding set of steps local districts must complete in order to
develop standardized assessments that will be sensitive to individual teacher
effects. While such test development programs are feasible, few districts
seem willing to hire the measurement expertise or allocate the resources
needed to carry out those steps successfully.

This leaves us on the horns of a dilemma. On one hand, we believe that
one legitimate source of evidence of the effectiveness of teacher performance
should be whether or not students are learning. We feel certain that if
teachers are held accountable for student aclriavement, then teacher and
student performance will improve. Yet, on the other hand, the one index of
achievement that we always thought we could count on--standardized achievement

test batteries--cannot and will not do the job.
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Do we conclude therefore that there is no role for student achievement
' data in teacher evaluation? Definitely not. I believe there is @ clear and
appropriate .ole. But for reasons outlined below, we have a great deal of
work to do if we wish to take advantage of it. In order to understand that
role, we must face our real aspirations for students. First, we must decide
if we really care if students learn or not. Then we must act decisively to
make high-quality assessment of student learning an integral part of the

teaching/learning process.

Do we care about learning . . . really?

While our interest in evaluating teachers in terms of student learning
appears to stem from a desire to concentrate teacher efforts on promoting
student academic achievement, there is considerable evidence available to
suggest that, indeed, we do not really care if students learn at all. Before

‘ proceeding, let me hasten to add that I know educators care very much about
students achievement. But just for a moment, consider some evidence to the
contrary.

If we cared about student achievement, would we not go to great lengths to
be sure each and every teacher is ready and able to assess that achievement in
the classroom on ¢ day to day basis, so they would know how to monitor and
could adjust instruction to maximize learning? In fact, we rarely offer
teachers the assessment -raining needed to do so. Schafer & Lissitz (1987)
have shown us that most teachers are not required to complete any assessment
training whatever in ord. to graduate from teacher training programs or in

order to be certified to practice their profession. Many are not even offered
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the option of participating in such training. Further, those who are trained
typically are inadequately prepared with respect to assessment concepts and
precedures needed to address the ongoing assessment demands of the classroom
(Gullickson, 1986). Does this sound like a profession that cares if learning
is occurring? How can we argue that we care, when so few practitioners are
trained to determine if learning occurs?

And when we examine the professinnal preparation of administrators with
respect to the assessment of student achievement, we see an eéven more
troubling picture. The vast majority of administrator training and
certificate programs offer no training in assessment at all (Schafer &
Lissitz, 1987). This often leaves principals less well-equipped to address
assessment issues of those teachers whose work they are to supervise. Many
simply cannot evaluate assessments and therefore do not know if sound
assessments are being used in their classrooms. Many admininstrators are so
ill-prepared to address matters related to the assessment of student
achievement that they do not understand why it is indefensible to use
norm-referenced standardized test scores to evaluate teachers. Does a
profession that cares about learning not prepare its leaders to verify that
learning is, in fact, occurring?

There is more. Would a profession that really cared not impose standards
for high-quality assessment on those who develop the tests that accompany
published textbooks and other curriculum materials? Such stanaards exist for
standardized test batteries. But no such standards exist for text-embedded

tests and the effect often is obvious in terms of the quality of these

assessments.
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Would a profession that cared about student learning not have long since
thoroughly researched the nature of the classroom assessment environment so as
to translate the results into relevant and helpful training for its
practitioners? That research and development effort is only now getting
underway and is being conducted in just a ver: few places. It is literally in
its infancy. So far, the measurement community knows little about the task
demands of classroom assessment (Stiggins, Conklin & Bridgeford, 1986;
Natriello, 1987). How can we argue that we care about student learning when
we don't understanu it's assessment in the classroom?

Finally, would a profession that really cared about outcomes not have
systematically trained its policy makers (schoolboard members, state
department personnel, state legislators, federal policy makers, etc.) to
understand and use assessment data in an informed and appropriate manner?

Such understanding is rare indeed.

However, with all of this having been said, my point is not that we don't
care about learning. Of course we care! The point is that we spend all
available resousces training teachers and admininstrators to produce learning,
put that training to work in schools, and then allocate no resources to train
practitioners in the methods of assessing the outcomes of their efforts. Then
when the crunch time comes, such as when the public demands that teachers be
evaluated based on student learning, we naively look for the easiest possible
way out by unquestioningly using standardized norm-referenced test
scores—-assessments that cannot work in the teacher evaluation context--as
evidence of teacher effectiverzss. The point is that most educators on the

firing line have not been trained to generate and implement alternative
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strategies for bringing student achievement data into the teacher evaluation
equation. In my opinion, we have not yet begun to pay the dues we owe in the

form of the commitment, training and resources needed to develop the

assessment expertise or sound instrumentation required at the school building
level to assess student learning and evaluate the impact of teachers on that

learning.

Taking a New Look From a Different Perspective

We can bring student achievement data to bear in the teacher evaluation
context if we simultaneously change our perspectives in two important ways.

First, when we regard the teacher evaluation process. there is a pervasive
tendercy to think only of the summative side of the evaluation equation. Even
Berk and Haertel took this perspective in their very thorough discussions of
the role of student achievement data in teacher evaluation. But Duke and I
(Duke & Stiggins, 1986) have suggested that we can do a great deal more to
improve the effectiveness of teachers and schools if we begin to regard
teacher evaluation as growth-producing events. Student achievement data can
play a much more significant role in the teacher evaluation equation if we
make this shift. The specific reasons are spelled out below.

Second, we must shift the focus of our consideration of achievement data
in teacher evaluation away from test results derived from centralized,
standardized testiaig programs and toward results derived from teachers’
classroom assessmepts of student achievement. If we help teachers to use

high-quality classroom-level achievement information to determine if their

instruction is working, then we take a major step toward helping these
teachers tap student achievement data as one source of the informaton needed

to estiablish and achieve their own important professional development goals.
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Let's consider these two proposed changes in perspective in greater detail.

Focus on formative. We gain a major advantage in improving the impact of

teacher evaluation if we use evaluation formacively rather than summatively.

Summative evaluation serves the screening function of identifying those
few teachers who have failed to attain minimal teaching competence. These
teachers must be retrained and improve or leave, and resources are brought to
bear to determine which will happen. Certainly, +his is a very important and
useful form of teacher evaluation. But we often lose sight of the fact that
this process typically impacts very few teachers--by design. We seek to
eliminate incompetence. But by and large, we do rot have a great deal of
incompetence to eliminate. Nearly all teachers are at least minimally
competent. Thus, for the vast majority of teachers. repeated and continuous
summative evaluation typically has no impact. They continually demonstrate
their competence and nothing changes.

Formative evaluation, on the other hand, can achieve a much broader
impact. The objective of evaluation in this case is to help each individual
teacher identify professicnal development goals that are uniquely relevant to
them. Since all teachers can grow in some important ways., formative
evaluation offers the potential of helpina large numbers of teachers to become
more effective.

If we seek to use student achievement data to improve schools through
effective tearher evaluation, the critical question we must ask is this:
Given extremely limited resources for teacher evaluation, do we gain more
school improvement per unit of resources invested by (a) using student
achievement data to weed out the very few incompetents, or (b) using that data
to help all teachers see in clear and unequivocal te..ns how they might become

better teachers? Why not do both, you might ask? We can do that. But then
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o
we confront the heart of the matter: How should we apportion “ur extremely

limited teacher evaluation resources between the two? Which"ill provide the

biggest school improvement bang for our buck? I think the answs - is obvious.

Resources devoted to helpiag teachers use assessment data to:improve teaching

hold much greater potential for scnool improvement than do gesources spent for
'

standardized testing for summative purposes. Yet resources rarely are

invested in this way. More about that later.

Focus on classroom assessment. As mentioned above, inherent limitations

in norm-referenced standardized test scores make them inappropriate tools in
the evaluation of teacher performance. They lack the poiwer needed to provide
indepth information on student learning over a sufficiently long period of
time and under sufficiently controlled conditions to permit Lu.e establishment
of causal links between teacher performance and that learning. But as luck
would have it, we appear to have an excellent alternative at our disposal.
Teachers measure student achievement continuously in their classrooms. Why
not use these classroom measurements of student learning as a tool to evaluate
teachers?

