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Introduction

Since the original publication of Enbhancing Professional Practice: A Framework
Jfor Teaching in 1996, thousands of educators around the world have attested to
its value in supporting their examination of practice. This book is intended as a
companion volume for educators who have experienced the power of the frame-
work for teaching to shape professional conversation. Educators have found that
when their discussions are organized around a clear definition of good teaching,
the conversations themselves are more productive and focused than is possible
without such a structure.

The most powerful use of the framework for teaching is for teachers’ own
self-assessment. They locate, often informally, examples from their teaching of
the different components of the framework and work to ensure that these reflect
increasingly high levels of performance.

In addition, educators have found that the framework for teaching contrib-
utes to their work in many different settings and for many different purposes:
teacher preparation, the supervision of student teachers, teacher recruitment and
hiring, teacher mentoring, peer coaching, professional development, and teacher
evaluation. However, to use the framework in all these different ways, educators
must have specific procedures and instruments to both structure the conversa-
tions and provide guidance for the application of the levels of performance.

A framework for teaching, even when it is organized around a clear and
research-based definition of good practice, cannot by itself ensure productive
conversations about teaching. Simply having a framework, in other words, is no
guarantee of productive and professional interactions among educators. Such
interactions depend on how the framework is used, the professional culture of
the school and the district, the degree of respect among and between teachers
and administrators, and the commitment of all educators to ongoing improve-
ment of practice. In particular, if adopted by a school or a district for use in a
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teacher evaluation system that is governed by a culture of fear, the framework
will simply contribute to that culture.

This book, then, is intended to offer practitioners—teachers and their super-
visors, mentors, coaches, and others—the tools they need to use the framework
for teaching productively in different settings and for different purposes. The
tools are designed both to help practitioners examine all aspects of teaching as
outlined in the framework in a way that supports the ongoing growth and pro-
fessional learning of teachers, and to contribute to an overall culture of profes-
sional inquiry in a school.

The instruments and protocols offered in this book reflect the combined
wisdom of thousands of educators from across the United States and around the
world; they represent the best of what has evolved over many years in a range
of different settings. It is hoped that the instruments and protocols, with their
accompanying recommendations for use, may save practitioners valuable time
in developing their own procedures. However, educators should examine them
carefully and modify them as necessary to suit conditions in their own schools.

Most of the uses of the framework for teaching—teacher preparation, teacher
recruitment and hiring, mentoring and induction, professional development, and
performance appraisal-—can be clustered into two primary functions: coach-
ing and evaluation. Coaching is a nonevaluative process intended to support
the development of teaching skill. Teachers and others use it in the following
situations:

* Assisting student teachers assigned to their classrooms
* Mentoring colleagues new to the profession
* Providing peers with instruction and guidance

Evaluation involves making judgments about the quality of teaching, and is used
for the following purposes:

* Certifying teacher candidates to enter the profession

* Deciding whether to offer tenure or a continuing contract to teachers

* Affirming the continuing skill of experienced teachers

* Determining whether an experienced teacher is performing below stan-
dard and should be required to work, under the supervision of an evaluator, on
an assistance plan

All of these applications require evidence of teaching. To provide feedback
to a teacher on performance, it is essential to be specific about that perfor-
mance, and evidence helps to provide such specificity. The issue of evidence is
addressed in Chapter 1.

Whether the primary purpose for using the framework for teaching is coach-
ing or evaluation, all the activities may be used—and should be used—to
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promote professional learning. Such support for learning requires engaging
teachers in the thought processes that promote learning—namely, self-assess-
ment, reflection on practice, and professional conversation. These issues are
addressed in Chapter 2.

The remaining chapters cover the framework’s various specific uses. Teacher
preparation, recruitment and hiring, mentoring and induction, coaching, and
professional development are addressed in Chapter 3; teacher evaluation is dis-
cussed in Chapter 4; and self-directed professional inquiry is covered in Chapter
5. Finally, recommended procedures are outlined in Chapter 6. Instruments and
forms to support the procedures and implement the various uses of the frame-
work appear in Appendixes A and B. Regardless of what purpose the framework
for teaching is used for or which instruments and procedures are used, readers
will find support for two fundamental goals: the evidence-based examination of
practice and the professional imperative of promoting teacher learning.







Evidence of Teaching

Meaningful conversations about teaching and valid evaluations of teaching must
be grounded in a clear definition of practice—a framework for teaching. This
definition should reflect the professional consensus of educators in the particular
school or district. Regardless of the purposes to be advanced, whether for profes-
sional development or for evaluation of teachers, a clear definition is essential.

But a clear definition of teaching is not sufficient. Both the support of teacher
development and the evaluation of teacher performance require evidence of
practice—evidence of each of the components of teaching identified in the
adopted framework. The term evidence is not intended to suggest a courtroom
or a litigious environment. Rather, it is intended to convey that conversations
about teaching must be grounded in actual events, in actions or statements, in
artifacts, or in decisions a teacher has made. Without such grounding, impres-
sions of teachers’ skills are based entirely on the observers’ own idiosyncratic
views of teaching and their understandings of what has occurred and what those
events mean.

Mentors and coaches, no less than evaluators, depend for their work on
evidence of practice. They collect the same evidence but use it for different pur-
poses. For evaluators, evidence is the foundation of judgments they make about
teachers. All the evidence they assemble, from a variety of sources—for example,
formal and informal observations of practice or artifacts for those aspects of
practice not observed in the classroom—serve as the basis of decisions they
make about renewing a contract or offering tenure. Mentors and coaches, on the
other hand, use the evidence they collect—from the same sources—to structure
professional conversations. No judgments are based on it; it is used purely for
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formative purposes. So the question is not whether individuals in these different
roles collect evidence; the question is how they wuse that evidence.

The focus in this chapter is on identifying the evidence needed to describe
teachers’ skill in the domains and components of teaching described in Enbanc-
ing Professional Practice: A Framework for Teaching.

Sources of Evidence

Evidence comes from two principal sources: direct observation and the examina-
tion of artifacts. Observation is appropriate for the observable aspects of teach-
ing—principally, a teacher’s interaction with students in the classroom. But some
essential aspects of teaching can’t be observed—for example, a teacher’s skill

in planning or in communicating with families. Although a classroom observa-
tion might reveal indirect evidence of, for example, planning, only the planning
documents themselves provide a coach or a supervisor with direct evidence of
the teacher’s skill in designing and sequencing meaningful learning experiences,
locating appropriate resources, and developing suitable assessments.

Observation

The observation of classroom practice is the cornerstone of the evidence of
a teacher’s skill; engaging students in important learning is rightly considered to
be the key to professional teaching. What teachers do in their interaction with
students is what matters most in influencing student learning.

In general, observation of classroom practice, with the accompanying pre-
conference and postconference, provides the best evidence of Domains 1, 2,
and 3 of the framework for teaching: Planning and Preparation, the Classroom
Environment, and Instruction. The preconference, also called a planning confer-
ence, provides an opportunity for a teacher to display important planning skills,
at least as used in planning a single lesson. The postconference, also called a
reflection conference, is an important opportunity for teacher self-assessment,
reflection on practice, and professional conversation—activities that have been
demonstrated to contribute to professional learning by teachers.

Of course, other important aspects of a teacher’s work can be observed as
well. For example, a teacher’s conduct during faculty or team meetings dem-
onstrates the teacher’s engagement in a professional community; a parent
conference demonstrates the teacher’s skill in communicating with families.
Furthermore, observations of practice apart from classroom teaching lend them-
selves to planning and reflection conferences. For example, if a teacher has
arranged a presentation to a child study team, the planning conference enables a
teacher to respond to questions such as these: “What are you hoping to accom-
plish?” and “What approach do you plan to take?” Furthermore, the reflection
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conference may proceed along the same lines as the one following a lesson,
with questions such as these: “Did you achieve what you hoped?” “What did you
learn from the meeting that causes you to rethink your approach?”

In fact, many educators believe that, from the standpoint of teacher learning,
the reflection conference is the most significant part of the observation process,
whether the observation has been of a lesson or an event outside the classroom.
This has been found to be the case whether the observation has been conducted
for purposes of coaching or evaluation. Both the observer and the teacher have
witnessed the same events, albeit from different perspectives. That shared experi-
ence provides the raw material for meaningful dialogue.

Artifacts

Artifacts offer the best, and in some cases the only, evidence of certain
aspects of teaching. The planning documents discussed at the preconference for
a lesson observation provide important evidence of a teacher’s skill in planning,
at least for a single lesson. But what about long-range planning? That is a differ-
ent and very important skill. Only a unit plan enables teachers to demonstrate
how they intend to engage students in sustained learning of complex concepts,
with meaningful activities and suitable materials. Through a unit plan, teach-
ers can demonstrate how they develop concepts over time with their students,
with the content moving from simpler to more complex, through a variety of
approaches. This skill cannot be observed in a single lesson or the lesson plan
that accompanies it.

In general, artifacts are essential for teachers to demonstrate their skill in
Domains 1 and 4 of the framework for teaching—Planning and Preparation,
and Professional Responsibilities. Most of the components of these domains can
be observed only indirectly, if at all. No number of classroom observations will
enable a teacher to demonstrate the skills of maintaining records, communicating
with families, or engaging in professional growth—some of the components of
Domain 4. These can best be demonstrated through “stuff”—artifacts. For exam-
ple, a class newsletter, a phone log, and a letter to parents about a new program
indicate the range of a teacher’s skill in communicating with families. These
written materials should be clear, with proper use of language, and appropriate
to the cultural and educational backgrounds of their recipients. For professional
conversations or the evaluation of teacher performance in the components of
Domains 1 and 4 of the framework for teaching, artifacts are critical.

Artifacts can also provide evidence for Domain 3, Instruction. For example,
an assignment or the directions for an activity offer critical evidence of the level
of intellectual rigor in the classroom. Furthermore, student work in response to
the assignment offers important evidence of student engagement. It's easy to
detect whether students have taken the assignment seriously and whether they
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have engaged thoughtfully with it. Furthermore, in discussing student work with
teachers, it’s possible to see how they use student work in their informal assess-
ment of student learning.

Figure 1.1 provides some examples across the two dimensions of evidence—
direct observation versus examination of artifacts, and classroom practice versus
nonclassroom responsibilities. (See Appendix B for guidance on the collection
and review of artifacts.)

Figure 1.1
Evidence of Teaching
How to
Gather Evidence Classroom Practice Nonclassroom Responsibilities
Direct » Observation of teaching, with a planning * Observation of practice—for example, a
Observation conference and a reflection conference presentation to a child study team or leading

a meeting with colleagues

Examine Artifacts * Analysis of activities and assignments for * Planning documents—for example, a unit
their cognitive challenge plan
* Analysis of student work » Examples of components of Domain 4—for

example, Communicating with Families

Evidence of Student Learning

The framework for teaching describes the work of teaching. Every component

of the framework is supported by empirical research linking the component to

increased student achievement. But the framework for teaching is a description

of inputs—that is, what teachers do. As such, it provides only indirect evidence

of what is, after all, the main outcome of schooling—student learning. Therefore,

instead of being asked to demonstrate their skill in teaching, teachers can be asked

to provide direct evidence of their results with students. They may be asked to

demonstrate that they have actually had an impact on the students they teach.
Evidence of student learning can take many forms. The most obvious form,

particularly to noneducators, is the results of state-mandated standardized tests.

State-Mandated Tests and Associated Challenges

State-mandated standardized tests have the advantage of being externally
administered and regarded as valid. For the subjects and grade levels in which
they are administered, state tests are considered by many people to provide
unimpeachable evidence of a teacher’s effectiveness. However, the use of state-
mandated standardized tests as indicators of a teacher’s skill in teaching involves
many conceptual and technical difficulties.
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Unavailability of state tests for a full range of subjects and levels. State tests
are not administered in all subjects and at all grade levels. Most states assess
achievement in grades 3 through 8 in math and reading, and sometimes writing
and science, and once more in high school, typically in math and reading. For
elementary teachers and for middle and high school teachers who teach those
subjects, the resulting data can provide an indication, though not a timely one, of
their effectiveness. However, state-level tests don’t exist for many subjects, or for
any actual course at the secondary level—for example, music, world languages,
or the sciences such as biology or chemistry. Thus, state-level tests cannot be
used to determine the effectiveness of many teachers. For example, even if a
state has developed a science test for high school students, such a test will not
assess students’ knowledge of chemistry.

Incomprehensiveness of state assessments of student learning. Another dif-
ficulty with using standardized tests to measure teacher effectiveness is that such
tests cannot assess all the learning outcomes considered important by both edu-
cators and the general public. For example, multiple-choice, machine-scorable
tests can assess student knowledge of facts and procedures, but they are less
able to evaluate conceptual understanding, thinking skills, or writing. Further-
more, standardized tests cannot evaluate any aspect of student achievement that
depends on student production—for example, giving a presentation or speaking
another language.

Student mobility. Any data about student learning is contaminated by the fact
that during the course of the year some students enter the school and others
leave. These students may not be included in the data, and their exclusion may
skew the results. Therefore, the average score of students on a test, particularly
if the numbers involved are small, may be highly influenced by the movement in
and out of only a few students.

Influences beyond the classroom. Educators and others recognize that stu-
dent learning—including the learning measured by state-mandated tests—is
highly influenced by factors beyond the control of the school. Some families
are much better equipped (through their own experiences or the resources they
can provide) to support students in their learning. They are able to provide a
quiet location for schoolwork and to offer assistance when needed. They can
take weekend excursions to local places of interest and provide a home envi-
ronment that promotes learning. It is well known that such factors greatly influ-
ence students’ level of performance and rate of learning. Even within the school,
student learning cannot always be attributed to individual teachers. Schools are
complex systems, and the instructional skill of individual teachers is only one
factor, albeit an important one. Other factors that come into play are the cur-
riculum, the school’s organization and master schedule, and available learning

support. Furthermore, students are sometimes assigned to classes for which they
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lack important prerequisite knowledge; for example, they may be assigned to an
algebra class without having an adequate understanding of fractions.

These various considerations suggest yet another challenge—namely, that test
data constitute valid evidence of teaching only if such data are calculated on a
value-added rather than an absolute basis; that is, what is the level of proficiency
of students at the end of a school year compared with their predicted level
of achievement (based on their previous rates of learning)? Such calculations
require sophisticated statistical techniques and are possible only where a state or
a district has invested heavily in psychometric analysis.

Determining What Is Appropriate Evidence

The challenges related to state-mandated tests are not presented as an argu-
ment against asking teachers to demonstrate their impact on the students they
teach. Teachers recognize that it is not unreasonable to request that they be
able to show that their students learn as a result of their actions. The question
becomes one of evidence: How can a teacher demonstrate that? What would
count as evidence? How much evidence is sufficient? Could a small sample
suffice?

These questions about evidence are most critical in the context of teacher
evaluation, where supervisors must be able to say with confidence that a teacher
obtains good results with students. The amount and type of evidence of that
teacher’s impact should be, therefore, decided by the teacher and the supervi-
sor together, and should relate to the school’s and the teacher’s aims for those
students. For example, writing samples from September and May would offer
evidence of growth in writing skills, just as science lab reports from fall and
spring would demonstrate increased skill in analyzing data. (See Appendix B for
guidelines for gathering such evidence.)

Student and Parent Surveys

Some schools and districts encourage the collection and examination of feed-
back about teacher performance from students and parents. Such feedback can
be extremely valuable to teachers in improving their practice. For example, a
teacher might strive to treat all students fairly and with respect. But if the stu-
dents don’t believe that all students are treated fairly, the teacher should know
that. Similarly, a teacher might strive to be responsive to parent questions and
concerns, but if parents find the teacher inaccessible, that is important informa-
tion for the teacher.

However, collecting information from students and parents presents some
challenges. The typical methodology is opinion surveys with a rating scale

by which people express their views. By definition, surveys elicit perceptual
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information—that is, information about people’s views and opinions. Such infor-
mation is not independently verifiable. However, in some instances, perceptions
are important. For example, if students believe that a teacher shows favoritism
toward some students, it does not matter what the teacher’s intentions are or if
the “objective” data show something else.

Educators contemplating the use of student and parent surveys must decide
whether the respondents will be anonymous. Some students and parents fear
retribution if teachers know the source of a negative comment. This retribution
could take the form of unpleasant classroom interactions, poor grades, or reluc-
tance by the teacher to write a favorable college recommendation. In addition,
it’s important to decide what will be done with the results. How will they be
used?

Some administrators (and some boards of education) regard the results of
student and parent surveys as part of the evaluation process and believe that the
results should be sent to the administrator without the teacher even seeing them.
In this situation, the issue of respondents’ anonymity is not as important. Under-
standably, most teachers resist this use of student and parent surveys.

In considering the concerns surrounding the evidence that can be derived
from student and parent surveys, it seems clear that their primary value is to help
teachers understand the impact of their work on the most important people with
whom they interact—their students and the parents of those students. Thus it
makes sense that teachers be the sole recipients of the feedback, but that they
be expected to summarize it to their administrators and be prepared to describe
what they have learned from the surveys, what surprises they encountered, and
how they plan to address any concerns raised.

Issues Involved in Determining Evidence of Teaching

Many educators collect evidence of teaching for use in several different contexts.
Mentors and coaches increase their effectiveness with the teachers they serve

if they can cite specific examples of a teacher’s practice. And it’s essential for
evaluators, if they are to make accurate judgments about teaching, to base those
judgments on specific evidence of practice. However, a number of issues must
be considered in the collection and use of evidence.

Formal Versus Informal Evidence

Evidence—whether gathered through observation of practice or examina-
tion of artifacts—may be provided either formally or informally. Most systems
of teacher evaluation require a certain number of formal classroom observa-
tions, and this requirement is typically spelled out in the negotiated agreement.
But formal does not necessarily mean “announced”; instead, the term formal
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typically refers to observations that last for a certain minimum length of time,
that are documented in a write-up placed in a teacher’s file, and that are used in
writing the annual evaluation.

An examination of artifacts may be formal as well; the collection of artifacts
to be used in, for example, the teacher evaluation may be specified in advance,
along with a schedule of when they are to be examined. In some schools, teach-
ers prepare one artifact to be reviewed during the reflection conference for each
of the three announced observations. Other schools set aside a separate time for
the review of artifacts. In either case, there are no surprises; teachers know what
is expected of them, and they have written guidelines to follow.

Most negotiated agreements specify whether evidence gathered informally
“counts” in the evaluation process. Some contracts are clear on this point: only
evidence collected through the formal (and often announced) observations may
be used in making an evaluation. Other contracts include no statement on the
point, which means that any evidence, whether it is collected through formal or
informal means, may be used.

Announced Versus Unannounced Observations

Another distinction occurs between announced and unannounced obser-
vations of practice and examinations of artifacts. Of course, in the context of
teacher evaluation, the concept of evidence, and its accuracy, is critical. A strong
case can be made for unannounced observations of practice and discussions of
artifacts.

