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Preface

So why bother with evaluating teacher effectiveness? Because teachers
matter inordinately to student learning. As I have written in other places,
teacher effectiveness = student
success. “Without capable, high quality
teachers in America’s classrooms, no educational reform effort can possibly
succeed” (Stronge & Tucker, 2003a, p. 3). Moreover,
“without high quality
evaluation systems, we cannot know if we have high quality teachers” (p.
3).

In an editorial in Education Week, Hiebert, Gallimore, and Stigler (2003)
expressed a sentiment that I fully endorse:

To improve teaching, many say, the profession must find better teachers. Celebrity
teachers, such as Jaime Escalante, are held up as models of what’s possible and are
hailed as heroes of the profession. The trouble is that most students do not have
Jaime Escalante as a teacher, and more Escalantes are hard to find.

Identifying a few excellent teachers and hoping others will copy their methods has not
improved teaching in the average American classroom. Teaching, as most students
experience it, has not changed for decades. Why? Because the average classroom is
not affected much by what the few celebrity teachers do. To make a dent in the
learning experiences for most
students, educators must find a way to improve the
quality of instruction in the average classroom. Even slight improvements in the
average classroom, accumulated over time, would have a more
profound effect on
students around the country than recruiting a hundred more Escalantes into the
classroom. (p. 1)

The primary purpose of Evaluating What Good Teachers Do: Eight
Research-Based Standards for Assessing Teacher Effectiveness is to help
both teachers and their evaluators collect more
comprehensive and accurate
assessment data for judging teacher effectiveness. The only way I know that
schools can improve student achievement is to improve teacher
effectiveness. If we can succeed
in recruiting, supporting, assessing, and
keeping capable teachers, we will go a great distance in improving our



schools and, in turn, substantially embellishing the learning opportunities of
students.



Part I
 

 

Performance Standards for
Teachers



1

How to Assess Teacher Quality

School reform doesn’t happen in Washington, Ottawa, London, or, for
that matter, any other capital. It doesn’t occur at the school board level or
even at the
school, for the most part. Evaluating What Good Teachers Do:
Eight Research-Based Standards for Assessing Teacher Excellence is built
on the foundation that the classroom—not the
school—is the place on
which we must focus for improved student performance. When one teacher
improves her or his capacity to help students learn, then, and only then,
does school improvement
occur. And the reason is quite simple: teacher
success = student success.

Evaluating What Good Teachers Do: Eight Research-Based Standards
for Assessing Teacher Excellence focuses on providing a research-based
framework for teacher assessment. This
introductory chapter provides the
foundation for defining, designing, and applying teacher performance
standards. Specifically, this chapter addresses the following foundational
issues:

♦ What are teacher performance standards and how are they used?
♦ What are quality indicators and how are they used?
♦ How can teacher performance standards be documented?
♦ How can teacher performance standards be rated?
♦ Why are performance standards important for ensuring teacher quality?

What Are Teacher Performance Standards
and How Are They Used?



Importance of Defining the Job of the Teacher

Tēach’ēr, n. 1. One who teaches or instructs.1

Although it is common practice to develop job descriptions for an array
of educational positions, interestingly, the job of the teacher often is
neglected. Perhaps because we believe that we so
readily understand what it
means to be a teacher, or perhaps because it is such a complex and
encompassing job, we just don’t go to the trouble of providing an
operational definition. Yet,
without a clear, objective, and accurate
description of the required job responsibilities, it isn’t feasible to provide an
effective evaluation of performance. If actual performance
is to be
compared with expected performance, then there must be an alignment
between job requirements and job evaluation. In fact, the foundation of a
quality teacher evaluation system is
the use of clearly described and well-
documented job performance standards for all educators—in other words,
the job responsibilities.

Overview of Performance Standards2

For teacher performance evaluation to be fair and comprehensive, it is
necessary to describe the performance standards of teachers with sufficient
detail and accuracy so that both teachers and
their supervisors can
reasonably understand the job expectations. In essence, a set of
performance standards is a detailed job description.

The expectations for teacher performance are defined using a two-tiered
approach (Figure 1.1).



Figure 1.1. Model for Teacher Performance Standards and
Quality Indicators

Source: Adapted from J.H. Stronge’s Goals and Roles Evaluation Model. It is
used here with permission from the author.

Performance standards are the major units (i.e., major job
responsibilities) of the teacher’s job, whereas quality indicators are the
specific, observable, measurable aspects of these
major job responsibilities.
Performance standards and quality indicators will be explained, in turn.

Suggested Teacher Performance Standards

Performance standards are the job responsibilities or duties performed by
a teacher. Consequently, the performance standards represent the major job
responsibilities that a teacher fulfills. The
performance standards form the
basis for the development of job descriptions and, thus, should also form
the basis for a job evaluation. Additionally, the teacher performance
standards are intended
to provide specification of role expectations. In other
words, they provide clarity on the precise nature of the key aspects of the
teacher’s job. Figure 1.2 is a set
of suggested teacher performance
standards.



 
Figure 1.2. Suggested Teacher Performance Standards

Suggested Teacher Performance Standards

1. Professional Knowledge

The teacher demonstrates an understanding of the curriculum, subject
content, and the developmental needs of students by providing relevant
learning
experiences.

2. Data-Driven Planning

The teacher’s planning uses appropriate curricula, instructional strategies,
and resources to address the needs of all students.

3. Instructional Delivery

The teacher promotes student learning by addressing individual learning
differences and by using effective instructional strategies.

4. Assessment of Learning

The teacher systematically gathers, analyzes, and uses data to measure
student progress, guide instruction, and provide timely feedback.

5. Learning Environment

The teacher provides a well-managed, safe, student-centered environment
that is academically challenging and respectful.

6. Communication and Advocacy

The teacher communicates effectively with students, school personnel,
families, and the community.

7. Professionalism

The teacher maintains a professional demeanor, participates in professional
growth opportunities, and contributes to the profession.

8. Student Progress

The work of the teacher results in acceptable, measurable progress based
on established standards.

Alignment of Teacher Performance Standards with
Qualities of Effective Teachers



The eight teacher performance standards described in Figure 1.2 form the
foundation for the teacher performance assessment system detailed
throughout Evaluating What
Good Teachers Do. In fact, until the key work
of the teacher—the teacher performance standards—are understood and
agreed upon, all other aspects of a comprehensive evaluation
system are
superfluous. We observe and collect other relevant evidence, not in the
abstract, but based on a given set of performance expectations—the
performance standards. Furthermore, we
evaluate based on how well a
teacher’s performance matches the prescribed work; again, the performance
standards.

If the selection of a teacher’s performance standards is so fundamentally
important to the overall assessment of the teacher’s work, then it is
incumbent that these standards have a
solid grounding in the research of
what makes teachers effective.

Chapters 2 through 9 explore the research base upon which each of the
eight respective teacher performance standards is grounded.

What Are Quality Indicators and How Are
They Used?

Overview of Quality Indicators

The assumption upon which a system of teacher performance standards is
built is that teachers—regardless of what their particular assignments might
be—are far more alike than they
are different. Nonetheless, although the
use of a common set of instructional performance standards tends to work
very well for most teachers, preK-12, the actual work of a high school
teacher, for
example, a chemistry teacher, differs markedly from that of a
fourth grade teacher. Likewise, the role of a chemistry teacher is different
from those of other high school teachers, for example, a
Spanish teacher or
a biology teacher. Practically speaking, however, it would be virtually
impossible to create and implement a teacher evaluation system with
separate sets of performance standards
for every grade level, subject matter,
or other job distinctions that exist in a school or school system. Yet, if we



don’t account for important differences in teacher roles and
responsibilities,
the evaluation process becomes far too generic and, thus, completely
irrelevant. So how do we adjust for these important differences in teacher
work? It is through the
customization of the quality indicators—the second
level used in defining and describing the work of the teacher (see the visual
provided in Figure 1.1, page 4).

Although performance standards describe the essence of the job, a more
specific unit of performance—quality indicators—is needed for actual
documentation of the accomplishments of
the teacher. Performance
standards constitute the basic units of the job, as described above. However,
performance standards do not lend themselves readily to direct classroom
observation or other
types of documentation or measurement.

How Quality Indicators Are Used

Quality indicators are used in the teacher evaluation system to do just
what the term implies: indicate in observable behaviors, the types and
quality of performance associated with
performance standards. Thus, a
quality indicator is a tangible behavior that can be observed or documented
to determine the degree to which a teacher is fulfilling a given performance
standard.

Evaluators and teachers are encouraged to review the lists of quality
indicators provided in the book, and to customize them—supplementing,
modifying, or reducing as appropriate—for
a particular teacher work
assignment or situation. Figure 1.3 illustrates quality indicators for the
Student Progress performance standard.



Figure 1.3. Sample Set of Teacher Quality Indicators

Performance Standard 8: Student Progress

The work of the teacher results in acceptable, measurable progress based on
established performance expectations.

Sample Quality Indicators

The teacher
♦ sets measurable and appropriate achievement goals for student progress.
♦ gathers and analyzes data on student academic achievement through

standardized test results and other student performance sources.
♦ uses formative assessment to regularly monitor student progress and modify

instruction as needed.
♦ provides evidence that achievement goals have been met.
♦ communicates/collaborates with colleagues in order to improve students’

performance.

Quality indicators are provided to help teachers and their evaluators
clarify and document performance standards (i.e., job responsibilities). All
quality indicators, however, may not be
applicable for a particular teaching
assignment. In fact, some teaching positions may need to identify
specialized quality indicators. Special education teachers, for example, are
required to
participate in individualized education program (IEP) meetings
and maintain appropriate documentation regarding student performance.
Another example is that science teachers may need to add a
quality
indicator regarding lab safety for Standard 5: Learning Environment.

It is important to note that quality indicators are merely examples of
behaviors. Although sample lists of quality indicators are provided for each
teacher standard throughout the book,
these lists of quality indicators are
not intended to be exhaustive. Rather, they are merely examples of typical
behaviors that may serve as evidence that a teacher meets the given
standard. Additionally, any set of quality indicators should have the features
described in Figure 1.4 on page 8.



Figure 1.4. Features of Well-Designed Teacher Quality
Indicators

Key Features of Quality Indicators

♦ Be observable or measurable as an indicator of whether the given
performance standard—for instance, Professional Knowledge—is being
performed.

♦ Should not be considered as an exhaustive set of all possible observable
behaviors for the associated performance standard, but rather as a
representative set of behaviors.

♦ Be modifiable and customizable to fit the particular job requirements of the
teachers being evaluated (i.e., chemistry teachers, third grade
teachers).

♦ Serve the purpose of documenting the performance standard, but not be the
level at which performance ratings are applied. (The performance
standard
—not the quality indicator—should be the unit of analysis and the level at
which a performance rating is given.)

♦ Should not be used as a checklist in which all quality indicators must be
checked-off in order for a teacher to receive an acceptable rating on the
given performance standard.

Figure 1.5 illustrates the relationship between performance standards and
quality indicators, wherein the quality indicators are subsumed under the
guiding performance
standard.

Figure 1.5. Relationship between Performance Standards and
Quality Indicators

In summary, a list of quality indicators is not exhaustive, and is not
intended to be prescriptive. Teachers may not be expected to demonstrate
each quality indicator; rather, they are
expected to demonstrate overall
performance within all performance standards. Additionally, performance
ratings will not be made at the quality indicator level, but at the
performance standard level instead.



How Can Teacher Performance Standards Be
Documented?

Documenting Teacher Performance Standards

The role of a teacher requires a performance assessment system that
acknowledges the complexities of the job. Given the complexity of
teacher’s work, attempting to document the work with
one method or data
source simple isn’t sensible or feasible. Instead, using multiple data sources
can provide for a comprehensive and authentic “performance portrait” of
the
teacher’s work. The multiple sources of information described in Figure
1.6 (page 10) can be used to provide comprehensive and accurate feedback
on teacher
performance.

Observation

Direct classroom observation can be a useful way to collect information
on teacher performance; as a standalone data-collection process, however, it
has major limitations. If the purpose of a
teacher evaluation system is to
provide a comprehensive picture of performance in order to guide
professional growth, then classroom observations should be only one piece
of the data-collection
puzzle. Furthermore, observations can take on a
variety of forms and can be conducted in a variety of settings—ranging
from quick, drop-by classroom visits to formal, preplanned observational
reviews.3 Types of observations might include formal, informal, and
walkthrough, among others.

Formal Observations

In formal observations, the evaluator conducts a structured or
semistructured, planned observation—either announced or unannounced—
typically of a teacher who is presenting a
lesson to or interacting with
students. Evaluators can use formal observations as one source of
information to determine whether a teacher is meeting expectations for
performance standards.
Typically, the evaluator provides feedback about the
observation during a review conference with the teacher. Formal classroom



observations should last a specified period of time—for example,
thirty or
forty-five minutes, or the duration of full lesson. For maximum value, the
building level administrator should ensure that formal observations occur
throughout the year.

Informal Observations

Informal observations are intended to provide more frequent information
on a wide variety of contributions made by teachers in the classroom or to
the school community as a whole.
Evaluators are encouraged to conduct
informal observations by observing instruction and noninstructional
routines at various times throughout the evaluation cycle.b These informal
observations typically are less structured than formal observations.



 
Figure 1.6. Recommended Data Sources for a Comprehensive

Teacher Evaluation System

Data Source    Definition

Observations   

Observations, including formal and informal observations, are
intended to provide direct, naturalistic information on the work
of a teacher, student behaviors, and the
dynamic interaction
between teacher and learners. In addition to classroom
observations, observations can be conducted in a variety of
job-relevant settings (e.g., a conference with a
parent, a
committee meeting, a presentation to the school staff).
Observations are an important source of teacher
performance information, but should never be used as a sole
source
for documenting evaluation performance.

Portfolio/Data Log   
A portfolio or data log includes artifacts that provide
documentation for the teacher performance standards. The
portfolio/data log should emphasize naturally occurring
artifacts from teachers’ work (i.e., lesson plans, instructional
units, student assessments).

Student Surveys   

Student surveys provide information to the teacher about
students’ perceptions of how the teacher is performing.
Surveys—a key aspect of the 360-degree
approach to
evaluation—have been used extensively in business and
government settings, and to a lesser extent in education.
There is ample evidence, however, to support the use of
client surveys in teacher evaluation.

Student
Achievement/Performance
Goal Setting

  

Teachers have a definite impact on student learning and
academic performance. Depending on grade level, content
area, and ability level, appropriate measures of student
performance should be identified to provide information on
the learning gains of students. Value-Added Methods (VAM)
performance measures include available standardized test
results as well
as other pertinent data. With proper use,
teachers can set goals for improving student achievement
based on appropriate performance measures. Thus, VAM
can be an important component for
teacher evaluation.
However, student achievement, alone, should never be used
as the sole source for evaluating teacher performance.

Note: Although all of the above data sources can play a prominent role in documenting
teacher performance, observation and portfolios/data logs are featured in this
book. For
detailed information on options for including student achievement Value-Added Methods
(VAM), how to develop and use student achievement goal setting, how to select and use
student
surveys, and other related teacher evaluation topics, see Want to Know More



Suggested Books Related to Teacher Effectiveness and Teacher Evaluation in Part II of this
book.

 
Informal observations might include observing instruction for a short

duration (say, ten to fifteen minutes) or observing work in nonclassroom
settings at various times throughout the school
year. For example, an
informal observation might include briefly visiting a classroom during a
science lab experiment or observing a teacher participating in a faculty
meeting or committee meeting.
An important factor for evaluators to
remember when collecting informal observation data is to focus on specific,
factual descriptions of performance. Also, it is important to obtain a
representative sampling of performance observations through regular,
repeat visits to classrooms.4

Walkthrough Observations

Walkthrough observations have been popularized in recent years as a
means for documenting and assessing practices and trends throughout a
school.5 Typically, walk-through observations are designed to provide brief
(three- to five-minute) visits in multiple classrooms. Although walkthrough
visits can be helpful in checking
for standard instructional practices or for
vertical and horizontal curriculum articulation across the school, be
cautious in relying on these visits for individual teacher evaluation. Visits of
three to five minutes—even if conducted frequently—simply do not do
justice to teachers in terms of understanding their instructional or
assessment practices, student time-on-task,
learning environment, and so
forth.

Portfolios/Data Logs

Portfolios—or data logs—are an important part of a comprehensive
approach for documenting teacher performance. Generally, a teacher
evaluation portfolio is
considered to be “a structured collection of selected
artifacts that demonstrate a teacher’s competence and growth.”6 A data log
as
part of a teacher evaluation data collection system typically is considered
to be a more succinct collection of artifacts.7 Both portfolios and data
logs
are designed to serve as a compliment to teacher observation in order to



provide a fuller, fairer, more comprehensive view of teacher performance.
Throughout the chapters that follow, a
discussion of portfolios and data logs
is presented collectively, as most of the procedures and many of the artifacts
for both are interchangeable.

In systems such as the Greenville County, South Carolina, Schools, the
teacher evaluation portfolio serves as a system for collecting data and
documenting work quality during each evaluation
cycle. Specifically, the
portfolio houses pertinent data that confirm that the teacher meets the
established performance standards. Written analysis and reflection about
artifacts should be
included in the portfolio to provide insight into the
rationale for the events and process documented in each entry. In a system
such as this, the portfolio becomes an official document that is
maintained
by the teacher and reviewed periodically by the evaluator. The amount of
material that can be collected is limited to the size of the binder provided by
the school district; thus, the
teacher must be selective regarding what
artifacts to include. Additionally, the portfolio or data log should only
include material that is applicable for the individual teacher’s evaluation
cycle and directly related to the teacher performance standards.

Evaluation portfolios or data logs, in general, should provide a collection
of written records and documents produced by the teacher as a part of the
teacher’s regular job
responsibilities. Consequently, artifacts to be included
in a portfolio or data log should rarely be developed just for the
portfolio/data log; rather, they should be naturally occurring documents.
For
example, artifacts for a special education teacher might include copies of
IEPs developed, lesson plans related to those IEPs, syllabi developed or
adapted for a given class, and representative
samples of student work.
Additional artifacts that are likely to be available and meaningful as part of
a data collection process that is designed to accurately reflect the teacher’s
job
performance could include the following examples:

♦ Lesson plans,
♦ Instructional materials,
♦ Student assessments,
♦ Forms developed and/or used for record keeping,
♦ Significant correspondence and memos,
♦ Schedules, logs, or calendars of activities, and
♦ Evidence of professional development activities.



Using Multiple Data Sources

Some teacher standards are better documented through classroom
observation (e.g., teaching style or classroom management) whereas other
standards may require additional documentation. For
example, Standard 2:
Data-driven Planning may necessitate review of the teacher’s lesson plans
and Standard 4: Assessment of Learning may necessitate review of the
teacher’s student assessments. Such evidence often is collected by the
teacher and presented as a portfolio or data log as a complement to the
supervisor-conducted observations. Figure 1.7 offers a matrix connecting
portfolios/data logs and observation with the eight featured teacher
performance standards.

How Can Teacher Performance Standards Be
Rated?

Rating Scales

Connecting the performance standard to the data sources and, then, to the
applicable rating scale can be described with the following three questions:

Question 1: What is expected of the teacher? (The performance
standard.)

Question 2: How will we know if the teacher is fulfilling the
performance standard? (The data sources.)

Question 3: How well is the teacher fulfilling the performance
standard? (The rating scale.)

It is Question 3—the how well—that is addressed by applying a rating scale
and the related performance appraisal rubric to the given performance
standard.



Figure 1.7. Aligning Selected Data Sources with Teacher
Performance Standards

Note: P = primary data source; S = secondary data source; TBD = to be
determined.

The rating scale provides a description of levels of how well the teacher
performance standards (i.e., job responsibilities) are performed on a
continuum from, say, “exemplary” to
“unsatisfactory.” The rating is applied
in most instances only in a summative (cumulative, end-of-evaluation-
cycle) evaluation, but not in formative (ongoing,
throughout-the-evaluation-
cycle) settings.

The use of a rating scale enables evaluators to acknowledge effective
performance (i.e., “exemplary” and “proficient”) and provides one or more
levels of feedback for
teachers not meeting expectations (i.e., “needs
improvement” and “unsatisfactory”). Rating scales for teachers in various
school districts typically range from a two-point
scale (i.e., Satisfactory–
Unsatisfactory, Pass–Fail) to four- or five-point scales (i.e., Exemplary–
Unsatisfactory, Exceeds Standard–Does Not Meet Standard).

Regardless of what type of rating scale is used, an inherent problem in
their use exists: Rating scales can be too subjective. To illustrate, if
Evaluator A views a given aspect of a
teacher’s performance and rates it as
“Exceeds Standard” and Evaluator B views the same performance and rates
it “Needs Improvement,” then there is no trustworthiness
in the ratings.
Rating scales should not perpetuate highly subjective reviews of a teachers’
performance; this speculative process is simply unjust. Rather, rating scales



should improve
trustworthiness of evaluators’ ratings through interrater
agreement (reliability) based on documented evidence for established
performance standards. Despite the problems inherent in rating
scales, the
absence of them can be even more problematic. Therefore, it is
recommended that a rating scale be used, applied systematically, and be
based on the best possible performance evidence
available. In using
performance rating scales, consider the following two points:

♦ Determining the quality of performance is more than examining a set of
facts; it requires consideration of the context of the work, results, and
so forth.
Thus, evaluation, ultimately, is about judgment, albeit
judgment based squarely on performance.

♦ The absence of a rating scale can be problematic. Consider, for
example, the possibility of replacing a rating scale with totally
narrative feedback. Indeed,
narrative comments are valuable to
highlight performance and to illuminate specific behaviors,
recommendations, and so forth. Nonetheless, it would be
extraordinarily difficult to achieve
any reasonable measure of interrater
reliability among evaluators and across multiple evaluatees based on
these narrative comments.8

Throughout Part I: Performance Standards for Teachers, three-, four-,
and five-point rating scales are used to illustrate how to apply a rating scale
to teacher performance standard. To
illustrate, the definitions in Figure 1.8
offer general descriptions for a four-point rating system.



 
Figure 1.8. Suggested Definitions of Terms in Rating Scale

Rating    Definition

Exemplary   

High-quality performance:
♦ Exceeds the requirements contained in the job description as

expressed in the evaluation criteria
♦ Continually seeks opportunities to learn and apply new skills.
♦ Consistently exhibits behaviors that have a strong positive impact

on students and the school climate and serves as a role model to
others.

Proficient   

High-quality performance:
♦ Meets the requirements contained in the job description as

expressed in the evaluation criteria.
♦ Demonstrates willingness to learn and apply new skills.
♦ Exhibits behaviors that have a positive impact on students and

school climate.

Developing/Needs
Improvement

  

Inconsistent performance:
♦ Results in less-than-quality-work performance and student

behavior.
♦ Leads to areas for professional improvement being jointly identified

and planned between the teacher and supervisor.
♦ Will result in an unsatisfactory rating if it continues.