On the surface this sounds feasible. But one frequently cited argument
against the idea is that ast snts across various classrooms are not
comparable. They are unique to each classroom. How can we compare teachers
across classrooms using different measures? We need standardized outcome
measures.

This is specious argument that reveals precisely where our thinking has
become confused about the real differences between formative and summative
evaluation and the role of student achievement cata. The very strength of

standardized tests is their comparability. But if our goal is to help each




individual teacher to identify her or his own relevant professional

‘ development goals through analysis of how well their own students are
learning, why must the student achievement data used in this process be like
the data gathered by any other teacher? There is no reason. No teacher to
teacher comparison is needed. There is no requirement of comparabil'ty of
achievement data in the forinative teacher evaluation context.

The price we pay for trying to force comparability of achievement data
into the teacher evaluation context by usin’, standardized test scores is the
loss of sensitivity of the data to individuali teacher effects. Formative
evaluation requires only data that are valid and reliable in terms of the
objectives the teacher intends for her or his students to master. For
personal professional growth purposes. it matters not how other teachers’
students achieve.

So for formative evaluation purposes., it appears that the pest index of

. student learning is classroom assessment results. Under ideal circumstances.
there is no question that this would be the case. But unfortunately, this
brings us to another dilemma: we cannot encourage teachers to use their own
student achievement dcta to determine how t» improve their teaching because
their assessments often are undependable (Stiggims, Conklin & Bridgeford,
1986, and Natriello, 1987). Typicall:, these are assessment. developed by
practitioners untrained in assessment methodology who admit to concern about
the quality of their assessments (Stiggins & Bridgeford, 1985}. We know what
they need to learn about assessment processes and we know how to teach them to
assess effectively (Stiggins, 1987). But the point is that most teachers have
not participated in this training. Therefore, if we wish to use student
achievement data for formative teacher evaluation, we must first lay the

‘ foundation with effective assessment training.
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Teachers use many different forms of assessment in their classrooms on a

day to day basis:

o Teacher-developed paper and pencil tests and quizzes,
o Tests and quizzes that accompany textbooks,
o Assessments based on observations of and judgments about

achievement-related '.ehavior,

o Assessments based on observations of achievement-related products,

o Homework =zd seatwork assignments,

o Oral questions posed during recitation and in interviews and
conferences,

o Student self and peer assessment,

o Group assessment activities, and

o Opinions of others, such as other teachers and parents.

Each of these options represents an excellent source of information for
teachers regarding the achievement of their students, if developed and used
well. Often they are not. Teachers need to know how to be sure each form is
providing dependable data on student achievement, and they need to know how
and when to make corrections when standards of dependability are not being
met. Most are not trained to do so.

As I review the above list of assessment method options, I am struck by
the exciting varieties of student achievement we can assess if we use this
full range of options effectively. Note the extreme contrast between the rich
definitions of achievement we can derive from this array of options compared
to the very narrow definition of achievement we can derive from the
multiple-choice format of the norm-referenced standardized test. Consider the

potential of classroom assessment to provide the teacher with a continuous
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flow of data on student learning, s¢ that teachers can make timely adjustments
to maximize affectiveness, in cootrast to the once-a-year data of the
standardized test. Consider also ! - much teachers can learn about their own
effectiveness and improvement needs based on the results of good-quality,
continuous classroom assessment compared to how little they can learn from
once-a-year standardized tests.

But again, you might ask, why not use both classroom assessment and
standardized test data to help us make important decisions? With some notable
exceptions, I think we can do that. One such exception is teacher
evaluation. Both Berk and Haertel have shown us that norm-referenced
standardized test scores were not designed for this purpose and cannot serve
well in this decision context. That is not to say that such test scores
cannot Sserve many other valuable purposes. Certainly they can.

However, here again, we must face the same kind of critical question
raised earlier about the relative value of formative and summative teacher
evaluation: Given limited resources to spend on assessment (in this case, in
the context of teacher evaluation), do we gain more school improvement (a) by
developing and implementing more centralized standardized testing programs, Or
(b) by training each teacher to assess student achievement effectively and
efficiently in the classroom on an ongoing basis? And if we decide to do
both, how shall we apportion those limited resources betweer the two? Which
returns to us the most school improvement for our assessment dollar? Once
again, I think the auswer is obvious. We need to train teachers to generato
their own valid, reliable data with confidence. But we currently are spending

all available assessment resources on the former aad virtually nothing on the

latter.

6541e 10

oo
Mot




The Bottom Line

Some teachers are evaluated in some districts on the basis of standardized
student achievement performance of students. Often, norm-referenced
standardized test scores are examined. This is done in the service of
promoting school improvement by identifying less-than-competent teachers.
While the gcal is important, this use of test scores does not represent sound
assessment or evaluation practice.

We have far better options at our disposal. First, we can strive for a
more defensible balance in the allocation of resources between formative and
summative teacher evaluation, so as to provide the most support to the option
that holds the most promise for helping the largest nurber of teacher
improvements. Second, we can strive for a rore defensible balance in the
allocation of resources between generating standardized test scores and
training teachers and instructional leaders to assess well in the classroom on
a daily basis, so as to provide the greatest support to the option that holds
the greatest promise for helping the most teachers improve.

In my opinion, both resource 2llocations have been and continue to be
grossly out of balance favoring the option with the least potential impact.

It need not be so. Used together, formative teacher evaluation and dependable
data on student achievement can represent an unbeatable combination for school
improvement. But we must be prepared to invest the resources needed to build

such a powerful team.

Changing Direction

A wide variety of very specific actions can be undertaken at once to move

us toward a proper balance. For instance, we can design teacher evaluation
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environments to be sure the evaluation experiences of teachers reflect those

attributes that maximize the chances that teachers will benefit from the
experience. Those attributes are known to us and are well within our reach
(Duke & Stiggins, 198C). In addition, however, it is as important that we
begin at once to move is rapidly as possible toward a time when the assessment
of student achievement has been "demystified" for all--toward a t ime when
everyone who has a vested interest in schools, students and learning has come
to be both comfortable and competent with respect to the basics of measuring
achievement. By everyone, I mean the public, policy makers, administrators,
teachers, students and parents. If we are to reach this goal, many must
contribute.

The educational measurement community mu.t remove the shrouds of technical
complexity from its instruments and procedures. Guidelines for the proper
development and use of all types of classroom assessment must .2 cast in terms
the practitioner can understand and use. Then those basic assessment concepts
must be translated into training programs that integrate assessment inco

instruction--i.e., training programs that are relevant to the teacher in the

classroom. Training methods must fit into preservice and inservice training
contexts, but primari y the latter. Then teacher and administrator training
and certification requirements must be amended to reflect the importance of
assessment to effective instruction (and thus teacher evaluation) and
resources must be allocated to provide the training. This will take
assertive, collective action at state department, post-secondary, local

district, building and classroom levels.
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Much already has been accomplished, but there is much more to be done. We
are gaining a clear sense of the basic measurement tools teachers need to have
at their disposal (Stiggins, Conklin, Bridgeford, Green & Brody, in press).
Further, we are beginning to understand how to make classroom asse;sment
training work for teachers. Now we need to find the most efficient and
economical ways to deliver needed training. I urge that those resources be
obtained in part by redistributing some of the resources allocated for
summative teacher evaluation systems to formative systems, and by transferring
at least some of the considerable resources spent on standardized testing to
the improvement of classroom assessment. Let the proportional distribution of
resources reflect the potential for each expenditure to improve schools and

student learning. Currently they do not.
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TEACHER EVALUATION PROFILE
USER'S GUIDE

This guide irntroduces the Teacher Evaluation Profile, or TEP, to those
who plan to use it. The TEP is a data collection instrument and
reporting system that allows users to document the nature of the teacher
evaluation environment in a particular school or district. The
instrument and reporting system have been developed from a program of
research at the Northwest Regional Educational Laboratory (NWREL) that
identified the important attributes of a specific kind of teacher
evaluation environment--that is, an environment that promotes the
professional development of teachers. Thus, information derived from
administraticn of the TEP allows the user to analyze the growth-producing
potential of a particular teacher evaluation environment.