How can an administrator know with any certainty the quality of a teacher’s
practice? Teachers work with students approximately 5 hours each day, for at
least 180 days each year, for a total of nearly 1,000 hours. Administrators do
well to observe in a teacher’s classroom for 4 of those hours each year and may
observe for far less than that: typically 1 hour. This is a tiny percentage of the
total—well under one-half of 1 percent. The best one can hope for is that the
observed lesson is typical, representative of the total. But that conclusion may
be unlikely if the observation has been announced; “dog and pony shows” are
alive and well! An administrator may witness a lesson that has been much more
thoroughly planned than would normally be the case, and for which the students
have been specifically prepared.

Administrators sometimes argue that although an announced observation of
teaching may cause them to see a highly planned and perhaps not completely
typical lesson, it is adequate for their purposes. They can learn, they maintain,
whether the teacher is capable of designing and executing a superior lesson.

But surely such an argument is not sufficient. An administrator may deter-
mine that a teacher is capable of teaching an excellent lesson when that teacher
knows that the administrator will be present. But the students are there every
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day. To obtain an accurate view of a teacher’s practice, it is critical to know,
somehow, what happens in the classroom every day, even when no observer is
present. This requirement is the strongest argument for including in an evalua-
tion system at least some unannounced observations of teaching. Such observa-
tions can be “formal”’—that is, they can be for the length of time specified in the
contract and can yield a written report, but they are unannounced.

Of course, if a classroom observation is unannounced, it is not possible to
conduct a planning conference. As a result, the teacher does not have the same
opportunity to demonstrate skill in planning that such a conference affords.
However, the planning discussion can be incorporated into the reflection confer-
ence—for example, by asking questions such as these: “What were you planning
for the students to learn?” “Why were those suitable outcomes for this group of
students?”

Unannounced observations of teaching also lend themselves to the unan-
nounced examination of artifacts, particularly those connected to the observed
lesson—for example, materials used in the lesson and samples of student work.
Other artifacts of a teacher’s practice routinely come to the supervisor’s attention—
for example, information sent to parents or materials prepared for a faculty meet-
ing. Furthermore, teachers’ conduct during faculty meetings and team work ses-
sions, their presentation to a child study team, or their sharing of findings from
a conference or an action research project are always conducted in the public
sphere; observation of these situations is always informal. Figure 1.2 shows some
of the characteristics of announced and unannounced and formal and informal

procedures for the collection of evidence.

Figure 1.2

Characteristics of Types of Evidence

time.

* The teacher knows beforehand that an observer
will be coming.

* The results may count in teacher evaluation.

Announced Unannounced
Formal * A classroom observation lasts for at least the * A classroom observation lasts for at least the
minimum time specified in the contract. minimum time specified in the contract.
* Planning conference is included. * The observer drops in without previous
* Reflection conference is included. arrangement.
* Written lesson summary is included. * No planning conference is included.
 Arrangements are made for examination of * Written lesson summary is included.
artifacts. * Results count in teacher evaluation.
* Results count in teacher evaluation.
Informal * A classroom observation lasts for any length of * A classroom observation lasts for any length of

time.

* The observer drops in without previous
arrangement.

* The results may count in teacher evaluation.
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Collectors and Providers of Evidence

For purposes of mentoring or coaching, teachers collect evidence of the
teaching of their colleagues and conduct nonjudgmental conversations about
practice. When the evidence is used for performance appraisal, it is typically
collected by supervisors or administrators. These may be department chairs, site
administrators, or district-level content supervisors. Of course, some exceptions
apply; in some settings, teachers are involved in the evaluation of their col-
leagues. Although rare, this situation is not unknown.

Evidence of teaching may be provided either by the teacher or by a men-
tor, a coach, or a supervisor. Of course, people’s perspectives may differ slightly,
because of their different roles. An observer cannot know the background of
every situation and can’t be aware of the particular challenges facing each indi-
vidual student. On the other hand, even the most attentive teachers cannot be
aware of everything happening in a classroom; another person’s observations
can help to supplement the teacher’s perceptions.

The Importance of Consistency

All educators have a private, idiosyncratic view of good teaching, depending on
their own experience as students or as parents with children of school age, their
professional preparation, and their experience as teachers and interactions with
colleagues. This private vision extends to the type of work students should be
doing in school and the nature of suitable communication with families. When
teachers join the faculty of a school, their views of teaching may be similar to
those of other teachers and supervisors, but not necessarily; the value of an
agreed-upon framework for teaching is to provide a common language and a
shared understanding for use by teachers and administrators in a school and a
district.

But simply adopting the framework for teaching does not guarantee that
everyone understands it in the same way or that everyone would cite similar
evidence for the different components. To achieve such consistency, training is
needed to ensure common understanding of the framework for teaching and, for
evaluators, consistent judgments about teaching based on evidence. In addition,
the forms and procedures used must support that consistency.

Training to Ensure Consistency

Training in the framework for teaching can be highly valuable professional
development for teachers, mentors and coaches, and evaluators. A careful study
of Enhancing Professional Practice: A Framework for Teaching can provide a
good start to becoming familiar with the framework. In such a book study, edu-
cators read a chapter of the book between meetings, and they come prepared
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to discuss the section’s applicability to their own setting. For the sections of the
book describing the various domains and components, the question of evidence
can be added to the discussion: “Does this aspect of teaching apply to me, and if
so, what would constitute evidence that it was well done?”

During high-quality training, educators come to understand the different
components of the framework for teaching, how the components are related to
one another, and which ones share the common themes of, for example, equity,
high expectations, or the appropriate use of technology. They learn that the lev-
els of performance in the framework are levels of performance of teaching, not
of teachers, and how evidence is interpreted to reflect those different levels of
performance.

But the most valuable aspect of training in the framework for teaching does
not consist of the acquisition of skill in assembling evidence for the different
components. The greatest value derives from the professional conversations
among educators about their practice. In these conversations, teachers acquire
ideas from one another (“Oh, that’s a good idea; I never thought of doing it
that way”), and administrators see the richness of experience that their teachers
bring to their work. For this reason, it’s important, when possible, for teachers,
coaches, and administrators to participate in training together; it's important for
teachers not to believe that administrators are engaged in secret activities. For
all educators involved in supporting and evaluating teaching, the evidence is the
same. Granted, the use to which that evidence is put is different, but the nature
of the evidence is identical. And the conversations among all educators are
enriched by having in the same room individuals with different perspectives and
responsibilities within the school.

Instruments and Forms

Occasionally a school district will announce that it is going to revise its
system of teacher evaluation, and then sets about to revise the forms. It’'s impor-
tant to recognize that a form is not an evaluation system; the system consists of
all its elements, including the evaluative criteria, the procedures, the time lines
for activities, and the decisions about who the evaluators are and the training
they receive. However, the evaluation instruments (the forms) are important to
a good system; they structure the manner in which evaluators collect evidence,
and they determine the questions teachers consider for a planning conference
and a reflection conference. Similarly, the issues teachers consider in assembling
artifacts for a portfolio structure their thinking and their choices. Therefore, the
forms provided in Appendixes A and B are offered to stimulate educators’ think-
ing about the types of evidence they want to ask teachers to provide and the
nature of the reflection (by teachers, mentors and coaches, and administrators)
they intend to encourage.
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When planning for teacher evaluation or designing a system of mentoring,
induction, or professional development, evidence of teaching is essential. This
is not evidence in a legalistic sense but constitutes the means by which teachers
demonstrate their skill. Good teaching is not a mystery; educators, like mem-
bers of other professions, have developed considerable consensus regarding
what constitutes excellent practice. And to ascertain the level of skill, evaluators
of teaching must have evidence of that practice. Some of the evidence comes
from observations; other evidence comes from artifacts. What is important is that
the method used be appropriate to the aspect of practice for which evidence is
sought.

Figure 1.3 summarizes the sources of evidence for the components of the
framework for teaching. The items in Column 2 refer to forms in Appendix A.
The artifacts referred to in Column 5 are described in Appendix B.
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Promoting
Professional Learning

Although the framework for teaching may be used to evaluate teacher perfor-
mance, its principal contribution to the profession lies in its use in promoting
professional learning. It’s not the framework itself, of course, that achieves this
effect, but the manner in which it is used. Like any tool, it may be misused and
applied in a top-down, punitive manner, resulting in a shutting down of teachers’
inclinations to engage in learning. Thus, in using the framework for teaching, it’s
important to recognize those factors that contribute to the desired outcome of
promoting professional learning.

A Culture of Professional Inquiry

The first, and in some respects the most important, contributor to professional
learning is a culture of inquiry. It is essential that all educators recognize that
the work of professional learning never ends; it is a career-long endeavor. When
school leaders (both teachers and administrators) insist that it is part of every
teacher’s responsibility to engage in professional development, this is not to
suggest that teachers, either individually or collectively, are deficient in their
practice. Rather, it is to maintain that teaching is so complex that it is never done
perfectly; every educator can always become more skilled, more expert. And
making a commitment to do so is part of the essential work of teaching. It is not
an add-on, an extra; rather, it is integral to that work.

Administrators bear a certain responsibility for establishing and maintaining
a culture of professional inquiry within a school. Professional learning requires,
after all, both time and support. If teachers are to work together to improve their
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skill, they need to be able to meet together, to observe in one another’s class-
rooms. This becomes a matter of scheduling and of making professional learning
a high priority within the school.

But attitudes matter even more than the details of a school’s schedule. A
tone of inquiry, one that emphasizes all teachers’ obligation to engage in ongo-
ing learning—and the resulting joy in doing so—is essential. Such a tone should
infuse daily interactions between teachers and administrators, and among teach-
ers. Educators should come to see their challenges as ones that invite careful
analysis of cause, creative solutions, and learning from one another. Improving
student learning consists of far more than implementing a new program. Rather,
it involves understanding one’s students and how they learn and applying the
best professional wisdom available. It is also an opportunity to expand that pro-
fessional wisdom through any available means.

A culture of inquiry, naturally, should infuse a school’s practices related to
professional development. But this culture can, and should, also be reflected in
the school’s practices surrounding mentoring and teacher evaluation. When these
activities are regarded in the spirit of ongoing learning, they take on an entirely
different tone than when they seem to reflect a culture of “gotcha” and unin-
formed judgment.

Of course, particularly in the area of teacher evaluation, a culture of profes-
sional inquiry may represent a considerable departure from past practice. Even
experienced teachers may feel anxiety when they see an administrator enter the
classroom—even when an outside observer might consider such anxiety to be
completely unwarranted. This reaction may be due largely to the fact that teacher
evaluation is not being undertaken in an environment of trust (addressed in the
next section). But it may also be due to the fact that everyone in the school has
traditionally considered teacher evaluation as an exercise to be endured, a neces-
sary fact of life to be accomplished as quickly and painlessly as possible. The
idea that even teacher evaluation can be an opportunity for genuine professional
learning may be an unfamiliar concept. But teacher evaluation, particularly when
it is organized around clearly established and accepted standards of practice,
offers an opportunity for educators to reflect seriously on practice; that reflection
alone promotes learning. But the culture must support it; it must occur within a
culture of inquiry.

Trust

In many schools, a familiar refrain states that a particular practice would be
impossible because of a low level of trust. But what does this mean?

In schools, as in other organizations, power is not evenly distributed. Even
within a culture of professional inquiry, everyone knows that the buck stops with
the administrator. The school principal is held accountable for what happens
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in the school and is therefore the decision maker of last resort. Even in schools
with empowered teacher leaders, department chairs, and instructional coaches,
the principal’s opinion trumps that of others.

Of course, trust moves up and down the hierarchy; teachers must feel they
can trust administrators not to abuse their power, but administrators must believe
that they can trust teachers to not undermine the school’s mission and reputa-
tion. Such development of trust requires honesty and an openness to address
issues as they arise. Beyond the matters of honesty and openness, however, the
development of trust, particularly from teachers to administrators, rests on a
series of important elements described in the following sections.

Professional Competence. First of all, teachers must believe that administrators
are knowledgeable and that, therefore, their recommendations are grounded in
professional understanding. If teachers are observed by administrators whom
they don’t believe to be professionally competent, nothing that emerges from
the encounter will advance the teachers’ learning; the teachers simply won’t trust
that the administrators know what they are talking about.

Of course, administrators don’t have to be experts in every subject or every
level to have a deserved reputation for professional competence. But they must
be willing to admit the limits of their own knowledge and to be actively engaged
in learning from others. And teachers must believe that the administrators know
enough to ask the right questions, to bring other insights to bear on a situation,
and to advance the collective understanding of everyone involved.

Consistency. Above all, administrators must be consistent in their dealings with
teachers; their reaction to a situation must be predictable and stable over time.
Otherwise teachers may rightly believe that their encounters with a principal are
governed by the whim of the moment or subject to outside pressures. If teach-
ers can’t trust a principal to be consistent, they never know where they stand
with that individual; before making a proposal, they will be speculating as to the
principal’s mood.

Furthermore, an administrator’s consistency should be grounded in the “big
ideas” of the school’s vision. In teaching, these ideas are captured in the frame-
work for teaching, which is based on recent research into student learning that
maintains that learning is the result of active intellectual engagement by students
themselves. Thus, when discussing a lesson, teachers can be confident that they
will not be judged according to a vision of classrooms with students sitting qui-
etly at their desks, complying but bored.

Another important element of consistency is transparency. The conver-
sations between teachers and administrators must be based on concepts and
beliefs that are publicly known, and the processes must be transparent. Again,
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in schools that have adopted the framework for teaching as their accepted
definition of good teaching, teachers know in advance what constitutes good
practice and how their performance will be evaluated. And they must know
that their principals have been adequately trained to consistently evaluate that
performance based on actual evidence, not on their own idiosyncratic views of
teaching.

Confidentiality. Both teachers and administrators must believe that things they
say in confidence will stay out of the public eye. This requirement relates to
both personal and professional issues and refers to matters both about oneself
and about others. Of course, knowledge is power, and some individuals can’t
resist revealing that they know a particularly “juicy” bit of information. But trust-
ing someone with information requires that anything designated as private must
remain so. Violating confidentiality undermines trust as quickly as any other
practice.

Admitting Mistakes. Although it may seem a small matter, teachers trust admin-
istrators who are willing to admit when they don’t have all the answers or, more
important, to admit a mistake. It requires a certain largesse and confidence to
admit that one was mistaken and that reconsideration of an issue now makes a
better response apparent. Admitting mistakes also signals to colleagues that one
bases decisions on evidence and analysis, and that as new evidence becomes
available, the analysis (and therefore the conclusion) may change.

Sticking with an approach in the face of evidence that it is not effective
does not reflect well on the individual. While attempting to appear resolute, to
others the person simply looks stubborn. It is one of the hallmarks of profes-
sionalism, after all, that the professional stays current about the latest research
findings and is prepared to alter practice as a result. Admitting that new evidence
has superseded previous advocacy for an instructional approach signals that one
is monitoring that evidence and is not afraid to admit that an adjustment should
be made. It also signals that if teachers know of an approach they believe is
superior to current practice, it will receive serious consideration.

Protecting Against Vulnerability. In the unequal power relationships of schools,
teachers’ positions—particularly those of nontenured teachers—are insecure.
They were hired, of course, in the expectation that they would be able to suc-
ceed. But until a teacher has been at work at the school for awhile, no one
knows whether the match will turn out to be a good one. Schools are complex
places, each with its own culture, and it’s difficult to predict whether an indi-
vidual will fit.
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Administrators face an inherent role conflict in their work with nontenured
teachers. Most administrators want to be a guide to their new hires, particularly
those new to the profession, to help them make a successful transition. But the
administrators are also the new teachers’ judges, and both parties know it. New
teachers are eager to hear positive words from their administrators, to know that
they are on the right track. They may be inclined to read significance into small
comments made by an administrator, looking for evidence that their performance
is being seen as successful.

In this environment, new teachers are vulnerable to the judgment (some
would say whim) of the administrator. This is inevitable and is inherent in the
situation of administrators evaluating new teachers and having the authority to
not renew a contract for little in the way of “cause.” A new teacher would have
to be brave indeed (or very confident) to seek an administrator’s assistance with
some students who persist in acting out in class. The teacher has no assurance
that such a conversation will not reappear in an annual evaluation as a statement
saying “she can’t control her class.” Unless a high degree of trust has been estab-
lished (and this is unlikely for new teachers, because they have not yet devel-
oped much of a relationship with administrators), teachers won’t approach their
principals with such concerns.

Administrators can, and most do, work as best they can within the limita-
tions of this situation. They try to assure their new teachers that when they seek
assistance the information will not be used against them. They are asking the
teachers, in effect, to trust them not to abuse their power, to trust them to protect
the teachers’ vulnerability.

These considerations account for the importance of a mentoring program,
to provide to new teachers an individual with whom they can be completely
honest, with whom they can admit their difficulties and seek professional advice.
The relationship between a new teacher and a mentor is by its nature nonthreat-
ening, because mentors (except in rare circumstances) don’t evaluate teachers.
Mentors, in addition to being a resource to new teachers as they are finding their
“sea legs,” can also serve as coaches to help them prepare for their more formal
observations and evaluations conducted by supervisors or principals.

Experienced teachers who have attained tenure can be in a different rela-
tionship with their administrators. After all, their attainment of tenure suggests
that their performance has been deemed to “meet or exceed” the district’s stan-
dards of practice. Hence, unless otherwise indicated, their positions are secure;
their interactions with administrators are situated within a different professional
milieu than are those of nontenured teachers. The conversations can be far more
collegial and more collaborative for the simple reason that the teachers them-
selves are not as vulnerable.




22

The Handbook for Enhancing Professional Practice

Overall, working in a trusting environment means that people feel safe,
secure that others are telling the truth; that it is safe to admit vulnerabilities and
that others aren’t asserting their power as a substitute for rational discussion. A
trusting environment is an open environment, where issues are on the table and
teachers are not made to feel more vulnerable than absolutely necessary.

Self-Assessment and Reflection on Practice

As philosophers since ancient times have noted, self-knowledge is the begin-
ning of wisdom. Teachers’ awareness of their own areas of strength and need
for growth is the first step toward professional improvement. Teaching is highly
complex and demanding work; for many teachers (particularly new teachers)
simply making it through the day is a tall order.

But making it through the day is not sufficient to strengthen practice. And
although it appears that we learn from our actions, that view is not quite accu-
rate. It’s not that we learn from our actions; we learn from our thinking about
our actions. It’s the thinking that matters. Hence, to acquire the capacity to
improve their teaching, teachers must be able to analyze it, to recognize their
areas of relative strength and weakness.

Naturally, clear standards of practice help in the process of self-assessment.
When many teachers first encounter the framework for teaching, they examine
the rubrics to determine where their own teaching falls in the levels of perfor-
mance. Doing this privately enables them to be honest in their assessment. Then,
for many of them, their eyes drift to the right, to see what performance at the
next higher level would be. For many teachers, their response is “Oh, sure, I can
do that.” That is, the framework for teaching becomes a tool for an individual
examination of practice that will lead in the future to modest changes.