Unsatisfactory   
Poor-quality performance:
♦ Does not meet the requirements contained in the job description as

expressed in the evaluation criteria.
♦ May result in the employee may not being recommended for

continued employment, if a plan of improvement is not met.

Note: Ratings are applied to performance standards, but not to quality indicators.

Performance Appraisal Rubric

Even when rating scales are well-defined, it isn’t enough to ensure
consistency (reliability) in judging the quality of teacher work. Thus, a
second tool—a performance appraisal
rubric—is provided for each of the
eight identified teacher standards. The performance appraisal rubric
describes acceptable performance levels for each teacher performance
standard. It
relates the measure of performance expected of teachers for
each standard and provides a general description of what a rating entails.



Thus, the performance appraisal rubric can be used as a type
of discrepancy
analysis:

 
Expected Performance Compared to Actual Performance = Performance Rating

 
The performance appraisal rubrics guide evaluators in assessing how well

a standard is performed, and they are provided to increase reliability among
evaluators. By using performance
appraisal rubrics, there is the opportunity
to generate defensibility for ratings, greater reliability among evaluators,
and enhanced fairness to teachers as evaluatees. Figure
1.9 is an example of
four-point performance appraisal rubric. Part II of the book offers a
comprehensive set of three-, four-, and five-point performance appraisal
rubric
options.

Figure 1.9. Example of a Performance Appraisal Rubric

Standard 8: Student Performance

Exemplary In
addition to

meeting the
standard…

Proficient* Developing/Needs
Improvement

Unsatisfacto
ry

The teacher
attains a high
level of student
achievement
with all
populations of
learners.

The work of the
teacher results in
acceptable,
measurable
progress based on
established
standards.

The work of the teacher results
in student growth but does not
meet the established standard
and/or is not achieved with all
populations taught by the
teacher.

The work of
the teacher
does not
achieve
acceptable
student
growth.

* “Proficient” is the baseline of acceptable performance for teachers and is the actual
performance standard.

Performance appraisal rubrics are not behavioral objectives (e.g., “four
times out of five”). Rather, they are designed to:

♦ Generally delineate the type and quality of performance within each
rating;

♦ Require that ratings be based on the documented evidence; and
♦ Restrict the scope of judgment that can be used in determining a given

rating.



Even with performance appraisal rubrics, rating a teacher’s performance
is not a fine science—there still will be differences in judgment. However,
with the use of the rubrics, these
differences can be substantially reduced,
resulting in increased interrater agreement. A few guidelines that further
enhance the value and defensibility of ratings based on performance
appraisal
rubrics include the following:

♦ When comparing the documented evidence with the performance
rubric, start with the “Meets Standard” or “Proficient” rating and move
up
or down the scale only when the evidence justifies it.

♦ When all of the collected evidence doesn’t fit within a single rating
rubric (which typically is the case), select the rating where the
preponderance
of evidence lies.

♦ Provide teachers with the full set of performance appraisal rubrics so
that they have full disclosure of the level of performance that is
expected and a fair
opportunity to meet those expectations.

♦ Consistently train evaluators in the use of the performance appraisal
rubrics, with special attention given to practicing the rubrics in
simulated
settings.

Why Are Performance Standards Important
for Ensuring Teacher Quality?

Using teacher performance standards to evaluate teacher effectiveness is
first, about documenting the quality of teacher work; then, the focus shifts
to helping teachers improve their
performance and to holding them
accountable for their work. Given the emphasis on teacher effectiveness as
expressed in federal and state legislation, public policy, and practice in
every state
(and, for that matter, many nations throughout the world), a
premium must be placed on high-quality teacher evaluation systems to a
degree that didn’t heretofore exist.

The primary purposes of any worthy teacher evaluation system include
the following:



♦ Contribute to the successful achievement of the goals and objectives
defined in the educational plan for the school or school system;

♦ Provide a basis for instructional improvement through productive
teacher appraisal and professional growth;

♦ Improve the quality of instruction and other key job responsibilities by
assuring accountability for teacher performance; and

♦ Share responsibility for evaluation between the teacher and the
evaluator in a collaborative process that promotes self-growth,
instructional effectiveness,
and improvement of overall job
performance.

So why does it matter that we have clear and consistent teacher
performance standards? Because regardless of how well a program is
designed, it is only as effective as the people who implement
it.9 “Thus, a
conceptually sound, well-designed, and properly implemented evaluation
system for teachers is an important—indeed,
essential—component of an
effective school.”10 The following chapters and sections of have as their
fundamental focus identifying,
documenting, and consistently applying
teacher performance standards as we seek to improve and support quality
teaching in our schools.

Notes

1 McKechnie, J. L. (1983). p. 1871.
2 Portions of the following section are adapted from Tucker, P. D., &

Stronge, J. H. (2003b).
3 Stronge, J. H., & Tucker, P. D. (2003b).
4 Stronge, J. H., & Tucker, P. D. (2003b).
5 Downey, C. J., Steffy, B. E., English, F. W., Frase, L. E., & Poston, W. K.,

Jr. (2004).
6 Tucker, P. D., Stronge, J. H., & Gareis, C. R. (2002). p. 3.
7 Wolf, K., Lichtenstein, G., & Stevenson, C. (1997).
8 Stronge, J. H., & Tucker, P. D. (2003b).
9 Stronge, J. H. (2006).



10 Stronge, J. H. (2006). p. 2.
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Professional Knowledgec

In its most fundamental definition, to teach means to impart knowledge
and skills. Equally fundamental to the understanding of teaching, one
cannot impart knowledge
unless one possesses knowledge. Although
knowledge, alone, will not suffice to make someone an effective teacher, it
certainly is a basic building block to teaching. Thus, possessing the
requisite
professional knowledge is an essential ingredient to becoming a
good teacher. This chapter, the first to explore in-depth the eight
recommended teacher performance standards, focuses on the
professional
knowledge of the teacher. The framework that is used here and in
subsequent chapters addresses five key questions related to the Professional
Knowledge performance standard
for teachers:

♦ What does professional knowledge mean?
♦ What does the research say about professional knowledge of the

teacher?
♦ What are research-based quality indicators for professional knowledge?
♦ How can professional knowledge be documented?
♦ What are rating scale options for professional knowledge?

What Does Professional Knowledge Mean?

Professional knowledge certainly encompasses knowledge of subject
matter. A teacher’s understanding of subject facts, concepts, principles, and
the methods through which they are
integrated cognitively determine the



teacher’s pedagogical thinking and decision making. The research on this
issue consistently has suggested that strong content knowledge is positively
associated with students’ learning, particularly in mathematics at all grade
levels.1 In essence, one cannot teach math unless one knows math
(the same
applies for any other subject matter). However, the professional knowledge
that is essential to be an effective teacher extends well beyond knowledge
of subject matter to encompass at
least the factors identified in Figure 2.1.

Figure 2.1. Key Areas of Professional Knowledge for Effective
Teachers

Knowledge Area    Focus

Subject-matter knowledge    Content to teach

Pedagogical knowledge*    How to teach

Curricular knowledge    What to teach

Learner knowledge    Who to teach

Cultural/community knowledge    Sensitivity to who and where one teaches

Note: For purposes of evaluating teacher effectiveness, pedagogical knowledge
is included more typically in the Instructional Delivery performance
standard
rather than Professional Knowledge standard.

This simple framework provides a starting point to understanding the
multifaceted dimensions of the knowledge required to teach effectively.
Teaching is not merely stand-and-deliver; rather, it
is a far more complex
undertaking. Just anyone cannot walk in off the street and start teaching. A
specialized body of knowledge is a hallmark of any true profession and,
indeed, teaching can lay
claim to a specialized, complex, intricate, and
constantly changing and renewing body of knowledge.

Figure 2.2 provides two sample definitions for professional knowledge.
These definitions can be used to help operationalize the teacher
performance standard,
Professional Knowledge.



Figure 2.2. Sample Definitions for the Professional Knowledge
Performance Standard

Sample 1. Professional Knowledge

The teacher demonstrates an understanding of the curriculum, subject content,
and the developmental needs of students by providing relevant learning
experiences.

Sample 2. Professional Knowledge/Knowledge of Learners

The teacher identifies and addresses the needs of learners by demonstrating
respect for individual differences, cultures, backgrounds, and learning styles.

What Does the Research Say About
Professional Knowledge of the Teacher?

Classroom teaching is a complex activity that demands that teachers
possess substantial mental capacity and a solid knowledge base. Essential
teacher knowledge ranges from content knowledge, to
pedagogical
knowledge, to curricular knowledge, to knowledge of learners, to
knowledge of culture and educational purposes at large.

Content knowledge, the disciplinary understanding of the subject taught,
exerts a significant influence on a teacher’s classroom behavior. Various
studies suggest that teachers with
stronger content knowledge are more
likely to use practices that can help students construct and internalize
knowledge, such as:2

♦ Asking higher-level questions;
♦ Encouraging students to explore alternative explanations;
♦ Involving students in more inquiry learning;
♦ Allowing more student-directed activities;
♦ Better engaging students in the lessons.

Effective teaching resides not simply in the knowledge a teacher has
accrued but in how this knowledge is translated into student learning in
classrooms.3 For instance, teachers highly proficient in mathematics or



writing will help others learn mathematics or writing only if they are able to
use their own knowledge to enact
learning activities that are appropriate to
students. Therefore, a teacher’s subject-matter knowledge and pedagogical
knowledge are complementary and interdependent. These two knowledge
categories were synthesized by what Shulman called “pedagogical content
knowledge,” which he defined as “the blending of content and pedagogy
into an understanding of how
particular topics, problems, or issues are
organized, represented, and adapted to the diverse interests and abilities of
learners, and presented for instruction.”4

Studies that examined the effects of a teacher’s subject-matter knowledge
and/or pedagogical knowledge on students’ academic achievement often
used simple survey questions and
teachers’ college course-taking and
majors to measure teacher knowledge. Figure 2.3 (page 22) summarizes
selected key studies that examined the association between
teacher
knowledge and student learning.



Figure 2.3. Key References for Effects of Teacher Subject-Matter
Knowledge and Pedagogical Knowledge

Study Knowled
ge Base
Examine

d

Measure
d By

Grade
Level

Subject(s) Findings

Hill,
Rowan,
& Ball5

Content
knowledg
e

Survey Elementa
ry

Mathemati
cs

Teachers’ mathematical
knowledge significantly
contributes to student
mathematics learning, after
controlling for other key
student- and teacher-
related characteristics.

Rowan,
Chiang,
&
Miller6

Content
knowledg
e

Survey
and
college
major

High
school

Mathemati
cs

Students whose teachers
answered the math quiz
item correctly achieved
more in mathematics than
did those whose teachers
answered the question
wrong. Students whose
teachers majored in
mathematics at the
undergraduate and/or
graduate level achieved
more than those whose
teachers did not, although
the effect was quite small
(SD = 0.015).

Goldhab
er &
Brewer7

Content
knowledg
e

College
major

High
school

Mathemati
cs

Students learn more from
teachers with majors in
mathematics than students
whose teachers had
degrees in
nonmathematics subjects.

Monk8 Content
knowledg
e and
pedagogic
al
knowledg
e

College
coursewo
rk

High
school

Mathemati
cs and
science

The amount of collegelevel
mathematics or science
courses taken by teachers
had a positive effect on
student learning gains. The
effects of pedagogical
coursework are more
stable over time than the
effects of subject matter
preparation.



 
A research synthesis by Rice concluded that coursework in both

pedagogy and content area has a positive impact on student achievement in
middle and high school education, primarily for
mathematics.9 Pedagogical
coursework seems to contribute to teacher effectiveness at both elementary
and secondary levels, but the importance of
content coursework appears to
be more salient at the secondary level. Although the impact of teacher
content knowledge on student achievement has been indeterminate and
inconsistent in
nonmathematics subjects and at the elementary level, this
does not necessarily mean there is no association between content
knowledge and achievement. Consequently, more fine-tuned instruments
need
to be developed to measure teacher job-related knowledge and its
effects on student achievement.10

Teaching knowledge of effective teachers reaches beyond the knowledge
of subject matter (content knowledge) and teaching strategies (pedagogical
knowledge); it also encompasses an understanding
of students and
environmental contexts.11 Good teachers often use their knowledge of their
students—for instance, knowledge of students’
learning ability, prior
achievement, cultural background, personal interests—to decide what to
teach and how to teach. Based on this expansive knowledge, teachers can
anticipate the
conceptions, misconceptions, and possible difficulties their
students are likely to encounter while learning particular content.

What Are Research-Based Quality Indicators
for Professional Knowledge?

As indicated in Chapter 1, quality indicators are used to do just what the
term implies—indicate, in observable behaviors, the types and quality of
performance
associated with a given performance standard, in this instance,
with the Professional Knowledge performance standard. Quality indicators
are tangible behaviors that can be observed or
documented to determine the
degree to which a teacher is fulfilling the Professional Knowledge
performance standard.



Although the set of eight performance standards is provided as a
comprehensive description of a teacher’s key responsibilities, the quality
indicators that rest underneath a given
performance standard are merely
examples. Figures 2.4 and 2.5, on page 24, are two sample lists of quality
indicators for professional
knowledge, but bear in mind that the quality
indicators selected for the lists are only examples.

Figure 2.4. Sample 1: Quality Indicators for Professional
Knowledge

The teacher
♦ effectively addresses appropriate curriculum standards.
♦ integrates key content elements and higher-level thinking skills in instruction.
♦ demonstrates ability to link present content with past and future learning

experiences, other subject areas, and real-world experiences and
applications.

♦ demonstrates accurate knowledge of the subject matter.
♦ demonstrates skills relevant to the subject area(s) taught.
♦ bases instruction on goals that reflect high expectations and understanding of

the subject.
♦ understands intellectual, social, emotional, and physical development of the

age group.



Figure 2.5. Sample 2: Quality Indicators for Professional
Knowledge

The Curriculum
The teacher
♦ effectively addresses appropriate curriculum standards.
♦ integrates key content elements and higher-level thinking skills in instruction.
♦ links present content with past and upcoming learning experiences, other

subject areas, and real-world experiences and applications.

Subject Content

The teacher
♦ demonstrates accurate knowledge of the subject matter.
♦ demonstrates skills relevant to the subject area(s) taught.
♦ bases instruction on goals that reflect high expectations and understanding of

the subject.

Developmental Needs of Students

The teacher
♦ demonstrates an understanding of the intellectual, social, emotional, and

physical developmental of the age group.
♦ uses appropriate school, family, and community resources to help meet all

students’ learning needs.

How Can Professional Knowledge Be
Documented?

The Professional Knowledge performance standard and related quality
indicators describe what is expected of a teacher for quality work. However,
it isn’t enough to know
what is expected; we also must know how to
document that the work is being done.

Historically, teacher work has been documented primarily, if not
exclusively, through classroom observation. Observation does play an
important role for documenting teachers’ work for most
performance
standards, but is not the exclusive method. As Figure 2.6 indicates, both
observation and portfolios/data logs are highlighted as valued information



sources for
accurately documenting the Professional Knowledge
performance standard.d

Figure 2.6. Aligning Data Sources with the Professional
Knowledge Standard

Note: P = primary data source; S = secondary data source; TBD = to be
determined.

In the case of professional knowledge, both observations and
portfolios/data logs can serve as primary data sources. Figure 2.7 is an
abbreviated observation
sample and Figure 2.8 (page 27) is a set of possible
artifacts for inclusion in a portfolio/data log.



 
Figure 2.7. Sample Classroom Observation Form for

Professional Knowledge

Classroom Observation Forme

Teacher: _____________________________ School:___________________

Date:______________ Time:__________

Contract Status: ☐ Induction ☐ Continuing

Pre-Conference held ☐ No ☐ Yes, date _________

Type of Observation ☐ Formal ☐ Informal ☐ Walkthrough

Observer _______________________________________________________

This observation form focuses on established teacher performance. A copy of the
completed observation form is to be given to the teacher.
 

Standard 1:
Professional Knowledge

Quality Indicators
♦ Appropriate curriculum standards
♦ Key concepts are integrated
♦ Higher-order thinking skills
♦ Relationship to past/future
♦ Accurate knowledge
♦ High expectations
♦ Knowledge of development

SPECIFIC EXAMPLES:



Figure 2.8. Suggested Set of Artifacts to Include in a
Portfolio/Data Log for Professional Knowledge

Professional Knowledge Artifacts

♦ Summary of a plan for integrating instruction
♦ Class profile
♦ Annotated list of instructional activities for a unit
♦ Annotated photographs of teacher-made displays used in instruction
♦ Annotated samples or photographs of instructional materials created by the

teacher
♦ Lesson/intervention plan (including goals and objectives, activities,

resources, and assessment measures)
♦ Summary of consultation with appropriate staff members regarding special

needs of individual students
♦ Products of collaboration with colleagues or other professionals
♦ Journals that represent reflective thinking and professional growth
♦ Other artifacts as appropriate for the particular assignment or situation of the

teacher

What Are Rating Scale Options for
Professional Knowledge?

As noted in Chapter 1, rating scales are used to determine the
effectiveness of performance (e.g., “meets standard,” “does not meet
standard”). However,
rating scales, alone, are too prone to subjectivity. A
solution to this limitation of rating scales is to design and consistently apply
a performance appraisal rubric to the judgment of how
well the performance
standard has been fulfilled.

Figures 2.9, 2.10, and 2.11 (page 29) provide field-tested performance
appraisal rubrics for the Professional
Knowledge performance standard.
The full sets of rubrics are provided in Part II.



Figure 2.9. Three-Point Performance Rubric for Professional
Knowledge

Proficient* Developing/Needs Improvement Unsatisfactory

The teacher
demonstrates an
understanding of the
curriculum, subject
content, and the
developmental needs
of students.

The teacher inconsistently
demonstrates understanding in
the area(s) of curriculum, content,
or student development; or
inconsistently uses the knowledge
for effective
instruction.

The teacher bases
instruction on information
that is inaccurate or out-of-
date and/or inadequately
addresses the
developmental needs of
students.

* “Proficient” is the baseline of acceptable performance for teachers and is the actual
performance standard.

Figure 2.10. Four-Point Performance Rubric for Professional
Knowledge

Exemplary In
addition to

meeting the
standard…

Proficient* Developing/Needs
Improvement

Unsatisfactory

The teacher
consistently
demonstrates
extensive
knowledge of
the subject
matter and
continually
enriches the
curriculum.

The teacher
demonstrates an
understanding of the
curriculum, subject
content, and the
developmental needs
of students by
providing relevant
learning experiences.

The teacher
inconsistently
demonstrates
understanding of
curriculum, content,
and student
development or lacks
fluidity of using the
knowledge in
practice.

The teacher bases
instruction on
material that is
inaccurate or out-of-
date and/ or
inadequately
addresses the
developmental
needs of students.

* “Proficient” is the baseline of acceptable performance for teachers and is the actual
performance standard.



Figure 2.11. Five-Point Performance Rubric for Professional
Knowledge

Exemplary
The

professional’s
work is

exceptional. In
addition to

meeting the
standard...

Superior
In

addition
to

meeting
the

standard
…

Proficient The
description is the

actual
performance

standard.

Developing/Nee
ds Improvement

Unsatisfactory

The teacher
consistently
plays a
leadership role
by integrating
knowledge of
learners to
address the
needs of the
target learning
community.

The
teacher
often
meets the
individual
and
diverse
needs of
learners
in a
highly
effective
manner.

The teacher
identifies and
addresses the
needs of
learners by
demonstrating
respect for
individual
differences,
cultures,
backgrounds,
and learning
styles.

The teacher
attempts, but is
often ineffective
in demonstrating
knowledge and
understanding of
the needs of the
target learning
community.

The teacher
consistently
demonstrates a
lack of awareness
of the needs of the
target learning
community or does
not consistently
make appropriate
accommodations
to meet those
needs.

Notes

1 Harris, D. N., & Sass, T. R. (2007); Hill, H. C., Rowan, B., & Ball, D. L.
(2005); Rowan, B., Chiang, F. S., &
Miller, R. J. (1997).

2 Weiss, I. R., & Miller, B. (2006, October); Wenglisky, H. (2000).
3 Hill, H. C., Rowan, B., & Ball, D. L. (2005).
4 Shulman, L. S. (1987). p. 8.
5 Hill, H. C., Rowan, B., & Ball, D. L. (2005).
6 Rowan, B., Chiang, F. S., & Miller, R. J. (1997).
7 Goldhaber, D. D., & Brewer, D. J. (1997); Goldhaber, D. D., & Brewer,

D. J. (2000).
8 Monk, D. H. (1994).
9 Rice, J. K. (2003).
10 Rowan, B., Schilling, S. G., Ball, D. L., & Miller, R. (2001, October).



11 Cochran, K., DeRuiter, L., & King, R. (1993).
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Data-Driven Planning

A teacher’s teaching begins before the teacher steps into the classroom
and starts talking. Prior to each lesson, unit, semester, or school year, while
teachers are
planning the content of instruction, selecting teaching
materials, designing the learning activities and grouping methods, and
deciding on the pacing and allocation of instructional time, they are
actually
determining what learning opportunities their students are going to have.
Teachers could use state or district curriculum standards, school district
curriculum goals and objectives, and
learning outcomes developed by
professional organizations to plot the scope and sequence of subject topics.
Teachers also could apply their knowledge of research-based practices to
plan what
strategies and techniques will be adopted to deliver instruction.
Nevertheless, the most informative source for any instructional planning
resides in the teachers’ classrooms—the
students. This chapter explores the
teacher performance standard of data-driven planning. The questions
addressed in this chapter include:

♦ What does data-driven planning mean?
♦ What does the research say about data-driven planning?
♦ What are research-based quality indicators for data-driven planning?
♦ How can data-driven planning be documented?
♦ What are rating scale options for data-driven planning?

What Does Data-Driven Planning Mean?



In general terms, planning means the “act or process of making or
carrying out plans.”1 The real question for our purposes, however,
is
addressing the “data-driven” aspects of planning and then applying the
generic process of planning more specifically to teachers’ work.

Data-Driven Aspects of Planning

In terms of using data in planning, a central concern to consider is the
proper use of proper data. It appears that we have become so enamored in
recent years with the idea of data that wild,
unsubstantiated, and largely
useless claims of “data-driven decision making” loosely circulate in
educational circles. The sentiment for using data wisely is nicely described
in a
thoughtful Educational Leadership article:

A decade or so ago, it was disconcertingly easy to find education
leaders who dismissed student achievement data and systematic
research as having only limited utility when
it came to improving
schools or school systems. Today, we have come full circle: It is hard
to attend an education conference or read an education journal without
encountering broad claims for
data-based decision making and
research-based practice....Yet these phrases can too readily morph into
convenient buzzwords that obscure rather than clarify. Indeed, I fear
that both
“data-based decision making” and “research-based practice”
can stand in for careful thought, serve as dressed-up rationales for the
same old fads, or be used to justify
incoherent proposals.2

Simply claiming “data-based” doesn’t improve practice. Rather, we must:

♦ Gather pertinent data (i.e., quantitative and qualitative information);
♦ Distill the real meaning of these data (i.e., What does the information

tell us about teaching and learning?);
♦ Aptly apply the information to improve and sustain good practice, and

then;
♦ Improve results.