In this guice, we review the research origins of the TEP. present 3
detailed description of it, discuss its various uses, analyze the
gsychcresr:is craracteristics of the instrument, provide directions for
TEP administratior, explain how to interpret TEP results, and illustrate
how those results can be used to enhance the growth-producing quality of
local teacher evaluation systems.

THE ORIGINS OF THE TcP

We know that things grow when conditions 2re right to promote that
growth. Growth takes place when the growing medium is appropriate, the
growing orgarism is healthy, and the proper nutrients are provided over a
sufficient period of time. This equation holds for all living, growing
organisms, and it applies to psychological as well as biological growth.

If practicing teachers are to grow in professional competence, the school
environment must be appropriate, the teacher must be open to and ready to
grow, and sufficient resources and activities must be provided over a
sufficient period of time to stimulate and encourage that growth. The
teacher evaluation process has the potential of promoting growth. Data
can be gathered to suggest needed improvements, growth goals can be set.
resources can be brought to bear to promote professional development, and
the evaluation process can provide feedback that stimulates and
encourages professional development.

Unfortunately, there is much research to document the fact that teachers
almost never derive any professional improvement from their participation

in the evaluation process (Stiggins & Bridegford, 1985). The research
leading to the development of the TEP began with an attempt to discover
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why this is the case. That research included three studies and is
described in great detail elsewhere (Stiggins & Duke, 1988) and so it
wi>l not be reviewed in depth here. But a brief summary will help to set
the stage for tne effective use of the TEP.

STUDY I. The first study in the three-study sequence leading to the
developrent c¢f the TEP begarn with an indepth study of the teacher
evaluation systems in four school districts. The goal of the
investigatior. was to uncover parriers to teacher growth through effective
evaluation. Indepth irterviews with teachers and supervisors, as well as
responses to questionnaires, revealed that both teachers and
administrators were able to cite critical weaknesses in the evaluation
environment and mechanisms that were detrimental tc teacher growth.

After reviewing the results of the studies of their four districts and
discussing the issues, both teachers and supervisors agreed that the
major barriers to teacher development in the present evaluation systems
were (1) a lack of training among participants in effective evaluation
and feedback procedures, (2) insufficient time available or allocated for
evaluation, (3) a lack of trust in each other among teachers and their
superviscrs, and (4) the complete domination of the evaluation process by
concerns for due process rights and evaluation for accountabilaty
concerns t¢ the exclusion of concerns for teacher growth.

STUDY 2. Since it was not possible for tre researchers to assume
responsibility for a district evaluation system, remove the barriers and
see if more teacher growth resulted, the second study in the sequence
examined teacher growth from a different perspective. This investigation
sought out arnd focused on teachers who reported that they had experienced
very importart professional growth as a result of a high-quality
evaluatior experience. While only about thirty such cases could be
identified for study, the researchers were able to examine and describe
each case in great depth for comparative analysis. The comparison of
cases was conducted to discover if these instances of successful,
growth-producing evaluation had any important ingredients in commo.. If
common elements were found--elements that lead to the elimination of the
parriers found in study one--then perhaps conditions that promoted the
growth for a few could be replicated elsewhere to promote the growth of

many.

In fact, a wide variety of common elements were found. There were
elements that teachers brought to the evaluation event that contributed
to the positive results of the experience. There were attributes that
the evaluator brought to the event that contributed to success. The
specific procedures used to collect performance data also seemed to be
related to a positive outccme of the evaluation, as did specific
characteristics of the feedback delivered to the teacher. And finally,
the general context within which the event took place appeared critical
to its success. Thus, attributes of these five componeuts were
ijdentified as keys to effective, growth-producing teacher evaluation:

6117e 2
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the teacher, the evaluator, data collection procedures, the feedback, and
the evaluation context.

STUDY 3. The third study in the sequence asked if the attributes
uncovered in the few cases of successfu!l evaluation were related to the
differential growth experiences of the general teacher population. Among
teachers who exparienced little or no growth as a result of a particular
evaluation event, were the key attributes missing? Among those who
experienced moderate growth, were atiributes present in moderation? Do
other teachers not involved in the original study who experience

important growth report the key attributes to be part of their experience?

To answer these questions, a questionnaire was developed which allowed
400 teachers to describe their recent evaluation experiences in terms of
the apparent keys to success. First, that questionnaire asked teachers
to rate the overall quality and impact of their wost recent evaluation
experience. Then it asked them to describe nine specific aspects of
themselves as teachers, such as the strength of their expectation of
themselves and their orientation to risk taking and change. These were
attributes that seemed important in the successiul cases studied in the
previous investigation.

Next, the teachers were asked to describe thei perceptions of the person
who evaluated thei: performance, in terms of their credibility as a
source of feedback on teaching, interpersonal manner and knowledge of the
technical aspects of teaching. Additio~al questions solicited
information of evaluation procedures (treatment of standards, sources of
performamce information tapped, etc.), feedback provided (nature and
frequency, etc.), and the evaluation context (intended role of
evaluation, time spent evaluating, and policies governing evaluation).
Over 50 descriptive scales were included in the instrument.

Analysis of the responses revealed that 44 of the original scales
combined to create an internally consistent picture of teacher evaluation
practices that provided a fairly accurate prediction of the cverall
quality and impact of those practices. More specific technical data on
these points is presented below. For now, however, it is sufficient to
say the result of this comprehensive study confirmed that the first study
had resulted in the identification of keys to a growth-producing teacher
evaluation. The questionnaire used in the third study has been revised
and tefined to become the Teacher Evaluation Profile.

DESCRIPTION OF THE TEP

When the research aad been completed, the resulting questionnaire was
»Iministered to a series of pilot test districts and procedures were
developed for summarizing and reporting results to district decision
makers in an understandable and useable fashion. In this section, both
the questionnaire and reporting system are described.




As merntioned above, the questionnaire begins by asking the respondent to
rate the overall quality and impact of their most recent evaluation

experierce:

' Please reflect on the last time you were evaluated; that is, your
most recent experience with your teacher evaluation system. Regard
the entire evaluation process, including planning for evaluation,

. classroom observations and feedback. As you think about this
experience, how would you rate the overall quality of the
evaluation? Use a scale from 0 to 9, with 0 representing very poor
quality and § very high qualaty.

Then rate the overall impact of your last evaluation experience on
your professional practices. A high rating of 9 would reflect a
strong impact leading to changes in your teaching practices,
attitudes about teaching and/or understanding of the teaching
process. A low rating of 0 would reflect no impact at all and no
changes in your practices, attitudes and/or understanding.

To provide fc. ease of data analysis and summary. these ratings and all
other respcnses are collected on 2 machine-scanable response sheet.

The teachers beg:n the process of describing their evaluation experience
in terms of some key attributes that they brought to the event:

Strength of professional expectations of yourself
Cr:entaticn to risk taking

Orientation to change

Orientation to experimentation in classroom

Openness to criticism

Knowledge of technical aspects of teaching

Knowledge of subject matter

vears of teaching experience

Experience with teacher evaluation prior to most recent
experience

Next, the teachers describe the person who cornducted the most recent
evaluation of their per formance, in terms of:

Credibility as a source of feedback
Working relationship with you

Level of trust

Interpersonal manner

Temperament

Flexibility

Knowledge of technical aspects of teaching
Cepacity to demonstrate or model needed improvements
Familiarity with your particular classroom
Experience with classrooms in general
Usefulness of suggestions for improvements
Persuasiveness of rationale for suggestions

€ll7e
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The teacrers then describe the specific procedures used during the

evaluation:

d to address the dimensions of your

1. what procedures were use
teria) to be evaluated?

teaching (standards or cri

e Were standards communicated to you?

. . Were standards clear to you?
] Were standards endorsed by you as appropriate for your
classroom?
. Were the standards the same for all teachers?
2. To what extent were the following sources of performance

information tapped as part of the evaluation?