Reflection on practice requires both skill and discipline. Beginning teachers,
before they have acquired the skill of reflection, tend to report that a lesson
was “fine” or “terrible,” global judgments that don’t represent the nuances of the
situation. Only with experience, and aided by structured support from a mentor,
a coach, or even an administrator, do novice teachers look beneath the surface
and explore more complex questions about their teaching. At that point, when
invited to do so, they are able to consider whether the instructional outcomes
they set for their students were appropriate, whether students were engaged in
productive learning, whether the student groups should have been formed differ-
ently, or whether the learning activities were productive. By analyzing a lesson
one element at a time, teachers become more analytical, more reflective, and
more evidence-based in their thinking. Such thinking then becomes a habit of
mind that teachers engage in independently on a regular basis.
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Even when the habit is well established, however, reflection on practice
requires both time and discipline. Immediately following a lesson is the best time
to think about it and to determine how it could have been improved. But most
teachers must move from one lesson to another immediately; even at the end of
the day their attention is focused on preparations for the following day. In addi-
tion to the time required to “replay the tape” of a lesson just completed, teachers
need to value the practice sufficiently to apply the discipline required.

Naturally, as teachers gain experience with self-assessment and reflection
on practice, it is easier to do and requires less time. Teachers can mentally run
through the different elements of the lesson—the instructional goals, the activi-
ties, and the manner in which the students have been grouped—and ask them-
selves the fundamental reflection question: “If T had a chance to teach this lesson
again, what would I do differently?” Then, while the answer is fresh in their
minds, they can make quick notes to review before teaching it again.

The procedures and instruments in this book are designed to support
teacher self-assessment and reflection on practice. They invite teachers to con-
sider a lesson, for example, in light of the domains and components of the
framework for teaching, and to identify evidence, as appropriate, of those com-
ponents. This self-assessment and reflection on practice become, then, the foun-
dation for conversation with other educators regarding the lesson and the first
step toward strengthening practice.

Collaboration and Conversation

In their purest forms, self-assessment and reflection on practice can be done

by teachers on their own, thinking through lessons they have taught or parent
conferences they have conducted for insight on how they could have been done
better. Initially, that is, self-assessment and reflection on practice are independent
activities. However, there are limits as to what one can discover on one’s own;
perceptive questions from another educator can stimulate thought in new direc-
tions and lead to new discoveries.

Furthermore, self-directed professional inquiry (described in Chapter 5) ide-
ally includes a process in which teachers work with colleagues, in study groups
if possible, to explore an important aspect of practice or to engage in action
research. The collaborative aspect of such projects is important; multiple partici-
pants enable the expression of multiple perspectives. Different educators focus
on different aspects of the same situation and bring their own experience to
bear. These multiple angles can only enrich the quality of what emerges.

When watching a videotape of a class, for example, or when observing
a live lesson, observers will see things the teacher was unaware of while the
lesson was unfolding. Such different perspectives contribute to the teacher’s
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awareness of a situation, of course. But the collaboration accomplishes some-
thing else as well: everyone in the group learns from the exercise. If a teacher
has brought a situation to a study group to be discussed and resolved, the
teacher benefits from the perspectives of everyone in the group. But the other
members of the group learn as well; they become aware of a new professional
situation, and they hear the views of their colleagues. Collaboration and discus-
sion benefits everyone in the group.

Naturally the mechanism through which such learning occurs is conversa-
tion. Whether it is in a study group, or one-on-one with a coach or supervi-
sor, conversation is the mechanism through which thoughts are expressed. The
English language even has idioms that point out the close connection between
thought and speech, as in “I'm just thinking out loud here,” or “How do I know
what I think until I hear myself say it?” Conversation, one could argue, is thought
made accessible. Thus a principal vehicle for promoting learning is collaboration
and conversation, because educators must explore their thinking, express it to
others, and learn from the perspectives of others.

N VRN VRS PR 8
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The principal value of the framework for teaching is in promoting profes-
sional learning by teachers and other educators. It provides a tool for them to
arrive at consensus, first of all, as to what constitutes good teaching. Then, in
using this tool for a variety of purposes—teacher preparation, mentoring and
coaching, professional development, and teacher evaluation—educators can
adopt procedures that emphasize the learning (rather than the inspection) aspect
of those activities.

Any framework for teaching could yield such benefits; the actual tool is
not particularly important so long as it is grounded in solid research. The key to
promoting professional learning lies in the procedures adopted and the culture
within which the framework is used. In a punitive environment, no framework
for teaching, regardless of its merits, will ensure professional growth.

When conducted within a culture of inquiry, however, conversations based
on the framework for teaching offer a rich opportunity for professional learning.
The instruments and procedures provided in this book are designed to support
such learning.




Using the Framework ACross
the Career Spectrum

A notable feature of the framework for teaching is its usefulness for educators in
various roles—teacher trainers, teachers, and school and district administrators.
In addition, the framework’s usefulness spans all phases of a career in education,
from the preparatory years through the years spent honing the skills and knowl-
edge that qualify one as an outstanding practitioner. This chapter describes how
best to use the framework for teacher preparation, recruitment and hiring, men-
toring and induction, and coaching and professional development. Appendix A
contains the various forms referred to in the following sections.

Teacher Preparation

Teacher educators face the daunting challenge of preparing their students for a
highly complex profession, with limited time for doing so. Even in a five-year,
or master’s, program, time is short. Therefore, teacher preparation programs,
like education at all levels, must be highly purposeful and organized efficiently
around clear outcomes. A teacher education program should be able to clearly
specify what it expects its graduates to know and be able to do, and how it will
verify that they have achieved those aims.

Teacher educators have found the framework for teaching to be a useful
organizing structure for their programs. If the framework represents good teach-
ing, the argument goes, are we teaching our candidates the skills delineated in
the framework? Are they aware of these concepts and ideas? Can they design
instruction to ensure student engagement?

25
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Of course, the framework for teaching may influence several aspects of the
preparation program, including the actual course offerings and the clinical expe-
rience of students (both their own student teaching and their observations of
classroom teachers). Thus the framework can help to ensure that all graduates of
a program are fully equipped to succeed as the teacher of record in a classroom.
In addition, it can be used to certify their skill.

Course Content

Course offerings for teachers-in-training must include a wide range of top-
ics and perspectives. It is important for those entering the profession to have a
broad awareness of the history and mission of education, the place of educa-
tion in a democratic society, and the history of how the role of education has
evolved over time. Not all of these aspects of teaching are addressed directly in
the framework for teaching, although they underlie 21st century practice. Foun-
dational work—that is, theories and the knowledge gained from applications of
those theories over time—is, after all, the foundation for current practice. As the
popular expression puts it, “There is nothing as practical as a good theory.”

In addition, of course, new teachers must enter the field equipped to meet
the practical challenges of everyday classroom life, which have been described
in detail in Enbancing Professional Practice: A Framework for Teaching (Daniel-
son, 2006). These challenges are complex and may be daunting to those entering
the profession. A program that prepares teachers must at least enable them to be
successful as they embark on their careers; the courses teachers-in-training take
should teach them practical skills as well as provide a theoretical perspective.

How can a preparation program ensure that its students acquire the impor-
tant knowledge and skill they need to be successful? That is where the frame-
work for teaching has proved to be useful: teacher educators can conduct an
audit of a program’s course offerings that deal directly with practice, to ensure
that the important aspects of teaching described in the framework are included
in the syllabi for the various courses, and that student understanding of the nec-
essary knowledge and skill is assessed through course examinations and practi-
cal demonstrations.

In conducting an audit, most preparation programs will discover that every-
thing in their syllabi is, in fact, important in the framework for teaching. Indeed,
many courses in classroom management or methods of instruction in the various
disciplines and levels directly include the issues described in Domain 1, Plan-
ning and Preparation; Domain 2, The Classroom Environment; and Domain 3,
Instruction. And to the extent that a preparation program also includes the skills
of communicating with families, it may also prepare teachers for at least some
of the aspects of Domain 4, Professional Responsibilities. In many preparation
programs, courses are designed to address a specific aspect of the framework for



Using the Framework Across the Career Spectrum

27

teaching—for example, the content and pedagogical techniques in the disciplines
(Component 1a), how to establish smooth routines and procedures (Component
20), and how to create a student-centered approach to student discipline (Com-
ponent 2d).

In addition, the common themes described in Chapter 3 of Enhancing
Professional Practice: A Framework for Teaching can offer another important
lens through which to view the preparation of teachers. The themes are the
following:

* Equity

e Cultural competence

* High expectations

* Developmental appropriateness

* Attention to individual students, including those with special needs
* Appropriate use of technology

* Student assumption of responsibility

In fact, several of the themes can provide the focus for courses on, for example,
cognitive and emotional development, the impact of cultural differences on the
challenges of planning, differentiation for individual student needs, and the use
of technology in planning and teaching. The insights from these courses can
then provide important perspectives on the actual work of teaching in different
settings, designing instruction, engaging students in learning, assessing student
work, and the like.

Form A: Teacher Preparation Audit can be used to examine a preparation
program and to identify where there are holes that should be filled through addi-
tions or revisions to the program.

Clinical Practice

Through time spent in schools and classrooms, teachers-in-training acquire
essential first-hand experience using the knowledge and skills they have learned
in their coursework. Initially they are observers and interviewers of experienced
teachers; later they apply what they have learned in teaching lessons on their
own.

Observations of experienced teachers. Typically the first field experience of
teachers-in-training is observing experienced teachers, often in a wide range of
settings. Unless they make a special effort, however, their first experience tends
to be somewhat unfocused; they are asked to simply observe teachers and sum-
marize what they have seen.

The framework for teaching provides a structure for these observations.
Teachers-in-training will, after all, have been learning about the domains and

components of the framework; what better way to understand them more deeply



28

The Handbook for Enhancing Professional Practice

than to observe an experienced teacher and see them in practice? In observing
experienced teachers, teachers-in-training not only see how the domains and
components play out in different settings. They can actually see evidence of how
teachers manage to implement them.

Form B: Clinical Observation Notes may be used to document such observa-
tions. It lists each of the domains and components that might be observed in a
class and summarizes the main points of each. It then provides a space where
teachers-in-training may jot notes of how each of the components has been
demonstrated in the class they observed—for example, what the teacher did or
said, what the students did or said, or how the room was arranged. Of course,
depending on the lesson, the teacher-in-training may see no evidence at all for
one or more of the components; in that case, the space should simply be left
blank.

Back in class at the university, teachers-in-training can discuss the techniques
they have observed. They can compare notes on how different teachers estab-
lished, for example, environments of respect in their classrooms, or the methods
they used to encourage students to take an active role in class discussions. By
focusing their observations in this manner and by discussing them with their
professors and fellow students, teachers-in-training derive maximum benefit from
the time they spend in schools building their own repertoire of skills that they
will later use.

Interviews of experienced teachers. Another important source of information
and insight for teachers-in-training is interviews with experienced teachers. It’s
one thing to observe an experienced teacher in action; it'’s quite another thing
to ask teachers how, for example, they plan lessons, ensure that all students are
engaged, or encourage students to take responsibility for their own learning.

Advanced skills of teaching may not be obvious to an inexperienced
observer. The teacher-in-training might accurately observe, for example, that the
students in a class know exactly what to do when the teacher announces that
they should move into their groups for an activity. But how did the teacher pre-
pare them for this? How did the teacher teach them what to do so that the envi-
ronment is not chaotic? To the inexperienced eye, highly accomplished teaching
might look like magic; it might seem that the class is running itself. By interview-
ing the teacher, the teacher-in-training pulls back the curtain on the teacher’s
thinking and is able to understand how the experienced teacher creates the class
that was observed.

Form C: Teaching Interview can serve as a starting point for these important
conversations, for learning about an experienced teacher’s approaches and tech-
niques. In these conversations, teachers explain the thinking behind the deci-
sions that inform their practice. In responding to the questions, they reveal their
teaching as a series of deliberate, purposeful judgments influenced by multiple
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aspects of context. (Appendix A provides two versions of Form C. The annotated
version explains the framework components each interview question is designed
to illuminate and can help teachers-in-training focus the conversation.)

Student teaching. When teachers-in-training begin their own student teach-
ing, the framework is a valuable tool both for their own self-assessment and
for informal observations of their teaching by a cooperating teacher. For self-
assessment, Form D: Teacher Lesson Reflection is the most suitable form; it asks
student teachers to consider a lesson they have taught in light of the components
in Domains 1, 2, and 3 of the framework for teaching. Of course, depending on
the lesson, there may be no evidence for some of the components.

Student teachers, their cooperating teachers, and their supervisors should all
be aware of expectations regarding the practice of student teachers. As described
in Enbancing Professional Practice: A Framework for Teaching, the rubrics rep-
resent levels of performance of teaching, not of teachers. As such, they reflect
teachers’ knowledge and experience with different disciplines and students of
different ages. “Unsatisfactory” performance represents practice that is beneath
the licensing standard of “do no harm”: harm is being done, or learning is being
shut down, or the environment is chaotic. “Basic” performance reflects typi-
cal performance of teachers new to the profession, individuals who are doing
virtually everything for the first time. Therefore, the Basic level is appropriate for
the performance of both student teachers and teachers in their first year or two
of practice. When teachers are first acquiring experience, their performance is
inconsistent; they probably don’t have a Plan B, and they may not yet recognize
the signs of a lesson requiring adjustment while it is underway. “Proficient” and
“Distinguished” teaching are characteristic of experienced educators, those who
have developed their routines, who consistently engage students in high-level
learning, and whose students assume considerable responsibility for the suc-
cess of the class. In particular, Distinguished performance reflects highly accom-
plished teaching, a level that a novice teacher would rarely attain.

As student teachers gradually assume responsibility for a classroom, their
cooperating teachers have many opportunities to observe their performance
informally and to provide feedback. Form E: Informal Classroom Observations
provides a convenient instrument for collecting the results of multiple observa-
tions. It includes two components from Domain 1 (1a: Demonstrating Knowl-
edge of Content and Pedagogy, and 1b: Demonstrating Knowledge of Students)
that, to a far greater extent than the other components in Domain 1, are likely
to be demonstrated in classroom practice as well as through conferences. All the
components of Domains 2 and 3 are also included, as they are consistently dem-
onstrated in a classroom observation. However, in any given lesson, particularly
a brief one, it’s likely that only some of the components would be on display.
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In using Form E, each time cooperating teachers observe student teachers,
even briefly, they note the date and the concept being taught on the first page.
Then, as they see evidence of the different components of teaching, they write
that evidence in the space below the appropriate component. If a clear level of
performance has been demonstrated by that evidence, they can indicate that
level with a highlighter. A refinement of this practice is to indicate each informal
observation with a different color of highlighter. Then, over the course of several
months of conducting informal observations, the teacher’s increasing level of skill
is evident in a strikingly visual manner.

In virtually all programs, supervisors from the university visit the student
teachers and observe a complete lesson, with a planning conference and a
reflection conference. In some programs, cooperating teachers are asked to
conduct formal observations of student teachers, with the results contributing
to the student teachers’ evaluations. Any educators asked to judge the perfor-
mance of student teachers, whether they are university supervisors or cooperat-
ing teachers, must be trained sufficiently for their role so they can make valid
and consistent judgments based on evidence of practice. Successful completion
of student teaching is a high-stakes matter for the student; it’s essential that the
people making those judgments be able to make them well. This ability is a mat-
ter of training—training in the framework for teaching, in observation skills, and
in the collection and interpretation of evidence. Such training is typically offered
through the university program, although it might also be offered by a school
district for its own administrators, mentors, and teachers.

Cooperating teachers and supervisors may use the Notes section of Form F:
Formal Classroom Observation to take notes during a class. Using the left-hand
column to write down the time an event occurred permits later analysis of the
lesson for issues of pacing and balance. Then, following the lesson, the coop-
erating teacher or supervisor should consider each of the items noted from the
lesson and determine the component of the framework for teaching represented
by each one. The component number (such as 2a or 3b) may be written in the
right-hand column.

The observer may then analyze the notes according to the components in the
framework for teaching, using Form G: Formal Observation Summary. As with
the informal observation notes (Form E), the observer should write evidence for
each component of the framework in the space below the rubric for that com-
ponent and then determine the level of performance. This is a far more powerful
exercise if the student teacher also reflects on the lesson, using Form D: Teacher
Lesson Reflection. When the student teacher and the supervisor compare their
perceptions of the lesson, the conversation is exceedingly rich and can isolate
aspects of teaching that should be strengthened. The items on the final page of
Form G (areas of strength and areas for growth) are best completed jointly. Thus
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the observation form provides a structure for the observation, feedback, and
assessment of progress.

Of course, the observation instruments may need to be modified slightly
to reflect the work of student teachers. Student teachers, after all, are not the
teacher of record; they inherit and gradually assume responsibility of the class of
an experienced teacher—one who has established the routines and procedures,
the standards of classroom conduct, and the patterns of interactions among stu-
dents. The degree of success in these matters is not entirely—or even primarily—
the consequence of the student teacher’s work. Even the quality of the lesson
design, or modifications made for individual students, may represent the com-
bined work of the student teacher and the cooperating teacher.

But with these reservations in mind, the observation instruments are
extremely valuable in structuring the cooperating teachers’ and supervisors’
observations of student teachers, and the interview protocols structure the
conversations before and after the observation to maximize reflection on prac-
tice. See Figure 3.1 for a list of the forms that are useful for teacher preparation
programs.

Figure 3.1
Forms for Teacher Preparation

Form A: Teacher Preparation Audit—For teacher-training institutions to use to examine their programs and determine
the need for additions or revisions

Form B: Clinical Observation Notes—For teachers-in-training to use when observing experienced teachers
Form C: Teaching Interview—For teachers-in-training to use in interviewing experienced teachers
Form D: Teacher Lesson Reflection—For teachers-in-training to use in analyzing their own practice

Form E: Informal Classroom Observations—For cooperating teachers to use in providing feedback from informal obser-
vations

Form F: Formal Classroom Observation—For cooperating teachers or university supervisors to use to structure a plan-
ning conference, an observation, and a reflection conference

Form G: Formal Observation Summary—For cooperating teachers or university supervisors to use during a reflection
conference, to provide structured feedback on a formal observation

Recruitment and Hiring

The challenge faced by schools and districts in hiring new teachers is to ensure
that they make good decisions, that the teachers they hire not only will excel in
the classroom with students but also will be able to contribute to the school’s
professional community. The challenge is particularly great when considering
teachers new to the profession, because it is not possible to contact

previous employers or to send interviewers to observe the teachers in their own

classroom.
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However, even with the challenges, the framework for teaching can provide
a structure for the selection process that would not be possible without such
a tool. It ensures that a consistent definition of good teaching is applied to all
candidates, both making the process more transparent and making favoritism in
hiring less likely.