“Data-Driven decision making does not simply require good data; it also
requires good decisions.”3



Applying Planning Processes to Teaching

Planning is preparation for action. Without prior thought and planning,
ongoing review and adjustment as the plan unfolds in practice, and, finally,
reflection on what worked, what didn’t,
and how to improve, we seldom
improve practice. Indeed, planning is an essential tool for effective
teaching. In applying planning concepts and processes to teaching, various
research studies have
found that effective teachers are more likely to have
the planning behaviors summarized in Figure 3.1 while deciding on subject
content.

Figure 3.1. Key Aspects of Data-Driven Planning for Effective
Teachers

♦ Construct a blueprint of how to address the curriculum during the instructional
time.4

♦ Facilitate planning units in advance to make intra- and interdisciplinary
connections.5

♦ Collaborate with one or more teachers while planning, rather than plan lessons
alone.6

♦ Use student assessment data to plan what goals and objectives to address.7

♦ Plan for the context of the lesson to help students relate, organize, and make
knowledge become a part of students’ long-term memory.8

♦ Sequence material to promote student’s cognitive and developmental growth.9

♦ Use knowledge of available resources to determine what resources they need to
acquire or develop.10

♦ Plan instruction in a multisourced manner.11

Definitions of Data-Driven Planning

Figure 3.2 provides two sample definitions for data-driven planning.
These definitions can be used to help operationalize the teacher
performance standard,
Data-Driven Planning.



Figure 3.2. Sample Definitions for the Data-Driven Planning
Performance Standard

Sample 1. Data-Driven Planning

The teacher plans for the use of appropriate curricula, instructional strategies,
and resources to address the needs of all students by applying pertinent
evidence of
student learning.

Sample 2: Instructional Planning

The teacher uses appropriate curricula, instructional strategies, and resources
during the planning process to address the diverse needs of students.

What Does the Research Say About Data-
Driven Planning?

The Process of Planning

Instructional planning is a deliberate process that teachers deploy. Figure
3.3 lists key questions to consider in the process of planning.

Figure 3.3 Key Questions to Consider in Instructional Planning

♦ What should be taught?
♦ How should it be taught?
♦ How should instruction and student learning be assessed?

What Should Be Taught?

Effective student learning requires a progressive and coherent set of
learning objectives. State/provincial/national standards and school district
curriculum can point out the generic domains of
subject content to be
covered. However, it is the teacher’s responsibility in virtually every
classroom to delineate the intended outcomes of each lesson and describe
the behaviors or actions
that students should be able to perform after
participating in the learning activities.



In deciding what should be taught, expert teachers often do dip into
prescribed textbooks, but they hardly ever follow traditional plans. In fact,
they frequently have a blueprint in their minds
that has been formed and
reformed over time. Perhaps because of their expertise gained over time
through a constant process of planning–reflection–refining, these expert
teachers are
more prone to rely far less on written, formalized lessons than
on their well-formed and fluid mental planning model.12

Additionally, as effective teachers consider what to teach, they typically
reach beyond prepared materials. For instance, while planning for a lesson
in social science, effective teachers
usually use historical fiction, biography,
information on the Internet and in magazines, and other nontraditional
content sources. Leinhardt found that expert teachers and novice teachers
have
different “agenda” for their daily instruction.13 Agenda is defined as
an operational plan that is concise, focused, and descriptive of
the intended
goals and actions in which the teacher seeks to engage the students during
the instructional time. Particularly, Leinhardt noticed that expert teachers
conceive a lesson along two
dimensions simultaneously:

1. Teacher’s own actions, thoughts, and habits; and
2. Students’ thinking and understanding of the content.

Thus, effective teachers not only plan what to teach, but more importantly,
they plan who they are going to teach. They exert efforts to reach beyond
their comfort zone of
disciplinary thinking and actions to incorporate their
students’ learning preferences.

How Should It Be Taught?

Once the learning objectives are developed, evidence suggests that expert
teachers are more competent in translating their instructional plans into
actions than nonexpert teachers.14 Additionally, effective teachers follow
the predefined plan while remaining open to changes and continuously
adjusting their instruction based on student
needs. Furthermore, expert
teachers anticipate the difficulties students might encounter while learning
the content of the lesson, and consider students’ thinking in order to assess
the
success of the lesson plan and then modify their instruction promptly.15



Having a lesson plan cannot ensure that the actual lesson will be
implemented as what’s prescribed. Human behavior, either of the teachers
or of the students in the classroom, cannot be
predicted accurately as a
phenomenon in the hard sciences. As any good teacher or administrator
knows, the classroom is full of ebbs and flows. Consequently, teachers need
to tap into their
pedagogical and content resources in a fluid and flexible
manner in order to proceed smoothly—and successfully.

How Should Instruction and Student Learning Be Assessed?

When the learning objectives are set up, in addition to aligning activities
to them, teachers also need to link the assessment plan to the learning
objective. Alignment of curriculum, learning
activities, and assessment is
integral to any instructional design. (This type of alignment is referred to as
“opportunity to learn.”) Before the actual instruction starts, teachers
need to
decide upon valid and reliable assessment techniques that are available to
solicit student learning data and judge the success of the instructional plan.
Additionally, teachers should
communicate to their students about what
they are expected to achieve and inform them about how they will be
assessed after participating in the learning activities.

Pacing Guides as a Planning Toolf

Teachers must consider a variety of factors when planning instruction,
including how to pace the actual delivery in the classroom. The feasibility
of a particular lesson largely depends on
student ability and variation,
content goals and mandated objectives, time and material resources, and so
forth. Many of these factors present teachers with constraints that are
beyond their
immediate control. For example, there is a prescribed, fixed
amount of time each day in which formal instruction may occur. Typically,
hours of the day are chunked into units that are dedicated to
the study of a
certain subject or discipline as determined by a legislative body, school
board, or even a school administrator. Within those chunks of time,
however, teachers have traditionally
enjoyed a great deal of flexibility and
autonomy. That is, what they did with class time was largely up to them.
Over the past decade that flexibility has begun to wane—a by-product of



high-stakes testing. Teachers report a narrowing of the curriculum that
focuses on tested items and breadth of content while sacrificing depth.16

Many school districts require teachers to follow strict pacing guides that
prescribe how much time to spend on certain lessons or concepts. Pacing
guides are intended to be instruments that
teachers use to measure the
amount of instructional time devoted to certain topics in light of the total
content that must be taught. Properly used, pacing guides are tools to steer
daily
instructional decisions within the context of the entire curriculum.
Used improperly, however, pacing guides unduly restrict the proper ebb and
flow of the classroom and restrict the instructional
pace regardless of
student ability. On this topic, one writer stated:17

Pacing guides are not an inherently bad idea. Their effects depend on
their design and how district and school leaders use them. The best
pacing guides emphasize curriculum
guidance instead of prescriptive
pacing; these guides focus on central ideas and provide links to
exemplary curriculum material, lessons, and instructional strategies.

Thus, pacing, if used wisely, can be an important component of
instructional planning. It allows teachers to see the curriculum in its entirety
and avoid the trap of
overemphasizing one area of content at the expense of
others. And, because instructional time with students is fixed, teachers must
value class time; pacing can help with this important planning
consideration.

What Are Research-Based Quality Indicators
for Data-Driven Planning?

As indicated in Chapter 1, quality indicators are used to do just what the
term implies—indicate, in observable behaviors, the types and quality of
performance
associated with a given performance standard, in this instance,
with the Data-Driven Planning performance standard. Quality indicators
are tangible behaviors that can be observed or
documented to determine the



degree to which a teacher is fulfilling the Data-Driven Planning
performance standard.

Although the set of eight performance standards highlighted in the book
is provided as a comprehensive description of a teacher’s key
responsibilities, the quality indicators that rest
underneath a given
performance standard are merely examples. Figures 3.4 and 3.5 are two
sample lists of quality indicators for data-driven
planning, but bear in mind
that the quality indicators selected for the lists are only examples.

Figure 3.4. Sample 1 of Quality Indicators for Data-Driven
Planning

The teacher
♦ develops plans that are clear, logical, sequential, and integrated across the

curriculum (e.g., long-term goals, lesson plans, and syllabi).
♦ matches content/skills taught to overall curriculum scope and sequence.
♦ evaluates curricular materials for accuracy, currency, and student interest.
♦ designs coherent instruction based upon knowledge of subject matter,

students, the community, and curriculum standards and goals.
♦ demonstrates the ability to evaluate and refine existing materials and to

create new materials when necessary.
♦ identifies and plans for the instructional and developmental needs of all

students, including remedial, high achievers, and identified gifted
students.



Figure 3.5. Sample 2 of Quality Indicators for Data-Driven
Planning

The teacher
♦ identifies and plans differentiated instruction to meet the needs of all students

(e.g., students with disabilities, high-achieving and
identified gifted students,
English language learners).

♦ develops plans that are clear, logical, sequential, and integrated across the
curriculum—long-term goals, lesson plans and syllabi (pacing
guide).

♦ matches content/skills taught to overall curriculum scope and sequence.
♦ evaluates and modifies curricular materials for accuracy, timeliness, and

student interest.
♦ evaluates and modifies instructional materials for accuracy, timeliness, and

student interest.
♦ designs coherent instruction based upon appropriate knowledge of subject

matter, students, the community, and curriculum standards and goals.
♦ ensures substitute lesson plans are timely, appropriate, clear, and

accompanied by needed resources.

How Can Data-Driven Planning Be
Documented?

The Data-Driven Planning performance standard and related quality
indicators describe what is expected of a teacher for quality work. However,
it isn’t enough to know
what is expected; we also must know how to
document that the work is being done.

Historically, teacher work has been documented primarily, if not
exclusively, through classroom observation. Observation does play an
important role for documenting teachers’ work for most
performance
standards, but is not the exclusive method. As Figure 3.6 indciates, both
observation and portfolios/data logs are valued information sources for
accurately
documenting the Data-Driven Planning performance standard.g



Figure 3.6. Aligning Data Sources with the Data-Driven Planning
Standard

Note: P = primary data source; S = secondary data source; TBD = to be
determined.

In the case of Data-Driven Planning, portfolios/data logs often serve as a
primary data source while observation serves more as a secondary source.
Figure 3.7 is
an abbreviated observation sample and Figure 3.8 is a set of
possible artifacts for inclusion in a portfolio/data log.



 
Figure 3.7. Abbreviated Classroom Form for Data-Driven

Planning

Classroom Observation Formh

Teacher: _____________________________ School:___________________

Date:______________ Time:__________

Contract Status: ☐ Induction ☐ Continuing

Pre-Conference held ☐ No ☐ Yes, date _________

Type of Observation ☐ Formal ☐ Informal ☐ Walkthrough

Observer _______________________________________________________

This observation form focuses on established teacher performance. A copy of the
completed observation form is to be given to the teacher.
 

Standard 1:
Data-Driven Planning

Quality Indicators
♦ Clear, logical plans integrated with state and local curriculum

guides
♦ Selection of differentiated strategies
♦ Guiding questions identified
♦ Coherent instructional plans
♦ Curriculum materials
♦ Learning needs are accommodated
♦ Student performance expectations identified
♦ Plans address short- and long-range goals

SPECIFIC
EXAMPLES:



Figure 3.8. Suggested Set of Artifacts to Include in a
Portfolio/Data Log for Data-Driven Planning

Data-Driven Planning Artifacts
♦ Sample lesson or unit plan related to the pre- and postassessment
♦ Summary of a plan for integrating instruction
♦ Course syllabus
♦ Intervention plan
♦ Substitute lesson plan
♦ Annotated list of learning objectives for a unit/semester
♦ Annotated list of learning activities
♦ Annotated samples of learning materials
♦ Products of collaborative planning with colleagues

What Are Rating Scale Options for Data-
Driven Planning?

As noted in Chapter 1, rating scales are used to determine the
effectiveness of performance (i.e., “meets standard,” “does not meet
standard”). However,
rating scales, alone, are too prone to subjectivity. A
solution to this limitation of rating scales is to design and consistently apply
a performance appraisal rubric to the judgment of how
well the performance
standard has been fulfilled.

Figures 3.9, 3.10 (page 40), and 3.11 (page 40) provide field-tested
performance appraisal rubrics for the Data-Driven
Planning performance
standard. Full sets of rubrics are provided in Part II of the book.



Figure 3.9. Three-Point Performance Rubric for Data-Driven
Planning

Proficient* Needs Improvement Unsatisfactory

The teacher plans for the
use of appropriate
curricula, instructional
strategies and resources
to address the needs of
all students.

The teacher inconsistently
uses appropriate curricula,
instructional strategies, and
resources during the planning
process to address the needs
of all students.

The teacher rarely uses
appropriate curricula,
instructional strategies, and
resources during the
planning process to address
the needs of students.

* “Proficient” is the baseline of acceptable performance for teachers and is the actual
performance standard.

Figure 3.10. Four-Point Performance Rubric for Data-Driven
Planning

Exemplary In addition to
meeting the standard…

Proficient* Needs
Improvement

Unsatisfactory

The teacher’s planning
process consistently
anticipates student
misconceptions and/or
prior knowledge by
employing a variety of
instructional strategies and
resources.

The teacher’s
planning uses
appropriate
curricula,
instructional
strategies, and
resources to
address the needs
of all students.

The teacher’s
planning displays
inconsistent use
of curricula,
strategies, and/ or
resources to meet
students’ needs.

The teacher’s
planning
inadequately
meets the needs
of the learners
and/or follows
the adopted
curriculum.

* “Proficient” is the baseline of acceptable performance for teachers and is the actual
performance standard.



Figure 3.11. Five-Point Performance Rubric for Data-Driven
Planning

Exemplary The
professional’s

work is
exceptional. In

addition to
meeting the

standard...33;

Superior In
addition to

meeting the
standard …

Proficient The
description is

the actual
performance

standard.

Developing/Nee
ds Improvement

Unsatisfacto
ry

The teacher
consistently
creates
standards- based
curricula and
evaluates
appropriate
curricula,
instructional
strategies, and
resources to plan
and modify
instruction in
order to address
the diverse needs
of students.

The teacher
often uses
appropriate
curricula,
instructional
strategies,
and
resources to
plan, modify,
and adjust
instruction in
order to meet
the diverse
needs of
students.

The teacher
uses
appropriate
curricula,
instructional
strategies, and
resources
during the
planning
process,
including state
reading
requirements,
to address the
diverse needs
of students.

The teacher
attempts to use
appropriate
curricula,
instructional
strategies, and/or
resources during
the planning
process, but is
often ineffective
in meeting the
diverse needs of
all learners.

The teacher
consistently
demonstrates
a lack of
planning or
does not
properly
address the
curriculum in
meeting the
diverse
needs of all
learners.

Notes

1 Merriam-Webster, Inc. (2006). p. 1387.
2 Hess, F. M. (2008, December/ 2009, January). p. 12.
3 Hess, F. M. (2008, December/ 2009, January), p. 17.
4 McEwan, E. K. (2002).
5 McEwan, E. K. (2002).
6 Haynie, G. (2006, April).
7 Haynie, G. (2006, April).
8 Marzano, R. J., Pickering, D. & McTighe, J. (1993).
9 Panasuk, R., Stone, W., & Todd, J. (2002).
10 Buttram, J. L., & Waters, J. T. (1997).
11 Allington, R. L., & Johnston, P. H. (2000).



12 See for example, Stronge, J. H., Little, C., & Grant, L. W. (2008,
July16).

13 Leinhardt, G. (1993).
14 Borko, H., & Livingston, C. (1989).
15 Leinhardt, G. (1993).
16 Au, W. (2007).
17 David, J. L. (2008). p. 88.



4

Instructional Delivery

The primary difference between effective and ineffective teachers does
not lie in the amount of knowledge they have about disciplinary content,1

the type of certificate they hold,2 the highest degree they earned,3 or the
years
they have been in the teaching profession;4 rather, the difference lies
more fundamentally in the manner in which they deliver their knowledge
and
skills while interacting with the students in their classroom.5 Numerous
studies reveal that schools and teachers with the same resources yield
different results in terms of student learning. Thus, it seems clear that these
differences depend on how the resources are used by those who work in
instruction.6 This chapter addresses the following five questions related to
the teacher’s important work in instructional delivery:

♦ What does instructional delivery mean?
♦ What does the research say about instructional delivery?
♦ What are research-based quality indicators for instructional delivery?
♦ How can instructional delivery be documented?
♦ What are rating scale options for instructional delivery?

What Does Instructional Delivery Mean?

Instructional delivery is a process in which teachers apply a repertoire of
instructional strategies, to communicate and interact with students around
academic content, and to support student
engagement. An array of studies
reveal that teachers who have similar background in the highest degree



obtained or teaching experience instruct differently in their classroom and
vary significantly
in their ability to help students grow academically.7
Instructional delivery, among various teacher characteristics, undoubtedly is
among the most
crucial factor that matters for student learning. Teachers’
instruction has the most proximal relation with student learning, while
teacher background qualifications and other educational
inputs can, at most,
influence learning indirectly through their association with teacher
instructional performance.8 To elaborate, Figure 4.1 highlights some key
areas of instructional delivery.

Figure 4.1. Key Areas of Instructional Delivery for Effective
Teachers

Area Focus

Differentiation
The teacher uses multiple instructional materials, activities,
strategies, and assessment techniques to meet students’
needs and maximize the learning of all
students.9

Cognitive
challenge

The teacher provides in-depth explanations of academic
content and covers higher-order concepts and skills
thoroughly.10

Student
engagement

The teacher is supportive and persistent in keeping students
on task and encouraging them to actively integrate new
information with prior learning.11

Questioning
The teacher uses multiples levels (particularly higher
cognitive levels) of questioning to stimulate student thinking
and monitor student learning.12

Relevance
The learning process and the outcomes of learning have
authentic “bearing” on students’ life.13

Figure 4.2 provides two sample definitions for instructional delivery.
These definitions can be used to help operationalize the teacher
performance standard,
Instructional Delivery.



Figure 4.2. Sample Definitions for the Instructional Delivery
Performance Standard

Sample 1. Instructional Delivery

The teacher promotes student learning by addressing individual learning
differences and by using effective instructional strategies.

Sample 2. Instructional Delivery and Engagement

The teacher promotes learning by demonstrating accurate content knowledge
and by addressing academic needs through a variety of appropriate
instructional strategies
and technologies that engage learners.

What Does the Research Say About
Instructional Delivery?

Students arrive at school with a variety of backgrounds, interests, and
abilities. This means that a one-size-fits-all approach to instruction is
ineffective, probably counterproductive, and
perhaps even unethical. If the
goal of instruction is to provide an opportunity for all students to learn, then
the instructional practices that teachers choose to employ in the classroom
matter—and matter greatly.14 In an analysis of educational productivity in
the United States and other countries, teacher classroom instruction
was
identified as one of the most significant variables that has great effect on
student affective, behavioral, and cognitive outcomes.15 Good
quality
instruction positively and directly affects student achievement. For instance,
the instructional practice of reinforcement has a magnitude of 1.17 standard
deviations on educational
outcomes. And the effect of cues, engagement,
and corrective feedback, each, is approximately one standard deviation.
Personalized and adaptive instruction, tutoring, and diagnostic-prescriptive
methods also have strong effects on student learning, with effect sizes of
0.57, 0.45, 0.40, and 0.33, respectively.16

Instead of using uniform strategies for all students, effective teachers
design instruction that motivates each student and they communicate
content in such a way that students are able to
comprehend based on their
individual prior learning and ability. Because students learn in a variety of



ways and at a variety of rates, teachers should deliver their lessons with
appropriate
variety. A meta-analysis of the extant research suggests that
instruction based on learning styles is positively related to student attitudes
and achievement.17 Dunn et al. extended this finding to at-risk students,
reporting that mean achievement increased nearly one standard deviation
(i.e., approximately 84th percentile vs. 50th
percentile) when teachers
accommodated for learning styles.18 Implementing a variety of classroom
techniques and strategies also enhances student
motivation and decreases
discipline problems.19 Furthermore, differentiated instruction enables
teachers to adjust their curriculum, materials,
learning activities, and
assessment techniques to ensure that all students in a mixed-ability
classroom can have different avenues to process new knowledge and
develop skills, while having equal
access to high-quality learning.20

Making instruction relevant to real-world problems is among the most
powerful instructional practices a teacher can use to increase student
learning.21 This kind of instruction allows students to explore, inquire, and
meaningfully construct knowledge of real problems that are relevant to their
life. Moreover, students are
motivated and engaged when their learning is
authentic, especially when the real-world tasks performed have
personalized results.

Questioning can be another highly effective instructional tool when used
properly. In particular, the types of questions asked, wait time, and types of
responses play a role in the propitious
use of questioning. Unfortunately,
there are substantial differences in the adept use of questioning between
effective teachers and ineffective teachers. On the negative side, in a study
of
mathematics classrooms Craig and Cairo found that teachers ask more
than 99 percent of the questions.22 They also found that teachers tended to
provide little wait time, asked recall and use questions, and designated a
particular student to answer a question. On the positive side, in one case
study the researchers found that teachers
deemed effective asked
approximately seven times more higher cognitive-level questions than those
considered ineffective.23 Figure
4.3 identifies selected instructional
practices exhibited by effective teachers.



Figure 4.3. Selected Instructional Practices Employed by
Effective Teachers

The effective teacher
♦ stays involved with the lesson at all stages so that adjustments can be made

based on feedback from the students.24

♦ uses a variety of instructional strategies, as no one strategy is universally
superior with all students.25

♦ uses research-based strategies to enhance the time students spend with
teachers by making instruction student centered.26

♦ involves students in cooperative learning to enhance higher-order thinking
skills.27

♦ knows that instructional strategies that use students’ prior knowledge in an
inquiry-based, hands-on format facilitates student
learning.28

♦ uses remediation, skills-based instruction, and individualized instruction to
differentiate for individual student’s needs.29

♦ uses multiple levels of questioning aligned with students’ cognitive abilities
with appropriate techniques.30

There is no single classroom practice that is necessarily effective with all
subject matter and all grade levels.31 Effective instruction involves
a
dynamic interplay among content to be learned, pedagogical method
applied, characteristics of individual learners, and the context in which the
learning is to occur.32 Ultimately, subject matter knowledge, pedagogical
skills, and an inspiration for instructional innovation and development can
liberate individual teachers to explore
the diversification and richness of
daily practice.

What Are Research-Based Quality Indicators
for Instructional Delivery?

As indicated in Chapter 1, quality indicators are used to do just what the
term implies—indicate, in observable behaviors, the types and quality of
performance
associated with a given performance standard, in this instance,
the Instructional Delivery performance standard. Quality indicators are



tangible behaviors that can be observed or
documented to determine the
degree to which a teacher is fulfilling the Instructional Delivery
performance standard.