. Observation of your classroom performance
[ Examinztion of classroom OT school records (lessnn plans,
etc.)
. E;.amination uf student achievement
3. Extent of observation in your classroom, based on your most

recent experience:

° Number of FORMAL (prescheduled) observations per year
. Approximate frequency of INFORMAL (unannounced drop-in)

observations
Then a series of inquiries focuses on the teachers® perceptions of the
feedback they received, including:

Amount of information received
Frequency of formal feedback
Frequency of informal feedback
Depth of information provided
Quality of the ideas and sugge
Specaficity of information provided
Nature of information provided
Timing of the feedback
Feedback focused on distric

stions contained in the feedback

t teaching standards

-e asked to describe the context within

And finally, the respondents a
focusing on:

which the evaluation took place,

. Amount of time spent on the evaluation process including your
time and that of all other participants

Resources available for professional development:

° Time allotted during the teaching day for professional

development

Availability of training programs and models of good practice
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Aruitoxt provided by Eic:

District values and policies in evaiuation:

. C.araty of policy statements regarding purpose for evaluation
. Interded role of evaluation

~ea-hers describe each of the 44 key attributes of their evaluation
experience by registering their response on a 5-point descriptive scale
provided on the form. Each item is accompanied by its own unique rating
scale. For example, respondents describe their perceptions of the
credibility of the person who evaluated their performance on a scale
ranging from “not credible” to “very credible,” while they rate the
frequency of the feedback they received from "infrequent” to “frequent."
Please refer to the complete version of the TEP questionnaire in the

appendix for more examp.es.

The reporting system design for the TEP collects the responses of all
teachers ir a given school or district and portrays them in three forms:
a freguency dastribution, a graphic profile of average responses, and a
cor.elational analysis. These data are used to generate a narrative
report for the user, interpreting results and recommending possible areas

for improvement.

The freguercy Cistribution report summarizes the percent of all
respondents selecting each response option for each item on the
questionnaire. These data are reported simultaneously for the user
district and the entire population of several thousand teachers who have
previously ccrpleted the guestiornaire. This allows each user to compare
results with a much larger sample of responses and to analyze the pattern
of responses across the range of options. Illustrations of this and the
other reports are provided in a later section on interpreting results,

The graphic representation of results charts the district's average
response on the 5-point scale of each item on a graph chat also includes
the average response of the total teacher population to date snd the
highest and lowest district averages to use the TEP to date. This
summary provides additional normative data to use in interpreting
results. The user can see at a glance where their average catings were
above and below the larger sample, and they can detect items rated
relatively high and low within their own particular set of ratings.

The correlational analysis examines the relationship between the
teachers' ratings of each of the 44 individual items and their ratings of
the overall quality and impact of their most recent evaluation
experience. With these data, users can jdentify those individual items
that are most highly correlated with positive impact and quality in their
own unique evaluation environment. Highly correlated ‘ems vary greatly
from district to district and represent a possible starting point for
adjusting the evaluation system, as positive adjustments in the areas
covered by t-ese items are most likely to be associated with higher
quality and greater impact.

22?)5




Knowing which 1tems are most correlated with high imract and quality 1s
most helpful when that information is combined with the graphic profile
of results, which highlights those 1items that are relatively low for a
dietr1c- compared td responses to all items for that district. The
de-1s5:0n maker's objective 1s to identify those items that are both (1)
relzsivels 1ow and (2) predictave of impact and quality. They have the
greates® potential for change with a positive result in terms of teacher
improcsgment.  For this reason, each TEP user is provided with a narrative
summary of results identifying all such items and recommending action.

USES OF THE TE?

The TEP is recommended for use in school districts interested in
maximizing the growth-producing potential of their teacher evaluation
e-vironment. As siach, TEP results have implications for both teacher
evaluation policy and practice. In addition, results have obvious
implications for all who have a vested interest in the quality and impact
of the teacher evaluation process: teachers, supervisors and
dissrict-level administrators. For these reasons, virtually all recent
research and development on teacher evaluation leads to the
recomnendation that district policies and practices be reviewed, revised
an3 implemented by means of a collaborative effort ‘nvolving all
-nterested parties. We agree with this perspectiv and STRONSGL
REZOMMEND THAT TEP RESULTS BE GATHERED, INTERPRETED AND USED BY A
DISTRICT TEAZHER EVALUATION ACTION COMMITTEE CONSISTING OF TEACHERS,
PRINCIPALS, AND DISTRICT-LEVEL ADMINISTRATORS WORKING AS A TEAM TO
IMPROVE THE TEACHER EVALUATION ENVIRONMENT IN EACH SCHOOL BUILDING AND
T DISTRICT AS A WHOLE.

Jsed in th.s way TEP results can serve three specific purposes:
d.agnss.s, proaram evaluation. and research. They can help to diagnose
spec1 fic dimensions of the environment that might be profitably changed
to improve the environment. As mentioned above, results highlight which
of the 44 1tems 1n the orofile are both relatively low and predictive of
gualitv and impact for that particular district. Given this kind of
information, a teacher evaluation planning committee can plan a course of
a~tion based on results that has the potential of improving the teacher
evaluation environment in their own schools.

TEP results also can lLelp the user to cvaluate the impact of
interventions intended to change the teacher evaluation environment. For
instance, if TEP results reveal relative low regard c¢ supervisors by
teachers and the district institutes a program of training for
supervisors designed to enhance the teachers' perceptions of those
supervisors as credible, trustworthy, etc. sources of feedback on

per formance, then a successful program over a period of time should be
reflected in the results of subsequent readministrations of the TEP.

6l17e 7
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Similarly, the TEP can serve the district as a research tool of a more
general variety. Profiies can be used as dependent measures to compare
scheols, grade levels, different intervention programs designed to
improve evaluation, and other multi-level independent variables of
irterest to district and school level decision makers, as well as
university-based researchers.

TECHNICAL CHARACTERISTICS OF THE TEP

The technical or psychometric quality of the TEP data collection
instrument is reflected in its validity, reliability, sensitivity,
communication value, and economy of use. Each of these indicators of
quality is addressed in this section.

VALIDIT'. An assessment instrument is valid to the extent that it
provides an accurate representation of the attribute it is intended to
measure. The TEP is intended to provide an accurate picture of some of
the key dimernsions of the teacher evaluation environment in a particular
school district. Its validaty was established during its development by
conducting a contert analysis of growth-producing teacher evaluation
ernvirorments and desigring the TEP systematically to include key
Gimersions of thcse ervironments. Subsequent collection and analysis of
gquestionnaire responses (see study three above) verified the predictive
validity of those dimensions. Regression analyses using the TEP items to
predict perceived overall quality and impact for user districts
corsistently produce multiple correlations in excess of .80. In additon,
a factor analysis of the 44-item intercorrelation matrix revealed five
factors very similiar in composition to those designed into the
instrument (Stiggins & Duke. 1988), suggesting an appropriate degree of
construct validity.

RELIABILITY. Reliable instruments are those capable of producing
dependable or consistent data of variable interest. Dependability of TEP
results was established by demonstrating that the combined set of 44
items provides an internally consistent portrait of a teacher evaluation
environment. The internal consistency reliability of the instrument as a
whole is .93. Internal consistency reliability estimates of each of the
five subscales are reported below, along with subscale intercorrelations.

Internal Consistency Reliability and
Intercorrelations Among Original Five Scales

(1)  (2) (3) (4) (5)

Attributes of teacher .12

Attributes of evaluator .22 .94

Attributes of evaluation feedback .17 .58 .17

Attributes of feedback .16 .70 .16 .89

Attributes of context .18 .55 .58 .60 .71
6l117e 8
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SENSITIVITY. Appropriately sensitive instruments are those capable of
producing results with sufficient precision to allow users to make
desired differentiaticr on the bases of scores or attributes of
interest. The TEP was designed to be powerful enough to detect the
unique dimensions of the teacher evaluation environment o/ each
individual district. To test the power of the TEP microscope, it was
administered to five pilot test districts and the results were analyzed
to determine if the instrument could detect differences in the profiles
of those districts. Results of a multivariate analysis of variance of
the five subscale scores across the five districts, as reported below,
reveals a sufficiently sensitive instrument. Each user district receives
results that are uniquely reflective of their own teacher evaluation
environment.