It is important that hiring decisions be informed by the perspectives of both
teachers and administrators. Teachers are keenly aware of the issues confronting
their own schools (and departments or teams within those schools) and there-
fore the skills needed in prospective colleagues. Thus the selection process for
teachers new to a school should include, whenever possible, participation by
both teachers and administrators, at least in the final stages.

A well-designed recruitment and hiring process bases hiring decisions on evi-
dence from a number of sources: review of résumés, interviews with candidates,
observation of actual teaching or examination of a videotape (for experienced
teachers), and review of artifacts (such as planning documents and class newslet-
ters). These are each discussed separately in the sections that follow.

Review of Résumés

Résumés present teachers’ descriptions of what they regard as most relevant
to a particular vacancy or type of vacancy, such as elementary teacher or sec-
ondary teacher of mathematics. They summarize previous teaching posts, noting
the important responsibilities of the position, the students served, and impor-
tant characteristics of the community. In addition, most teachers will include
nonteaching activities in which they participated, such as service on school or
district committees, supervision of student activities, or outreach to parents or the
business community.

Of course, candidates who are new to the profession will not be able to
include teaching positions on their résumés, although as young people they
might have worked in positions such as swimming teacher or camp counselor.
Teachers who have been part of a traditional teacher preparation program will
be able to include salient details of that program on their résumés, including the
courses they have taken and their field placements. But teachers entering the
profession through an alternate route may not have such details available. How-
ever, many such candidates will be able to offer alternate, and sometimes highly
relevant, experience, such as working with young people as a scout master or
an athletic coach, or as teacher in a church or a synagogue. Many alternate-route
candidates are older than traditional candidates, with important life experience,
such as parenting or working in an organization.

In reviewing résumés, educators should bear in mind the skills and disposi-
tion they are seeking and maintain an open mind about how an individual may
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have acquired such skills. Naturally, reading résumés is only the first level of
screening of candidates, but it’s important that those doing the screening don’t
hold an overly rigid view of what is acceptable.

Interviews

Naturally, interviews with candidates are critical in establishing a personal
connection and determining whether a candidate is a good fit with the school’s
culture and approach to instruction. It is now well accepted that teaching is a
complex cognitive activity and that teachers make hundreds (literally—research-
ers have counted them) of decisions each day. Thus it’s not sufficient to observe
what teachers do; it’s also important to understand the thinking behind their
decisions. Interviews provide a window into teachers’ thinking, enabling them to
explain their reasoning and their rationale for decision making.

It's also important to standardize the interview process so that those conduct-
ing the interviews obtain responses to the same questions from all candidates for
a position. Of course, schools and districts will have questions to put to can-
didates that reflect that particular setting. But to the extent that educators seek
candidates’ responses to questions directly related to the framework for teach-
ing, they will find the questions on Form C: Teaching Interview useful. These
questions are designed to elicit candidates’ skills and experience with respect to
many components of the framework for teaching. Some of these components,
such as those related to routines and procedures, may be observed in a class-
room or on a videotape. But the interview reveals the teacher’s thinking behind
the routines established and enables the teacher to describe, for example, the
techniques used to encourage students to participate in the establishment of
those routines.

Observation

Direct observation of teachers’ skill with students is an important aspect of
determining the suitability of a candidate for a teaching position. Many teachers
can talk about their teaching in an engaging manner, describing what sounds, to
the listener, like imaginative, student-centered practice. However, the description
may be very different from what they display when interacting with students,
when actually teaching a lesson. Only an observation of actual practice can
enable those making the hiring decision to determine the candidate’s true skill.

A teacher’s skill with students may be demonstrated by three methods:

* Having the candidate teach a lesson to a group of students at the site with
the vacant position (students whom the candidate has not met before the lesson)
* Sending an observer to watch the candidate conduct a lesson with her

own class
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* Asking the candidate to submit a video of her teaching, with students in
her current class

Each of the first two methods has advantages and disadvantages. Clearly, teach-
ing a lesson to unfamiliar students is an artificial situation; the teacher has not
had the opportunity to establish a relationship with them, and they may not be
displaying their typical behavior. However, it does provide “live” evidence with-
out the inconvenience of an observer traveling to the candidate’s own school.
And for candidates who are not currently teaching (or who are new to the pro-
fession), it may be the only way to see them in action. Sending an observer to
watch a candidate teach at the candidate’s own site certainly provides the most
accurate picture of that person’s skill. The lesson is likely to be authentic, and
it’'s possible to see the teacher with students who are familiar with the teacher’s
routines and general approach. Of course, all the limitations of formal observa-
tions used for evaluation are evident in this situation as well; teachers can put
on a good show that may inflate their actual skill. And the lesson may have been
meticulously organized, with no deviation from the plan; hence the observer
may not have the opportunity to see how a teacher responds to unexpected
events.

The last method, asking candidates to submit a videotape of their teaching,
also has a number of disadvantages. First, the quality of the tape may be poor,
particularly if the teacher is inexperienced in making videotapes. If the camera
was set up facing a window, for example, everyone may be in shadow. Second,
unless the teacher has taken special care, it likely won’t be easy to hear the
students—and possibly the teacher—speak. Lastly, the teacher may have edited
the tape, cutting out parts that might give an unfavorable impression.

However, despite the disadvantages, a videotape of classroom teaching also
offers important advantages in the selection process. First, the tape may be
watched by many different observers (for example, the entire interview team),
and they can watch it more than once. In addition, during an interview the tape
may be played, paused at important points in the lesson, and the teacher asked
to describe what was happening, how the lesson built on earlier learning experi-
ences, or the characteristics of individual students. The tape represents, in other
words, significant raw material for understanding a teacher’s practice.

Interviewers can use the observation instruments (Forms F and G) to orga-
nize their observations of either a sample lesson the candidate teaches as part of
the selection process or a videotape submitted by the candidate. Form F: Formal
Classroom Observation provides a template for note taking, with space in the
left-hand column to indicate the time of different events. Then the interviewer
can code each item in the notes to different components of the framework for
teaching, writing those components in the right-hand column. The evidence of
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practice for each of the components then may be transferred to the appropriate
section of Form G: Formal Observation Summary and interpreted against the
levels of performance.

Use of such instruments allows the observations of different individuals to be
consistent and the subsequent decisions to be grounded in concrete evidence of
practice. Of course, if the lesson is taught to students who are new to the candi-
date, that context must be taken into account in how the observation notes are
interpreted against the levels of performance.

Examination of Artifacts

The most dynamic illustration of a teacher’s skill is, of course, in that teach-
er’s work with students in a classroom setting. But teaching involves much
behind-the-scenes work—for example, unit and lesson planning. In addition,
conversations with a teacher, especially with samples of student work as a stimu-
lus for discussion, reveal much about the teacher’s thinking. Furthermore, many
important aspects of a teacher’s work simply don’t occur in the classroom at
all (for example, communicating with families or working with colleagues). For
educators to make an informed decision about a prospective teacher’s skill, it’s
important to see evidence of these nonclassroom responsibilities.

Compiling a professional portfolio can be a valuable experience for new
and prospective teachers. Determining what should go in the portfolio requires
collecting artifacts, comparing possible entries, and selecting the best or the one
that best represents some aspect of practice. This process is valuable for the
person doing it, in that it requires focused reflection and decision making, as
well as judgments on quality. For experienced teachers applying for a new job,
documenting their work outside the classroom results in reflection on practice
and can lead to new insights into their teaching.

Assembling artifacts may not be a new experience for teachers. As part of
many teacher preparation programs, students compile an extensive portfolio of
their approach to teaching and use it in presenting themselves to prospective
employers. Some of these are elaborate affairs, with photographs of their stu-
dent-teaching classrooms and testimonials from students and colleagues.

When considering a candidate for a teaching position, it'’s important for a
school or district to be purposeful and specific. More is not necessarily bet-
ter. Portfolios compiled as part of a teacher preparation program may represent
more than what is needed (or even desired) by an interview team; many port-
folios are overkill. But the team can establish some guidelines themselves as to
what candidates are asked to submit as part of their application.

In deciding what to ask teachers new to the profession to provide, the
decision should be governed by three principles. First, the request should not

be overwhelming, requiring many hours of preparation. Second, the artifacts
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should be those that can reasonably be expected of a teacher who is not cur-
rently teaching or who has completed only student teaching. Lastly, the artifacts
should be selected deliberately to provide the selection committee with evidence
of aspects of a teacher’s practice that can be derived only through such artifacts.
Therefore, a selection of artifacts that might reasonably be requested of teacher
candidates new to the profession could include the following:

* A unit plan, with its assessment

* A lesson plan, with the questions on the planning protocol from Form F
answered in writing

* An instructional artifact, including student work if the artifact had actually
been used with students

Candidates with experience in another school or district can base their col-
lection of artifacts on actual teaching, and their choice of documents can reflect
their experience. These could include artifacts to illustrate the following:

* Analyzing student work using an instructional artifact
* Communicating with families

* Participating in a professional community

* Engaging in professional growth

It's important to recognize that although the principal value of artifacts in the
process of recruitment and hiring is to enable candidates to demonstrate their
skill in the different components of the framework, a critical part of that hiring
process consists of the conversations about the artifacts. Discussion questions
can prompt important teacher reflection and provide the foundation for conver-
sations that reveal the nature of teachers’ thinking about their practice. (Appen-
dix B contains guidelines for preparing artifacts.)

A Signal to Newly Hired Teachers

Some districts give newly hired teachers a copy of the book Enbancing
Professional Practice: A Framework for Teaching. This gesture offers a public
declaration of what the district values in good teaching. Such an act announces
to new staff that teaching well is the highest priority and that the district has
devoted serious thought to defining good teaching. Using the framework in both
the recruiting and hiring processes signals that the district’s definition of good
teaching is clear and that such a definition constitutes the foundation of other
elements of the district’s human resources policy: mentoring and induction,
professional development, and teacher evaluation. See Figure 3.2 for a list of
forms that are useful in teacher recruitment and hiring.
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Figure 3.2
Forms for Teacher Recruitment and Hiring

Form C: Teaching Interview—For recruiters to use in interviewing teacher candidates

Form F: Formal Classroom Observation—For recruiters to use in observing live or taped lessons taught by a candidate

Form G: Formal Observation Summary—For recruiters to use in analyzing the strengths of a lesson by a candidate

Mentoring and Induction

Most educators recognize that learning to teach extends into the first several
years of teaching: Regardless of the quality of a teacher preparation program,
important skills cannot be learned until an individual is the teacher of record.
Furthermore, much of teaching becomes better with practice and through famil-
iarity with the school environment.

Teaching is virtually the only profession without a built-in apprentice-
ship. Apprenticeship is institutionalized in medicine with the internship and
the residency. Airline pilots fly with more experienced and trained instructors
before they are permitted to fly solo. Architects and accountants work under the
supervision of more experienced colleagues before they are assigned their own
clients. Other professions, in other words, are structured such that those new
to the field are not left to survive on their own, to “sink or swim.” Professions
other than teaching are structured to ensure the success of those new to the
profession.

Regrettably, the job of teaching for the 10-year veteran is exactly the same
as it is for the novice; indeed, the assignment of the novice may actually be
more demanding—working from a cart instead of being assigned to a single
classroom, having the highest number of course preparations, and working with
some of the school’s most challenging students. Furthermore, new teachers are
doing everything for the first time, and classroom events rarely proceed com-
pletely according to plan, even for experienced teachers. But whereas experi-
enced teachers have an extensive repertoire and a broader awareness of what
to expect, new teachers are frequently caught with a need to make adjustments
even though they have not prepared a Plan B. All this adds to the stress of learn-
ing to teach, making the availability of a mentor that much more valuable. It is
small wonder that the rates of attrition for teachers are high, resulting in disillu-
sionment on the part of the teachers and instability in the school.

Mentoring and induction of new teachers, then, is an important responsibility
for schools and districts to undertake. The results of well-designed programs are
impressive, for example, with the retention rate for new teachers supported by

the New Teacher Center of Santa Cruz, California, approaching 95 percent. Such
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programs combine practical support (how to find materials and supplies, how
to conduct a parent conference) with formative assessment of new teachers by
mentors, and feedback on teaching. The programs engage the new teachers in
self-assessment, reflection on practice, and professional conversations—activities
that contribute to professional learning.

Many schools have had mentoring programs for some time, typically using
“buddies” to help new teachers navigate the systems for ordering supplies, gain-
ing access to professional resources, and the like. They also help new teach-
ers understand the school’s culture for such things as back-to-school night and
parent conferences. But although such traditional mentoring programs include
needed emotional support for new teachers, they are rarely more than a buddy
system. Important as such support is, it is not sufficient; knowing the school’s
culture for back-to-school night and parent conferences is important, but so is
skill building in those areas. That is, new teachers may need guidance on how to
conduct a parent conference, regardless of the culture in a particular school. And
new teachers are still refining their teaching skills and consolidating their craft.
Such refinement requires instructional-based coaching.

New Teachers Learning from Experienced Teachers

One important activity for beginning teachers is to interview teachers who
are more experienced. New teachers can gain insights into the thinking of their
more experienced colleagues—thinking that shapes the results in their class-
rooms. Questions from Form C: Teaching Interview can structure these conversa-
tions, which are best conducted after school, when neither teacher is responding
to students or assembling materials for a class that’s about to begin.

In addition, new teachers can benefit from watching experienced teachers in
action. The proof of teachers’ planning and preparation is, after all, in how they
use their skill in working with students. Such observations of experienced teach-
ers are most productive if they are focused on certain specific aspects of prac-
tice, such as organizing classroom routines or conducting discussions in which
students take on a leadership role. Form B: Clinical Observation Notes may be
useful in conducting these observations. Alternatively, the conversations can take
place using no established forms at all. However, taking notes on the conversa-
tions is advisable because it’s easy to forget what was said, and it’s helpful for
a beginning teacher to be able to look up the comments later, when the need
arises.

Mentors Observing Beginning Teachers

Mentors can be extremely useful to beginning teachers by observing them in
the classroom and providing feedback on their performance. These observations
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may be informal, to provide the raw material for conversation; or they may be
more formal, to help prepare a teacher for observations that may be used for
teacher evaluation. Depending on the situation, mentors can use Form E: Infor-
mal Classroom Observations, Form F: Formal Classroom Observation, and Form
G: Formal Observation Summary to structure their activity.

It is essential for mentors to be trained for their role in the skills of observa-
tion, structuring feedback, and conducting reflective conversations. These are not
skills that most teachers will have acquired during their own teacher preparation.
Even highly experienced and skilled teachers, then, need to be prepared for the
role of assisting in new teachers’ learning.

Training for mentors should consist of understanding the standards of prac-
tice (the framework for teaching) as well as coaching skills designed to enhance
the work of new teachers. Of course, the value of such training, and of the men-
toring program itself, is not confined to the new teachers. Many mentors report
that their own teaching has improved as a result of observation skills, collecting
and interpreting evidence against clear standards of teaching, and both providing
feedback and engaging new teachers in self-assessment. See Figure 3.3 for a list
of forms that are useful for a mentoring and induction program.

Figure 3.3
Forms for a Mentoring and Induction Program

Form B: Clinical Observation Notes—For new teachers to record their observations of experienced teachers
Form C: Teaching Interview—For new teachers to use when interviewing experienced teachers

Form D: Teacher Lesson Reflection—For the new teacher’s self-assessment

Form E: Informal Classroom Observations—For the mentor’s periodic brief observations of teaching

Form F: Formal Classroom Observation and Form G: Formal Observation Summary—For formal observations,
including planning and reflection conferences, that may be conducted by the mentor or coach to help prepare the beginning
teacher for the more formal evaluation process

Coaching and Professional Development

Most schools and school districts organize their professional development efforts
around clearly defined needs developed by the teachers or their supervisors. The
framework for teaching can provide the organizing structure for these offerings.
Rather than offering training on the latest fad, the school or district can make
decisions as to how to invest its limited professional development resources
based on evidence.

When teachers conduct a self-assessment of their teaching (using Form I:
Self-Assessment of Practice), they identify areas of practice they would like to
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strengthen. Alternatively, when administrators and supervisors conduct formal
evaluations of teaching (using Form F: Formal Classroom Observation and Form
G: Formal Observation Summary), they become aware of aspects of teaching
(for both individuals and within a school or across an entire district) that could
benefit from focused attention.

For example, teachers might determine that they would like to become more
proficient in the area of questioning and discussion skills, or in accommodating
individual needs in their classrooms. Administrators might find that a number
of teachers in a school had identified the same or similar areas for work. Rec-
ognizing these patterns can lead naturally to finding a way to meet the identi-
fied needs, perhaps through a study group, a workshop, or attendance at a
conference.

In addition, educators and professional development specialists have con-
cluded that professional development is most effective when it is embedded
into daily practice. That is, when teachers work together, on their own, or with
the facilitation of an instructional coach to examine student work and discuss
alternate approaches to teaching, they are able to serve as rich resources to one
another. See Figure 3.4 for a list of forms that can provide information on which
to base ongoing professional development.

Figure 3.4
Forms for Ongoing Professional Development

Form I: Self-Assessment of Practice—For teachers to use in analyzing their teaching against accepted standards of practice
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The framework for teaching is a valuable resource for preservice preparation
and for ongoing inservice professional development for teachers. It can also pro-
vide the structure for the recruitment and hiring of new teachers in a school or
a district. The framework provides a common language to inform conversations
about practice, enabling those who prepare new teachers and those who sup-
port their entry into the profession to make the journey a successful one.




Using the Framework
for Teacher Evaluation

The most frequent use of the framework for teaching is for the evaluation of
teacher performance. This is not surprising; school districts are required by law
to perform teacher evaluation. Yet many districts” procedures are antiquated and
contribute little to the culture of the school. Therefore, when the framework

for teaching was first published in 1996, many educators recognized it as an
approach to teacher evaluation that had the potential to be much stronger than
the procedures they were using at the time.

Both academic and practicing educators agree that among the factors within
the school that contribute to student learning, the quality of teaching is the single
most important. Thus, of all the important tasks assigned to school leaders,
ensuring and promoting high-quality teaching should be paramount; everything
else fades in comparison. Nevertheless, many administrators, because of the
pressure of immediate demands on their time, don’t devote the time or energy to
ensuring the quality of teaching that the work deserves.

Because teacher evaluation, particularly for teachers on probation, is a high-
stakes matter, it must be conducted responsibly. Evaluators make potentially
career-altering decisions about teachers; they should make those decisions based
on evidence and ground them in a comprehensive understanding of the crite-
ria of good teaching. It’s not acceptable for either teachers or administrators to
minimize the process of teacher evaluation; it'’s too important for that, and, when
well done, can contribute much to the culture of professional inquiry in a school.