Although the set of eight performance standards in the book is provided
as a comprehensive description of a teacher’s key responsibilities, the
quality indicators that rest underneath a
given performance standard are
merely examples. Figures 4.4 and 4.5 are two sample lists of quality
indicators for Instructional
Delivery, but bear in mind that the quality
indicators selected for the lists are only examples.

Figure 4.4. Sample 1 of Quality Indicators for Instructional
Delivery

The teacher
♦ modifies instruction to make topics relevant to students’ lives and

experiences.
♦ engages students in individual work, cooperative learning, and whole-group

activities.
♦ uses materials, technology, and resources to provide learning experiences

that challenge, motivate, and actively involve the learner.
♦ uses a variety of appropriate teaching strategies, which may include

grouping, cooperative, peer and project-based learning, audiovisual
presentations,
lecture, discussions and inquiry, practice and application, and
questioning, and the like.

♦ paces instruction appropriately with adequate preview and review of
instructional components.

♦ solicits comments, questions, examples, and other contributions from
students throughout lessons.

♦ integrates available technology in the classroom.
♦ demonstrates ability to engage and maintain students’ attention and to

recapture or refocus it as necessary.



Figure 4.5. Sample 2 of Quality Indicators for Instructional
Delivery

The teacher
♦ incorporates a variety of research-based teaching methods and instructional

strategies in lessons.
♦ uses appropriate materials, technology, and resources.
♦ provides learning experiences that engage, challenge, motivate, and actively

involve the learner.
♦ teaches essential knowledge and develops students’ critical thinking and

problem-solving skills.
♦ makes learning relevant by connecting students’ prior knowledge and

experiences to the learning process.
♦ delivers instruction in a culturally, linguistically, and gender-sensitive manner.
♦ differentiates instruction based on individual needs of all students (e.g.,

students with disabilities, high-achieving and identified gifted
students,
special education, English language learners).

How Can Instructional Delivery Be
Documented?

The Instructional Delivery performance standard and related quality
indicators describe what is expected of a teacher for quality work. However,
it isn’t enough to know
what is expected; we also must know how to
document that the work is being done.

Historically, teacher work has been documented primarily, if not
exclusively, through classroom observation. Observation does play an
important role for documenting teachers’ work for most
performance
standards, but is not the exclusive method. As Figure 4.6 indicates, both
observation and portfolios/data logs are highlighted as valued information
sources for
accurately documenting the Instructional Delivery performance
standard.i



Figure 4.6. Aligning Data Sources with the Instructional Delivery
Standard

Note: P = primary data source; S = secondary data source; TBD = to be
determined.

In the case of instructional delivery, observations tend to serve as a
primary data source and portfolios/data logs as a supplemental, or
secondary, data source. An abbreviated observation
sample (Figure 4.7) and
a set of possible artifacts for inclusion in a portfolio/data log (Figure 4.8)
are provided here.



 
Figure 4.7. Aligning Data Sources with the Instructional Delivery

Standard

Classroom Observation Formj

Teacher: _____________________________ School:___________________

Date:______________ Time:__________

Contract Status: ☐ Induction ☐ Continuing

Pre-Conference held ☐ No ☐ Yes, date _________

Type of Observation ☐ Formal ☐ Informal ☐ Walkthrough

Observer _______________________________________________________

This observation form focuses on established teacher performance. A copy of
the completed observation form is to be given to the teacher.

 
Standard 3:

Instructional Delivery

Quality Indicators
♦ Variety of teaching methods, strategies, resources
♦ Effective pacing
♦ Student involvement
♦ Differentiation
♦ Relevance of instruction
♦ Technology use
♦ Essential knowledge, critical thinking, and problem solving

SPECIFIC EXAMPLES:



Figure 4.8. Suggested Set of Artifacts to Include in a
Portfolio/Data Log for Instructional Delivery

Instructional Delivery Artifacts
♦ Summary of a plan for integrating instruction
♦ Annotated photographs of class activities
♦ Handouts/overhead samples
♦ Video/audio samples of instructional units
♦ Technology samples on disk
♦ Log of instructional time uses in classroom
♦ Annotated samples of instructional resources used in classroom
♦ Annotated sample of instructional strategies implemented in classroom
♦ Annotated sample of student learning products
♦ Student profiles used to make instructional decisions
♦ List of questions asked during instruction
♦ Reflective journal on current instructional performance and areas of

improvement

What Are Rating Scale Options for
Instructional Delivery?

As noted in Chapter 1, rating scales are used to determine the
effectiveness of performance (i.e., “meets standard,” “does not meet
standard”). However,
rating scales, alone, are too prone to subjectivity. A
solution to this limitation of rating scales is to design and consistently apply
a performance appraisal rubric to the judgment of how
well the performance
standard has been fulfilled.

Figures 4.9, 4.10, and 4.11 provide field-tested performance appraisal
rubrics for the Instructional Delivery
performance standard. The full sets of
rubrics are provided in Part II of the book.



Figure 4.9. Three-Point Performance Rubric for Instructional
Delivery

Proficient* Needs Improvement Unsatisfactory

The teacher promotes student
learning by addressing individual
learning differences and by using
effective instructional strategies.

The teacher inconsistently
addresses individual learning
differences and/or uses effective
instructional strategies.

The teacher
rarely delivers
effective
instruction.

* “Proficient” is the baseline of acceptable performance for teachers and is the actual
performance standard.

Figure 4.10. Four-Point Performance Rubric for Instructional
Delivery

Exemplary In addition to
meeting the standard…

Proficient* Needs
Improvement

Unsatisfactory

The teacher’s instructional
delivery optimizes students’
opportunity to learn by
engaging students in higher-
order thinking skills and
processes to address
divergent learning needs.

The teacher
promotes student
learning by
addressing individual
learning differences
and by using
effective instructional
strategies.

The teacher
inconsistently
differentiates
instruction
and/or uses
limited
instructional
strategies.

The teacher
offers
instruction that
inadequately
addresses
differences in
students’
learning needs.

* “Proficient” is the baseline of acceptable performance for teachers and is the actual
performance standard.



Figure 4.11. Five-Point Performance Rubric for Instructional
Delivery

Exemplary
The

professional’s
work is

exceptional. In
addition to

meeting the
standard...33;

Superior In
addition to

meeting the
standard …

Proficient The
description is

the actual
performance

standard.

Developing/Nee
ds Improvement

Unsatisfacto
ry

The teacher
consistently
optimizes
learning by
engaging all
groups of
students in
higher-order
thinking and by
effectively
implementing a
variety of
appropriate
instructional
strategies and
technologies.

The teacher
often promotes
learning by
addressing the
academic
needs of all
groups of
students at a
high level, and
by using a
variety of
appropriate
instructional
strategies and
technologies.

The teacher
promotes
learning by
demonstrating
accurate content
knowledge and
by addressing
academic needs
through a
variety of
appropriate
instructional
strategies and
technologies
that engage
learners.

The teacher
attempts to use
instructional
strategies or
technology to
engage students,
but is often
ineffective or
needs additional
content
knowledge.

The teacher
lacks content
knowledge or
does not
consistently
implement
instructional
strategies to
academically
engage
learners.
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5

Assessment for Learning

When we think about a teacher’s performance in assessment of student
learning, it must be more than merely testing students, as well as more than
measuring achievement.
In fact, teacher skill in the vitally important
domain of student assessment “must center not on how [they] assess student
achievement but on how [they] use assessment in
pursuit of student
success.”1 This chapter focuses on the following questions surrounding
teachers’ assessment of student learning:

♦ What does assessment for learning mean?
♦ What does the research say about assessment for learning?
♦ What are research-based quality indicators for assessment for learning?
♦ How can assessment for learning be documented?
♦ What are rating scale options for assessment for learning?

What Does Assessment for Learning Mean?

Gronlund described assessment as “a broad category that includes all of
the various methods for determining the extent to which students are
achieving the intended learning outcomes of
instruction.”2 Assessment of
student learning can emerge in various formats, such as teacher observation,
oral questioning, journal entries,
portfolio entries, exit cards, skill
inventories, homework assignments, project products, student opinions,
interest surveys, criterion-referenced tests, or norm-based tests. Ultimately,



assessment
can facilitate instruction and learning in several ways, including
those noted in Figure 5.1.

Figure 5.1. Key Influences of Assessment for Learning

How Assessment Impacts Teaching and Learning
♦ Provides diagnostic information regarding students’ mental readiness for

learning new content.
♦ Provides formative and summative information needed to monitor student

progress and adjust instruction.
♦ Helps keep students motivated.
♦ Holds students accountable for their own learning.
♦ Provides opportunities to reexpose students to content.

♦ Helps students to retain and transfer what they have learned.3

Although teachers are engaged with assessment techniques that are
increasingly sophisticated, it is essential to acknowledge that neither
standardized tests nor classroom assessments are just
of learning, but more
importantly, for learning.4

Figure 5.2 provides a sample definition for the Assessment for Learning
performance standard. The definitions can be used to help operationalize
this teacher
performance standard, Assessment for Learning.

Figure 5.2. Sample Definition for the Assessment for Learning
Performance Standard

The teacher gathers, analyzes, and uses data, including state and district
assessment data, to measure learner progress, guide instruction, and provide
timely
feedback.

What Does the Research Say About
Assessment for Learning?

High-quality assessment can produce valid information about students’
learning outcomes and provide insight into the effectiveness of teachers’
instruction. Research indicates that
teachers who introduce formative



assessment into their classroom practice can effect substantial achievement
gains. In their 1998 research review, Black and Wiliam examined a
multitude of empirical
studies to determine whether improvement in
classroom assessments can lead to improvement in learning.5 They found
that formative assessment has
substantial positive effects on student
achievement, with effect size ranging from 0.3 to 0.7 standard deviations. In
particular, they found that formative assessment is more effective for low
achievers than for other students, thus, reducing an achievement gap while
raising achievement overall at the same time.6

Assessments are more likely to have a positive influence on student
learning when they exhibit the characteristics noted in Figure 5.3.

Figure 5.3. Assessment Characteristics that Positively Influence
Student Learning

Assessment
♦ aligned with the framework of learning targets and instruction;
♦ of sufficient validity and reliability to produce an accurate representation of

student learning;
♦ accompanied with frequent informative feedback, rather than infrequent

judgmental feedback;
♦ involving students deeply in classroom review and monitoring;
♦ processes and results timely and effectively communicated; and

♦ documented through proper record keeping of learning results.7

Students as well as teachers have strong beliefs about the importance of
feedback. Students report that informative feedback makes them aware of
their mistakes, highlights ways to make
corrections, and informs them of
teacher expectations. Teachers report that providing feedback can be
arduous and painstaking, but also they feel that it is an important part of
instruction.8

As noted earlier, there are multiple methods for assessing student
learning. Guskey found that teachers and administrators believed student
portfolios were the most important type of assessment
tool used to measure
student learning, while district, state, and national assessments ranked the
lowest.9 Interestingly, homework ranked in the
middle of Guskey’s analysis
of assessment types. Regardless of the type of assessment used, the more
important issue is the practical value of the assessment in use. Tomlinson



suggested that
teachers must find a proper fit between students and the
method being used to assess their learning.10 Assessment, she posited, is a
form of
communication. Teachers must allow students to communicate their
learning in a manner best suited to their needs.

Given the prevalence of standardized assessments at the state, regional,
and national levels, both in the United States and in numerous countries
around the globe, a brief comment on this
particular type of assessment
seems in order. The extant literature has documented both positive and
negative impacts of standardized assessments on teachers’ instruction and
assessment at
the classroom level. The positive evidence indicates that
standardized tests motivate teachers to:

♦ Align their instruction to standards;
♦ Maximize instructional time;
♦ Work harder to cover more material in a given amount of instructional

time; and
♦ Adopt a better curriculum or more effective pedagogical methods.11

Other research, however, reveals that high-stakes assessments force
teachers to:

♦ Narrow the curriculum;
♦ Focus on memorization, drills, and worksheets;
♦ Allocate less time to higher-order skills; and
♦ Restrict their teaching to formulated approaches of instruction.12

Standardized assessment is not primarily concerned with what is going
on in the daily classroom. Consequently, teachers should maintain a balance
between state/national level assessments and
classroom level assessments to
optimize student learning.

What Are Research-Based Quality Indicators
for Assessment for Learning?



As indicated in Chapter 1, quality indicators are used to do just what the
term implies—indicate, in observable behaviors, the types and quality of
performance
associated with a given performance standard, in this instance,
the Assessment for Learning performance standard. Quality indicators are
tangible behaviors that can be observed or
documented to determine the
degree to which a teacher is fulfilling the Assessment for Learning
performance standard.

Although the set of eight performance standards in the book is provided
as a comprehensive description of a teacher’s key responsibilities, the
quality indicators that rest underneath a
given performance standard are
merely examples. Figures 5.4 and 5.5 are two sample lists of quality
indicators for the Assessment for
Learning performance standard, but bear
in mind that the quality indicators selected for the lists are only examples.

Figure 5.4. Sample 1 of Quality Indicators for Assessment for
Learning

The teacher
♦ uses preassessment data to develop expectations for students and for

documenting learning.
♦ assesses student performance based on instructional standards and

provides timely and specific feedback.
♦ uses a variety of formal and informal assessment strategies throughout

instruction.
♦ collects and maintains a record of sufficient assessment data to support

accurate reporting of student progress.
♦ develops tools and guidelines that help students assess, monitor, and reflect

on their own work.
♦ reteaches material and/or accelerates instruction based on assessment to

pace instruction appropriately for student interest and learning.



Figure 5.5. Sample 2 of Quality Indicators for Assessment for
Learning

The teacher
♦ effectively addresses appropriate curriculum standards.
♦ uses assessment data, including those from state and local assessments, to

design instruction that meets students’ current needs and documents
students’ learning.

♦ uses a variety of formal and informal assessment strategies to guide and
adjust instruction for remediation and as well as enrichment.

♦ measures and documents learner growth with informal and formal state and
local assessments, as appropriate.

♦ provides ongoing, timely, and specific feedback.
♦ helps students assess, monitor, and reflect on their work.
♦ collects and maintains a record of sufficient assessment data to support

accurate reporting of student progress.
♦ keeps an official record (e.g., grade book) of student learning.

How Can Assessment for Learning Be
Documented?

The Assessment for Learning performance standard and related quality
indicators describe what is expected of a teacher for quality work. It isn’t
enough, however, to know
what is expected; we also must know how to
document that the work is being done.

Historically, teacher work has been documented primarily, if not
exclusively, through classroom observation. Observation does play an
important role for documenting teachers’ work for most
performance
standards, but is not the exclusive method. As Figure 2.5 indicates, both
observation and portfolios/data logs are highlighted as valued information
sources for
accurately documenting the Assessment for Learning
performance standard.k



Figure 5.6. Aligning Data Sources with the Assessment for
Learning Standard

Note: P = primary data source; S = secondary data source; TBD = to be
determined.

In the case of assessment for learning, portfolios/data logs tend to serve
as a primary data source and observations as a secondary data source.
Figure 5.7 is an
abbreviated observation sample form and Figure 5.8 is a set
of possible artifacts for inclusion in a portfolio/data log.



 
Figure 5.7. Sample Classroom Observation Form for

Assessment for Learning

Classroom Observation Forml

Teacher: _____________________________ School:___________________

Date:______________ Time:__________

Contract Status: ☐ Induction ☐ Continuing

Pre-Conference held ☐ No ☐ Yes, date _________

Type of Observation ☐ Formal ☐ Informal ☐ Walkthrough

Observer _______________________________________________________

This observation form focuses on established teacher performance. A copy of the
completed observation form is to be given to the teacher.
 

Standard 4:
Assessment for Learning

Quality Indicators
♦ Informal and formal assessment
♦ Timely and specific feedback
♦ Assessment records
♦ Analyzes and interprets data
♦ Data-guided decisions

SPECIFIC EXAMPLES:



Figure 5.8. Suggested Set of Artifacts to Include in a
Portfolio/Data Log for Assessment for Learning

Assessment for Learning Artifacts
♦ Brief report describing your record-keeping system and how it is used to

monitor student progress.
♦ Copy of teacher-made tests and other assessment measures.
♦ Copy of scoring rubric used for evaluating a student project.
♦ Summary explaining grading procedures.
♦ Photocopies or photographs of student work with written comments.
♦ Samples of educational reports, progress reports, or letters prepared for

parents or students.
♦ Copy of tables of specifications developed to align classroom assessment

with intended learning outcomes and instruction.
♦ Copy of disaggregated analysis of student achievement scores on

standardized tests.
♦ Copy of learning contracts developed by students.
♦ Copy of student journals of self-reflection and self-monitoring.
♦ Modified lesson plans or intervention plans that incorporated in which

adjustments are made based on student assessment results.

What Are Rating Scale Options for
Assessment for Learning?

As noted in Chapter 1, rating scales are used to determine the
effectiveness of performance (i.e., “meets standard,” “does not meet
standard”). However,
rating scales, alone, are too prone to subjectivity. A
solution to this limitation of rating scales is to design and consistently apply
a performance appraisal rubric to the judgment of how
well the performance
standard has been fulfilled.

Figures 5.9, 5.10 (page 62), and 5.11 (page 63) provide field-tested
performance appraisal rubrics for the Assessment for
Learning performance
standard. Full sets of rubrics are provided in Part II of the book.



Figure 5.9. Three-Point Performance Rubric for Assessment for
Learning

Proficient* Needs Improvement Unsatisfactory

The teacher
systematically gathers,
analyzes, and uses
data to measure
student progress,
guide instruction, and
provide timely
feedback.

The teacher inconsistently uses a
variety of assessment strategies,
links assessment to intended
learning outcomes, modifies
instruction based on assessment
data, and/or
reports student
progress in a timely fashion.

The teacher rarely
conducts assessments,
uses a range of
assessment formats,
and/or applies
assessment data to the
instructional decision-
making process.

* “Proficient” is the baseline of acceptable performance for teachers and is the actual
performance standard.

Figure 5.10. Four-Point Performance Rubric for Assessment for
Learning

Exemplary In
addition to meeting

the standard…

Proficient* Needs
Improvement

Unsatisfactory

The teacher uses a
variety of informal
and formal
assessments based
on intended learning
outcomes to assess
student learning and
teaches students
how to monitor their
own academic
progress.

The teacher
systematically
gathers,
analyzes, and
uses data to
measure
student
progress,
guide
instruction,
and provide
timely
feedback.

The teacher uses a
limited selection of
assessment
strategies,
inconsistently link
assessment to
intended learning
outcomes, and/or
does not use
assessment to
plan/modify
instruction.

The teacher uses an
inadequate variety of
assessment sources,
assesses infrequently,
does not use baseline or
feedback data to make
instructional decisions,
and/ or does not report
on student progress in a
timely manner.

* “Proficient” is the baseline of acceptable performance for teachers and is the actual
performance standard.



Figure 5.11. Five-Point Performance Rubric for Assessment for
Learning

Exemplary The
professional’s work
is exceptional. In

addition to meeting
the standard...

Superior In
addition to

meeting the
standard …

Proficient
The

description
is the actual
performance

standard.

Developing/Nee
ds Improvement

Unsatisfacto
ry

The teacher
consistently
demonstrates
expertise in using
a variety of formal
and informal
assessments
based on intended
learning outcomes
to assess learning.
Also teaches
learners how to
monitor and reflect
on their own
academic
progress.

The teacher
often uses a
variety of
formal and
informal
assessments
based on
intended
learning
outcomes to
assess student
learning and
teach learners
to monitor their
own academic
progress.

The teacher
gathers,
analyzes,
and uses
data,
including
state
assessment
data, to
measure
learner
progress,
guide
instruction,
and provide
timely
feedback.

The teacher
attempts to use a
selection of
assessment
strategies to link
assessment to
learning
outcomes, or
uses assessment
to plan/ modify
instruction, but is
often ineffective.

The teacher
consistently
does not use
baseline or
feedback
data to make
instructional
decisions and
does not
report on
learner
progress in a
timely
manner.
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Learning Environment

Students need an engaging, stimulating, and enriching learning
environment to grow and thrive. To achieve this type of rich environment,
effective teachers establish and
communicate guidelines for expected
behavior, monitor student behavior, keep students on tasks, and infuse
humor, care, and respect into the classroom interactions so as to develop a
climate that
is conducive to student learning. As a result, research indicates
that a positive learning environment can shape student outcomes in
cognitive, motivational, emotional, and behavioral
domains.1 This chapter
explores the following questions related to creating and sustaining positive,
robust learning environments:

♦ What does learning environment mean?
♦ What does the research say about learning environment?
♦ What are research-based quality indicators for learning environment?
♦ How can learning environment be documented?
♦ What are rating scale options for learning environment?

What Does Learning Environment Mean?

Caring, supportive, safe, challenging, academically robust—these
attributes, among others, help define what it means to have a positive
learning environment that is conducive to student
success. However it is
defined, virtually all teachers and administrators, and even students,
themselves, recognize how valuable a positive classroom climate is to



learning. The most prevalent
criteria used to define learning environment
are probably the physical arrangement of the classroom, discipline and
routines, organization of learning activities, and the engagement of students
with tasks, among others. These key features are highlighted in Figure 6.1
in an effort to elucidate the meaning of learning environment.



 
Figure 6.1. Key Characteristics of Learning Environment for

Effective Teachers

Defining
Characteristics of
Positive Learning

Environment

Focus

Physical arrangement
of the classroom

The teacher develops functional floor plans with teacher and
student work areas and furniture/materials placement for optimal
benefit.2

Discipline and routines
The teacher establishes classroom rules and procedures early
on in the school year.3

Organization of
learning activities

Classroom activities have an academic focus. The teacher
orchestrates smooth transitions and maintains momentum
throughout teaching and learning.4

Engagement of
students

The teacher uses effective questioning, smooth transition, and
challenging but interesting activities to increase student
engagement in learning and student
accountability.5

Maximizing
instructional time

The teacher protects instruction from disruption and makes the
most out of every instructional moment.6

Communication of high
expectations

The teacher assumes responsibility for student learning, sets
high (but reasonable) expectations for all students, and supports
students in achieving them.7

Care and respect
The teacher establishes rapport and trustworthiness with
students by being fair, caring, respectful, and enthusiastic.8

 
Figure 6.2 provides two sample definitions for the Learning Environment

performance standard. These definitions can be used to help operationalize
the teacher
performance standard, Learning Environment.



Figure 6.2. Sample Definitions for the Learning Environment
Performance Standard

Sample 1: Learning Environment

The teacher uses resources, routines, and procedures to provide a positive,
safe, student-centered environment that is academically challenging and
respectful.

Sample 2: Learning Environment

The teacher creates and maintains a safe classroom environment while
encouraging fairness, respect, and enthusiasm.

What Does the Research Say about Learning
Environment?

Good teachers must be proficient in creating a positive classroom
environment for learning, otherwise learning—at least the intended learning
—will not occur. A review of research
connecting learning environment and
student achievement emphasizes a number of key dimensions, including
classroom management and structure, positive classroom climate, and
classroom talk.