Resu.ts of One-Way Multivariate Analysis of Variance
Comparing Scale Scores Across Districts

F af P

Multivariate (Hotellings) 8.44 24,814 .000
Univaricdte:

Teacher attributes 2.96 4,460 .020

Evaluator attributes 7.68 .000

Procedures 13.19 .000

Feedback 7.10 .000

Context 4.51 .001

COMMJNICATION VALUE. Useful instruments are those ' that provide results
in a form that can be understood and used by those who are in fact the
intended users. Such instruments are said to have appropriately high
communication value. The TEP relies on individual items and subscale
data reflecting common sense and easily understood attributes and
dimensions of the teacher evaluation enviroament. Since these
characteristics are described in TEP reports in the form of simple
summary statistics an” graphic representations that translate into clear
recommendations for action that can be understood and used by school
personnel, it is clear that the TEP has high communication value.

ECONOMY OF USE. Assessment instruments are said to be economical to use
to the extent that high-quality, useful results are produced with an
appropriate investment of time and effort by the user. The standard for
what is considered an appropriate investment of time will vary across
users of the TEP. But users should realize that the thoughtful teacher
will take between 15 and 20 minutes to complete the questionnaire. All
results and summaries are generated automatically. requiring no further
investment of time by the user. Thus, we regard this as 3 very efficient
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and economical way to generate very high-resolution and
information-packed pictures of the relatively complex interpersonal
environrmer.ts that surround thre teacher evaluation process.

DIRECTICNS FCR ADMINISTRATION OF THE TEP

To administer the TEP, the user needs to provide each teacher in the
study with a copy of the TEP questioanaire, an NCS 16432 response form
and 2 pencil., Questionnaires and NCS forms are available from NWREL.

It is recommended that the questionnaire be completed at a time when the
teacher can clear at least 20 minutes for quiet reflection. For ease and
gquality of administration, the following guidelines are suggested:

° designate one person for the district and one person in each
building to be responsible for the distribution and collection
of forms:

. designate one time when &ll teachers in a building will be given

time to compliete the form, such as at a staff meeting;

[ cclilect the response sheets from the teachers, as these will
need to be returned for analysis; and,

) allow three weeks for return of the results.

TEP -REPORTS ANL ANALYSES

The reports and analyses generated from TEP responses allow each district
to examine its teacher evaluation environment from a variety of
perspectives. Each perspective contributes ultimately to the
identification of a limited set of profile elements which hold wichin
them the promise of maximizing the unique growth-producing potential
within each user district. 1In short, each district can use the TEP
reports to reduce the 44 items that comprise the total instrument to a
set of 8 or 10 that are most important for that district. If these few
items become the focal point of district action, thev hold the promise of
increasing the quality and impact of teacher evaluation in that district.

OVERVIEW OF THE DATA SUMMARY. A total of four reports serve to summarige
results for the user. These include:

. a summary of the item-by-item distribution of responses across
the rating associated with each item--this reports data
simultaneously for the user district and the total NWREL TEP
population responding to date:;
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° a graphic profile of the teache: evaluation environment in the
distract--graphs plot district average responses to all items
a.cng with populaticn averages and the highest and lowest
district averages to date;

L) correlational analyses detailing which items are most strongly
associated with perceived impact and quality for the
district-summary identifies items with highest correlations to
quality and impact ratings; and,

[ a n.rrative report interpreting results from the above reports
and recommending action.

The interpretive strategy used in preparing the narrative report is

this: The distributional report allows the user to identify items where
the responses of their teachers appear to spread across the range of
response options differently than the larger population. The graphic
profile allows the district to identify items where the average teacher
rating is relatively high and low in comparison with other items in their
profile. Tre correlational analysis allows the district to identify
those iters that have a strong association with perceived impact and
guality, such that as the rating goes up impact and quality ratings tend
to go up 2.sc. The goal of the TEP interpretation process is to identify
those iters that are relatively low in the profile and at the same time
predictive of impact and quality. If district actions focus on raising
these relative lows, the profile will be improved and the possibility
will be hagr that perceived impact and quality will improve also. This
-interpretive process is illustrated below in the form of reports for a
hypothetical Central School District.

DISTRIBUTION OF RESPONSES. In the pages that follow, we report the
distribution of responses, item by item, for the Central School District
faculty of 46 teachers. Note that the percent of the teachers selecting
each response option is reported for Central on the top line of each item
and for the population of several thousand teachers in line two of each
scale. Scan these within each section (A. Attributes of you as a
teacher, B. Attributes of the evaluator, etc.) to find items where the
district and population distributions within each item seem most
different. Simply scan the data visually for trends. Pick out those
jtems where the two distributions seem to differ the most. Note these
and compare them to our list at the end of the report.
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THE TEACHER EVALUATION PROFILE:

A Questionnaire Reviewing Your Most
Recent Teacher Evaluation Experience

SUMMARY OF DISTRICT RESULTS

Recults for. Central School District
Number of respondents: 46
Top lne is Central School District.

Borrom hine 15 all teachers in all districts 1o date.

A. Describe these attributes of you as a teacher:

Percent

1 2 3 4 5

) Professional eapectations I demand 0 0 2 39 59 1 demand a
of vourself little 0 1 6 35 S8 great deal
2 Orientation to nish taking I avoid 2 7 28 50 13 I take
risks 1 8 32 40 19 risks
3 Orientation to change I'm relatively 0 7 24 4 28 I'm relatively
slow to change 1 4 21 39 35 flexible
4 Orientation to experimentation I don't 0 0 22 50 28 1 experiment
in classroom experiment 0 4 26 46 25 frequently
5 Openness to Criticism I'm relatively 4 2 28 43 22 I'm relatively
closed 1 8 30 4 20 open
6. Knowledge of technical I know 0 4 20 57 20 I know a
aspects of teaching a little 0 2 17 47 34 great deal
7.  Knowledge of subject matter I know 0 2 20 50 28 I know a
a little 0 0 7 40 52 great deal
This District All Teachers
Percent Percent
8 Years of teaching experience 0to 1year 2 3
2to § years 33 12
6 to 10 years 33 19
11 to 15 years 22 22
16 or more years 11 43

12

Ry




Central School District

Top hne is Central School District.

Borron: e is all 1eachers in all districts to date

0. Experience with teacher
evaluation prior 1o most
recent experience

Waste of time

Percent
1 2 3 4 5
17 17 4 15 9
10 23 36 22 9

Page 2

Very
helpful

Describe your perceptions of the person who evaluated your performance (most recently):

10 Credibaihity as a source
of fecdback

11 Working relationship with you

12 Level of trust

13 Interpersonal manner
14 Temperament

15.  Flexibility

16  Knowledge of technical

aspects of teaching

;7. Capacity to demonstrate or
medel needed improvements

18.  Familiarity with your
particular classroom

19. Experience with
classrooms in general

20. Usefulness of suggestions
for improvements

21.  Persuasiveness of
rationaie for suggestions

Percent
1 2 3 4 5
Not 4 24 30 17 24
credible 6 11 25 30 28
Adversary 2 9 24 22 43
3 7 2 30 39
Not 4 20 15 24 37
trustworthy 5 8 19 28 41
Threatening 2 13 15 30 39
4 7 18 28 43
Impatient 2 15 9 43 3
3 8 21 32 3%
Rigid 7 13 28 35 17
6 13 26 30 25
Not 0 17 28 30 24
knowledgeable 3 9 21 36 3
Low 15 22 24 30 9
1 15 30 29 14
Unfamiliar 15 20 13 35 17
9 18 28 28 17
Little 11 13 11 39 26
4 11 28 33 24
Useless 4 24 29 22 20
6 15 30 31 18
Not 0 30 25 30 16
persuasive 7 13 M4 32 14

13

27

Very

credible
Helper
Trustworthy
Not
threatening
Patient
Flexible
Knowledgeable
High

Very familiar
A great deal

Useful

Very
persuasive



Central School District Page 3

Top linc 1s Central School District.
Borrom lhinc is all reachers in all districts to date.