Of course, it’'s impossible to either support teaching or evaluate teacher per-
formance without defining the nature of good teaching. Without an agreed-upon
description of practice, most evaluators apply their own private, idiosyncratic
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views of teaching—for example, a preference for a quiet, subdued environment
versus a more active one; or for student groups and collaboration versus inde-
pendent seatwork activities. Many of these preferences are a matter of style, and
when applied to evaluation they undermine the fundamental nature of teacher
professionalism and judgment. Instead, schools and districts that have adopted
the framework for teaching as their definition of good practice are able to locate
such preferences within the context of research-based components of teach-
ing, with professional decisions based on their contribution to student learning.
Thus, whether students are working in groups or individually is a matter for the
teacher to decide, based on the goals for student learning and the characteristics
of the group.

Using the framework for teaching as the foundation of a system of teacher
evaluation has, in many schools and districts, elevated the requirement for per-
formance appraisal to a professional activity, respectful of teachers’ professional
judgments. Using the framework contributes to a system that simultaneously
ensures quality instruction and promotes professional learning.

Purposes of Teacher Evaluation

Teacher evaluation has two essential purposes: ensuring teacher quality and pro-
moting teacher learning. Although both are critical, they are sometimes seen as
being in conflict with one another.

Quality Assurance

As noted, a principal purpose of teacher evaluation is to ensure teacher qual-
ity. Schools are, after all, organizations that accept money—from government
agencies if they are public schools and directly from parents if they are indepen-
dent schools. Those investing in schools have a right to expect that their funds
will be well used and that the most important aspect of schools—the teaching—
is of high quality. This demand is uncompromising, and leaders in every school
and school district must be able to assure clients that the quality of teaching is

high.

Promoting Professional Learning

In addition to ensuring teacher quality, a system of teacher evaluation seeks
to promote professional learning, to aid in the ongoing improvement of teach-
ing. This purpose does not exist because teaching, in general, is of poor quality
and must be fixed, it exists because teaching is so difficult that it is never per-
fect; no matter how successful a lesson, it could always be improved in some
way. In fact, one could argue that part of the professional responsibility of every
teacher—Ilike that of members of other professions—is to always seek ways to
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improve. The teacher evaluation system is another mechanism for contributing to
the improvement of teaching.

Reconciling Purposes

Some would argue that these two requirements for a teacher evaluation
system—ensuring teacher quality and promoting teacher learning—are funda-
mentally different from each other and may even be in conflict. That is, a system
designed to ensure quality must be rigorous, valid, reliable, defensible (profes-
sionally and possibly even legally)—criteria that sound “tough.” On the other
hand, a system designed to promote learning is likely to be more collaborative,
more supportive—“softer,” in other words. How can these two demands be
reconciled? Some educators have tried to combine them by enhancing the skills
of those conducting the evaluations, through such techniques as instructional
supervision and cognitive coaching. These techniques are certainly valuable
but can only partially address the question of purpose. Instead, resolving what
appear to be inconsistent purposes of teacher evaluation involves the design
of the system itself. The procedures used must respect teacher professionalism
and engage teachers in the activities known to promote learning as described in
Chapter 2.

The design of teacher evaluation systems is fully described in Teacher Evalu-
ation to Enhance Professional Practice, by Charlotte Danielson and Thomas
McGreal (ASCD, 2000.) It describes the design elements of a teacher evaluation
system that enables evaluators to ensure that teaching is of high quality, using
approaches that stimulate teacher self-assessment, reflection on practice, and
professional conversation. These strategies yield maximum teacher learning and
are reflected in the forms and procedures provided in the book.

A Differentiated Approach

The approach to teacher evaluation supported in this book assumes a differenti-
ated model, in which the needs—of both the teachers themselves and the school
districts that employ them—are different for tenured teachers than for nontenured
teachers. Nontenured teachers, particularly those new to the profession, need the
support of both administrators and mentors in order to consolidate their practice.
Furthermore, the tenure decision is a critical one for the district to get right. It is,
after all, a lifetime decision; the consequences of a poor decision will be felt for
years. The procedures for nontenured teachers are called “Track 1.

On the other hand, tenured teachers are full members of the professional
community and should be treated as such. The periodic comprehensive evalu-
ations of tenured teachers should be thorough, and they are likely to be affirm-

ing (“Yes, you're still good!”). They can provide an opportunity for high-level
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professional dialogue between the teacher and the evaluator. During the “other
years” of the evaluation process, when a comprehensive evaluation is not occur-
ring, teachers engage in self-directed professional inquiry. The procedures for
both phases of the process for tenured teachers are called, collectively, “Track 2.
Lastly, there are occasions (fortunately infrequent) when the performance
of a tenured teacher has dropped below standard and must, for the well-being
of students, be improved. In those situations, a school district will implement a
“Track 3” process, in which teachers are guided in their professional develop-
ment, under the direction of a supervisor or an evaluator, perhaps with the assis-
tance of an instructional coach.
In summary, then, the evaluation process envisioned in this book is orga-
nized as follows:

* Track 1: Novice (or Nontenured) Teachers

* Track 2: Experienced (or Tenured) Teachers—Comprehensive evaluation
* Track 2: Experienced Teachers—Self-directed professional inquiry

* Track 3: Experienced (or Tenured) Teachers—Assistance plan

These approaches and their related issues are described in the sections that fol-
low. Appendix A contains the various forms referred to in the text. See Figure 4.1
for a schedule showing the evaluation activities that teachers and administrators
take part in at various times during the year.

Track 1: Novice (or Nontenured) Teachers

With nontenured teachers, it is essential for evaluators to assemble evidence
of all aspects of the teacher’s performance, including those areas not directly
observed in the classroom. On the other hand, it is important to bear in mind
that teachers new to the profession may be overwhelmed by the demands of
their jobs, so it is unwise to ask them to do more for the evaluation process than
is reasonable. Designing the procedures for nontenured teachers involves consid-
eration of a number of questions.

* Is the evaluation process the same each year, or is it progressive? Are non-
tenured teachers evaluated on all the components of the framework for teaching,
or does the number increase from one year to the next? Some school districts
identify, for example, the 10 most critical components for evaluation the first
year, and then add 5 or 6 the second year and an additional 5 or 6 the third year,
with all components included by the end of three years.

* How many formal observations are conducted? The number of formal class-
room observations is usually specified in either statute or negotiated agreements
and is typically two to four. Of course, administrators may conduct more than the
required number, but typically the minimum is set.
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Figure 4.1

Evaluation Schedule

Nontenured or Probationary

Tenured or Continuing Contract
Teacher Activities

Self-Directed Professional

Schedule Teacher Activities Formal Evaluation Years Growth Years
Throughout Teacher collects evidence of student Teacher collects evidence Administrator conducts
the year learning and professional activities, of student learning and informal observations of
and administrator conducts informal professional activities, and professional practice.
observations of professional practice. administrator conducts
informal observations of
professional practice.
August Administrator informs probationary Teacher conducts self-
teachers of the procedures used in the assessment.
evaluation system.
September Administrator conducts the first formal Teacher and administrator
observation. hold goal-setting conference,
unless goals were formulated
the previous spring.
October Teachers form study groups
(if possible); formulate
growth plans.
November Administrator conducts first Study groups meet monthly;
formal observation. implement growth plans.
December Administrator conducts second formal
observation.
January Administrator and teacher conduct Administrator conducts
conference about artifacts. second formal observation.
March Administrator completes annual Administrator and teacher
evaluation; holds conference with conduct conference about
teacher. artifacts.
May Administrator completes Teachers (possibly in

annual evaluation; holds
conference with teacher.

If appropriate, formulate
growth goals for the
following year.

groups) and administrator
hold reflection conference.
If appropriate, formulate
growth goals for the
following year.
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* Are the observations announced or unannounced? When an observation is
announced, it is possible to conduct a preconference, or planning conference,
in which teachers can demonstrate their skills in Domain 1, Planning and Prepa-
ration, using the questions in the planning conference protocol. In addition,
the teacher can orient the observer to the situation in the class, to prepare the
observer for how the lesson is structured and what its principal aims are. On the
other hand, an announced observation, precisely because it is announced, may
be a “show” lesson, not typical of normal classroom practice.

* Are extended observations possible? Most formal observations are confined
to the minimum time (for example, 30 minutes) specified in the statute or negoti-
ated agreement. But when an observation is extended (over an entire morning,
for example, at the elementary level, or third period over several consecutive
days at the secondary level), it is possible to observe aspects of practice that are
not revealed in a shorter time. In an elementary classroom, it is possible to see
transitions from one activity to another, how the teacher relates one discipline
to another, and the handling of routines such as pencil sharpening or restroom
breaks. At the secondary level, teachers reveal how concepts are developed over
time, how ideas from Thursday, for example, are related to those of Monday. And
it’'s possible to see the variety of approaches a teacher uses. Although extended
observations obviously require much more time, they yield information that can-
not be obtained in any other way.

* Which artifacts should be requested? Nontenured teachers can be asked
to provide evidence of their teaching through artifacts. These reveal aspects of
teaching not observable in the classroom. Although district evaluation plans
should take care not to overwhelm novice teachers with heavy demands, there
are some aspects of practice that are critical to know about to make a decision
about tenure. These are, typically, evidence of the following:

o Long-range planning (e.g., through a unit plan)

o Student engagement (e.g., through an instructional artifact and student
work)

o Communication with families (e.g., through class newsletters or phone
logs)

o Professional growth (e.g., through an attendance log of workshops and
conferences)

o Participation in a professional community (e.g., through a log of com-
mittee service)

Please see Figure 4.2 for a list of forms and instruments that can be used as
part of an evaluation system for novice teachers.
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Figure 4.2
Forms and Instruments for an Evaluation System for Novice Teachers

Form D: Teacher Lesson Reflection—For the new teacher’s self-assessment
Form E: Informal Classroom Observations—For periodic brief observations of teaching
Form F: Formal Classroom Observation—For formal observations, including planning and reflection conferences

Form G: Formal Observation Summary—For summarizing a teacher’s performance in a formal observation, to be used by
an administrator or a supervisor

Artifacts for the nonobserved components (described in Appendix B, Artifacts of Teaching, and summarized on Form H:
Evidence for Domain 4)

Comprehensive Evaluation

With tenured teachers, the comprehensive evaluation procedures are similar
to those for nontenured teachers, and the purpose is essentially the same: for
teachers to demonstrate their skill in all the components of the framework for
teaching. However, because the teachers are tenured, the assumptions underly-
ing the evaluation procedures are different from those for nontenured teachers.
These teachers were awarded tenure status, so the presumption is that they are
at least competent. The comprehensive evaluation is, then, an affirmation of the
quality of teaching, and it should be designed to enable teachers to demonstrate
their skill in all the components of the framework for teaching. Typically a com-
prehensive evaluation of tenured teachers occurs once every three or four years.

The issues to be considered in designing the details of the system for tenured
teachers are, for the most part, the same as those for nontenured teachers, as
described earlier. The relevant issues are the following:

* How many formal observations are conducted?

* Are the observations announced or unannounced?
* Are extended observations possible?

e Which artifacts should be requested?

If possible, tenured teachers and their administrators should begin the evalu-
ation cycle with a general discussion about the teacher’s overall practice. Ques-
tions that could be used (or adapted) for this purpose are those on Form C:
Teaching Interview. These questions invite teachers to describe the thinking
behind various aspects of their teaching, including how they stay abreast of the
content they teach, their practices for establishing classroom procedures and
standards of student conduct, and their methods for encouraging students to take
responsibility for their own learning. In considering how they will respond to
such questions, teachers reflect deeply on their practice; when these conversa-
tions are part of a comprehensive evaluation system every three or four years,
both teachers and administrators can witness the evolution of a teacher’s practice
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over time. Of course, although these conversations may be held with individual
teachers, they might also be conducted with teachers in small groups. This
practice has the benefit of enabling teachers to hear one another’s answers to
the questions and to learn from those responses. The practice of all teachers is
thereby strengthened.

Because tenured teachers are experienced and take part in a comprehen-
sive evaluation of practice only every three or four years, they can be asked to
assemble a portfolio of their practice, demonstrating evidence of all the nonob-
served aspects of teaching. A reasonable portfolio could include the following
elements:

* A unit plan, including the student assessment plan

* An instructional artifact, with samples of student work, including the
teacher’s feedback comments to the students

* Examples of record keeping of both instructional and noninstructional
material

* Examples of communication with families

* Evidence of contributions to the school and the profession

* Evidence of professional growth

* Evidence of student learning

Appendix B contains guidelines for how to produce documents for a portfolio
aligned to the framework for teaching.

The forms and instruments listed in Figure 4.3 can be used as part of an
evaluation system for experienced teachers.

Track 2: Experienced Teachers—Self-Directed Professional Inquiry

Self-directed inquiry makes an important contribution to a school’s culture
of professional inquiry. It is a part of an evaluation system only insofar as it

Figure 4.3
Forms and Instruments for
an Evaluation System for Experienced Teachers

Form C: Teaching Interview—For conversations with experienced teachers about their practice.

Form D: Teacher Lesson Reflection—For the teacher’s self-assessment

Form E: Informal Classroom Observations—For periodic brief observations of teaching

Form F: Formal Classroom Observation—For formal observations, including planning and reflection conferences.

Form G: Formal Observation Summary—~For administrator or supervisors to use during a reflection conference, to
provide structured feedback on a formal observation.

Artifacts for the nonobserved components (described in Appendix B: Artifacts of Teaching, and summarized on Form H:
Evidence for Domain 4)
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provides the structure for the activities of tenured teachers during the “other”
years of the multiyear cycle—that is, the years when a formal evaluation is not
conducted. It is not evaluative, in the sense that teachers are not evaluated on
the extent to which they achieve their goals. It is pure professional learning. See
Chapter 5 for a full description of this phase of the teacher evaluation system.

Track 3: Experienced (or Tenured) Teachers —Assistance Plan

The assistance plan embedded in Track 3 is invoked in the rare circum-
stances when teachers demonstrate that they are not meeting the district’s stan-
dards for teaching and formal assistance is required. It is the existence of Track
3—and the willingness of administrators to use it when it is justified—that allows
Track 2 to remain a professional approach to teacher evaluation. That is, unless
an evaluator is concerned about a teacher’s performance, then Track 2, with its
two strands of comprehensive evaluation and self-directed professional inquiry,
is appropriate. Embedded in Track 2 are two presumptions: competence and
continuing learning. The presumption of competence conveys the idea that
unless teachers hear something to the contrary, their performance is at least ade-
quate. Although it could always be improved (as could all teaching), the current
level of performance is not a cause for concern. But the presumption of continu-
ing learning is needed as well, to convey the notion that regardless of how good
a teacher’s performance is, the teacher has an obligation to continue to improve.
Professional learning never ends; it’s a career-long endeavor. Furthermore, for
experienced teachers in Track 2, that professional learning is under the teacher’s
own control through the process of self-directed inquiry.

However, in Track 3 it is the administrator who determines the areas for nec-
essary improvement by the teacher. As part of the formal evaluation procedures
used in Track 2 or as a result of informally observed events, the administrator
may have concluded that a certain aspect of a teacher’s performance must be
improved before the teacher can continue in Track 2.

The level of performance that triggers Track 3 must be determined by each
school district. Typically, performance at the Unsatisfactory level on any compo-
nent of the framework for teaching results in an assistance plan to address that
issue. Depending on the scale of the problem, the plan might be short term,
lasting only a few weeks. Alternatively, a problem identified by an administrator
might be less critical in nature but reflect a pattern of low-level (but not unsat-
isfactory) performance in a number of components. For example, if a teacher
who has been teaching for 10 years in the same assignment displays Basic-level
performance in a number of components, it could reflect a lack of commitment
to improvement. The teacher may have become, in a sense, stuck at the Basic
level. In this case, if the district has so decided, the teacher might be placed on

an assistance plan to improve in a number of different areas.
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As described in Teacher Evaluation to Enbance Professional Practice by
Danielson and McGreal, some districts identify three phases in Track 3. The first
is simply an awareness phase, a “heads up,” in which a teacher is made aware of
a deficiency in performance and an informal plan is developed. For example, the
principal may have received phone calls from a number of parents saying that a
certain teacher is inaccessible or is not returning messages. Simply mentioning
this to the teacher might be enough to motivate a change in approach to family
communication; the teacher may be unaware of the parents’ impression. If the
teacher is involved in a phase of Track 2 (for example, the self-directed profes-
sional inquiry), that activity need not be interrupted.

A second phase of Track 3, the assistance phase, requires the teacher and the
administrator to develop a more formal assistance plan. In this case, the difficulty
is seen as more substantive and requiring a formal, written plan. Furthermore,
someone other than the principal may be asked to serve as a resource to the
teacher. For this more serious deficiency, work on other projects would probably
be suspended to enable the teacher to concentrate on addressing the identified
problem. An assistance plan typically includes time lines and specific activities
for the teacher to undertake, with an established time to check back with the
administrator to determine the success of the effort.

The third phase of Track 3 is a disciplinary phase, in which lack of success
on remedying the difficulty carries real consequences. For example, this phase
may take the form of a directive such as this: “The teacher’s performance in com-
municating with families must reach the Proficient level by [date], or the teacher
will be referred for dismissal proceedings.”

It should be noted that Track 3 is not part of a dismissal process. Although
dismissal is not easily accomplished, tenured teachers may be dismissed for
incompetence. However, for such action to be defensible, the process used must
be transparent; the judgments made must be based on evidence, and teachers
must have the opportunity to improve their performance. When these conditions
are met, however, as is the case in the procedures in Track 3, then dismissal
proceedings (with all their requirements for due process) may begin. But Track 3
is not a prelude to dismissal; rather, it is a good-faith effort by a school district to
enable a teacher to strengthen deficient aspects of practice.

Issues in Teacher Evaluation

It's important to consider the issues related to using the framework for teach-
ing for the purpose of teacher evaluation. Fundamentally, evaluative judgments
should be based on evidence, and the evidence should be sufficient to support
the judgment. A person should be able to discern, from reading the reports of
formal and informal observations and the review of artifacts, how an evaluator
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arrived at a judgment. In other words, an “evidence path” should link the evi-
dence and the judgment. The issues surrounding evaluation are considered here.

The Relationship Between Observation and Evaluation

An observation is not the same thing as an evaluation. An observation pro-
vides evidence of the work of teaching; so does a planning conference, or a
presentation before a child-study team, or conduct during a faculty meeting. An
evaluation, typically done once a year, consists of many different bits of evi-
dence, some of them collected during formal observations of practice, others
during informal observations, and others assembled from other aspects of the
teacher’s work altogether. They are all evidence and are all considered when
administrators write an evaluation.

Many administrators, even in districts where a committee has formally
adopted the framework for teaching as the foundation for its evaluation system,
write their descriptions without referring to the domains and components of
the framework. Or, if they do refer to them, they do so in only the most general
terms. They supply no actual evidence for a component, rendering their final
judgments unsubstantiated.

Using the forms and instruments in this book prompts observers to base their
interpretations of classroom events on specific evidence. In completing Form
G: Formal Observation Summary and Form H: Evidence for Domain 4, admin-
istrators must indicate the evidence for each of the observed components in the
framework for teaching. That is, in using these forms, administrators must be
both standards-based and evidence-based in their observations of practice.