Classroom Management and Structure

Teachers who emphasize structure in the classroom are more effective
than those who do not.9 In general, structure means “an aggregate of
elements of an entity in their relationships to each other.”10 For our
purposes in education, specifically, structure involves physically
orienting
the classroom for instruction, preparing and organizing materials, and
framing lessons in a coherent and logical manner.

Effective teachers implement good classroom management to establish
order, engage students, elicit student cooperation, with an ultimate purpose
to establish and maintain an environment
conducive to instruction and
learning.11 The extant research is fairly clear that good classroom



management has a positive influence on
students’ motivational
development.

A study conducted by one team of researchers found that students’
perception of rule clarity and teacher monitoring are positively related to
their development of academic interest in
secondary school mathematics
classes.12 Another empirical study revealed that the top-quartile teachers
(i.e., the most effective teachers as
identified by the high academic
achievement of the students they taught) were more organized with efficient
routines and procedures for daily tasks, and they communicated higher
behavioral
expectations to students than ineffective teachers. The top
teachers also were found to have less disruptive student behaviors (on
average, once every two hours) than do the less effective teachers
(on
average, once every twelve minutes).13 Another research team noted that
teachers who spend more time establishing instructional routines at the
beginning of the school year did not need to exert as much effort on similar
tasks later in the year.14 The investment in initial organizational
strategies
yielded significant gains in reading scores throughout the year. In
comparison, achievement gains were lower among students whose teachers
did not demonstrate similar organization
skills.

Positive Classroom Climatem

Effective teachers build a classroom climate where error (i.e., risk taking)
is welcomed, where student questioning is high, where engagement is the
norm, and where students can gain reputations
as effective learners.15

Wang, Haertel, and Walberg analyzed a knowledge base representing
11,000 statistical findings about student achievement in
order to answer the
question, “What helps students learn?”16 They found classroom instruction
and climate was the second most influential
factor among six identified
types of influence, second only to, but nearly as prominent as, student
aptitude. Based on this research synthesis, classroom climate refers to the
sociopsychological
dimensions of classroom life.17

Teachers who make the effort to engage in positive interactions with
students make a difference in the academic and social development of their
students. A constructive interaction with students
is a motivator for students
to act in accordance with the expectation of their teacher. Studies by Ladd



and by Furrer and Skinner confirmed that low student achievement can
result from stressful
student–adult relationships, whereas positive
relationships can lead to higher levels of student participation and
engagement.18 Teacher
interactions with students have been found to have
effects at all grade levels. Hamre and Pianta found that first-grade teachers
who engaged in positive interactions with at-risk students reduced
the
probability of those students experiencing failure in the early grades.19

Barney found that middle school students developed a more positive
attitude toward course content when their teachers took the time to interact
with them.20 Pressley, Raphael, Gallagher, and DiBella demonstrated
that
secondary teachers who got to know their students personally were able to
work with them to develop and achieve goals.21

Classroom Talk

The interaction between teacher and students, and among students, is
another significant indicator of learning environment. Authority is more
distributed than centralized through the
communication that happens in a
positive classroom environment. Additionally, the talk between teacher and
student is personalized. Exemplary teachers have been found to use
authentic conversation
to learn about students and encourage students to
engage their peer’s ideas.22

Figure 6.3 summarizes the key features of these three attributes of the
positive learning environment.



 
Figure 6.3. Summary of Selected Features of Positive Learning

Environment

Positive Learning Environment
Attributes Features of Attributes

     

Classroom management and
structure

♦ Identifying and communicating desirable behavior
♦ Consistently applying rules and procedures
♦ Monitoring student behavior
♦ Taking preventive rather than reactive

management actions
♦ Pacing class activities and transiting between

tasks smoothly
♦ Maximizing instructional time
♦ Keeping students on tasks
♦ Making learning meaningful23

     

Positive classroom climate

♦ Cooperation among teachers and students
♦ Common interest and values
♦ Pursuit of common goals
♦ A clear academic focus
♦ Well-organized and well-planned lessons
♦ Explicit leaning objectives
♦ Appropriate level of task difficulty for students
♦ Appropriate instructional pace24

     

Classroom talk
♦ Respectful, supportive, and productive
♦ Modeled by teachers
♦ Practiced to students

What Are Research-Based Quality Indicators
for Learning Environment?

As indicated in Chapter 1, quality indicators are used to do just what the
term implies—indicate, in observable behaviors, the types and quality of
performance
associated with a given performance standard, in this instance,
the Learning Environment performance standard. Quality indicators are
tangible behaviors that can be observed or documented
to determine the



degree to which a teacher is fulfilling the Learning Environment
performance standard.

Although the set of eight performance standards in the book is provided
as a comprehensive description of a teacher’s key responsibilities, the
quality indicators that rest underneath a
given performance standard are
merely examples. Figures 6.4 and 6.5 are two sample lists of quality
indicators for the Learning
Environment performance standard, but bear in
mind that the quality indicators selected for the lists are only examples.

Figure 6.4. Sample 1 of Quality Indicators for Learning
Environment

The teacher
♦ promotes a climate of trust and teamwork within the classroom.
♦ respects and promotes the appreciation of diversity within the classroom.
♦ emphasizes continuous improvement toward student achievement.
♦ creates and maintains a physical setting that minimizes disruption and

promotes learning and safety.
♦ establishes and maintains effective classroom rules and procedures

communicating them to students and families.
♦ models caring, fairness, humor, courtesy, respect, active listening, and

enthusiasm for learning.
♦ creates an attractive, warm, and supportive classroom environment.



Figure 6.5. Sample 2 of Quality Indicators for Learning
Environment

The teacher
♦ establishes rapport, trust, and respect.
♦ creates and maintains a safe physical setting.
♦ models caring, fairness, courtesy, respect, active listening, and enthusiasm

for learning.
♦ assists students in planning and organizing for assignments, long-range

projects, and tests.
♦ recognizes and fosters appreciation of diversity and teamwork.
♦ engages students in the learning process.
♦ promotes respectful interactions that challenge and engage students within

the learning environment.
♦ respects and promotes the appreciation of diversity.
♦ implements classroom and school rules, procedures, and routines in an

effective, fair, and consistent manner.
♦ maximizes instructional time.

How Can Learning Environment Be
Documented?

The Learning Environment performance standard and related quality
indicators describe what is expected of a teacher for quality work. However,
it isn’t enough to know
what is expected; we also must know how to
document that the work is being done.

Historically, teacher work has been documented primarily, if not
exclusively, through classroom observation. Observation does play an
important role for documenting teachers’ work for most
performance
standards, but is not the exclusive method. As Figure 6.6 indicates, both
observation and portfolios/data logs are highlighted as valued information
sources for
accurately documenting the Learning Environment performance
standard.n



Figure 6.6. Aligning Data Sources with the Learning
Environment Standard

Note: P = primary data source; S = secondary data source; TBD = to be
determined.

In the case of learning environment, observation tends to serve best as a
primary means of documentation, with portfolios/data logs serving as a
secondary data source. Figure
6.7 is an abbreviated observation sample
form and Figure 6.8 is a set of possible artifacts for inclusion in a
portfolio/data log.



 
Figure 6.7. Sample Classroom Observation Form for Learning

Environment

Classroom Observation Formo

Teacher: _____________________________ School:___________________

Date:______________ Time:__________

Contract Status: ☐ Induction ☐ Continuing

Pre-Conference held ☐ No ☐ Yes, date _________

Type of Observation ☐ Formal ☐ Informal ☐ Walkthrough

Observer _______________________________________________________

This observation form focuses on established teacher performance. A copy of the
completed observation form is to be given to the teacher.
 

Standard 5:
Learning Environment

Quality Indicators
♦ Climate of trust and respect
♦ Diversity appreciation
♦ Safe and positive environment
♦ Time use
♦ Classroom rules/routines
♦ Student engagement

SPECIFIC EXAMPLES:



Figure 6.8. Suggested Set of Artifacts to Include in a
Portfolio/Data Log for Learning Environment

Learning Environment Artifacts
♦ Student survey summary information (i.e., student surveys of teacher

effectiveness or learning climate).
♦ List of classroom rules with a brief explanation of the procedures used to

develop and reinforce them.
♦ Diagram of the classroom with identifying comments.
♦ Diagram of alternative classroom arrangements used for special purposes

with explanatory comments.
♦ Schedule of daily classroom routines.
♦ Explanation of behavior management philosophy and procedures.
♦ Photocopy of classroom physical layout.

What Are Rating Scale Options for Learning
Environment?

As noted in Chapter 1, rating scales are used to determine the
effectiveness of performance (i.e., “meets standard,” “does not meet
standard”). However,
rating scales, alone, are too prone to subjectivity. A
solution to this limitation of rating scales is to design and consistently apply
a performance appraisal rubric to the judgment of how
well the performance
standard has been fulfilled.

Figures 6.9, 6.10, and 6.11 provide field-tested performance appraisal
rubrics for the Learning Environment
performance standard. Full sets of
rubrics are provided in Part II of the book.



Figure 6.9. Three-Point Performance Rubric for Learning
Environment

Proficient* Needs Improvement Unsatisfactory

The teacher uses resources, routines,
and procedures to provide a positive,
safe, student-centered environment
that is academically challenging and
respectful.

The teacher
inconsistently
demonstrates
expectations for
student behavior
and/or achievement.

The teacher rarely
maintains acceptable
expectations for student
behavior and/or
academic achievement.

* “Proficient” is the baseline of acceptable performance for teachers and is the actual
performance standard.

Figure 6.10. Four-Point Performance Rubric for Learning
Environment

Exemplary In
addition to meeting

the standard…

Proficient* Needs
Improvement

Unsatisfactory

The teacher
consistently uses
effective
management
strategies so that
learning time is
maximized and
disruptions are
minimized.

The teacher
provides a well-
managed, safe,
student-centered
environment that is
academically
challenging and
respectful.

The teacher
inconsistently
addresses student
behavior and needs
required for a safe,
positive social and
academic
environment.

The teacher
inadequately
addresses student
behavior, displays a
poor attitude with
students, and/or
ignores safety
standards.

* “Proficient” is the baseline of acceptable performance for teachers and is the actual
performance standard.



Figure 6.11. Five-Point Performance Rubric for Learning
Environment

Exemplary The
professional’s

work is
exceptional. In

addition to
meeting the
standard...

Superior In
addition to

meeting the
standard …

Proficient
The

description is
the actual

performance
standard.

Developing/Nee
ds Improvement

Unsatisfactory

The teacher
consistently
provides a well-
managed, safe,
studentcentere
d environment
that is
academically
challenging and
respectful.

The teacher
often uses
effective
management
strategies so
that learning
time is
maximized
and
disruptions
are
minimized.

The teacher
creates and
maintains a
safe
classroom
environment
while
encouraging
fairness,
respect, and
enthusiasm.

The teacher
attempts to
address student
behavior and
needs required
for a safe,
positive, social,
and academic
environment, but
is often
ineffective.

The teacher
consistently
addresses
student behavior
in an ineffective
manner or does
not maintain a
safe, equitable
learning
environment.
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7

Communication and Advocacy

The ability to communicate and collaborate on both a small- and a large-
scale is one of the essential requisites for teacher effectiveness.1 In fact, at
the very core of effective teaching is effective communication. After all,
teaching is communicating and, to a large extent, advocating for learners.
This chapter
addresses the following questions regarding communication
and advocacy:

♦ What does communication and advocacy mean?
♦ What does the research say about communication and advocacy?
♦ What are research-based quality indicators for communication and

advocacy?
♦ How can communication and advocacy be documented?
♦ What are rating scale options for communication and advocacy?

What Does Communication and Advocacy
Mean?

Ultimately, the ability to help students understand facts and concepts,
develop and apply new skills, and critique and reconstruct meaning in the
world around them is what teaching is all about.
And how do teachers
achieve this extraordinary transfer of learning with their students? Through
communication. Indeed, effective teaching cannot exist without effective
communication.



A factor closely related to effective communication is effective advocacy
for learners. Educating a child cannot be one person’s work. Certainly,
teachers must be responsible and
accountable for what is under their control
—the academic and nonacademic interactions with their students. Beyond
this traditional responsibility, however, good teachers know they must reach
beyond the walls of the classroom to solicit collaboration and support from
school colleagues on behalf of their students. Furthermore, they understand
the need to reach beyond the schoolhouse door
to communicate and gain
cooperation with families and others in a larger community of learners.2

Effective communication and advocacy empower teachers to
reconceptualize themselves as change agents and advocates for their
students. Figure 7.1 summarizes the defining
characteristics associated with
the important roles of communicator and advocate.



 
Figure 7.1. Key Characteristics of Communication and

Advocacy for Effective Teachers

Communication
and Advocacy Defining Characteristics

Communication
skills

Ability to
♦ package and deliver content meaningfully.
♦ create an engaging class culture.
♦ be sensitive to individual student needs.
♦ connect with the student, first, as a person and, then, as a

learner.3

Advocacy for
students

Ability to
♦ be an advocate of better strategies for meeting students’

learning needs, by being an active learner who seeks,
applies, and communicates
professional knowledge of
curriculum, instruction, assessment, and student
development.

♦ be an advocate of teaching as a profession by appreciating
and practicing principles, ethics, and legal responsibilities.

♦ be an advocate for the well-being of the whole educational
organization by initiating, valuing, and maintaining
collaboration and partnerships with
various stakeholders.4

 
Figure 7.2 provides two sample definitions for the Communication and

Advocacy performance standard. These definitions can be used to help
operationalize the
teacher performance standard, Communication and
Advocacy.

Figure 7.2. Sample Definitions for the Communication and
Advocacy Performance Standard

Sample 1. Communication

The teacher communicates effectively with students, school personnel, families,
and the community.

Sample 2: Communication and Advocacy

The teacher communicates effectively with students, school personnel, families,
and the community to enhance, promote, and advocate for student learning.



What Does the Research Say about
Communication and Advocacy?

Effective teaching does not just entail knowledge, but also requires
teachers to actualize interpersonal communication skills as they translate
knowledge into meaningful student learning. Until
one can get on a
communication level with five-year-olds or thirteen-year-olds, one cannot
be a teacher—at least, not a teacher that positively impacts student learning.

Effective Communication

Extant research provides evidence that students taught by teachers with
greater verbal ability learn more than those taught by teachers with lower
verbal ability.5 Teachers with high verbal skills are perceived to be more
capable of conveying ideas effectively and communicating with students in
a compelling manner. Closely connected to
this notion is the concept of
“instructional communication competence,” which has been studied widely
in educational research. Instructional communication competence was
defined by
Cornett-DeVito and Worley as:

[T]he teacher-instructor’s motivation, knowledge, and skill to select,
enact and evaluate effective and appropriate, verbal and nonverbal,
interpersonal and
instructional messages filtered by student-learners’
perceptions, resulting in cognitive, affective and behavioral student-
learner development and reciprocal feedback.6

One research team identified, interviewed, and observed eleven award-
winning teachers to develop a better understanding of their instructional
communication practices.7 Their findings included the following themes
related to communication practices in the classroom:

♦ Understand the ebb and flow of the classroom—The teachers used
instructional objectives to plan effective classroom activities
effectively, but
they were not restrained by predefined plans. They
adapted to the flow of the class and allowed for spontaneity.
Additionally, they used effective communication to orient students to



learning and help them integrate new information with previously
learned information.

♦ Use a wide repertoire of communication skills—The teachers used a
variety of communication behaviors, such as immediacy, humor, and
clarity to
sustain a positive and interactive environment.

♦ Create relationships with students—The teachers communicated with
students about shared experiences to establish interpersonal rapport,
and they
communicated in an approachable manner through
proxemics, kinetics, knowing first names, and so forth. They also
encouraged an open, warm, and communicative environment that
invited
students’ comments, questions, and responses.

Effective Advocacy

Effective teachers not only communicate competently with their students,
but also they communicate actively with their professional peers to share
best practice, seek advice and suggestions, and
conduct collaborative
inquires. Change is the constant theme in today’s education, and teachers
are increasingly challenged to keep abreast of innovations and new
developments. They need to
communicate with colleagues or others who
possess needed information.8

Teachers who have a democratic vision about their profession act
collaboratively and cooperatively with colleagues and other educational
stakeholders. They no longer confine their responsibility
to the particular
classroom in which they teach; rather, they are committed to making a
contribution to the students taught by other teachers, the school, the district,
and the larger
community.9 Michael Fullan corroborated this vision by
proposing that teacher preparation programs should enable each teacher to
initiate, value,
and practice collaboration and partnerships with students,
colleagues, parents, community, government, and social and business
agencies.10
Additionally, teachers of democratic professionalism serve as
advocates for the well-being of the educational cause. They act individually
and collectively to effect social justice and equity in
teaching and learning.
They are engaged in purposeful and critical reflection and dialogues with
others on issues that have immediate impact on day-to-day classroom



teaching, as well as larger
issues and contexts that have indirect influence
on social equity in education.11

Figure 7.3 is a selection of research findings related to communication
and advocacy.

Figure 7.3. Selected Research Findings Related to
Communication and Advocacy

Communication and Advocacy Attributes of an Effective Teacher

♦ Possesses strong communication skills.12

♦ Offers clear explanations and directions.13

♦ Recognizes the levels of involvement ranging from networking to
collaboration.14

♦ Uses multiple forms of communication between school and home.15

♦ Uses informal contacts at school events, the grocery store, and at other
community places to keep the lines of communication open.16

What Are the Research-Based Quality
Indicators for Communication and

Advocacy?

As indicated in Chapter 1, quality indicators are used to do just what the
term implies—indicate, in observable behaviors, the types and quality of
performance
associated with a given performance standard, in this instance,
the Communication and Advocacy performance standard. Quality indicators
are tangible behaviors that can be observed or
documented to determine the
degree to which a teacher is fulfilling the Communication and Advocacy
performance standard.

Although the set of eight performance standards in the book is provided
as a comprehensive description of a teacher’s key responsibilities, the
quality indicators that rest underneath a
given performance standard are
merely examples. Figures 7.4 and 7.5 are two sample lists of quality
indicators for the Communication and
Advocacy performance standard, but



bear in mind that the quality indicators selected for the lists are only
examples.

Figure 7.4. Sample 1 of Quality Indicators for Communication
and Advocacy

The teacher
♦ uses precise language, correct vocabulary and grammar, and acceptable

forms of oral and written expression.
♦ explains directions, concepts and lesson content to students in a logical,

sequential, and age-appropriate manner.
♦ shares major instructional goals and classroom expectations with families.
♦ initiates communication and responds to families or guardians concerning

student expectations, progress or problems in a timely and confidential
manner.

♦ coordinates efforts with school staff, other service providers, and community
resources to reach educational decisions that enhance student
learning.

♦ supports, promotes, and communicates the strategic plan, policies,
regulations, and school events.

♦ uses technology (e.g., e-mail) to support and enhance communication as
appropriate.

♦ communicates appropriately with all stakeholders, such as students,
colleagues, administrators, other school personnel, community members,
and
families.



Figure 7.5. Sample 2 of Quality Indicators for Communication
and Advocacy

The teacher
♦ uses understandable language and acceptable forms of oral and written

communication.
♦ initiates two-way and engaging communication.
♦ communicates with students and parents/guardians regarding student

expectations, progress, or concern in a timely and confidential manner.
♦ responds to concerns and/or problems in a timely and constructive manner,

maintaining confidentiality.
♦ demonstrates sensitivity to the social and cultural background of students,

parent and others.
♦ models various effective communication strategies.
♦ adheres to school and district policies regarding communication of student

information.
♦ collaborates with colleagues from other fields/content areas in the integration

of instruction and/or services.
♦ supports, promotes, and communicates the mission, vision, and goals of the

school and school district.

How Can Communication and Advocacy Be
Documented?

The Communication and Advocacy performance standard and related
quality indicators describe what is expected of a teacher for quality work.
However, it isn’t enough to
know what is expected; we also must know how
to document that the work is being done.

Historically, teacher work has been documented primarily, if not
exclusively, through classroom observation. Observation does play an
important role for documenting teachers’ work for most
performance
standards, but is not the exclusive method. As Figure 7.6 indicates, both
observation and portfolios/data logs are highlighted as valued information
sources for
accurately documenting the Communication and Advocacy
performance standard.p



Figure 7.6. Aligning Data Sources with the Communication and
Advocacy Standard

Note: P = primary data source; S = secondary data source; TBD = to be
determined.

In the case of Communication and Advocacy, both observations and
portfolios/data logs can serve as primary data sources. Figure 7.7 is an
abbreviated observation
sample form and Figure 7.8 is a set of possible
artifacts for inclusion in a portfolio/data log.



 
Figure 7.7. Sample Classroom Observation Form for

Professional Knowledge

Classroom Observation Formq

Teacher: _____________________________ School:___________________

Date:______________ Time:__________

Contract Status: ☐ Induction ☐ Continuing

Pre-Conference held ☐ No ☐ Yes, date _________

Type of Observation ☐ Formal ☐ Informal ☐ Walkthrough

Observer _______________________________________________________

This observation form focuses on established teacher performance. A copy of the
completed observation form is to be given to the teacher.
 

Standard 6:
Communication and Advocacy

Quality Indicators
♦ Precise use of language
♦ Logical, sequential, and developmentally appropriate

explanations to students
♦ Goals and expectations communicated
♦ Positive interactions with parents/guardians, staff, and

community members
♦ Appropriate outreach to community on behalf of students

SPECIFIC
EXAMPLES:



Figure 7.8. Suggested Set of Artifacts to Include in a
Portfolio/Data Log for Communication and Advocacy

Communication and Advocacy Artifacts
♦ Log of attempts to establish and maintain rapport through such measures as

parent calls, personal notes, interventions, conferences, interest surveys,
and extracurricular activities.

♦ Copy of classroom newsletters or other parent information documents.
♦ Agenda for open house or “back to school night” events.
♦ Copy of student newsletters or other student information documents.
♦ Field trip agenda.
♦ Copy of nonlinguistic presentation (e.g., handout, Power Point file) used in

classroom instruction or in communication with other school personnel,
parents, or other social/business agencies.

♦ Agenda and summary of outreaching and collaborative activities.

What Are Rating Scale Options for
Communications and Community Relations?

As noted in Chapter 1, rating scales are used to determine the
effectiveness of performance (i.e., “meets standard,” “does not meet
standard”). However,
rating scales, alone, are too prone to subjectivity. A
solution to this limitation of rating scales is to design and consistently apply
a performance appraisal rubric to the judgment of how
well the performance
standard has been fulfilled.

Figures 7.9, 7.10, and 7.11 provide field-tested performance appraisal
rubrics for the Communication and Advocacy
performance standard. Note
that full sets of rubrics are provided in Part II of the book.



Figure 7.9. Three-Point Performance Rubric for Communication
and Advocacy

Proficient* Needs Improvement Unsatisfactory

The teacher
communicates effectively
with students, school
personnel, families, and
the community to
enhance, promote, and
advocate for student
learning.