Describe these attributes of the procedures used during your most recent evaluation:
What procedures were used to address the dimensions of your teaching (standards) to be

evaluated?
Percent

1 2 3 4 5

22, Were standards communicated Not 22 24 15 33 7 In great
to vou® atall 10 13 28 33 16 detail

23  Were standards clear Vague 20 24 15 20 22 Clear
to you” 8 13 23 30 26

24  Were standards endorsed by you as Not 16 27 20 24 13 Endorsed
appropriate for your classroom” endorsed 9 10 26 30 25

28 Were the standards The same for 23 7 28 19 23 Unique

all teachers” 24 12 32 18 15 to you?

To what extent were the following sources of performance information tapped as part of the

evaluation?
Percent

1 2 3 4 5

26  Observauon of your Not 18 13 18 22 29 Used
classroom performance considered 3 7 2 3 39 extensively

27. Examination of classroom or school Not 31 11 18 29 11 Used
records (lesson plans, etc.) considered 22 19 29 22 8 extensively

28. Examination of Not 28 17 26 20 9 Used
student achievement considered 25 20 31 17 7 extensively

Extent of observation in your classroom, based on your most recent experience:
(Note:  In these items, FORMAL refers to observations that were preannounced and
were preceded and followed by a conference with the evaluator; INFORMAL refers to
unannounced drop-in visits)

This District All Teachers

Percent Percent
29. Number of FORMAL (prescheduled) — —_
observations per year 0 3 14
1 46 35
2 13 39
3 2 8

4 or more 7 5




Central School District

30 Approximate frequency of
INFORMAL (unannounced drop-in)
observations None
Less than 1 per month
Once per month
Once per week
Daily

Top line is Central School District.
Bortom hine is all teachers in all districts to date.

This District

Percent

—

29
13
33
22

2

D. Please describe these attributes of the feedback you received:

Percent
1 2 3 4 5§
3]  Amount of information None 4 22 38 27 9
received 5 17 35 30 14
32 Frequency of formal feedback Infrequent 33 40 16 4 7
21 23 32 16 8
33 Frequency of informal feedback Infrequent 14 34 14 27 1l
21 22 29 19 9
34 Depth of information provided Shallow 16 27 31 16 11
12 19 34 26 9
35  Quality of the ideas and suggestions Low 16 20 22 27 16
contained in the feedback 11 16 32 28 13
36. Specificity of information General 14 25 25 25 11
provided 11 16 29 28 15
37.  Nature of information provided Judgmental 9 13 18 44 16
6 10 30 33 21
38 Timing of the feedback Delayed 11 16 25 23 2§
9 9 22 33 27
39. Feedback focused on district Ignored 19 24 31 14 12
teaching standards them $§ 10 32 29 23

15

25

Page 4

All Teachers

Percent

22
46
22
9
1

Great deal

Frequent

Frequent

Indepth

High

Specific

Descriptive

Immediate

Reflected
them




Central School District Puge §

Top hine is Central School District.
Borron hine 1s all teachers in all districts to date

E. Describe these attributes of the evaluation context:
Percent

40  Amount of time spent on the None 4 3% 3% 22 2 Great deal
evaluation process including your 4 25 42 23 7
time and that of all other participants

Resources a\vailable for professional development:

41  Time aliotted during the teaching None 24 47 16 9 4 Great deal
day for professional development 3% 32 21 9 3

32 Avarvlathny of trainming programs None 18 27 27 22 7 Many
and models of good practice 14 29 30 17 10

District values and policies in evaluation:

43 Clanty of policy statements Vague 18 20 27 24 11 Clear
regarding purpose for evaluation 12 18 32 23 16

44 Intended role Teacher 27 16 20 16 22 Teacher
of evaluation accoumuability 19 15 30 20 16 growth

RATING THE QUALITY AND IMPACT OF THE EVALUATION

Percent

Very Low 0 1 2 3 4 5 6 7 8 9 Very High

As vou think about this experience. how 9 6 6 9 11 23 6 1 14 6
would vou rate the Overall Quality 3 4 5 6 716 1 2117 10
of the evaluation?
Rate the Overall Impact of your last 2 921 9 1512 3 6 12 3
evaluation experience on your 11 10 1, 10 8 16 9 12 8 3
professional practices.

Prepared by:

Center for Performance Assessment
Northwest Regional Educational Laboratory
101 S. W. Main St,, Suite 500
Portland, Oregon 97204
(503, 275-9500
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The following item distributions are worthy of note:

A.

Attr:butes of the Teacher

Iter 6. Knowiedge of the techrnical aspects of teaching
(district a oit low at extreme high end)

Item 7. Knowledge of subjec. matter (distr.ct relatively low)
Item 8. Years of teaching experience (district somewhat less
experienced)

Attributes of the Evaluator

Item 10. Credibility as a source of feedback (district somewhat
lower)

Attrabutes of the Procedures

Tre district seems somewhat lower on these items:
Ite- 22. Comrmurnicaticr of standards

Iter 23. Clarity of standards

Item 24. Standards endorsed as appropriate

Item 26. Observation of classroom performance
Iter 29, Nurber of formal observations

Attributes of the Feedback

Item 32. Freguency of formal feedback (less frequent in
district)

Iter 39. Feedback focused on district standards (district low)

Attributes of the .ontext

Item 40. Amount of time spent on evaluatiorn (district a bit low)

Item 44. Intended role of evaluation (district a bit more
accountability oriented)

GRAPHIC PROFILE. The graphic profile of district results reports average

responses to items for teachers in the user district. This pictorial
representation of the results allows the user to identify those items
~hat 2re .ow relative to all other items in their own p-ofile and those
of other districts.

17
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The graphs for Central School District averages follow. Note that the
total population averages and the extremes of prior user district
averages are reported also. fhese are provided as reference points for
comparison. Scan the graphs to find the items that seem somewhat low
compared to other district averages and compared to population averages.
Kote these and compare them to our list provided at the end of the
graphs. Incide-tally, you will note on the first graph that the district
average ruting of perceived impact and quality are lower than the
popuiation average rating.
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NWREL T.E.P. - Graphs of District Results
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Attributes of Procedure
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Based cr. these graphs, the following items are worthy of discussion:
PRE-SURVET ITEMS

Quality: District teachers rated quality considerably lower than
other teachers.

Impact: Rated relatively low in district and in relation to other
districts.
A, Attributes of Teacher
Item 6. Knowledge of technical aspects of teaching (low

relative to other districts)

Item 7. Knowledge of subject matter (a new low district
average)

Iter 8. Years of teaching experience (relatively inexperienced)

Item 5. Previous evaluation experience (very

accountability-oriented)

B. Attributes of Evaluator

In this set, ti-o-thirds of the district average responses are
be.ow tre large sample average. In particular, note these:

Item 10. Average credibility of the evaluator (relatively low
in district and in relation to other districts)

Iter 17. Capacity to demonstrate >r model needed improvements
(relatively low in district and in relation to other

districts)

Item 18. Familiarity with my classroom (relatively low iun
district and in relation to other districts)

C. Attributes of Procedures

Responses that are rated considerably lower than all teachers to
date and are relatively low in this district’'s profile are:

Item 22. Communication of standards

Item 23, Clarity of standards

Item 24. Endorsement of standards as appropriate
Item 26. Observation of classioom performance

Item 29. Frequency of formal observations

6117e 25




D. Attributes cof Feedback

Ir. this set of responses., note that the following items seem
both low in the profile and belcw the large sample average:

Ire~ 32. Freguency of formal feedback
Item 34. Depth of information
Item 39. Feedback focused on district standards

E. Attributes of Context

In this case, those that are relatively low in the district’'s
profile are still above average in relation to the larger
sample. Those below the large group average are:

Item 40. Amount of time spent on evaluation

Jtem 44. Irnterdeéd role of evaluation

CORRELATIONAL ANALYSES. The correlational analyses report two kinds of
information. The first kind is the simple correlation between each TEP
item and the teachers combined rating of the quality and impact of their
last evaluation experience. These data answer this question: If we look
across all teachers in the district, as their rating of the perceived
impact and quality moves up OF down, which TEP items tend to move up or
down too? If a teacher rates impact and quality low, which of the 44
jtems are likely to be rated low too? 1f the teacher rates impact and
quality high, which items are likely to be rated high? The items that
have the highest correlations (which can range from 0 to 1.00.
incidentally) are the items that tend to track up and down as the impact
and quality moves Uup and down.