The Observation Write-Up

Many administrators spend hours (often on Sunday afternoons at their
kitchen tables) producing write-ups of the formal observations they conduct.
These typically include a detailed description of the lesson, with judgments
about practice. Then, at the bottom of the description, the administrator will
indicate the “rating,” typically using terms like unsatisfactory, satisfactory, and
outstanding. Occasionally the narrative includes some suggestions for improve-
ment, following many complimentary comments about the teacher’s skill. It’s
not clear who the intended audience for these documents is. When asked about
that, administrators will say that the intended audience is the teacher. However,
experience suggests that when receiving an observation report, most teachers
skim it and immediately check the rating. If they like the rating, they might read
the report more carefully—but not necessarily; they frequently simply file it. If,
of course, they don’t like the rating, they may challenge the report. Naturally,
many beginning teachers appreciate the validation provided by an administrator’s
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favorable write-up. However, such validation can be supplied through the ques-
tions discussed during the reflection conference (the last part of Form F: Formal
Classroom Observation) and in the summaries of strengths and areas for growth
on the final page of Form G: Formal Observation Summary.

In fact, the principal audience for an observation write-up is another evalua-
tor who was not present at the lesson. For example, if teachers are observed by
more than one administrator within a building, or by both a site administrator
and a central office curriculum expert, the second person conducting an obser-
vation will want to know what occurred during the first observation and how
the events were interpreted by the teacher and the evaluator. Thus the first page
of Form G should consist of a brief summary of the lesson—a two- or three-
paragraph description of what happened, including #no judgmental words. (For
example, “The students entered the classroom and took their seats calmly. They
set to work on a problem on the board while the teacher took roll. The teacher

Observation write-ups typically raise several issues. Most of these are related
to the rating of the individual components of the framework for teaching and to
administrative workload.

Rating of individual components. In some schools and school districts, admin-
istrators are asked to assign a rating (that is, Unsatisfactory, Basic, Proficient,
or Distinguished) for each component of the framework for teaching for each
observation. This practice is not recommended, for several reasons.

First, the levels of performance represent levels of performance of teaching,
not of teachers, and performance is notoriously inconsistent, even among highly
experienced teachers. Although patterns occur across time and across classes,
every day and every hour is different; so performance can vary considerably.
Hence, ratings given during an individual class period are just that—a reflec-
tion of performance at that time. And if one recognizes that the length of time
a teacher is observed represents a tiny percentage of the total time the teacher
spends with students (perhaps 3 or 4 hours out of 1,000 hours spent with stu-
dents), one must admit that there is no way to be certain that performance on
any given day, at any given hour, is typical of performance in general.

Second, the higher levels of performance (Proficient and Distinguished)
reflect, to some extent, experience as well as expertise. Teachers are more likely
to demonstrate high levels of performance in May than in September. Further-
more, if a teacher has taught 5th grade for 10 years and is then assigned to a 2nd
grade class, the observed performance (at least initially) will not be as high as it
would have been in 5th grade.

Third, a teacher’s performance is affected to some extent by the characteris-
tics of the students in the class. Although every teacher’s goal is to demonstrate

Distinguished-level performance every day, in every class, some classes lend
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themselves more easily or more quickly to becoming the sort of community of
learners that undergirds the descriptions of performance at the Distinguished
level. For example, members of an AP English class are already committed to the
process of school, more so than those enrolled in a basic class, who may be in
school reluctantly.

Finally, teachers, like professionals in other fields, want to “look good” and
to be regarded as outstanding by their colleagues and superiors. Some are truly
perfectionists, who strive for a rating of Distinguished on every component. In
other situations, the culture of the school is such that, in the past, every teacher
has received the highest rating on whatever scale was being used; therefore, any-
thing less than a Distinguished rating on a component is interpreted as indicating
a serious deficiency.

But this practice leads to consequences that undermine the use of the frame-
work for teaching, and the formal observation process, as an opportunity for
professional growth:

* When it is important to “look good,” many teachers will choose to play
it safe, teaching lessons that they know will go smoothly and for which they
have prepared their students. They will be unlikely to try a new strategy with
the intention of receiving feedback on it from the observer. The “dog and pony
show” has been recognized for years as rarely serving a useful purpose but con-
suming valuable time.

* Teachers will be less willing than they might otherwise have been to take
on the difficulty of teaching students known to present challenges. Similarly, they
will be less willing to accept a change in assignment.

* If teachers believe they are competing with one another for a limited
amount of recognition for excellence, they will be unlikely to share their strate-
gies with one another. The system will undermine other efforts at making prac-
tice less private and fostering a spirit of professional inquiry. Some teachers will
try to discern, for example, how many Distinguished ratings were earned by
their colleagues.

The net result of these varied considerations is that it is unwise for an evalu-
ation system to place high stakes on the outcome of any single observation of
teaching. Although the results of every formal observation of teaching contribute
to an annual evaluation, many other factors must be considered as well: infor-
mal observations of teaching, observations of other aspects of practice (such as
participating in a professional community), and the consideration of artifacts that
provide evidence of those aspects of teaching that cannot be observed at all.

Administrative workload. Conducting valid and professionally rewarding
observations requires time, which is always in short supply. Administrators

worry that they simply don’t have the time to do what they recognize is the



The Handbook for Enhancing Professional Practice

most important aspect of their position—promoting and ensuring good teach-
ing. This situation has no simple remedy, although the forms and procedures in
this book can help. That is, if evaluators take notes on the lesson (using Form F:
Formal Classroom Observation, a similar instrument, or simply a pad of paper),
transfer the notes into the relevant components of Form G: Formal Observation
Summary, and write a brief summary on the first page of Form G, they need
not spend much more time writing anything before the reflection conference.
The evaluator and the teacher then consider the lesson in light of the levels of
performance on Form G and perhaps indicate levels with a highlighter. But the
reflection conversation is the important part of the process; it yields a summary
(written jointly by the teacher and the administrator) of the strengths of the les-
son and the areas for growth. Once this conference is completed, the write-up
is finished and can be read by other administrators who are also responsible for
observing the teacher. The findings can also contribute to the annual evaluation.

Administrators who have compared conducting observations in the tra-
ditional manner, with a lengthy narrative write-up, and using the procedures
recommended in this book report that the overall time they spend is about the
same. But instead of spending most of the time alone, producing the observation
report, they spend the time in a meaningful conference with the teacher. They
have concluded that time spent in professional conversation is more valuable
than time spent in writing.

Chapter 6 contains a description of the specific procedures recommended for
this process and a more detailed discussion.

The Evaluation Decision

An annual evaluation represents an evaluator’s judgment of a teacher’s overall
performance over an entire year. And although the person completing the evalu-
ation (generally the principal) may have collected some of the evidence—for
example, by conducting a formal observation of teaching—other administrators
or supervisors may have been involved as well. The evaluation decision inevi-
tably consists of a number of smaller judgments regarding performance in the
classroom, completion of nonclassroom responsibilities (such as communicat-
ing with families), and participation in a professional community. In making an
evaluation decision, administrators must coordinate information from a number
of sources to arrive at a final judgment. And although the levels of performance
in the framework for teaching represent a continuum from Unsatisfactory to
Distinguished, the evaluation decision is a single judgment: yes or no. Should the
probationary teacher be offered a contract for another year or not? Should the
3rd-year teacher be offered tenure or not? These are dichotomous judgments that
must somehow be made.
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This reality inevitably involves a school district in the matter of setting
standards. That is, how good is good enough for a teacher to remain in good
standing? How good must performance be for a teacher to “meet or exceed”
expectations?” There is no right answer to that question; it is a matter of profes-
sional judgment and consensus. Several distinct but related issues are involved
in making these decisions; the largest and most controversial has to do with the
criteria established for judging teacher performance.

Inputs versus outcomes. The framework for teaching describes the work of
teaching; it describes what teachers do; that is, it is an input approach. But some
argue that it is not sufficient to evaluate teacher performance on the basis of
what teachers do. Instead, they maintain, teachers should be evaluated on the
basis of the results they achieve with students—on their outputs. Hence they
have proposed evaluation systems that include, at least for part of the decision,
a measure of student learning. The challenges inherent in successfully incorpo-
rating information about student learning into an evaluation system have been
addressed in Chapter 1.

Weighting. Are all the criteria of good teaching (whether these are the com-
ponents of the framework for teaching or a combination of judgments about
what teachers do and the results they achieve) equally important, or are some
more important than others? Are there any components for which deficient
performance—regardless of performance in other areas—would indicate inability
to perform well overall? Are there any components, in other words, that are deal
breakers?

Compensation. This issue has nothing to do with a teacher’s pay. Instead it
refers to the question of whether excellent performance in some areas can com-
pensate for poor performance in others. Or must a teacher demonstrate perfor-
mance of a certain level in every component (or domain) of the framework for
teaching?

Differentiated expectations. As has been noted many times, teaching is the
only profession without a built-in apprenticeship period, such as the internship
and residency for physicians. Hence those new to the profession are performing
most of their responsibilities for the first time, and their performance is fre-
quently uneven and inconsistent; moments of brilliance alternate with moments
when everything is falling apart. This phenomenon is predictable.

As a result, many districts establish the Basic level of performance as their
standard for probationary teachers while insisting that most performance be at
the Proficient level for teachers to attain tenure. In addition, some school districts
become concerned if an experienced teacher, having achieved tenure, demon-
strates Basic-level performance in many areas of practice.

However, caution is important in this regard. As noted earlier, performance,

although somewhat consistent over time and in different settings, can vary
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considerably from one day to another. Furthermore, when teachers are assigned
to a new grade level or are teaching a course for the first time, they are like new
teachers in many important respects; indeed, they are new teachers in the new
assignment.

Dichotomous judgment versus a multilevel rating. Many schools’ and school
districts” evaluation systems include a final evaluation in which teachers are
awarded a rating, usually Unsatisfactory, Satisfactory, and Outstanding (or Exem-
plary or some such high rating). Other districts’ final evaluation is dichotomous,
with teachers either “not meeting” or “meeting or exceeding” expectations or
standards. Some districts go so far as to create a formula, or algorithm, for deci-
sion making about evaluation levels. The administrators are asked to rate each
component and then to use a mathematical process (for example, adding up the
scores or averaging them) to arrive at a final rating, with a teacher required to
have five, eight, or some other number of components rated at the Distinguished
level to achieve a rating of Outstanding.

Although patterns of inadequate performance must be recognized and
addressed, those are relatively rare. Rather than rate performance on each
component of the framework, it is recommended that school districts rate per-
formance (if at all) at the domain level, based on evidence from many sources
(formal and informal classroom observations, other observations of practice, and
artifacts) and establish the patterns of performance across all these elements.
Then, as long as performance at least meets the district’s minimum standards,

it does not matter, in terms of consequences, to what extent the performance
exceeds those standards. At this stage, the focus of the evaluation process shifts
from “rating” to identifying those aspects of practice that could be strengthened;
that is, it shifts from summative to formative assessment of teaching. The alterna-
tive is not attractive; when schools and school districts rate performance on each
component of the framework, then at least some teachers will put energy into
challenging the rating, parsing the words, and arguing over evidence.

Some educators argue that a simple dichotomous judgment appears to
belittle the work of teaching, that in completing the requirements for a compre-
hensive evaluation, teachers engage in lots of work. If that work yields only a
judgment of “meets or exceeds” expectations, the result feels somewhat disap-
pointing. This is a valid point; teachers, like other professionals, benefit from
recognition of their work. But schools and districts should find other ways to
recognize excellent teaching—end-of-year celebrations, presentations to col-
leagues—rather than including recognition of excellence as one of the aims of
an evaluation system.

Furthermore, if evaluations take place within a culture of professional
inquiry, the stakes are not as high for glowing words and the highest ratings.




Using the Framework for Teacher Evaluation

57

That is, if the eventual judgment is only whether a teacher’s performance “meets
or exceeds” expectations, then the details of the ratings are not so critical.

In some states, the law specifies the form to be used for annual evaluations,
and districts are required to use the form unless they obtain a waiver. If this
mandated form includes a rating called “Outstanding” or “Exemplary,” educators
may believe that they have no choice in the matter. However, in most cases the
state department of education will willingly grant a waiver if school personnel
apply for it and present a good argument for why they want to use a form with
only a dichotomous judgment.

Annual evaluation for teachers involved in self-directed professional inquiry.
Because a plan for self-directed professional inquiry does not involve formal
classroom observations or a predetermined collection of artifacts, some educa-
tors find it difficult to envision what form the annual evaluation should take.
They conclude—wrongly, it turns out—that because the “normal” evaluation
activities do not occur, they cannot make an evaluative judgment at all.

However, although the self-directed inquiry does not involve an evaluation
of teaching, it can (and should) involve an evaluation of the performance of the
self-directed inquiry itself. It is a process that teachers are expected to take seri-
ously—to select an area for learning on which they can strengthen their practice
or a project they want to undertake that can improve the school’s offerings for
students. Teachers are expected to make a good-faith effort in this project and
to have an answer to these questions: “What did you do?” and “What did you
learn?” If their answers amount to “Nothing” or if their answers are a waffled ver-
sion of “Nothing,” then they clearly have not made a commitment to the process
and would be judged as “not meeting expectations” in the year of self-directed
professional inquiry.
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Teacher evaluation is an important use for the framework for teaching. The
framework can help establish standards of performance across the full range of
teaching responsibilities and enable educators to engage in valuable conversa-
tions about practice. Using the framework for teaching in a system of teacher
evaluation contributes to a system that is transparent and well understood.

However, it is possible for educators to misuse the framework in an evalu-
ation system, just as any tool may be misused. To reap the full benefit of the
framework, it’s important for all teachers and administrators to understand the
domains and the components and how they are manifested in practice. This is
accomplished through training. In addition, the evaluation process must be done
in a spirit of respect and professionalism. It can’t be, or appear to teachers to be,

punitive or contributing to a “gotcha” environment.



Using the Framework
for Self-Directed
Professional Inquiry

One of the most powerful uses of the framework for teaching is as a support for
self-directed professional inquiry—the phase of a teacher evaluation system in
which experienced teachers take charge of their own professional learning. Self-
directed professional inquiry presumes that experienced teachers are skilled in
their work and committed to ongoing professional learning. Tenured teachers in
good standing typically undertake such work during those years when they are
not engaged in a comprehensive evaluation of their practice.

The phase of self-directed inquiry in a teacher evaluation system is not
intended to suggest deficiency on the part of teachers. Instead, it is the mecha-
nism through which a school makes explicit its expectations for every teacher to
engage in ongoing learning. Although part of the teacher evaluation system, it
represents pure professional learning.

Self-directed professional inquiry typically involves several steps. In brief,
these are self-assessment, goal setting, action planning, carrying out the plan,
reflection and closure, and sharing results with colleagues. (These steps are
described in the following sections, and the suggested forms are provided in
Appendix A.)

It should be noted that teachers should not be judged on the extent to which
they achieve their goals. A moment’s reflection will demonstrate why this is so.
If teachers are to be judged on the extent to which they achieve their goals, they
are likely to select goals they know they can achieve. That is, the goals that at
least some teachers set will be low-level goals; other teachers may choose to
work in an area in which they are already proficient.

58
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The overall aim of the self-directed inquiry is for teachers to engage in new
learning, to take on an area that may require them to stretch. The procedures
should not make that less likely. However, if a teacher disregards the pro-
cess of self-directed professional inquiry or doesn’t take the process seriously,
such behavior is a performance issue and would have to be addressed by an
administrator.

Self-Assessment

Any project or self-directed study a teacher undertakes must be grounded in self-
assessment; it must reflect a need the teacher feels for improvement of teaching.
The study can reflect any aspect of practice, and the self-assessment can take
several different approaches, including the following:

* Using Form I: Self-Assessment of Practice, teachers can consider their own
practice against the levels of performance in the framework for teaching. By cir-
cling or highlighting the statements that best reflect one’s performance, it is not
difficult to determine areas of relative weakness, those aspects of teaching that
could benefit from focused attention.

* Teachers can assess the evolution of content in the subjects they teach and
determine that they need to bolster their mastery of that content.

* Teachers can survey recent developments in pedagogical research and
determine whether there is one that they have not yet investigated sufficiently to
incorporate into their everyday practice. Examples might be an approach such as
cooperative learning or the use of primary-source documents in teaching history.

* The school or district might have recently adopted an instructional
approach unfamiliar to many teachers. For example, an inquiry science program
or a new approach to literacy might present challenges that require teachers to
acquire new skills. Similarly, school or district initiatives or goals (such as writing
across the curriculum) might have implications for teachers as they embark on
self-directed inquiry.

e The school or district might be undergoing significant demographic
changes, requiring all teachers to learn about different world cultures. For exam-
ple, a significant number of Cambodian families might have moved into the area
recently, and teachers may need to learn about the ethnic group’s backgrounds
and traditions to help those students be successful in school.

Goal Setting

A critical step in the self-directed professional inquiry is the establishment of
goals for professional growth. It is essential to recognize that these goals are
goals for the teacher’s learning, not student learning. A teacher’s goal for learning
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may well have been suggested by a need to strengthen skill in an area of prac-
tice that is revealed in weak student performance, but the goal itself is about the
teacher’s learning. For example, a school might have a goal to improve student
performance in mathematics problem-solving skills. The teacher’s goal with
respect to this initiative, however, is not to improve student mathematics problem
solving. Rather, it may be to learn new instructional strategies to support student
learning in that area.

This doesn’t mean that a teacher’s goal should be unrelated to student learn-
ing. We know that student learning is the consequence of everything that occurs
in school. Indeed, low student achievement in some area might lead a teacher
to decide to focus on a particular goal. But general instructional skills, such as
learning how to structure cooperative learning activities, is unlikely to result in
improved student achievement in the short term. Therefore, the teacher’s goal
should be stated in terms of the teacher’s own learning.

Other questions to consider in goal setting include the following:

* How many goals should a teacher set?

* What is the relationship between a teacher’s goals for professional growth
and school and district goals?

e What are the characteristics of good professional growth goals?

The following sections address these questions.

Number of Goals

Typically, teachers set one to three goals. If a goal represents a significant
amount of learning, one goal may be sufficient. If each goal involves small
amounts of learning, it’s not unrealistic to undertake two or three.

Individual Goals Versus School and District Goals

Goals established by schools and districts may be appropriate for inclusion in
a teacher’s individual goals for professional growth; it depends on the situation.
Some district goals relate to aspects of the district operation to which teachers
don’t directly contribute, such as completing a building project. But for those
goals that address student learning, it is important for teachers to translate those
goals into their own efforts, where appropriate.

For example, a high school seeking improvement in students’ writing skills
might ask all teachers, in all subjects, to incorporate student writing into their
courses. A science teacher could well incorporate learning how to teach students
to write about science into a professional growth goal. However, a math teacher
might have concentrated on this area several years ago, so a focus on student
writing in mathematics would not represent new learning for that teacher.
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Alternatively, a physical education teacher might well have limited opportuni-
ties to ask students to write and so might decide not to incorporate the district
goal into a set of individual goals. Simply stated, whether teachers’ professional
growth goals reflect district or building goals depends on whether they are suit-
able to the individuals concerned.