The teacher inconsistently
communicates with students,
staff, parents, or community in
an effective manner and/or
inconsistently communicates
concepts and class
expectations to students.

The teacher rarely
communicates and
responds to students, staff,
parents, or community
concerns and/or poorly
articulates content and
expectations to students.

* “Proficient” is the baseline of acceptable performance for teachers and is the actual
performance standard.

Figure 7.10. Four-Point Performance Rubric for Communication
and Advocacy

Exemplary In addition
to meeting the

standard…

Proficient* Needs
Improveme

nt

Unsatisfactory

The teacher uses a
variety of
communication
techniques to inform,
network, and
collaborate with others
to enhance student
learning.

The teacher
communicates
effectively with
students, school
personnel,
families, and the
community.

The teacher
inconsistentl
y or
ineffectively
communicat
es with
others.

The teacher inadequately
communicates with school
community by poorly
acknowledging concerns,
responding to inquiries,
and/or encouraging
involvement with
stakeholders.

* “Proficient” is the baseline of acceptable performance for teachers and is the actual
performance standard.



Figure 7.11. Five-Point Performance Rubric for Communication
and Advocacy

Exemplary The
professional’s work
is exceptional. In

addition to meeting
the standard ...

Superior In
addition to

meeting the
standard …

Proficient
The

description is
the actual

performance
standard.

Developing/Nee
ds Improvement

Unsatisfacto
ry

The teacher
consistently uses a
variety of
communication
techniques to
inform, network, and
collaborate with
students, staff, and
other members of
the learning
community to
enhance student
learning.

The teacher
often
communicat
es
information
and
responds to
students and
other
stakeholders
in a highly
effective
manner.

The teacher
communicate
s effectively
with students,
their parents
or families,
staff, and
other
members of
the learning
community.

The teacher often
communicates
with students,
staff, and other
members of the
learning
community in an
inconsistent or
ineffective
manner.

The teacher
consistently
does not
communicate
effectively
with students,
staff and
other
members of
the learning
community.
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Professionalism

Teacher professionalism encompasses key characteristics—professional
competence, performance, and conduct—that reflect teachers’ goals and
purposes,
capabilities, values and beliefs, and directly impact the
effectiveness of teaching.1 As a profession, teachers value and practice the
principles,
standards, ethics, and legal responsibilities of teaching.2 And, as
with any profession, they must be committed to and skilled in the areas of
expertise that define teaching. This chapter focuses on professionalism
within the context of the following questions:

♦ What does professionalism mean?
♦ What does the research say about professionalism of the teacher?
♦ What are research-based quality indicators for professionalism?
♦ How can professionalism be documented?
♦ What are rating scale options for professionalism?

What Does Professionalism Mean?

Professionalism, for the purposes of our discussion, might be considered
to reflect three essential elements of any true profession:

1. Having and abiding by a set of professional and ethical standards
of conduct;

2. Continuing development for the teacher; and
3. Contributing to the profession.



Figure 8.1 highlights key aspects of this broad-based definition of
professionalism.



 
Figure 8.1. Key Areas of Professionalism for Effective Teachers

Professionalism Area Focus3

Professional standards and
ethics of the profession

♦ Adhere to legal and ethical guidelines
♦ Adhere to standards defined for the profession
♦ Demonstrate professional demeanor and positive

interaction with others
♦ Respect the diversity of ethnicity, race, gender, and

special needs

Continuous self professional
development

♦ Act as reflective practitioner
♦ Acquire and refine professional knowledge and skill
♦ Engage in ongoing professional renewal
♦ Act, as appropriate, as risk taker, stepping out of

comfort zone
♦ Embrace practices of a life-long learner

Contributions to the profession

♦ Serve as role model for other educators
♦ Serve on school, district, regional, and state

educational committees, work groups, etc.
♦ Participate in professional associations
♦ Contribute to the development of the profession (e.g.,

through presentations, writing)

 
Figure 8.2 provides two sample definitions for the Professionalism

performance standard. These definitions can be used to help operationalize
the teacher
performance standard, Professionalism.

Figure 8.2. Sample Definitions for the Professionalism
Performance Standard

Sample 1. Professionalism

The teacher maintains a professional demeanor, participates in professional
growth opportunities, and contributes to the profession.

Sample 2. Professionalism

The teacher maintains a commitment to professional ethics and the mission of
the school. The teacher takes responsibility for and participates in professional
growth
that results in enhancement of student learning.



What Does the Research Say About
Professionalism of the Teacher?

Professionalism and the Ethics of Teaching

Teachers’ daily practice is grounded in the beliefs, values, and attitudes
they hold toward the profession, the students, the schools, and themselves.4
To illustrate, caring about students is one of most widely documented
personal qualities of effective teachers. Good teachers are often described
as warm, friendly, and caring;
conversely, ineffective teachers often are said
to create a tense classroom and are described as cold, abusive, and
uncaring.5 When students
perceive that their teachers care about them, they
respond by “optimizing their commitment to learning and putting forth
greater efforts to reach their potential.”6 r

Additional examples of how teachers impact school success—and their
own success—through their professional demeanor and ethical treatment of
others might include a personal quality
as simple as attitude. In particular,
enthusiasm and motivation are two essential attitudes that impact on teacher
effectiveness and, ultimately, student achievement. Even teachers’
enthusiasm for the teaching profession has positive effects on their
instructional behaviors.7 Teachers who are more enthusiastic about teaching
exhibit higher quality instructional behavior, such as monitoring student
learning, providing students with more cognitive autonomy support,
offering more social support to students, and using
higher levels of
cognitive challenge. Teacher motivation also is expressed in a range of
teacher behaviors that are perceived to be conducive to student learning,
such as enthusiasm in content area
taught, interest about students’ personal
and developmental needs, participation in content-related activities outside
of class time, and displaying value and emotion for
students.8

Teachers who demonstrate care and concern toward their students are
perceived more positively and are more effective in fact. And, as with the
personal quality of caring, other qualities, such
as fairness and respect, have
a positive impact on the teacher’s bearing and effectiveness within the
school community. This ethic of care and, more broadly, an ethic of



working within the
context of ethical, legal, and professional standards of
conduct, is a key component of professionalism.

Professionalism and Professional Growth

Another key attribute of professionalism is a commitment to continuous
improvement and perpetual learning. Interestingly, effective teaches
monitor and strengthen the connection between their
own development and
students’ development.9 Evidence indicates that teachers who receive
substantial professional development can help
students achieve more. For
example, based on the findings of one meta-analysis, teachers who receive
substantial professional development (in this instance, forty-nine hours) can
boost their
students’ achievement about 21 percentile points, and this effect
size is fairly consistent across content areas.10

Professionalism and Contributing to the Profession

Effective teachers act individually and collectively to advance the
teaching profession, and act as shapers, promoters, and well-informed
critics of educational policies, instructional
innovations, and internal
changes that impact on student learning.11 A teacher can contribute to the
teaching profession by engaging in various
types of study, inquiry, and even
experimentations to develop personal best practices. Individually, teachers
are powerful resources to enrich the professional knowledge base about
academic
standards, curriculum, pedagogy, and assessment by reflecting
and sharing personal “what works” and “what does not work.” Collectively,
teachers can network with
professional associations and collaborate with
social/business agencies to advance overall school improvement.

Figure 8.3 summarizes selected research findings regarding the
importance of Professionalism for teacher effectiveness.



Figure 8.3. Teacher Effectiveness and Professional Behaviors
and Dispositions

Selected Research Findings

Professional behaviors of effective teachers:
♦ Encourage linking professional growth goals to professional development

opportunities.12

♦ Empower them to make changes to enhance learning experiences, resulting
in better student retention, attendance, and academic success.13

♦ Emphasize selecting professional development offerings that relate to the
content area or population of students taught, resulting in higher levels of
student academic success.14 For example, science teachers with
professional development in laboratory skills have students who
outperform
their peers.

♦ Encourage cognizance of the legal issues associated with educational
records, and respect and maintain confidentiality.15

What Are Research-Based Quality Indicators
for Professionalism?

As indicated in Chapter 1, quality indicators are used to do just what the
term implies—indicate, in observable behaviors, the types and quality of
performance
associated with a given performance standard, in this instance,
the Professionalism performance standard. Quality indicators are tangible
behaviors that can be observed or documented to
determine the degree to
which a teacher is fulfilling the Professionalism performance standard.

Although the set of eight performance standards in the book is provided
as a comprehensive description of a teacher’s key responsibilities, the
quality indicators that rest underneath a
given performance standard are
merely examples. Figures 8.4 and 8.5 are two sample lists of quality
indicators for the Professionalism
performance standard, but bear in mind
that the quality indicators selected for the lists are only examples.



Figure 8.4. Sample 1 of Quality Indicators for Professionalism

The teacher
♦ maintains a professional demeanor and behavior (e.g., appearance,

punctuality, attendance).
♦ follows all applicable legal and procedural requirements (Family Education

Rights and Privacy Act [FERPA], etc.).
♦ respects and maintains confidentiality and assumes responsibility for

professional actions.
♦ handles administrative routines, policies, and procedures quickly and

efficiently.
♦ represents the school/community favorably.
♦ evaluates and identifies areas of personal strength and weakness related to

professional skills and their impact on student learning and sets goals for
improvement of skills and professional performance.

♦ participates in professional growth activities (e.g., mentoring, peer coaching,
and/or supervising practicing teachers or interns, attending
conferences,
participating in workshops, pursuing course work, and/or belonging to
professional organizations at the district, state, and/or national level).

♦ serves on school and/or district committees and supports school activities.



Figure 8.5. Sample 2 of Quality Indicators for Professionalism

♦ Ethical Behavior
The teacher
• respects and maintains confidentiality.
• maintains a positive pattern of professional behavior.
• performs assigned duties.
• follows policies and procedures.

♦ Professional Growth
The teacher
• evaluates and identifies areas of personal strengths and weaknesses

related to professional skills and their impact on student learning.
• sets goals for improvement of skills and professional performance.
• incorporates learning from professional growth opportunities into

instructional practice.
♦ Professional Contributions

The teacher
• serves on school and/or division committees.
• is an active participant in school improvement.
• works and contributes in a collaborative manner with the school

community to enhance student learning.

How Can Professionalism Be Documented?

The Professionalism performance standard and related quality indicators
describe what is expected of a teacher for quality work. However, it isn’t
enough to know what is
expected; we also must know how to document that
the work is being done.

Historically, teacher work has been documented primarily, if not
exclusively, through classroom observation. Observation does play an
important role for documenting teachers’ work for most
performance
standards, but is not the exclusive method. As Figure 8.6 indicates, both
observation and portfolios/data logs are highlighted as valued information
sources for
accurately documenting the Professionalism performance
standard.s



Figure 8.6. Aligning Data Sources with the Professionalism
Standard

Note: P = primary data source; S = secondary data source; TBD = to be
determined.

In the case of the Professionalism performance standard, both
observations and portfolios/data logs can serve as primary data sources.
Figure 8.7 is an
abbreviated observation sample form and Figure 8.8 (page
92) is a set of possible artifacts for inclusion in a portfolio/data log.



 
Figure 8.7. Sample Classroom Observation Form for

Professionalism

Classroom Observation Formt

Teacher: _____________________________ School:___________________

Date: ______________ Time:__________

Contract Status: ☐ Induction ☐ Continuing

Pre-Conference held ☐ No ☐ Yes, date _________

Type of Observation ☐ Formal ☐ Informal ☐ Walkthrough

Observer _______________________________________________________

This observation form focuses on established teacher performance. A copy of the
completed observation form is to be given to the teacher.
 

Standard 7:
Professionalism

Quality Indicators
♦ Professional ethics
♦ Professional demeanor
♦ Collaboration with school team
♦ Confidentiality
♦ School duties, policies, and procedures
♦ Reflection for professional growth
♦ Professional development
♦ Committee/school activity service

SPECIFIC EXAMPLES:



Figure 8.8. Suggested Set of Artifacts to Include in a
Portfolio/Data Log for Professionalism

Professionalism Artifacts
♦ Resumé.
♦ Certificates from presentations given.
♦ Certificates from professional development activities attended (e.g.,

workshops).
♦ Thank you letter for serving as a mentor, cooperating teacher, and the like.
♦ Reflective journal professional development.
♦ Teacher log which documents professional thinking.
♦ Reflective journal entries about participating professional development

activities.
♦ Samples of posting on professional webinars.

What Are Rating Scale Options for
Professionalism?

As noted in Chapter 1, rating scales are used to determine the
effectiveness of performance (i.e., “meets standard,” “does not meet
standard”). However,
rating scales, alone, are too prone to subjectivity. A
solution to this limitation of rating scales is to design and consistently apply
a performance appraisal rubric to the judgment of how
well the performance
standard has been fulfilled.

Figures 8.9, 8.10, and 8.11 provide field-tested performance appraisal
rubrics for the Professionalism performance
standard. Full sets of rubrics
are provided in Part II of the book.



Figure 8.9. Three-Point Performance Rubric for Professionalism

Proficient* Needs Improvement Unsatisfactory

The teacher maintains a
commitment to professional
ethics and the mission of the
school. The teacher takes
responsibility for and
participates in professional
growth that
results in
enhancement of student
learning.

The teacher inconsistently
demonstrates professional
judgment, supports the
school’s mission, participates
in professional growth
activities, or applies
strategies
and information
from professional growth
opportunities.

The teacher demonstrates
poor professional
judgment, fails to support
the school’s mission,
rarely takes advantage of
professional growth
opportunities, or fails to
fulfill professional
responsibilities.

* “Proficient” is the baseline of acceptable performance for teachers and is the actual
performance standard.

Figure 8.10. Four-Point Performance Rubric for Professionalism

Exemplary In addition
to meeting the

standard…

Proficient* Needs
Improvement

Unsatisfactory

The teacher is a
professional role model
for others, engaging in a
high level of personal
professional growth,
and contributes to the
development of others
and the well-being of
the profession.

The teacher
maintains a
professional
demeanor,
participates in
professional
growth
opportunities,
and contributes
to the
profession.

The teacher
inconsistently
participates in
professional growth
activities, and
opportunities to
serve the
profession, and/ or
displays lapses in
professional
judgment.

The teacher
demonstrates
inflexibility, a
reluctance to
support others in
the work of the
school, and rarely
takes advantage of
professional growth
opportunities.

* “Proficient” is the baseline of acceptable performance for teachers and is the actual
performance standard.



Figure 8.11. Five-Point Performance Rubric for Professionalism

Exemplary The
professional’s

work is
exceptional. In

addition to
meeting the
standard ...

Superior In
addition to

meeting the
standard …

Proficient
The

description is
the actual

performance
standard.

Developing/Nee
ds Improvement

Unsatisfacto
ry

The teacher at a
high level
consistently
demonstrates
professional
conduct,
contributes to
the professional
growth of others,
and assumes a
leadership role
within the
learning
community.

The teacher
demonstrates a
high level of
professional
conduct, and
often engages in
a high level of
professional
growth, and
contributes to
the professional
development of
others.

The teacher
demonstrates
behavior
consistent
with legal,
ethical, and
professional
standards
and engages
in continuous
professional
growth.

The teacher often
does not display
professional
judgment or only
occasionally
participates in
professional
development
activities.

The teacher
does not
adhere to
legal, ethical,
or
professional
standards,
including all
requirements
for
professional
development
activities.

Notes
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Student Progress

Both conventional wisdom and empirical research tell us that good
teachers positively effect students’ academic progress.1 In fact, empirical
research consistently has revealed that the teacher is the dominant school-
related factor influencing academic growth.2 This chapter addresses the
following questions surrounding the topic of student progress:

♦ What does student progress mean?
♦ What does the research say about student progress and the teacher?
♦ What are research-based quality indicators for student progress?
♦ How can student progress be documented?
♦ What are rating scale options for student progress?

What Does Student Progress Mean?

Simply put, Student Progress means measurable student growth.
Typically, student growth is operationally translated as academic growth,
but it also can include a variety of legitimate
avenues of school-related
progress, such as in the areas of physical fitness and performing arts.
Student growth in learning is the professional touchstone for the existence
of educational programs
and teaching. When we assess and document a
teacher’s performance or a school’s worth, the academic gains of students
taught must be taken into account—no matter what else is
examined.3

Effective teachers not only positively impact student progress, but also
they monitor student progress systematically and intelligently. And that is a



commonly adopted strategy by effective
teachers and an integral attribute of
their instruction. That means student progress is not just the end, but also
the means to reach the end by continuously monitoring success and step-by-
step
moving to desired learning outcomes. Student progress monitoring can
be defined as the practice that helps teachers use student performance data
to continuously evaluate the effectiveness of their
teaching and make more
informed instructional decisions.4

In an effort to more fully define what is meant by the performance
standard, Student Progress, a few key features related to both impacting
student progress as well as monitoring
student progress are highlighted in
Figure 9.1.



 
Figure 9.1. Key Attributes of the Performance Standard Student

Progress

Student
Progress
Attributes

Features

Positively
effecting
student
learning

♦ A teacher is effective in enabling students to grow academically
across years, regardless of the students’ socioeconomic status and
prior
achievement.5

♦ A teacher is able to produce higher-performing students than some
current popular reform initiatives, such as class-size reduction,
charter schools,
school choice, and some other school-level
structural reform.6

Actively
monitoring
student
progress

♦ A teacher aligns intended learning outcomes, instruction, and
assessment to effectively keep track of students’ progress.7

♦ A teacher uses high-quality homework and classroom quizzes to
review student performance on key knowledge and skills, and
provide meaningful and
timely feedback.8

♦ A teacher targets areas of strength and weakness to provide
appropriate remediation.9

 
Figure 9.2 is a sample definition for the Student Progress performance

standard. This definition can be used to help operationalize the teacher
performance
standard, Student Progress.

Figure 9.2. Sample Definitions for the Student Progress
Performance Standard

Sample 1. Student Progress

The work of the teacher results in acceptable, measurable progress based on
established standards.

What Does the Research Say About Student
Progress of the Teacher?



A multitude of studies conducted in the United States and in other
countries have documented the fact that effective teachers have a significant
impact on student achievement. The research
consistently has concluded
that students in effective teachers’ classrooms make academic growth that is
larger than what’s projected based on longitudinal data. Figure 9.3
summarizes selected key findings drawn from relevant empirical studies.

Figure 9.3. Summary Findings of the Relationship between
Student Progress and Teacher Effectiveness

Key Findings
♦ Highly effective teachers were generally effective in helping all students

progress, regardless of their prior achievement level, whereas ineffective
teachers were found to be ineffective with all students. Average-
effectiveness teachers facilitated achievement gains with lower-achieving
students, but not higher-achieving
students.10

♦ Teacher effects on student academic gains are cumulative and residual.11

♦ Variations in teacher quality account for at least 7.5 percent of the total
variation in measured achievement gains.12

♦ Teachers contributed to 3 to 10 percent of the variability in student gain
score, while controlling for student prior achievement and background
characteristics.13

♦ Teachers who were highly effective in producing higher-than-expected
student achievement gains (top quartile) in one end-of-course content test
(reading, math, science, social studies) tended to produce top-quartile
residual gain scores in all four content areas. Teachers who were ineffective
(bottom quartile) in one content
area tended to be ineffective in all four
content areas.14

At a macro level, effective teachers help their students achieve more than
what is predicted for them on summative, standardized assessments. At a
micro level, effective teachers provide
instruction and support that leads to
quality learning opportunities on a day-to-day basis. For example, based on
a large-scale research review, Hattie found that compared to their
ineffective
colleagues, effective teachers are adept at monitoring student
problems and assessing their level of understanding and progress, and they
provide much more relevant, useful feedback.15 The research also shows
that effective teachers are more adept at developing and testing hypotheses
about learning difficulties or instructional strategies.
Additionally, an



experimental study reached the following conclusions for teachers who
monitored their students’ growth on a regular basis:

♦ They effected greater student achievement than those who used
conventional monitoring methods.

♦ They had more improvement in their instructional structure.
♦ Their pedagogical decisions reflected greater realism and

responsiveness to student progress.
♦ Their students were more knowledgeable of their own learning and

more conscious of learning goals and progress.16

Student progress monitoring is a technique that can provide teachers with
data on students’ performance to evaluate the effectiveness of their
instruction and make adjustments in their
pedagogical behavior. Progress
monitoring also can help teachers set meaningful student achievement goals
to tap into greater student learning potential. Teachers who use progress
monitoring also
are better informed of the strengths and weaknesses in
student learning and can better decide on what instructional modifications
are necessary. Stecker, Fuchs, and Fuchs noted that teachers
effected
significant growth in student learning with progress monitoring only when
they modified instruction based on progress monitoring data; however,
frequent progress monitoring alone did not
boost student achievement.17

What Are Research-Based Quality Indicators
for Student Progress?

As indicated in Chapter 1, quality indicators are used to do just what the
term implies—indicate, in observable behaviors, the types and quality of
performance
associated with a given performance standard, in this instance
the Student Progress performance standard. Quality indicators are tangible
behaviors that can be observed or documented to
determine the degree to
which a teacher is fulfilling the Student Progress performance standard.

Although the set of eight performance standards is provided as a
comprehensive description of a teacher’s key responsibilities, the quality



indicators that rest underneath a given
performance standard are merely
examples. Figures 9.4 and 9.5 are two sample lists of quality indicators for
the Student Progress
performance standard, but bear in mind that the quality
indicators selected for the lists are only examples.

Figure 9.4. Sample 1 of Quality Indicators for Student Progress

The teacher
♦ sets measurable and appropriate achievement goals for student progress.
♦ gathers and analyzes data on student academic achievement through

standardized test results and other student performance sources.
♦ uses formative assessment to regularly monitor student progress and modify

instruction as needed.
♦ provides evidence that achievement goals have been met.
♦ communicates/collaborates with colleagues in order to improve students’

performance.

Figure 9.5. Sample 2 of Quality Indicators for Student Progress

The teacher
♦ demonstrates an understanding of the concepts, principles, and strategies

that enable students to progress and be academically successful including
the
use of state and local assessments.

♦ establishes student achievement goals.
♦ provides evidence of goal attainment.
♦ collaborates with colleagues in order to improve students’ performance.
♦ provides evidence of timely and appropriate intervention strategies for

individual students not making adequate progress.

How Can Student Progress Be Documented?

The Student Progress performance standard and related quality indicators
describe what is expected of a teacher for quality work. However, it isn’t
enough to know what is
expected; we also must know how to document that
the work is being done.

Historically, teacher work has been documented primarily, if not
exclusively, through classroom observation. Observation does play an
important role for documenting teachers’ work for most
performance



standards, but is not the exclusive method. As Figure 9.6 indicates, both
observation and portfolios/data logs are highlighted as valued information
sources for
accurately documenting the Student Progress performance
standard.u

Figure 9.6. Aligning Data Sources with the Student Progress
Standard

Note: P = primary data source, S = secondary data source; TBD = to be
determined.