The second kind of correlational data reported is a regressive analysis,
which examines all of the individual item intercorrelations and the
relationship between those jtems and the overall impact and quality to
determine which set of items provides the most accurate and efficient
prediction of overall quality and impact rating. These results answer
this question: If we were forced to pick a few items which, considered
together. would track the ups and downs of the overall impact and guality

rating most precisely. which would they be?
In fact, the combinatirm of the correlations and regression analysis
gives the district the best sense of those items which, if raised through

revisions in the teacher evaluation process, would tend to be associated
with improved impact and quality. Scan the two reports that follow,

6117e 26
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listing thcse iters that stand out in terms of high correlations. Then
compare your list with the list that follows the reports.
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NWREL TEACHER EVALUATION PROFILE QUESTIONNAIRE

First-Order Correlations of items
and Scales with Overall Rating

Central School District

Correlations: Overall

Teacher Feedback

ITEM] .4006 ITEM31 .6350
ITEM2 .1476 ITEM32 .4805
ITEM3 .2378 ITEM33 .1942
ITEM4 .1352 ITEM34 .4599
ITEMS .1360 ITEM3S .3300
ITEME .1783 ITEM36 .5320
ITEM? .1951 ITEM37 .5078
ITEMS -.1353 ITEM38 .6191
ITEMS .£10C ITEM39 .5204
Evaluator Context

ITEM1O .4781 LA TEM4O .4781
ITEM11 .5530 ITEM41 4317
ITEM12 .4358 ITEM42 .5839
ITEM13 .4188 ITEM43 .5146
ITEM14 .5204 ITEM44 .5965
ITEM1S 3321

ITEM16 .1770

ITEM1? .3476 TEACHER . 4860
ITEM18 .4022 EVAL .4866
ITEM19 0167 INFO .6815
ITEM20 .4787 FEEDBACK .6279
ITEM21 .4831 CONTEXT 7163

Performance Data

ITEM22 .6167
ITEM23 .5937
ITEM24 .6417
ITEM25 .0325
ITEM26 .4185
ITEM27 .4565
ITEM28 .5144
ITEM29 .4309
ITEM30 .0324
6117e 28
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NWREL TEACHER EVALUATION PROFILE QUESTIONNAIRE
Multiple Regression of Items on Overall Rating

Central School District

Summary Table

Step MultR Rsgq F(Eqn) SigF Variable Betaln
1 .6417 .4118 21.702 .000 In: ITEM24 .6417
2 .7801 .6085 23.315 .000 In: ITEM38 .4660
3 .8303 .6893 21.450 .000 In: ITEM44 .3260
4 .8762 L7677 23.133 .000 In: ITEM34 -.4870
5 .9067 .8221 24.947 .000 In: ITEM31 .3349
6 . 9353 .8749 30.292 .000 In: ITEM? 2448
7 .9574 .9166 39.255 .000 In: ITEM16 -.2682
8 .5839 .9682 91.200 .000 In: ITEMB -.2518
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The data suggest that the following items have the highest correlation:

Previous evaluation erperience

Credibility as a source of feedback

Working relationship with the teacher

Usefulness of suggestions provided

Persuasiveness of rationale for suggestions

Endorsement of standards as appropriate

Amount of information received

Feedback focused on district standards

Availability of training programs and models of good

A. Attributes of the Teacher
Item 9.
B. Attributes of the Evaluator
Item 10.
Item 11.
Item 14. Temperament of the evaluator
Iter 2C.
Item 21.
c. Attributes of the Procedures
Item 22. Communication of standards
Item 23. Clarity of standards
Item 24.
D. Artributes of the Feedback
Item 31.
Item 36. Spec._ficity of feedback
Item 37. Nature of feedback provided
Item 38, Timing of feedback provided
Item 39.
E. Attributes of the Con.ext
Item 42.
practice
Item 43, Clarity of policy statements
Item 44.

These ~¢orrelational

Intended role of evaluation

results are combined with those results reporsted in

previous sections to provide a summary and a set of recommendations to

the user district,

6117e
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COMBINING RESULTS INTO RECOMMENDATIONS. The manner in which NWREL

combines TEP results across the reports described above into a set of
recommendations is depicted in the following table. The items selected
as unusually low on the basis of the distribution of responses are listed
in column A. The items whose average responses are low in the district's
profile and in relation to the large sample averages are listed in colurn
B. The items that are predictive of high impact and quality are depicted
in colurn C. Then those items that seem somewhat low for the district
(i.e., appear in column A or B) and at the same time have high
correlations with impact and quality (i.e., appear in column c¢) are
selected out. Those appear in column D. If the district takes action to
raise the ratings of these attributes of the evaluation environment, the
chances are great that perceived impact and quality will go up also.

A B C D
Lower than Relatively low Predictive of Items appearing
large population within profile impact and gquality in A or B and C
A 6 A 6 A S 10
7 7 22
8 8 23
24
R 10 B 10 B 10 39
17 11 44
18 14
20
21
c 22 c 22 c 22
23 23 23
24 24 24
26 26 28
29
D 32 D 32 D 31
39 34 36
39 37
38
39
= 40 E 40 E 42
44 44 43
44

For Central School District, the table tells us that the following items
might be profitable targets for such action:

Item 10. Credibility of the evaluator as 2 source of feedback
Item 22. Communication of performance standards or criteria to
teachers
6117e 31

g




ltem 23 Clarity of performance standards to teachers

Item 24. Endorsement of standards by teachers as appropriate
for their cor.text

Iter 39. Focus of feedback on district performance standards

Item 44. Intended role of evaluation (from accountability to
growth)

If Central can act to raise the credibility of supervisors as valuable
sources of good .deas for more effective teaching, address a variety of
issues about the clarity and communication of peiformance expectations
and create a context where the evaluation process is perceived as serving
teacher growth purposes, the perceived quality and impact of evaluation
(which were rated low by the teacher, you may recall) may well go up.

THE NARRATIVE REPORT. The TEP is a powerful enough microscope to detect
subtle and not so subtle differences in the teacher evaluation
environments as they vary from djstrict to district. Strengths and
weaknesses reflected in the profiles can and do vary greatly. The items
most nighly correlated with impact and quality also vary significantly
across distracts. Thus, the combinations of items selected for possible
action in each district are uniquely important for that district.

For this reason, the final report included in the TEP ser—ice package is
a written narrative report that takes the district through each of the
data analysis and interpretation process described above. Relatively low
jtems are identified, as are predictive items, and these are combined
into a set of recommendations unigue to that district.

In addition, the narrative report recommends some of the actions
districts might take to deal with their key elements. That is, NWREL
does not assume that the user will automatically know how to act upon TEP
results. We recommend specific procedures that might help raise those
low ratings districts may wish to address.

SUMMARY ANT CONCLUSION

The TEP was developed out of an extended program of recearch that
jdentified those attributes of a reacher evaluation environment that made
the evaluztion experience growth producing for the teacher. It was
designed to help districts identify thcse attributes that represent the
strengths and weaknesses of their unique evaluation environment, $0 they
could diagnose tneir own needs with respect to creating a
growth-producing environment. It was also designed to allow dirtricts to
track the evolution of their evaluation environment over time .5 their
growth orientation changes.

For a minimal investment of a few moments per teacher, the user can

profile 44 specific attributes of their evaluation enviromment, including
the teacher as a contributor to the evaluation, the evaluator, the
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evaluation procedures used, the feedback provided, and the context within
which the evaluation takes place. Given the multifaceted portrait of
their unique teacher evaluation environment, provided by the TEP, a2
district evaluation study committee consisting of teachers, supervisors
and district-level administrators can take concrete and specific action

in the direction <. helping teachers to become more competent and
confident professionals.
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THE TEACHER EVALUATION PROFILE:
A Questionnaire Reviewing Your Most
Recent Teacher Evaluation Experience

€ 1988 by Nnrthwest Regional Educational Laboratory
101 S.W. Main Street, Suite 500
Portland, Oregon
(503) 275-9500

March 1988

2495



INSTRUCTIONS

This form has been designed to allow you to describe your experience with
teacher evaluztion in some detail. Your responses will be combined with those of
other teachers to vield a picture of the key ingredients in an effective teacher
evaluation experience. The goal of this research is to determine how the evaluation
process can be revised to help 1t serve relevant and useful purposes. If we are to
reach this goal. 1t will be important for you to provide frank and honest responses.
Thisis why your answers will remain anonymous.