Characteristics of Good Goals for Professional Growth

Not all goals represent valuable pursuits for a teacher’s professional learning.
In general, viable goals share certain characteristics. Figure 5.1 provides exam-
ples of worthwhile and defective goals.

* The goal should be related to the teacher’s responsibilities. This require-
ment would disqualify a goal such as pursuing an administrative credential or
learning a skill (that one does not teach) purely for personal reasons, such as
pottery or ballroom dancing.

* The goal should not be part of a teacher’s everyday teaching responsibili-
ties. Thus, for example, “implementing the new reading program” is not a growth
goal; it is part of the teacher’s job responsibilities. However, it is possible that
implementing a new program—for example, in science—will require a teacher
to learn important new skills, such as how to guide students in scientific inquiry.
The learning of those skills would represent valuable new learning.

* The goal should be something important to the teacher. This is not to deny
an important role for an administrator in helping a teacher clarify an approach or
locate resources. But if the administrator is dictating the goal, then it is no longer
the teacher’s goal. Of course, if during the year of a comprehensive evaluation
certain areas of teaching were identified as relatively weak, it would be sensible
for a teacher to choose to strengthen those areas. But the choice should be the
teacher’s. If an administrator believes it essential for a teacher to improve in
some aspect of teaching, then the administrator should invoke Track 3, in which
the teacher is put on an improvement plan. Otherwise, it is the teacher’s choice.

* A goal may be stated in terms of a project or action research. To investi-
gate the effectiveness of a certain practice or to create some new materials to
help students understand the European settlers’ expansion into the western ter-
ritories from the natives’ point of view would certainly qualify as viable goals.

* Goals should be stated as outcomes, not as activities. Therefore, taking
students on a study trip to the aquarium is not a professional growth goal. How-
ever, developing a curriculum incorporating the resources of the aquarium could
be.

* As part of establishing a goal, a teacher should be able to indicate what
would count as evidence of success. This indication should be stated in specific
terms rather than a general statement such as “Students will improve their reading
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Figure 5.1
Goal Analysis

Statement Goal? Comment

I’'m in a master’s program and need Goals should relate to the teacher’s learning about a new skill or tech-

to finish my dissertation this year. No nique or about student learning. This goal is an appropriate goal for a

That’s my primary goal for the teacher’s professional advancement but not for a focus during a year of

year. professional inquiry.

| want to implement the new read- Every teacher in the school is obliged to implement the new reading series.

ing series. No This is a requirement of employment. However, if the new reading series
includes an approach to teaching literature that is unfamiliar, the goal might
be written like this: “I want to improve my teaching of literature so the
students both enjoy it and become proficient at literary analysis.”

I’'m working with a new team this This statement is not clear as to what is meant by “concentrate on,” and

year. My goal is to concentrate on Maybe | it’s possible that in practice this goal would result simply in a teacher’s

teaming. attending team meetings as scheduled. A better way to state this goal
could be this: “l am working with a new team this year, and | will be facili-
tating some of the meetings. | want to learn how to help a group function
productively.”

| want to create rubrics to use in Although this goal is not stated in terms of teacher learning, creating

my classes, especially for long-term Yes rubrics inevitably involves considerable learning. The action plan would,

projects. presumably, spell out an iterative process of developing rubrics, trying
them with student projects, and then revising them based on the experi-
ence. That process reflects real learning.

| need to find a more effective way This goal would be better stated like this: “l want to learn how to teach

to cover the material in my history Yes my history classes in such a way that students go into greater depth but

classes so students can go into also learn all the important material.” This involves understanding student

greater depth. learning and motivation, trying new techniques, and evaluating their results.

I’'m teaching 3rd grade for the first Becoming familiar with the 3rd grade curriculum is essential to being suc-

time. My goal is to become familiar No cessful in that assignment. But gaining such familiarity involves work that is

with the 3rd grade curriculum. critical to the teacher’s position and does not represent new learning for
the teacher.

I’'m new to the system so | want This goal represents the work all teachers new to a school must under-

to be sure | know the discipline No take, and it illustrates the steep learning curve that is inherent in any new

policies and follow them in my assignment. But it is, essentially, a matter of implementing school policies,

classroom. not engaging in new learning related to instruction.

| want to get parents more Whether this is a goal or not depends on the reason behind the state-

involved in their children’s Maybe | ment. If the teacher intends to simply reach out to parents, it simply rep-

education.

resents work teachers must do as part of their assignment. However, if
the teacher has been trying to engage parents but has not succeeded, the
goal might represent the teacher’s desire to learn new techniques to reach
parents of a different culture or parents who are recent immigrants to the
area. This new learning would, therefore, be the goal, with increased par-
ent involvement as evidence that the teacher had been successful.
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skills.” Stating evidence may require the teacher to collect data of some sort, as
appropriate to the goal. If the goal is a project to ascertain the effectiveness of a
new instructional strategy, samples of student work would be appropriate. If the
goal relates to a teacher’s use of a general approach, such as differentiation of in-
struction, the evidence would consist of the teacher’s documentation of how she
differentiated, and the results achieved.

Action Planning

A professional growth plan is a document that outlines the activities teachers will
undertake in pursuing their goals for professional growth. These plans need not
be elaborate; in fact, the simpler they are the better. The plan should include a
reasonable sequence of activities the teacher expects to do in pursuing the goal
and estimated completion dates for each activity. The plan can include vari-

ous types of activities, such as reading books or articles, taking a workshop or
course, conferring with colleagues, observing colleagues who are skilled in the
area one is pursuing, trying new strategies in one’s own class, or inviting a col-
league or administrator to observe and provide feedback.

The plan should also include needed resources, if any. For example, if a
teacher wants to observe colleagues or to invite a colleague to observe and
provide feedback, class coverage may be needed. Or if a teacher intends to read
books or articles that are not in the school’s professional library, they could be
acquired and then made available to other faculty.

Other teachers in the school may be working on a similar topic, in which
case they can work together in a study group. The administrator may be the indi-
vidual who is most aware of the interests of different members of the faculty and
can facilitate the formation of such groups.

Form J: Individual Professional Development Plan provides a structure for
goal setting and action planning. A sample plan is provided as Figure 5.2.

Carrying Out the Plan

For serious professional learning to occur, teachers must devote time to the
effort. And if several teachers have identified similar goals to pursue, they can
frequently achieve more if they work together. But actually doing the activi-
ties one has identified in a plan is sometimes a challenge. Teaching is, after all,
demanding work. But if ongoing professional learning is recognized as important
to effective performance, teachers must take it seriously.

Some schools and districts carve out protected time for teachers to pursue
their professional growth plans. For example, if one day a week after school is
reserved for faculty meetings, some schools decide that one of those meetings
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each month will be covered through written material and the time will be made
available for teachers to work on their plans. Other schools designate one morn-
ing a week before school as a protected time for professional learning. If teach-
ers are working together, joint time is critical, and this kind of scheduling can
provide it.

Most states now require teachers to renew their license to teach every five
years or so; that is, instead of a life-time certificate, states grant a five-year (or
some other number) renewable license. The typical process for renewal is
through demonstrated participation in a certain number of hours of professional
development activities. Many schools and districts have aligned their require-
ments for self-directed inquiry to their state’s requirements for license renewal so
the same activities satisfy both.

In some schools, educators have found it advisable to schedule a mid-
year check-in meeting with the administrator to discuss how things are going,
whether unexpected obstacles have surfaced, and any other relevant matters.
Such a meeting can also help ensure that the work on the plan is actually pro-
ceeding and that it has not fallen to the bottom of the teacher’s to-do list. Teach-
ers can use Form K: Individual Professional Development Log of Activities to keep
track of what they have done with respect to their plan.

Reflection and Closure

The last—and critical—step in self-directed professional inquiry is reflection and
closure. As with reflection on classroom practice, the reflection step is, arguably,
the most important of the entire process.

An established protocol is recommended for this reflection; a protocol
ensures both consistency from one teacher (or one school) to another and that
teachers are able to prepare adequately for the reflection conference. Again,
the purpose of a reflection conference is not to “trick” teachers or to convey a
“gotcha” message. Rather, it is to enable teachers to engage in systematic reflec-
tion on what has been, it is hoped, a valuable process of professional learning.
Form L: Reflection on the Individual Professional Development Plan (IPDP) may
be used for this purpose.

Teachers and administrators should plan to devote at least 30 minutes to the
reflection conference. However, it is possible for several teachers to meet jointly
with an administrator for this purpose; in that case, it would require more than
30 minutes total, but not as long as if each conference were conducted individu-
ally. Such a procedure has the enormous benefit of enabling teachers to learn
from one another’s projects.

Moreover, if a district has adopted a three- or a four-year evaluation cycle,
the reflection and closure conference at the end of one year can serve as the
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goal-setting conference for the following year. That is, rather than a September-
through-May schedule, teachers can work on a May-through-May schedule. Such
a revision makes the entire process far more efficient and permits teachers to
enroll in a summer course that contributes to the professional development iden-
tified in their plan.

Sharing Results with Colleagues

Although not a formal part of the process of self-directed professional inquiry, a
final step of sharing results with colleagues is highly recommended. This activ-
ity is particularly powerful if teachers have worked in teams or study groups to
engage in a professional inquiry. This step merits consideration for two primary
reasons.

First, setting aside prime time for collegial sharing reinforces the concept that
every school has professional educators who know a lot about their practice and
from whom other educators can learn. That is, it is not necessary to attend out-
side conferences or workshops to enhance one’s professional skill; the resources
needed for much professional learning are available in every school. Further-
more, professional sharing enhances the concept of a culture of professional
inquiry—an important part of a school’s overall culture.

Second, when teachers know that they will be asked to describe their pro-
fessional activities for their colleagues and inform others about what they have
learned during their self-directed inquiry, they devote greater energy to it. In
some schools where teachers are asked to develop goals for professional growth
each year, many teachers don’t take it seriously; with respect to the form they
must complete, they ask, “What shall T write down this year?” If an individual
professional growth plan does not seriously address genuine professional issues
being dealt with by teachers, it can easily revert to a meaningless exercise in
compliance. If, however, teachers know that they will be asked at the end of
the year to tell their colleagues what they have worked on and what they have
learned from the experience, they tend to take it seriously. Many teachers would
have taken it seriously without that external impetus, but for some the prospect
of sharing can make a significant difference.

Schools and school districts create different procedures for this sharing of
results. Some invite teachers to share what they have been doing and learning
at regularly scheduled faculty meetings within the school. Others designate a
professional development day in which teachers from different schools come
together and hear from their colleagues according to a prepared schedule. The
resulting sharing is a powerful reminder that teachers in different schools serve
the same group of students and that they can all strengthen their practice if they
learn from one another.
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Self-directed professional inquiry is a powerful way that the framework for
teaching can support teacher learning and development. Teachers can use the
framework to conduct an assessment of their practice and to create an action
plan based on that assessment. Such inquiry supports the concept that teaching
is an important profession that educators continue to learn about throughout
their careers.




Recommended Procedures
for Teacher Evaluation

The experience of hundreds of educators has provided important insights into the
many procedural matters related to the various aspects of teacher evaluation—
conducting formal and informal observations, assembling and reviewing evi-
dence of the components in Domain 4 of the framework for teaching, and
completing the annual evaluation. This chapter covers these recommended
procedures in depth. The lists of procedures in each section are a summary of
steps, written from the observer’s point of view, and they represent an amalgam
of practices that educators have found to be effective. Modify them to suit your
situation. See Appendix A for the forms mentioned in this chapter.

Formal Classroom Observation

A formal observation typically consists of observing an entire lesson, lasting at
least 30 minutes. The minimum time for the observation is usually spelled out in
a district’s negotiated agreement. The process often includes a preconference, or
planning conference; the observation itself; and a postconference, or reflection
conference. A formal observation is usually conducted as part of teacher evalua-
tion, but mentors may conduct one to help a new teacher be more successful in
the formal evaluation conducted by a supervisor.

Purpose

The purpose of a formal classroom observation is to directly acquire evi-
dence of teachers’ practice in their interactive work with students. The observa-
tion is “formal” in the sense that the observer remains in the class for at least
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the amount of time specified in the negotiated agreement and the observation
results in a written document. The observation may be either announced or
unannounced; if announced, it should begin with a planning conference, during
which the teacher describes the plan for the lesson.

The formal classroom observation is central to any approach to mentoring,
coaching, or teacher evaluation because a teacher’s interaction in the classroom
with students is rightly regarded as central to the work of teaching. It does
not constitute the whole of teaching, to be sure, but excellent teaching always
includes superior classroom performance.

In many schools and districts, the formal classroom observation is the cen-
terpiece of the evaluation process; indeed, in some places the term evaluation
is used to refer to the observation. Of course, as important as it is, classroom
observation is merely the source of evidence of practice. Hence, although it
plays a central role in any system of teacher evaluation, what is observed should
not be thought of as constituting the whole of teaching.

Discussion

As noted earlier, the formal classroom observation consists of three distinct
elements: a preconference, or planning conference; the observation itself; and
a postconference, or reflection conference. If the observation is unannounced,

a planning conference is not possible; but many of the questions from the
planning conference protocol may be adapted and used during the reflection
conference.

Form F: Formal Classroom Observation provides protocols for use in both
the planning and reflection conferences. The questions should be modified,
as needed, to suit particular situations. Teachers should know the questions
in advance; the purpose of the observation is not to try to “trick” teachers, but
rather to offer them the opportunity to display their planning skills. Some teach-
ers may want to prepare for the conferences by making notes in response to the
questions; others will prefer simply to think about the questions and be prepared
to discuss them. That decision should be left up to the teachers. The key point is
that they know in advance what they will be asked to discuss.

It is not recommended that teachers be asked to write full answers to the
questions in the planning and reflection conferences. Written responses not only
add to the teacher’s burden; they also make it more likely that the administrator
will ask that the responses be left in the office and will skip the conference. But
the most important aspect of both conferences (especially the reflection confer-
ence) is the conversation that takes place.

As part of the planning conference, the teacher should bring a copy of any
written material (such as worksheets or directions for an activity) the students

will be using during the lesson. Consideration of this material, its design and
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its level of cognitive challenge, provides a window into a critical aspect of the
teacher’s planning skills. Many teachers are highly capable at interaction with
students but have not yet acquired the skill of designing, or selecting and adapt-
ing, good work for students. That is, they may use a worksheet provided in their
instructional materials uncritically, or assign a page in the textbook when, if they
were to give it a little thought, they could develop an activity that would be far
more effective in engaging students in significant learning.

Then, during the reflection conference, examination of some samples of
student work from the assignment (representing a range of abilities in the class)
provides direct evidence of the extent of student engagement and the degree of
understanding. Of course, not all situations will lend themselves to the collection
of student work, but when available, student work can provide a valuable insight
into classroom practice and student engagement.

If the school or district has an established lesson planning form, teachers
could be asked to complete it before a formal classroom observation. Such a
form is not included in the materials in this book because it is not considered
essential to the process. However, some schools require such an exercise, and in
some places the requirement is formalized in the negotiated agreement. In those
cases, the lesson planning form, rather than the questions in the planning confer-
ence protocol, could be used to structure the planning conference.

For some purposes, particularly mentoring and coaching, it is customary to
ask teachers what they would particularly like the observer to focus on during
the lesson. For example, a teacher might be working on improving question-
ing skills or on making smoother transitions between activities. In that case, the
teacher might want specific feedback from the observer on those matters. How-
ever, when a formal observation is conducted to contribute to an evaluation, it is
important that the observer collect evidence of all the components of the frame-
work that are demonstrated.

Observers should take notes during the observations, either on blank sheets
of paper or on Form F: Formal Classroom Observation. If using the form, observ-
ers are prompted to note the time of events they record. Later they can return to
their notes and assign them to components of the framework for teaching.

Many administrators have been trained to make a complete script of the les-
son, writing as much as they can about what they observe. Depending on the
complexity of the situation, this may be difficult to do and may result in, at best,
a record of what is said, typically by the teacher. And if the teacher speaks a lot,
writing down everything said may result in the observer being unable to look
around during virtually the entire lesson, missing much of what the students do,
how the room is arranged, and other matters. It is essential that an observer’s
notes consist of evidence only, not the observer’s interpretation or opinion about
what occurred during the lesson. The notes that are completed during the lesson
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should be free of adjectives or adverbs that suggest how well something was
done; they should contain only facts.

Of course, taking notes during an observation involves making choices in
deciding what to write and what to ignore. Classrooms are complicated places;
there is, typically, a lot going on. Therefore, observers’ notes should be recorded
with the future use of those notes in mind. An observer who will be evaluating a
nontenured teacher, for example, must ultimately be able to supply evidence of
the teacher’s performance on all the components of the framework for teaching.
Any single lesson, of course, may not include evidence of all of the components;
but over time the teacher should demonstrate all of them—and at a satisfactory
level of performance. Therefore, observers must know the framework sufficiently
well to recognize when they have neglected to record information from a certain
area of teaching that, while present, they may have simply ignored.

Classroom notes should include not only what the teacher says and does,
but also questions, statements, and actions by students. And nonverbal as well as
verbal communication is important. Some observers make a point of capturing as
much as possible of the students’ experience during the lesson, recording stu-
dent interactions with one another, expressions of confusion, and the like. And,
of course, the appearance of the classroom, the manner in which the teacher has
modified the physical environment to support the lesson, is also important infor-
mation for an observer to record.

If possible, the observer should provide the teacher with a copy of the obser-
vation notes shortly after the lesson. This gesture is for purposes of accuracy
only: did the observer see the important elements of the lesson? Some observers
choose not to do this, primarily because the notes, if handwritten, are difficult
to read. Other observers find that they make notes to themselves in the margins
that they would prefer not to share with the teacher—at least not yet. Whether
the notes are provided to the teacher before the reflection conference is a mat-
ter for individuals to decide; the principal advantage is that providing the notes
conveys transparency in the entire system.

It is important that observers, whether they are mentors, coaches, or evalu-
ators, not consider a teacher’s level of performance on any of the components
of the framework for teaching while observing in the classroom. Making such a
judgment would be premature. The purpose of the observation is simply to col-
lect evidence; the interpretation of that evidence against the levels of performance
comes after the observer leaves the classroom and has an opportunity to consider
all the bits of evidence pertaining to a certain component.

Therefore, following the observation and before the reflection conference,
the observer should do two things. First, the observer should write a brief sum-
mary (a few paragraphs only), recording the major events of the lesson on

the first page of Form G: Formal Observation Summary. This summary should
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contain sufficient detail so that if it were read by someone who was not present,
the principal structure of the lesson would be clear. Second, the observer should
consider the observation notes in light of the framework for teaching and write
examples of evidence observed in the space following each component on Form
G. Then the observer should consider all the evidence for a given component

as a whole and indicate on the form (for example, by using a highlighter) the
sentences or phrases in the descriptions of the levels of performance that best
characterize the lesson. The observer will take the Formal Observation Summary
to the reflection conference and use it during the conversation with the teacher.