In the case of the Student Progress performance standard, portfolios/data
logs can serve as a primary data source, whereas observation tends to serve
as a secondary source.
Additionally, “other data sources,” specifically
student achievement growth scores and other measures of student progress,
can serve as a primary source. Documenting a teacher’s
success in terms of
student progress virtually mandates the use of actual measures of student
growth and success; observing in a classroom, alone, simply will not
suffice. Nonetheless, observation
and reviewing relevant artifacts can help
in better understanding what the achievement data report. Figure 9.7 is an
abbreviated observation sample form and Figure 9.8 is a set of possible
artifacts for inclusion in a portfolio/data log.



 
Figure 9.7. Sample Classroom Observation Form for Student

Progress

Classroom Observation Formv

Teacher: _____________________________ School:___________________

Date:______________ Time:__________

Contract Status: ☐ Induction ☐ Continuing

Pre-Conference held ☐ No ☐ Yes, date _________

Type of Observation ☐ Formal ☐ Informal ☐ Walkthrough

Observer _______________________________________________________

This observation form focuses on established teacher performance. A copy of the
completed observation form is to be given to the teacher.
 

Standard 8:
Student Progress

Quality Indicators
♦ Student progress goals set
♦ Goal monitoring
♦ Means of support identified and given to students
♦ Evidence of meeting achievement goals

SPECIFIC EXAMPLES:



Figure 9.8. Suggested Set of Artifacts to Include in a
Portfolio/Data Log for Student Progress

Student Progress Artifacts
♦ Performance Goal Setting Form
♦ Chart of student progress throughout the year
♦ Analysis of grades for the marking period
♦ Log of collegial collaboration
♦ Documentation of meeting established annual goals
♦ Test critique
♦ Table of key knowledge and skills that indicates level of student mastery
♦ Benchmarks chart to record student progress
♦ Teacher annual goals for improve student achievement
♦ Student profiles
♦ Annotated sample of homework assignments and feedback provided
♦ Copy of tables of specifications that align assessment with learning

objectives and instruction
♦ Copy of disaggregated analysis of student achievement scores on

standardized tests

What Are Rating Scale Options for Student
Progress?

As noted in Chapter 1, rating scales are used to determine the
effectiveness of performance (i.e., “meets standard,” “does not meet
standard”). However,
rating scales, alone, are too prone to subjectivity. A
solution to this limitation of rating scales is to design and consistently apply
a performance appraisal rubric to the judgment of how
well the performance
standard has been fulfilled.

Figures 9.9, 9.10 (page 102), and 9.11 (page 102) provide field-tested
performance appraisal rubrics for the Student
Progress performance
standard. Full sets of rubrics are provided in Part II of the book.



Figure 9.9. Three-Point Performance Rubric for Student
Progress

Proficient* Needs Improvement Unsatisfactory

The work of the teacher
results in acceptable,
measurable student
progress.

The work of the teacher
inconsistently results in an
acceptable level of student
progress.

The work of the teacher
rarely results in an
acceptable level of student
progress.

* “Proficient” is the baseline of acceptable performance for teachers and is the actual
performance standard.

Figure 9.10. Four-Point Performance Rubric for Student
Progress

Exemplary In
addition to

meeting the
standard…

Proficient* Needs Improvement Unsatisfacto
ry

The teacher
attains a high
level of student
achievement
with all
populations of
learners.

The work of the
teacher results in
acceptable,
measurable
progress based on
established
standards.

The work of the teacher results
in student growth but does not
meet the established standard
and/ or is not achieved with all
populations taught by the
teacher.

The work of
the teacher
does not
achieve
acceptable
student
growth.

* “Proficient” is the baseline of acceptable performance for teachers and is the actual
performance standard.



Figure 9.11. Five-Point Performance Rubric for Student
Progress

Exemplary The
professional’s work is

exceptional. In
addition to meeting

the standard ...

Superior
In addition
to meeting

the
standard

…

Proficient
The

description is
the actual

performance
standard.

Developing/Nee
ds Improvement

Unsatisfacto
ry

The teacher
consistently takes a
key leadership role in
assisting other
professionals to
achieve high levels of
learner progress, or
the work of the
teacher consistently
results in recognition
of high levels of
learner progress or
achievement.

The work
of the
teacher
often
results in a
high level
of student
achieveme
nt and/or
progress.

The work of
the teacher
results in
acceptable
and
measurable
learner
progress
based on
established
standards,
district goals,
and/or school
goals.

The work of the
teacher results in
some student
progress, but
more progress is
often needed to
meet established
standards, district
goals, and/or
school goals.

The work of
the teacher
consistently
does not
result in
acceptable
student
progress.
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Concluding Thoughts on Evaluating Teacher
Effectiveness

No educational reform or innovation can bring forth the intended changes
in student learning unless those reforms and innovations make a dent in
teacher effectiveness.
Consistent with the belief that school improvement
happens one classroom at a time, Ted Hershberg articulated quite well why
we need to consider the teacher as the unit of analysis if we are to
improve
our schools:1

 
NCLB [No Child Left Behind] moved in the right direction in requiring
accountability. But in making the school rather than the individual
educator the unit of
accountability, it fell short for two important
reasons. First, because there is greater variation in the quality of
instruction within schools than between them, it
is essential to report
data at the classroom level for evaluation purposes. Second, systemic
changes...will be achieved only when the career of everyone working
in our public schools
are tied to successful learning outcomes. (p. 279;
emphasis added)

Why Evaluating Teacher Effectiveness
Matters

Teachers’ impact on student achievement is of such a magnitude that it
has significant implications for policies and practices intended to improve



school performance and educational
productivity. Indeed, Mendro, Jordan,
Gomez, Anderson, and Bembry proposed that the effects of teacher are on
an order of magnitude which overwhelms the effects associated with
curriculum, staff
development, restructuring, and other types of educational
interventions.2 For example, consider class-size reduction, one of the most
costly
educational interventions. Research reveals that the contribution of
class size to student achievement gains is less than one-twentieth of the
contribution of teacher quality.3 Correspondingly, a costly reduction in class
size from twenty-five to fifteen has smaller effects than the benefits of
moving teacher quality up one standard
deviation.4

Because teachers are so fundamentally important to school improvement
and student success, improving the evaluation of teacher performance is
particularly relevant as a means to advance teacher
effectiveness. An
effective evaluation recognizes, appreciates, values, and develops good
teaching. The benefits of an effective teacher evaluation system are
numerous and well documented. Indeed,
the process of teacher evaluation
can be valuable in several ways, including:

♦ Assessing the effectiveness of classroom teachers;
♦ Identifying teachers’ areas in need of improvement;
♦ Making professional development more individualized; and
♦ Improving instruction schoolwide.5

Why Evaluating Teacher Effectiveness is
Challenging

In this time of increased accountability, it should be emphasized that
teacher evaluation, if conducted correctly, can result in improved teacher
performance and an increase in student
achievement. However, in contrast
to this ideal, the contemporary teacher performance evaluation systems
used in most schools and school districts has little impact on teacher
practice or student
achievement. In fact, “the troubled state of teacher
evaluation is a glaring, and largely ignored, problem in public education.”6



The flaws, which include those identified in Figure 10.1, in the current
teacher evaluation process are numerous.

Figure 10.1. Problems Associated with Contemporary Teacher
Evaluation

♦ Problems with the evaluation instruments themselves (e.g., subjectivity, low
validity)

♦ Issues related to time and resources7

♦ Tendency to focus on paperwork routines rather than improving instruction
♦ Absence of standard protocols and practices in teacher practices
♦ Absence of meaningful and timely feedback to teachers
♦ Inadequate administrator training

♦ Lack of time to perform adequate evaluations8

♦ Lack of impact

Additionally, teacher evaluations tend to be uncritical and based on sparse
evidence.

As a consequence of the above-noted pervasive problems, teacher
performance evaluation too often has deteriorated into a “superficial,
capricious, and often meaningless
exercise.”9 Unsurprisingly, teacher
responses to evaluation include a lack of understanding that evaluation can
be used as a means of
improving their performance.10

Evaluating Teacher Effectiveness: How Can
We Make a Difference?

As noted in the Preface, the primary purpose of Evaluating What Good
Teachers Do: Eight Research-based Standards for Assessing Teacher
Effectiveness is to help both teachers
and their evaluators collect more
comprehensive and accurate assessment data for judging teacher
effectiveness. Each chapter presented details about how a given teacher
performance quality can be
documented. It is well-established that students
learn best when taught by effective teachers, but it is difficult to know who
these effective teachers are without a well-designed and
well-implemented



teacher assessment system.11 Evaluating What Good Teachers Do examines
key elements for constructing an effective and
fair performance evaluation
system for teachers. This book will be a useful tool to the frontline
evaluators who work at assessing and supporting teacher quality. Moreover,
our teachers can embrace
and benefit from quality assessment of their
important work—educating our children.

Notes

1 Hershberg, T. (2005).
2 Mendro, R. L., Jordan, H. R., Gomez, E., Anderson, M. C., & Bembry, K.

L. (1998, April).
3 Hanushek, E. A., Kain, J. F., & Rivkin, S. G. (1998, August).
4 Rivkin, S. G., Hanushek, E. A., & Kain, J. F. (2005).
5 Johnston, D. L. (1999).
6 Cited in Keller, B. (2008, January 16). p. 8.
7 Heneman, H. G., & Milanowski, A. T. (2003).
8 Loup, K. S., Garland, J. S., Ellett, C. D., & Rugutt, J. K. (1996).
9 Cited in Keller, B. (2008). p. 8.
10 Frase, L. E., & Streshly, W. (1994); Heneman, H. G., & Milanowski, A.

T. (2003).
11 Stronge, J. H. (2006).
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Tools You Can Use



Teacher Performance Standardsw

Performance Standard 1: Knowledge of
Curriculum, Subject Content, and

Developmental Needs

Definition

The teacher demonstrates an understanding of the curriculum, subject
content, and the developmental needs of students by providing relevant
learning experiences.

Sample Quality Indicators

The teacher
♦ effectively addresses appropriate curriculum standards.
♦ integrates key content elements and higher level thinking skills in

instruction.
♦ demonstrates ability to link present content with past and future

learning experiences, other subject areas, and real world experiences
and applications.

♦ demonstrates accurate knowledge of subject matter.
♦ demonstrates skills relevant to the subject area(s) taught.
♦ bases instruction on goals that reflect high expectations, and

understanding of the subject.
♦ understands intellectual, social, emotional, and physical development

of the age group.



 
Performance Appraisal Rubrics

Three-Point Performance Rubric for Professional Knowledge

Proficient* Developing/Needs Improvement Unsatisfactory

The teacher
demonstrates an
understanding of the
curriculum, subject
content, and the
developmental needs
of students.

The teacher inconsistently
demonstrates understanding in
the area(s) of curriculum, content,
or student development; or
inconsistently uses the knowledge
for effective
instruction.

The teacher bases
instruction on information
that is inaccurate or out-of-
date and/or inadequately
addresses the
developmental needs of
students.

* “Proficient” is the baseline of acceptable performance for teachers and is the actual
performance standard.

Four-Point Performance Rubric for Professional Knowledge

Exemplary In
addition to

meeting the
standard…

Proficient* Needs Improvement Unsatisfactory

The teacher
consistently
demonstrates
extensive
knowledge of
the subject
matter and
continually
enriches the
curriculum.

The teacher
demonstrates an
understanding of the
curriculum, subject
content, and the
developmental needs
of students by
providing relevant
learning experiences.

The teacher
inconsistently
demonstrates
understanding of
curriculum, content,
and student
development or lacks
fluidity of using the
knowledge in
practice.

The teacher bases
instruction on
material that is
inaccurate or out-of-
date and/ or
inadequately
addresses the
developmental
needs of students.

* “Proficient” is the baseline of acceptable performance for teachers and is the actual
performance standard.



Five-Point Performance Rubric for Professional Knowledge

Exemplary
The

professional’s
work is

exceptional. In
addition to

meeting the
standard ...

Superior
In

addition
to

meeting
the

standard
…

Proficient The
description is the

actual
performance

standard.

Developing/Nee
ds Improvement

Unsatisfactory

The teacher
consistently
plays a
leadership role
by integrating
knowledge of
learners to
address the
needs of the
target learning
community.

The
teacher
often
meets the
individual
and
diverse
needs of
learners
in a
highly
effective
manner.

The teacher
identifies and
addresses the
needs of
learners by
demonstrating
respect for
individual
differences,
cultures,
backgrounds,
and learning
styles.

The teacher
attempts, but is
often ineffective
in demonstrating
knowledge and
understanding of
the needs of the
target learning
community.

The teacher
consistently
demonstrates a
lack of awareness
of the needs of the
target learning
community or does
not consistently
make appropriate
accommodations
to meet those
needs.

Performance Standard 2: Data-Driven
Planning

Definition

The teacher plans for the use of appropriate curricula, instructional
strategies, and resources to address the needs of all students.

Sample Quality Indicators

The teacher
♦ develops plans that are clear, logical, sequential, and integrated across

the curriculum (e.g., long-term goals, lesson plans, and syllabi).
♦ matches content/skills taught to overall curriculum scope and sequence.



♦ evaluates curricular materials for accuracy, currency, and student
interest.

♦ designs coherent instruction based upon knowledge of subject matter,
students, the community, and curriculum standards and goals.

♦ demonstrates the ability to evaluate and refine existing materials and to
create new materials when necessary.

♦ identifies and plans for the instructional and developmental needs of all
students, including remedial, high achievers, and identified gifted
students.



 
Performance Appraisal Rubrics

Three-Point Performance Rubric for Data-Driven Planning

Proficient* Needs Improvement Unsatisfactory

The teacher plans for the
use of appropriate
curricula, instructional
strategies and resources
to address the needs of
all students.

The teacher inconsistently uses
appropriate curricula,
instructional strategies, and
resources during the planning
process to address the needs
of all students.

The teacher rarely
appropriate curricula,
instructional strategies, and
resources during the
planning process to address
the needs of students.

* “Proficient” is the baseline of acceptable performance for teachers and is the actual
performance standard.

Four-Point Performance Rubric for Data-Driven Planning

Exemplary In addition to
meeting the standard…

Proficient* Needs
Improvement

Unsatisfactory

The teacher’s planning
process consistently
anticipates student
misconceptions and/or
prior knowledge by
employing a variety of
instructional strategies and
resources.

The teacher’s
planning uses
appropriate
curricula,
instructional
strategies, and
resources to
address the needs
of all students.

The teacher’s
planning displays
inconsistent use
of curricula,
strategies, and/ or
resources to meet
students’ needs.

The teacher’s
planning
inadequately
meets the needs
of the learners
and/or follows
the adopted
curriculum.

* “Proficient” is the baseline of acceptable performance for teachers and is the actual
performance standard.



Five-Point Performance Rubric for Data-Driven Planning

Exemplary The
professional’s

work is
exceptional. In

addition to
meeting the
standard ...

Superior In
addition to

meeting the
standard …

Proficient The
description is

the actual
performance

standard.

Developing/Nee
ds Improvement

Unsatisfacto
ry

The teacher
consistently
creates
standardsbased
curricula and
evaluates
appropriate
curricula,
instructional
strategies, and
resources to plan
and modify
instruction in
order to address
the diverse needs
of students.

The teacher
often uses
appropriate
curricula,
instructional
strategies,
and
resources to
plan, modify,
and adjust
instruction in
order to meet
the diverse
needs of
students.

The teacher
uses
appropriate
curricula,
instructional
strategies, and
resources
during the
planning
process,
including state
reading
requirements,
to address the
diverse needs
of students.

The teacher
attempts to use
appropriate
curricula,
instructional
strategies, and/or
resources during
the planning
process, but is
often ineffective
in meeting the
diverse needs of
all learners.

The teacher
consistently
demonstrates
a lack of
planning or
does not
properly
address the
curriculum in
meeting the
diverse
needs of all
learners.

Performance Standard 3: Instructional
Delivery

Definition

The teacher promotes student learning by addressing individual learning
differences and by using effective instructional strategies.

Sample Quality Indicators

The teacher
♦ modifies instruction to make topics relevant to students’ lives and

experiences.



♦ uses materials, technology, and resources to provide learning
experiences that challenge, motivate, and actively involve the learner.

♦ uses a variety of appropriate teaching strategies, which may include
grouping, cooperative, peer and project-based learning, audiovisual
presentations,
lecture, discussions and inquiry, practice and
application, and questioning, etc.

♦ paces instruction appropriately with adequate preview and review of
instructional components.

♦ solicits comments, questions, examples, and other contributions from
students throughout lessons.

♦ demonstrates ability to engage and maintain students’ attention and to
recapture or refocus it as necessary.



 
Performance Appraisal Rubrics

Three-Point Performance Rubric for Instructional Delivery

Proficient* Needs Improvement Unsatisfactory

The teacher promotes student
learning by addressing individual
learning differences and by using
effective instructional strategies.

The teacher inconsistently
addresses individual learning
differences and/or use effective
instructional strategies.

The teacher
rarely delivers
effective
instruction.

* “Proficient” is the baseline of acceptable performance for teachers and is the actual
performance standard.

Four-Point Performance Rubric for Instructional Delivery

Exemplary In addition to
meeting the standard…

Proficient* Needs
Improvement

Unsatisfactory

The teacher’s instructional
delivery optimizes students’
opportunity to learn by
engaging students in higher-
order thinking skills and
processes to address
divergent learning needs.

The teacher
promotes student
learning by
addressing individual
learning differences
and by using
effective instructional
strategies.

The teacher
inconsistently
differentiates
instruction
and/or uses
limited
instructional
strategies.

The teacher
offers
instruction that
inadequately
addresses
differences in
students’
learning needs.

* “Proficient” is the baseline of acceptable performance for teachers and is the actual
performance standard.



Five-Point Performance Rubric for Instructional Delivery

Exemplary
The

professional’s
work is

exceptional. In
addition to

meeting the
standard ...

Superior In
addition to

meeting the
standard …

Proficient The
description is

the actual
performance

standard.

Developing/Nee
ds Improvement

Unsatisfacto
ry

The teacher
consistently
optimizes
learning by
engaging all
groups of
students in
higherorder
thinking and by
effectively
implementing a
variety of
appropriate
instructional
strategies and
technologies.

The teacher
often promotes
learning by
addressing the
academic
needs of all
groups of
students at a
high level, and
by using a
variety of
appropriate
instructional
strategies and
technologies.

The teacher
promotes
learning by
demonstrating
accurate content
knowledge and
by addressing
academic needs
through a variety
of appropriate
instructional
strategies and
technologies
that engage
learners.

The teacher
attempts to use
instructional
strategies or
technology to
engage students,
but is often
ineffective or
needs additional
content
knowledge.

The teacher
lacks content
knowledge or
does not
consistently
implement
instructional
strategies to
academically
engage
learners.

Performance Standard 4: Assessment for
Learning

Definition

The teacher systematically gathers, analyzes, and uses data to measure
student progress, guide instruction, and provide timely feedback.

Sample Quality Indicators

The teacher
♦ uses preassessment data to develop expectations for students and for

documenting learning.



♦ assesses student performance based on instructional standards and
provides timely and specific feedback.

♦ uses a variety of formal and informal assessment strategies throughout
instruction.

♦ collects and maintains a record of sufficient assessment data to support
accurate reporting of student progress.

♦ develops tools and guidelines that help students assess, monitor, and
reflect on their own work.

♦ reteaches material and/or accelerates instruction based on assessment to
pace instruction appropriately for student interest and learning.



 
Performance Appraisal Rubrics

Three-Point Performance Rubric for Assessment for Learning

Proficient* Needs Improvement Unsatisfactory

The teacher
systematically gathers,
analyzes, and uses
data to measure
student progress,
guide instruction, and
provide timely
feedback.

The teacher inconsistently uses a
variety of assessment strategies,
links assessment to intended
learning outcomes, modifies
instruction based on assessment
data, and/or
reports student
progress in a timely fashion.

The teacher rarely
conducts assessments,
uses a range of
assessment formats,
and/or applies
assessment data to the
instructional decision-
making process.

* “Proficient” is the baseline of acceptable performance for teachers and is the actual
performance standard.

Four-Point Performance Rubric for Assessment for Learning

Exemplary In
addition to meeting

the standard…

Proficient* Needs
Improvement

Unsatisfactory

The teacher uses a
variety of informal
and formal
assessments based
on intended learning
outcomes to assess
student learning and
teaches students
how to monitor their
own academic
progress.

The teacher
systematically
gathers,
analyzes, and
uses data to
measure
student
progress,
guide
instruction,
and provide
timely
feedback.

The teacher uses a
limited selection of
assessment
strategies,
inconsistently link
assessment to
intended learning
outcomes, and/or
does not use
assessment to
plan/modify
instruction.

The teacher uses an
inadequate variety of
assessment sources,
assesses infrequently,
does not use baseline or
feedback data to make
instructional decisions,
and/ or does not report
on student progress in a
timely manner.

* “Proficient” is the baseline of acceptable performance for teachers and is the actual
performance standard.



Five-Point Performance Rubric for Assessment for Learning

Exemplary The
professional’s work
is exceptional. In

addition to meeting
the standard ...

Superior In
addition to

meeting the
standard …

Proficient
The

description
is the actual
performance

standard.

Developing/Nee
ds Improvement

Unsatisfacto
ry

The teacher
consistently
demonstrates
expertise in using
a variety of formal
and informal
assessments
based on intended
learning outcomes
to assess learning.
Also teaches
learners how to
monitor and reflect
on their own
academic
progress.

The teacher
often uses a
variety of
formal and
informal
assessments
based on
intended
learning
outcomes to
assess student
learning and
teach learners
to monitor their
own academic
progress.

The teacher
gathers,
analyzes,
and uses
data,
including
state
assessment
data, to
measure
learner
progress,
guide
instruction,
and provide
timely
feedback.

The teacher
attempts to use a
selection of
assessment
strategies to link
assessment to
learning
outcomes, or
uses assessment
to plan/modify
instruction, but is
often ineffective.

The teacher
consistently
does not to
use baseline
or feedback
data to make
instructional
decisions and
does not
report on
learner
progress in a
timely
manner.

Performance Standard 5: Learning
Environment

Definition

The teacher provides a safe, student-centered environment that is
academically challenging and respectful.

Sample Quality Indicators

The teacher
♦ promotes a climate of trust and teamwork within the classroom.



♦ respects and promotes the appreciation of diversity within the
classroom.

♦ emphasizes continuous improvement toward student achievement.
♦ creates and maintains a physical setting that minimizes disruption and

promotes learning and safety.
♦ establishes and maintains effective classroom rules and procedures

communicating them to students and families.
♦ models caring, fairness, humor, courtesy, respect, active listening, and

enthusiasm for learning.
♦ creates an attractive, warm, and supportive classroom environment.



 
Performance Appraisal Rubrics

Three-Point Performance Rubric for Learning Environment

Proficient* Needs Improvement Unsatisfactory

The teacher uses resources, routines,
and procedures to provide a positive,
safe, student-centered environment
that is academically challenging and
respectful.

The teacher
inconsistently
demonstrates
expectations for
student behavior
and/or achievement.