As vou will see. this is not a superficial questionnaire. It is designed to be
comprehensive in scope and will take more than a few minutes to complete. For

this reason. 1t s crucial that y ) W]
Please set aside 15 uninterrupted minutes to provide thoughtful responses.

THL DEFINITION OF TEACHER EVALUATION

Gu:cclines for teacher evaluation often specify that probationary teachers be
evaluated annually while tenured teachers must be evaluated biennially or some
other regular cxcle The process leading to the annual evaluation usuafly consists of
a goz! seting pian. classroom observation. and confer:ncing betwesn teacher and
supervisor before and after the observation When reference 1s n.ade in this
questiornaire to teacher evaluation. it should be understood to encompass all these
elements

IMPORTANT READ BEFORE FILLING OUT TEACHER EVALUATION
EROFILE

SPECIFIC INSTRUCTIONS-RATING COLUMN A OUALITY OF
EVALUATION AND COLUMN BIMPACT OF EVALU N

COLUMN A -SPECIAL CODES - RATING OUALITY OF EVALUATION

Given this definition of teacher evaluation, please reflect on the last time you
were evaluated; that is, your most recent experience with your teacher evaluation
s}'stem. Regard the en'ire evaluation process, including planning for evaluation,
classroom obssrvations and feedback. As you think about this experience, how
would you rate the gverall quality of the evaluation? Use a scale from 0 to 9, with 0
representing very poor quality and 9 very high quality.

Now please enter your response on the NCS response form 16432 which you aave
been given by following these instructions:

o Find the side of the form thau is printed in brown.

o Then find the IDENTIFICATION NUMBER BOX in the upper left corner and
the SPECIAL CODES box to the right of that. Under SPECIAL CODES, find

Columa A
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o Using a = 2 pencil, please write your Rating of Overall Quality in Coiumn A of
the SPECIAL CODES box Then blacken the corresponding circle for that
rating 1n Column A below.

T IDENTIRCATION — BATt___ | SRCA TOONT )
NUMBER .‘VMA.CD.'O‘
R A R
3000000000000 8@8@@@0@
2130660000000 00 OCOOOOOO
s 1:3c60000000 0 0EDEEOEO
10600050 c00 O OOOCOODO
15600000000 O 0POCOOOE
1006600000000 6 0006000
iCL0E000000 ODOOOCOROE
i8565000600 Ol® ® ®
COLUAN B-SPECIAL CODES - RATING JMPACT OF EVALUATION

In the next column of the SPECIAL CODES box Column B, rate the Qverall
Impact of your last evaluation experience on your professional practices. A high
rating of 9 would reflect a strong impact leading to profound changes in your

teaching practices. attitudes about teaching and/or understanding of the teaching
process A low rating of 0 would reflect no impact at all and no changes in your
practices. attitudes and’or understanding.

Lea\c the remaining lines in the ID, DATE and SPECIAL CODES boxes blank

Now, please use the scales provided on the following pages to describe yourself
and the nature of your most recent teacher evaluation experience. Do this by:

o Considering each of the 44 attributes to be described,

o Studying the scale to be used to describe each

o Selecting the letter that represents the point you select on each scale, and
o Coding that letter on the NCS form.

BE SURE THE NUMBER OF THE ATTRIBUTE YOU ARE DESCRIBING

CORRESPONDS TO THE NUMBER ON THE RESPONSE SHEET WHERE
YOU ENTER YOUR RESPONSE

BUU




A Describe these attributes of you as 8 teacher:

1 Rate the strength of your
professional expectations 1 ¢emand 1 demand
of vourself linle 12345 great deal
2 O:rientation to risk taking I avoid 1 take
risks 12345  risks
3 Orentation to change I'm relatively I'm relatively
slow tochange 12345 flexible
4  Orientation to experimzr.tation 1 don't ] experiment
in ciassroom experiment 12345 frequently
S  Openness to criticism I'm relatively P'm relatively
closed 12345 open
6. Kneuledfe of techmical I know I know a
aspects of teaching alittle 17345 greatdeal
7 Knowledge of subject matter I know I know a
a little 12345 great deal
g Years of teaching experience r Otolyear
pA 2t0 S years
3 6 t0 10 years
4 11 to 15 years
S 16 or more years
9. Experience with teacher
evaluation prior to most Very
recent experierce Waste of time 12345  heipful
B. jbe v De w v
(most recentiy)
10  Credibility as a source Not Ver
of feedback credible 12345 credible
11 Working relationship with you Adversary 12345  Helper
12 Level of trust Not
trustworthy 12345  Trustworthy
13  Interpersonal manner Not
Threatening 12345  Threatening
14 Temperament Impatient 12345  Patient
15.  Flexibility Rigia 12345 Flexible
16. Knowledge of technical I ot
aspects of teaching koowledgeable 12345 Knowledgeable
17. Capacity to demonstrate or .
model needed improvements low 12345 High
18  Familiarity with your .
particular classroom Unfamiliar 12345 Very familiar
19. Experience with
classrooms in general L ye 12345 A great deal
Q .
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t>

20 Usefulness of suggestions

for improvements Useless 12345 Useful
2. Persuasineness of Not Very
rationale for suggestions persuasive 12345  persuasive
these attr] ing v

evaluztion

What procedures were used to address the dimensions of your teaching (standards) to be
evaluated”

22 Were standards communicated Not In great
to you” atall 12345 deail
23 Were standards clear
to vou” Vague 12345 Clear
23 Were standards endorsed by
\ou as appropriate for Not
vour classroom” endorsed 12345 Endorsed
23 Were the standards. The same for Cigue
all teachers” 123435 toyou?

To what extent were the following sources of performance informauon tapped as
part of the evaluation®

26  Observanion of vour No! Used |
classcoom performarce considered 12345 extensively |
2" Examinanon of classroom _
or schoo] records Not Used
(lesson plans. etc) considered 12345 extensively
<6 Examination of Not Used
student achierxement considered 12345 extensively

Extent of observation in vour classroom. based on your most recent experience:

(Note In these items, FORMAL refers to observations that were preannounced and
were preceded and foliowed by a conference with the evaluator, INFORMAL refers
to unannounced drop-in visits)

29 Number of FORMAL (prescheduled) o0
observations per year 21
32
43
S 4 or more
0. Arffroxima\c frequency of
INFORMAL (unannounced drop-in)
observations 1 None
2 Less than 1 Der month
3 Once per month
& IQnr oer week
s I

3.



3

-

-

33
M
3

3%

37
kXS
39

Amount of information

receined None
Frequency of formal feedback Infrequent
Frequency of informal feedback Infrequent
Depth of information provided Shallow
Qualhty of the ideas and

suggestions contained in

the feedback Low
Specificity of information

provided Geaeral
Nature of information provided Judgmental
Timing of the feedback Delayed
Feedback focused on district Ignored
teaching standards them

E  Describe these attnibutes of the evaluation context:

40

4]

42

4

Amount of ime spent on the
evaluation process including your
time and that of all other

parucipants None

Resources available for professional development.

Time allotted during
the teachmf day for

professional development None

Availabihity of training
programs and moaels of

good practice None

District values and policies in evaluation:

43,

Clarity of policy
statements regarding
purpose for evaluation

Intended role
of evaluation

Vague

Teacher
accountability

Thank you for your thoughtful respor. 2s.

3610

D Please describe these atinnbotes of the feedback you recejved

12345
12345
12345
12345
12345

12345
12345
12345

12345

12345

12345

12345

12345

12345

Great deal
Frequent
Frequent
Indepth

High
Specific
Descriptive

Immediate

Reflected
them

Great dea!

Great deal

Many

Clear

Teacher
growth