The teacher rarely
maintains acceptable
expectations for student
behavior and/or
academic achievement.

* “Proficient” is the baseline of acceptable performance for teachers and is the actual
performance standard.

Four-Point Performance Rubric for Learning Environment

Exemplary In
addition to meeting

the standard…

Proficient* Needs
Improvement

Unsatisfactory

The teacher
consistently uses
effective
management
strategies so that
learning time is
maximized and
disruptions are
minimized.

The teacher
provides a well-
managed, safe,
student-centered
environment that is
academically
challenging and
respectful.

The teacher
inconsistently
addresses student
behavior and needs
required for a safe,
positive social and
academic
environment.

The teacher
inadequately
addresses student
behavior, displays a
poor attitude with
students, and/or
ignores safety
standards.

* “Proficient” is the baseline of acceptable performance for teachers and is the actual
performance standard.



Five-Point Performance Rubric for Learning Environment

Exemplary The
professional’s

work is
exceptional. In

addition to
meeting the
standard ...

Superior In
addition to

meeting the
standard …

Proficient
The

description is
the actual

performance
standard.

Developing/Nee
ds Improvement

Unsatisfactory

The teacher
consistently
provides a well-
managed, safe,
studentcentere
d environment
that is
academically
challenging and
respectful.

The teacher
often uses
effective
management
strategies so
that learning
time is
maximized
and
disruptions
are
minimized.

The teacher
creates and
maintains a
safe
classroom
environment
while
encouraging
fairness,
respect, and
enthusiasm.

The teacher
attempts to
address student
behavior and
needs required
for a safe,
positive, social,
and academic
environment, but
is often
ineffective.

The teacher
consistently
addresses
student behavior
in an ineffective
manner or does
not maintain a
safe, equitable
learning
environment.

Performance Standard 6: Communication
and Advocacy

Definition

The teacher communicates effectively with students, school personnel,
families, and the community to enhance, promote, and advocate for student
learning

Sample Quality Indicators

The teacher
♦ uses precise language, correct vocabulary and grammar, and acceptable

forms of oral and written expression.
♦ explains directions, concepts and lesson content to students in a logical,

sequential, and age-appropriate manner.



♦ shares major instructional goals and classroom expectations with
families.

♦ initiates communication and responds to families or guardians
concerning student expectations, progress or problems in a timely and
confidential manner.

♦ coordinates efforts with school staff, other service providers, and
community resources to reach educational decisions that enhance
student learning.

♦ demonstrates sensitivity to the social and cultural background of
students, parent and others.

♦ models various effective communication strategies.
♦ adheres to school and district policies regarding communication of

student information.
♦ collaborates with colleagues from other fields/content areas in the

integration of instruction and/or services.
♦ supports, promotes, and communicates the mission, vision, and goals of

the school and school district.



 
Performance Appraisal Rubrics

Three-Point Performance Rubric for Communication and Advocacy

Proficient* Needs Improvement Unsatisfactory

The teacher
communicates effectively
with students, school
personnel, families, and
the community to
enhance, promote, and
advocate for student
learning.

The teacher inconsistently
communicates with students,
staff, parents, or community in
an effective manner and/or
inconsistently communicates
concepts and class
expectations
to students.

The teacher rarely
communicates and
responds to students, staff,
parents, or community
concerns and/or poorly
articulates content and
expectations to students.

* “Proficient” is the baseline of acceptable performance for teachers and is the actual
performance standard.

Four-Point Performance Rubric for Communication and Advocacy

Exemplary In addition
to meeting the

standard…

Proficient* Needs
Improveme

nt

Unsatisfactory

The teacher uses a
variety of
communication
techniques to inform,
network, and
collaborate with others
to enhance student
learning.

The teacher
communicates
effectively with
students, school
personnel,
families, and the
community.

The teacher
inconsistentl
y or
ineffectively
communicat
es with
others.

The teacher inadequately
communicates with school
community by poorly
acknowledging concerns,
responding to inquiries,
and/or encouraging
involvement with
stakeholders.

* “Proficient” is the baseline of acceptable performance for teachers and is the actual
performance standard.



Five-Point Performance Rubric for Communication and Advocacy

Exemplary The
professional’s work
is exceptional. In

addition to meeting
the standard ...

Superior In
addition to

meeting the
standard …

Proficient
The

description is
the actual

performance
standard.

Developing/Nee
ds Improvement

Unsatisfacto
ry

The teacher
consistently uses a
variety of
communication
techniques to
inform, network, and
collaborate with
students, staff, and
other members of
the learning
community to
enhance student
learning.

The teacher
often
communicat
es
information
and
responds to
students and
other
stakeholders
in a highly
effective
manner.

The teacher
communicate
s effectively
with students,
their parents
or families,
staff, and
other
members of
the learning
community.

The teacher often
communicates
with students,
staff, and other
members of the
learning
community in an
inconsistent or
ineffective
manner.

The teacher
consistently
does not
communicate
effectively
with students,
staff and
other
members of
the learning
community.

Performance Standard 7: Professionalism

Definition

The teacher maintains a professional demeanor, participates in
professional growth opportunities, and contributes to the profession.

Sample Quality Indicators

The teacher
♦ maintains a professional demeanor and behavior (e.g., appearance,

punctuality, attendance).
♦ respects and maintains confidentiality and assumes responsibility for

professional actions.
♦ handles administrative routines, policies, and procedures quickly and

efficiently.
♦ represents the school/community favorably.



♦ evaluates and identifies areas of personal strength and weakness related
to professional skills and their impact on student learning and sets
goals for
improvement of skills and professional performance.

♦ participates in professional growth activities (e.g., mentoring, peer
coaching, and/or supervising practicing teachers or interns, attending
conferences,
participating in workshops, pursuing course work, and/or
belonging to professional organizations at the district, state, and/or
national level).

♦ serves on school and/or district committees and supports school
activities.



 
Performance Appraisal Rubrics

Three-Point Performance Rubric for Professionalism

Proficient* Needs Improvement Unsatisfactory

The teacher maintains a
commitment to professional
ethics and the mission of the
school. The teacher takes
responsibility for and
participates in professional
growth that
results in
enhancement of student
learning.

The teacher inconsistently
demonstrates professional
judgment, supports the
school’s mission, participates
in professional growth
activities, or applies
strategies and
information
from professional growth
opportunities.

The teacher demonstrates
poor professional
judgment, fails to support
the school’s mission,
rarely takes advantage of
professional growth
opportunities, or fails to
fulfill professional
responsibilities.

* “Proficient” is the baseline of acceptable performance for teachers and is the actual
performance standard.

Four-Point Performance Rubric for Professionalism

Exemplary In addition
to meeting the

standard…

Proficient* Needs
Improvement

Unsatisfactory

The teacher is a
professional role model
for others, engages in a
high level of personal
professional growth,
and contributes to the
development of others
and the well-being of
the profession.

The teacher
maintains a
professional
demeanor,
participates in
professional
growth
opportunities,
and contributes
to the
profession.

The teacher
inconsistently
participates in
professional growth
activities, and
opportunities to
serve the
profession, and/ or
displays lapses in
professional
judgment.

The teacher
demonstrates
inflexibility, a
reluctance to
support others in
the work of the
school, and rarely
takes advantage of
professional growth
opportunities.

* “Proficient” is the baseline of acceptable performance for teachers and is the actual
performance standard.



Five-Point Performance Rubric for Professionalism

Exemplary The
professional’s

work is
exceptional. In

addition to
meeting the
standard ...

Superior In
addition to

meeting the
standard …

Proficient
The

description is
the actual

performance
standard.

Developing/Nee
ds Improvement

Unsatisfacto
ry

The teacher at a
high level
consistently
demonstrates
professional
conduct,
contributes to the
professional
growth of others,
and assumes a
leadership role
within the
learning
community.

The teacher
demonstrates a
high level of
professional
conduct, often
engages in a
high level of
professional
growth, and
contributes to
the professional
development of
others.

The teacher
demonstrates
behavior
consistent
with legal,
ethical, and
professional
standards
and engages
in continuous
professional
growth.

The teacher often
does not display
professional
judgment or only
occasionally
participates in
professional
development
activities.

The teacher
does not
adhere to
legal, ethical,
or
professional
standards,
including all
requirements
for
professional
development
activities.

Performance Standard 8: Student Progress

Definition

The work of the teacher results in acceptable, measurable progress based
on established standards.

Sample Quality Indicators

The teacher
♦ sets measurable and appropriate achievement goals for student

progress.
♦ gathers and analyzes data on student academic achievement through

standardized test results and other student performance sources.



♦ uses formative assessment to regularly monitor student progress and
modify instruction as needed.

♦ provides evidence that achievement goals have been met.
♦ communicates/collaborates with colleagues in order to improve

students’ performance.



 
Performance Appraisal Rubrics

Three-Point Performance Rubric for Student Progress

Proficient* Needs Improvement Unsatisfactory

The work of the teacher
results in acceptable,
measurable student
progress.

The work of the teacher
inconsistently results in an
acceptable level of student
progress.

The work of the teacher
rarely results in an
acceptable level of student
progress.

* “Proficient” is the baseline of acceptable performance for teachers and is the actual
performance standard.

Four-Point Performance Rubric for Student Progress

Exemplary In
addition to

meeting the
standard…

Proficient* Needs Improvement Unsatisfacto
ry

The teacher
attains a high
level of student
achievement
with all
populations of
learners.

The work of the
teacher results in
acceptable,
measurable
progress based on
established
standards.

The work of the teacher results
in student growth but does not
meet the established standard
and/ or is not achieved with all
populations taught by the
teacher.

The work of
the teacher
does not
achieve
acceptable
student
growth.

* “Proficient” is the baseline of acceptable performance for teachers and is the actual
performance standard.



Five-Point Performance Rubric for Student Progress

Exemplary The
professional’s work is

exceptional. In
addition to meeting

the standard ...

Superior
In addition
to meeting

the
standard

…

Proficient
The

description is
the actual

performance
standard.

Developing/Nee
ds Improvement

Unsatisfacto
ry

The teacher
consistently takes a
key leadership role in
assisting other
professionals to
achieve high levels of
learner progress, or
the work of the
teacher consistently
results in recognition
of high levels of
learner progress or
achievement.

The work
of the
teacher
often
results in a
high level
of student
achieveme
nt and/or
progress.

The work of
the teacher
results in
acceptable
and
measurable
learner
progress
based on
established
standards,
district goals,
and/or school
goals.

The work of the
teacher results in
some student
progress, but
more progress is
often needed to
meet established
standards, district
goals, and/or
school goals.

The work of
the teacher
consistently
does not
result in
acceptable
student
progress.



Informal Classroom Observation Form

Teacher Observed: ______________________ School:________________________
Date:______________ Time:______________ Contract Status: ☐Pretenure ☐Tenure

 
1. KNOWLEDGE OF CURRICULUM, SUBJECT CONTENT, &

DEVELOPMENTAL NEEDS
• Appropriate curriculum standards
• Key concepts are integrated
• Higher-order thinking skills
• Relationship to past/future
• Accurate knowledge
• High expectation
• Knowledge of development

SPECIFIC
EXAMPLES:

2. INSTRUCTIONAL PLANNING
• Clear, logical, integrated plans
• Content alignment
• Coherent instructional plans
• Curriculum materials
• Differentiates instruction

SPECIFIC
EXAMPLES:

3. INSTRUCTIONAL DELIVERY
• Varied strategies
• Variety of resources
• Appropriate pacing
• Student involvement
• Relevance of instruction

SPECIFIC
EXAMPLES:

4. ASSESSMENT OF LEARNING
• Pre-/postassessment
• Timely feedback
• Teacher records
• Student ownership
• Reteaches/accelerates

SPECIFIC
EXAMPLES:

5. LEARNING ENVIRONMENT
• Climate of trust and respect
• Diversity appreciation
• Continuous improvement
• Classroom rules/routines
• Active listening, caring, fair

SPECIFIC
EXAMPLES:



• Safe and attractive area

6. COMMUNICATION
• Correct language usage
• Clear directions and explanations
• Parent/family communication
• Staff communication
• Work relationships maintained

SPECIFIC
EXAMPLES:

7. PROFESSIONALISM
• Appearance and demeanor
• Confidentiality is maintained
• Professional growth activities
• Contributions to the school
• Contributions to the profession

SPECIFIC
EXAMPLES:

8. STUDENT PROGRESS
• Student achievement goals
• Data collection
• Formative assessment
• Instructional modification
• Evidence of goal attainment
• Collaboration with others

SPECIFIC
EXAMPLES:

 
 

Observer’s Signature:___________________________________________________
☐ White copy – Teacher ☐ Yellow copy – Principal



Formal Classroom Observation Form

Directions: This form is to be used with pretenure and tenured teachers.
Observers will use the form to provide feedback to teachers about the
observation. The yellow
copy is given to the teacher and the white copy is for
use by the observer/evaluator.

Teacher’s Name ____________________ Date Observed __________ Time _______
The teacher is: ☐ Pretenured ☐ Tenured

Observer’s Name ___________________

1. Knowledge of Curriculum, Subject Content, and Developmental Needs

The teacher demonstrates an understanding of the curriculum, subject content, and
the developmental needs of students by providing relevant learning experiences.

♦ Appropriate curriculum standards
♦ Key concepts are integrated
♦ Higher-order thinking skills
♦ Relationship to past/future
♦ Accurate knowledge
♦ High expectation
♦ Knowledge of development

Comments



2. Instructional Planning

The teacher’s planning uses appropriate curricula, instructional strategies, and
resources to address the needs of all students.

♦ Clear, logical, integrated plans
♦ Content alignment
♦ Coherent instructional plans
♦ Curriculum materials
♦ Differentiates instruction

Comments

3. Instructional Delivery

The teacher promotes student learning by addressing individual learning differences
and by using effective instructional strategies.

♦ Varied strategies
♦ Variety of resources
♦ Appropriate pacing
♦ Student involvement
♦ Relevance of instruction

Comments

4. Assessment of Learning

The teacher systematically gathers, analyzes, and uses data to measure student
progress, guide instruction, and provide timely feedback.

♦ Pre-/postassessment
♦ Timely feedback
♦ Teacher records
♦ Student ownership
♦ Reteaches/accelerates

Comments



5. Learning Environment

The teacher provides a well-managed, safe, student-centered environment that is
academically challenging and respectful.

♦ Climate of trust and respect
♦ Diversity appreciation
♦ Continuous improvement
♦ Classroom rules/routines
♦ Active listening, caring, fair
♦ Safe and attractive area

Comments

6. Communication and Advocacy

The teacher communicates effectively with students, school personnel, families, and
the community.

♦ Correct language usage
♦ Clear directions and explanations
♦ Parent/family communication
♦ Staff communication
♦ Work relationships maintained

Comments



7. Professionalism

The teacher maintains a professional demeanor, participates in professional growth
opportunities, and contributes to the profession.

♦ Appearance and demeanor
♦ Confidentiality is maintained
♦ Professional growth activities
♦ Contributions to the school
♦ Contributions to the profession

Comments

8. Student Progress

The work of the teacher results in acceptable, measurable progress based on
established standards.

♦ Student achievement goals
♦ Data collection
♦ Formative assessment
♦ Instructional modification
♦ Evidence of goal attainment
♦ Collaboration with others

Comments

 
 

_______________________________________
Observer’s Signature/Date

 
 

_________________________________
Teacher’s Signature/Date



Want to Know More?

Suggested Books by the Author Related to Teacher
Effectiveness and Teacher Assessment

Stronge, J.H., & Grant, L.W. (2009, March). Student
achievement goal setting: Using data to improve teaching and
learning. Larchmont, NY: Eye On
Education.
This book focus on improving student achievement through academic

goal setting—a process in which teachers:

♦ Determine benchmark performance for the students;
♦ Set achievement goals based on where the students begin;
♦ Monitor progress throughout the academic year or other learning

period; and finally,
♦ Measure performance at the end of the academic unit/year.

Student achievement goal setting provides a fair, realistic, and feasible
method to implement instruction in order to increase student achievement in
any school or classroom.

Stronge, J. H. (2007). Qualities of effective teachers (2nd ed.).
Alexandria, VA: Association for Supervision and Curriculum
Development.
This book provides researched-based and easy-to-use summaries and

tools for teacher effectiveness. It identifies the common background factors
and behaviors that characterize effectiveness in
the classroom.

Stronge, J. H. (Ed.). (2006). Evaluating teaching: A guide to
current thinking and best practice (2nd ed.). Thousand Oaks,



CA: Corwin Press.
This volume, containing three major sections and thirteen chapters,

synthesizes current research and thinking about teacher evaluation and
blends research with practice. It provides a coherent
and comprehensive
guide for designing, implementing, and monitoring teacher evaluation
system.

Stronge, J. H., Gareis, C. R., & Little, C. A. (2006). Teacher pay
and teacher quality: Attracting, developing, and retaining the
best teachers. Thousand
Oaks, CA: Corwin Press.
This book illustrates the connection between the issue of teacher pay and

the issues of teacher quality, student achievement, and school purposes. It
also provides a sequential and practical
approach for developing a
comprehensive teacher compensation system based on research and best
practices.

Stronge, J. H., & Hindman, J. L. (2006). Teacher quality index:
A protocol for teacher selection. Alexandria, VA: Association
for Supervision and
Curriculum Development.
Based on the teacher quality indicators from Qualities of Effective

Teachers (2nd ed., 2007), this book provides a research-based protocol help
administrators select and hire teachers
who will increase student
achievement.

Stronge, J. H., & Grant, L. W. (2009). Student achievement goal
setting: Using data to improve teaching and learning.
Larchmont, NY: Eye On
Education.
This book equips teachers and educational specialists with research-

based tools and a plan of action so that they can use student achievement
data to improve instructional practice and student
academic performance.

Stronge, J. H., & Tucker, P. D. (2003). Handbook on teacher
evaluation. Larchmont, NY: Eye on Education.
Easy-to-use and flexible tools have been developed to help administrators

to implement teacher evaluation based on current thinking and best



practices. The tools included in this book have been
field tested in more
than 500 schools.

Stronge, J. H., & Tucker, P. D. (2003). Handbook on educational
specialist evaluation. Larchmont, NY: Eye on Education.
A framework is provided for designing a quality evaluation system for

educational specialists. This book offer structured and logic procedures for
designing performance standards, rating, and
documenting performance of
educational specialists.

Stronge, J. H., Tucker, P. D., & Hindman, J. L. (2004).
Handbook for qualities of effective teachers. Alexandria, VA:
Association for Supervision and
Curriculum Development.
(Note: published in Chinese, 2006)
This book provides an in-depth understanding of the qualities of teachers

who yield student achievement progress. As a companion to Qualities of
Effective Teachers, this book makes the
qualities easier to implement within
professional development or self-improvement program.

Tucker, P. D., & Stronge, J. H. (2005). Linking teacher
evaluation and student learning. Alexandria, VA: Association
for Supervision and Curriculum
Development.
This book introduces evaluators to ways to incorporate student

achievement in teacher assessment system. Organizers and rubrics are
provided to enable practitioners to apply the book’s
methodologies in
authentic situation.
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Endnotes

a. To avoid neglecting anyone, I chose not to attempt to identify all school
districts and regional/state educational agencies with which I
have
collaborated in designing and implementing teacher and administrator
performance evaluation systems. Nonetheless, to each, please know that I
sincerely appreciate the valued contributions
you have made to my
education and that I most assuredly value your continued friendship.

b. An evaluation cycle refers to an ongoing process of data collection,
evaluator–evaluatee discussion, summative review, and
performance
improvement. The various cyclical steps in a quality evaluation system
(e.g., classroom observation—feedback—improvement) are inextricably
linked and seamless.

c. A standard format and common language are used throughout Chapters 2
to 9 so as to provide comparability and
ease-of-use for the eight teacher
performance standards presented in the chapters. Consequently, there is
purposeful overlap in introductory language used in the chapters. The
intent is that
this selective use of repetitive language will serve to
reinforce the concepts and practices discussed throughout the book.

d. Additional information sources (i.e., student surveys, measures of student
progress) are detailed in other books recommended in the
Want to Know
More section in Part II.

e. This is an abbreviated version of a comprehensive classroom observation
form provided in Part II of the book. For
illustration purposes, the
selected quality indicators may vary from those provided in the chapter.

f. This section is adapted from Robert Williams’ unpublished paper. Mr.
Williams is a doctoral student in Educational Policy,
Planning, and
Leadership, the College of William and Mary.

g. Additional information sources (i.e., student surveys, measures of student
progress) are detailed in other books recommended in the
“Want to Know
More” section in Part II of the book.



h. This is an abbreviated version of a comprehensive classroom observation
form provided in Part II of the book. For
illustration purposes, the
selected quality indicators may vary from those provided in the chapter.

i. Additional information sources (i.e., student surveys, measures of student
progress) are detailed in other books recommended in the
“Want to Know
More” section in Part II of the book.

j. This is an abbreviated version of a comprehensive classroom observation
form provided in Part II of the book. For
illustration purposes, the
selected quality indicators may vary from those provided in the chapter.

k. Additional information sources (i.e., student surveys, measures of student
progress) are detailed in other books recommended in the
“Want to Know
More” section in Part II of the book.

l. This is an abbreviated version of a comprehensive classroom observation
form provided in Part II of the book. For
illustration purposes, the
selected quality indicators may vary from those provided in the chapter.

m. This section is adapted from Robert Williams’ unpublished paper. Mr.
Williams is a doctoral student in Educational Policy,
Planning, and
Leadership, the College of William and Mary.

n. Additional information sources (i.e., student surveys, measures of student
progress) are detailed in other books recommended in the
“Want to Know
More” section in Part II of the book.

o. This is an abbreviated version of a comprehensive classroom observation
form provided in Part II of the book. For
illustration purposes, the
selected quality indicators may vary from those provided in the chapter.

p. Additional information sources (i.e., student surveys, measures of student
progress) are detailed in other books recommended in the
“Want to Know
More” section in Part II of the book.

q. This is an abbreviated version of a comprehensive classroom observation
form provided in Part II of the book. For
illustration purposes, the
selected quality indicators may vary from those provided in the chapter.

r. See Chapter 6 for a details regarding developing and maintaining a caring
classroom environment.

s. Additional information sources (i.e., student surveys, measures of student
progress) are detailed in other books recommended in the
“Want to Know
More” section in Part II of the book.

t. This is an abbreviated version of a comprehensive classroom observation
form provided in Part II of the book. For
illustration purposes, the



selected quality indicators may vary from those provided in the chapter.
u. Additional information sources (i.e., student surveys, measures of student

progress) are detailed in other books recommended in the
“Want to Know
More” section in Part II of the book.

v. This is an abbreviated version of a comprehensive classroom observation
form provided in Part II of the book. For
illustration purposes, the
selected quality indicators may vary from those provided in the chapter.

w. All observation forms and performance appraisal rubrics used in the
book are copyrighted to James H. Stronge. They were developed and
field-tested with numerous school districts in the United States, and are
used here with permission granted from the author.
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