The value of observations for teachers is greatly enhanced if they have the
opportunity for systematic self-assessment and reflection on the lesson before
the reflection conference. After all, more important than a flawless lesson is the
teacher’s awareness of when events became derailed and understanding of how
to correct the problem. Furthermore, the questions in the reflection conference
protocol (provided as the last page of Form F: Formal Classroom Observation
and the first page of Form D: Teacher Lesson Reflection) are designed to engage
the teacher in reflection on all the important decisions that were made in the
design of the lesson: the selection of learning outcomes, the design of activities,
grouping of students, choice of materials, and so on. It is almost never the case
that a lesson was “great” or “terrible.” More likely, certain aspects of the les-
son were successful; others less so. The important thing is for teachers to know
which were which. Therefore, by engaging in a conversation during the post-
conference, teachers (particularly novice teachers) begin to acquire important
skills of in-depth reflection; the goal is for these to become habits of mind for a
teacher following any lesson.

If both the teacher and the observer have analyzed the lesson in light of the
framework for teaching before the reflection conference, then that meeting, in
addition to the discussion stimulated by the questions on the conference proto-
col, consists of comparing notes. Often they will have identified the same areas
of success and areas that need attention. Sometimes they may disagree, in which
case they should determine the source of disagreement.

If areas of disagreement exist and if the observation is part of an evalua-
tion, it is, of course, the administrator’s view that counts in the end. However,
disagreements are rare, and for most educators the opportunity to engage in a
professional conversation about a lesson constitutes the most valuable aspect of
the entire process.

As part of the reflection conference and as a result of the conversation about
the lesson, the teacher and the observer complete the last page of the Formal
Observation Summary together, noting the areas of strength and any areas for
growth. Completing this section of the document together offers certain advan-
tages. First, when completed jointly, the written summary reflects the views of
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both parties. Second, when the document is completed during the reflection con-
ference, the paperwork for the observation is complete, and the mentor, coach,
or administrator does not have to spend time after the observation preparing a
write-up. The observation summary, to which both have contributed and which
both have signed to indicate that they have conducted a conversation about the
lesson, is the write-up. The brief summary on page 1 of the Formal Observation
Summary, the evidence and interpretations of that evidence for each of the com-
ponents in Domains 1, 2, and 3 of the framework observed during the lesson,
and the description of strengths and areas for growth are sufficient to contribute
to an annual evaluation. They can also convey enough information to another
evaluator (in situations where teachers are observed by more than one individ-
ual) to enable that person to continue supporting the teacher.

Procedures

1. Conduct a preconference (planning conference) using the questions in the
Interview Protocol for a Planning Conference (page 1 of Form F: Formal Class-
room Observation) and taking notes on the teacher’s response to each ques-
tion. As part of the planning conference, if appropriate, discuss written materials
(worksheets, directions) that students will be using during the lesson.

Note: Teachers should have a copy of the questions before the conference
and be prepared to discuss them. If they so choose, teachers could make notes
before the conference, but this is not necessary.

2. Ask the teacher to collect, if appropriate, several samples of student work
from the lesson, representing a range of abilities in the class, to be discussed at
the postconference (reflection conference).

3. Observe the lesson, taking notes on the appearance of the classroom and
the actions and statements by teachers and students. Write these notes on pages
2 and 3 (add more if needed) of Form F. Make every effort to write only evi-
dence, not your opinion or interpretation of what you see and hear. Leave the
right-hand column blank; after the observation, you will write the components
represented by each line of your notes.

4. (Optional) Give a copy of your notes to the teacher for review before the
postconference.

5. Complete the right-hand column of Form F, indicating the components
represented by each item in your notes.

6. On Form G: Formal Observation Summary, write a brief summary of the
lesson, including what the teacher was hoping to achieve, the major activities,
and other pertinent matters. Then, for Domains 1, 2, and 3, consider each com-
ponent of the framework for teaching and indicate a few pieces of evidence

from the lesson for each one, as appropriate. If you have no evidence for a
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component, leave it blank. Then, using a highlighter, indicate the sentences or
phrases in the level of performance that best captures the evidence cited.

7. Ask the teacher to reflect on the lesson, considering the questions on the
first page of Form D: Teacher Lesson Reflection. Also ask the teacher to complete
a self-assessment of the lesson, indicating on the following pages of the form her
perceived level of performance for each component, citing specific evidence for
the choice.

8. Conduct the postconference (reflection conference), using the questions
on the last page of Form F: Formal Classroom Observation and on the first
page of Form D: Teacher Lesson Reflection (the questions are the same, with the
exception of Form D’s Question 7, which asks the teacher to consider the lesson
in light of the components of the framework for teaching.) Discuss the levels of
performance for each component assigned by both you and the teacher, discuss-
ing in particular those about which you disagree.

(Optional) Determine, together if possible, the level of performance for
each domain. On Form G, indicate the level of performance for each domain
by checking an option in the Rating section: U for Unsatisfactory, B for Basic,

P for Proficient, and D for Distinguished. Provide feedback on the lesson, as
appropriate.

9. Write a brief summary (with the teacher’s participation, if possible) of the
principal strengths and areas for future learning revealed in the lesson. If time
permits, this should be accomplished during the reflection conference itself.
Write these comments on the last page of Form G.

10. Sign the document, indicating that the conversation regarding the lesson
has been conducted.

11. If you have decided to assign a rating for each domain, transfer these rat-
ings to Form M: Summary of Observations and Artifacts.

Informal Classroom Observations

Informal classroom observations of teaching take place unannounced; they may
last only 5 or 10 minutes. They do not result in any formal write-up, and whether
the information gathered can be used as evidence in a teacher’s evaluation is
typically a matter that is specified in the district’s negotiated agreement.

These observations constitute an important manifestation of an administra-
tor or a supervisor serving as a school’s instructional leader. By spending time
informally in classrooms and conducting conversations with the teachers later
about what was observed, supervisors can help shape teachers’ thinking and
instruction.

Informal classroom observations are also important to mentors and coaches.
By stopping in to visit classrooms, they can see what a teacher is doing and gain
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an informal sense of potential areas for further learning for the teacher. Because
mentors and coaches have no evaluative authority over teachers, they can walk
into a classroom without having an impact on the teacher; things can continue
in a completely natural manner. This informality permits later discussions to be
relaxed, without a teacher feeling threatened by the situation.

Purpose

The purpose of informal classroom observations is to enable principals and
supervisors to keep their finger on the pulse of the school and to serve as an
informal resource to teachers as they strive to improve their practice. In addition,
as part of a system of teacher evaluation, informal classroom observations pro-
vide an ongoing source of evidence of a teacher’s practice in a natural setting;
this evidence can contribute to an annual evaluation and may provide a more
accurate window on an individual’s teaching than the evidence that is derived
through more formal observations.

Discussion

It is possible to observe much about classroom practice during even a
short visit. For example, the general tone of the class will be evident, as will
other aspects of Domain 2 (The Classroom Environment). The observer may or
may not see enough of a lesson to be able to conclude much about Domain 3
(Instruction), because there may not be the opportunity to observe, for example,
how the teacher develops an idea. However, the observer may see the extent
to which students are engaged in learning, the quality of questions posed by
both students and teacher, and the use of assessment in instruction. In addition,
an observer may see evidence (although probably limited) of Domain 1 (Plan-
ning and Preparation)—for example, the teacher’s knowledge of the content and
familiarity with the students.

It is not necessary to take detailed or extensive notes during an informal
classroom observation. Indeed, during a brief classroom visit there is not time to
do so. But the notes should be sufficient to add bits of evidence onto Form E:
Informal Classroom Observations. If an observer, for example, notices a teacher
offering encouragement to a student or making a specific effort to include all
students in a discussion, such actions are worth noting.

Notes from an informal classroom observation will probably be written sim-
ply on a blank pad of paper. Then, before the memory has faded, the observer
should quickly fill in the relevant sections of Form E, noting the date of the
observation and the concept being taught. Then, from the notes, the observer
can fill in evidence as appropriate to the different components of the framework
for teaching.
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A question to consider concerns whether observers dropping in for a brief
visit should meet with the teacher after the observation, or leave a note, or do
nothing. They should at least be consistent about what sort of feedback or com-
ments they offer to teachers following an informal, brief visit. Otherwise teachers
will interpret silence or a note as evidence of deficiency. Novice teachers will
appreciate a note or a few words of encouragement. More experienced teachers
also value such comments. But an observer can do more; it'’s possible to engage
in a more in-depth conversation about the lesson, inquiring about what occurred
the previous day and whether the behavior of certain students was typical. These
conversations can be very rich and may be conducted informally, during a lunch
break or in the principal’s office later in the day.

Of course, if an administrator observes events in a classroom during an infor-
mal classroom observation that indicate performance at an Unsatisfactory level
on the levels of performance—that is, if harm is being done to students—it is
imperative that the administrator schedule a conference with the teacher for later
in the day. Fortunately such episodes are rare. Much more typically the observer
will see events in the classroom that inspire interest in learning more.

Many administrators find that, in spite of their best intentions, it is difficult to
find the time for informal observations of teaching. This is regrettable, because it
is an important activity, providing the most accurate information possible about
classroom teaching. Administrators who are successful in this effort are those
who exercise great discipline and make a commitment to spend, for example,
one morning each week visiting classrooms. Touching base with every teacher
every few weeks is an important way to stay connected with what different
teachers are doing and what issues they are addressing in their teaching. By con-
ducting informal observations and engaging in professional conversations about
practice, administrators are able to serve as resources to the teachers in their
schools.

Procedures

1. Observe a class briefly, but for at least five minutes.

2. Take notes on different aspects of the lesson, as appropriate.

3. If desired, leave a note for the teacher with a brief supportive comment
about some aspect of the lesson.

4. Arrange to speak with the teacher, even briefly, about any aspect of what
you observed that warrants such a conversation. This should be considered a
professional conversation, in which you are able to serve as a resource to the
teacher in thinking through the events of the lesson.

5. Complete the first page of Form E: Informal Classroom Observations, not-
ing the date of the observation and the concept being taught. Then transfer your
notes to the relevant section for the different components of the framework for
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teaching, making comments as appropriate. Do not indicate any levels of perfor-
mance; this will be done following multiple informal observations.

6. At the end of the year, complete the pages on Form E, indicating the
levels of performance reflected by the collective evidence from the informal
observations. Transfer these notations to Form M: Summanry of Observations and
Artifacts.

Other Observations of Practice

Teachers demonstrate their skill in many ways and in many settings. They inter-
act with students in the hallways, in lunchrooms, and on playgrounds; they
participate in faculty meetings; they meet with parents and conduct parent
presentations. In short, teaching involves far more than what many noneducators
think of as teaching—namely, working with students in the classroom.

Purpose

The purpose of conducting other observations of practice is for administra-
tors to evaluate performance and for administrators, mentors, and coaches to
support teachers in their development of skill in all the myriad aspects of teach-
ing that go beyond the classroom walls. Such observations are an important
component of evaluation; all educators have known teachers who were skilled
at their work in the classroom but who alienated their colleagues or who were
unresponsive to parents. Such teachers are not complete professionals; their per-
formance in these nonclassroom aspects of their practice should be strengthened
so they can fully exhibit all the skills of effective teaching.

Discussion

Observations of practice other than classroom observations may be either
formal or informal. If they are formal, they may be conducted in the same man-
ner (with a planning conference, an observation, and a reflection conference) as
a classroom observation. If informal, they don’t include a planning conference,
but they may be the subject of a reflection conference.

As noted, teachers do their work all day, every day, as they interact with stu-
dents and other teachers in the corridors and as they attend meetings with col-
leagues. And, of course, as they work both formally and informally with students,
teachers demonstrate and enhance their professionalism. It is absurd to think
that one can assess teacher performance only by examining classroom behavior.
Teaching is far more complex than that; everyday events provide opportunities
for administrators, mentors, and coaches to help teachers become more thought-
ful and reflective about all aspects of their practice.
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Although it’s true that professionalism is exhibited and developed in myriad
ways, whether observations of practice other than classroom teaching may be
used for formal teacher evaluation depends on the specific details of the negoti-
ated agreement in each school district. However, a comprehensive approach to
teacher evaluation will include such observations of practice simply because they
demonstrate aspects of teaching that are not exhibited in any other manner.

When formulating a plan to include observations of practice into a compre-
hensive system of teacher evaluation and support, it is advisable for teachers
and administrators to determine jointly which activities to include. For example,
a teacher and an administrator might decide together that an important aspect
of communicating with families consists of the presentation a teacher provides
at back-to-school night, and they might agree that a supervisor will sit in on
that session. Alternatively they might decide that a teacher’s contributions dur-
ing team or departmental meetings constitute an essential component of the
teacher’s interaction with colleagues (an element of Component 4d: Participating
in a Professional Community); they could agree that a supervisor would sit in on
some of those.

But even if observations of practice are not part of a formal approach to
comprehensive teacher evaluation, teachers engage in these activities every day,
and they are part of the teacher’s professional persona. As such, they are worthy
of note and comment and support in the ongoing effort to strengthen practice.

Procedures

1. If a teacher and an administrator have agreed upon a formal observation
of a nonclassroom aspect of practice, conduct a preconference (planning con-
ference), using questions similar to those used in a planning conference for a
lesson:

* What do you hope to achieve (in this parent conference or this meeting
with your department)?

* Describe the situation that leads you to work toward this outcome.

* What specific plans do you have for achieving your purpose?

2. Conduct the observation, either formally or informally. If this is a for-
mal observation of practice, it should occur at the agreed-upon time, and the
observer should take notes of what happens. If it is informal, it can occur at any
time during the day, in the normal course of school events; note-taking by the
observer is optional.

3. If the observation of practice is formal, conduct a postconference (reflec-
tion conference), using questions like those used in the reflection conference for
a classroom observation:
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* Did this meeting (parent conference, presentation) proceed as you
expected? If not, what surprised you?

* Were you able to accomplish what you had hoped to accomplish during
this meeting (parent conference, presentation)? How do you know?

* If you had an opportunity to conduct this meeting (parent conference,
presentation) again, what would you do differently?

4. Notes from the observation and conference may be entered, as desired,
on Form E: Informal Classroom Observations, for informal observations of
components in Domains 1, 2, and 3; or on Form H: Evidence for Domain 4, for
evidence collected in either formal or informal observations of components in
Domain 4.

Examination of Artifacts

As noted in Chapter 1, artifacts provide the only evidence of certain aspects of
teaching. For other aspects, they can supplement the evidence from observations
of both classroom and nonclassroom practice.

Purpose

Artifacts provide a critical window into teaching practice; they offer evidence
of a teacher’s skill that may only be hinted at through observation. Thus the
primary purpose of the examination of artifacts is to analyze material that reflects
a teacher’s skill in the many aspects of practice that are not directly observable.
These artifacts become an integral part of the picture of a teacher’s practice that
may be used for evaluation or for mentoring and coaching to improve teaching.

Discussion

Conversations about artifacts (like conversations before and after an obser-
vation) encourage teachers to think deeply about what they do and why, and
to analyze their practice against the components of the framework for teaching.
Thus the collection and analysis of artifacts offer an opportunity for the activities
known to promote professional learning: self-assessment, reflection on practice,
and professional conversation.

As described in Chapter 1, artifacts provide the best—and in some cases
the only—evidence for many of the behind-the-scenes aspects of teaching,
particularly in Domain 1 (Planning and Preparation) and Domain 4 (Profes-
sional Responsibilities). A teacher’s skill in communicating with families or a
teacher’s commitment to ongoing professional learning is simply not observable
in the classroom. Thus if teachers are to demonstrate their skill in all aspects of
teaching, it is important to supplement observations of classroom teaching and
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observations of other practice with the collection and examination of artifacts.
Using a unit plan, for example, a teacher can demonstrate skill in long-range
planning; similarly, a series of class newsletters indicate a teacher’s approach to
communicating with families.

But the examination of artifacts is important not only for discussion of
behind-the-scenes aspects of teaching; it also can shed important light on the
daily events of classroom teaching. For example, an assignment may be analyzed
for its level of intellectual rigor. Some critical questions to be considered when
looking at a student assignment or directions for an activity are “What are the
students being asked to do? What is the cognitive level of this activity, and does
this represent an appropriate mental stretch for these students?” This is not to
suggest that low-level drill and practice should never be part of the teaching rep-
ertoire, but a steady diet of assignments that ask students to “fill in the blanks” or
“answer the questions at the end of the chapter” can be deadly. Students become
far more engaged in activities that ask them to draw their own conclusions, to
formulate hypotheses, to analyze information. As they do those tasks they may
have to read the chapter, and they will certainly acquire facts and concepts; but
the work, from their point of view, requires considering an interesting question
or solving a problem or puzzle.

Furthermore, as part of the artifact Activity or Assignment (see Appendix B),
teachers are asked to collect samples of student work, representing the range of
skill levels in their class. These samples may be the stimulus for much impor-
tant conversation about practice, particularly if the assignment itself has been
designed to reveal student understanding (or lack of it). First, one can easily dis-
cern whether or not the students have taken the assignment seriously. Next, and
most important, if students have been asked to explain their answers, they reveal
fascinating insights into their thought processes and their degree of understand-
ing. This is critical information for teachers and provides an essential stimulus for
reflection on practice and future planning.

Appendix B contains guidelines and forms for the collection of a number of
artifacts. These artifacts are designed to provide evidence of a teacher’s skill in
many of the components in the framework for teaching.

Procedures

1. Determine, with the teacher, which artifacts are to be collected. For non-
tenured teachers, the number and range of these artifacts should be limited in
consideration of the heavy workload and steep learning curve experienced by
many new teachers.

2. Schedule a conference to discuss the artifacts. When teachers know in
advance which artifacts they are expected to assemble, and where the confer-
ence will be held, they can be prepared and the entire system is transparent.
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Furthermore, particularly with experienced teachers, there is no reason why such
artifact conferences must be one-on-one with an administrator; when teachers
engage in a joint conference around artifacts, they have the opportunity to learn
from one another.

Annual Evaluation

The annual evaluation represents the judgment that is made each year about a
teacher’s overall performance. It can take many forms, and the actual instrument
used may be part of the district’s negotiated agreement with its teachers union.
Alternatively, the form itself may be established by state statute, and its use may
be required by law.

Purpose

An annual evaluation fulfills a school district’s legal obligation to declare, on
an annual basis, that a teacher at least meets the district’s minimum standard for
performance.

Discussion

The issues involved in conducting an annual evaluation are presented at
length in Chapters 4 and 5. Three main points are summarized here.

First, the evaluation decision is best conducted only as a dichotomous judg-
ment (“does not meet” or “meets or exceeds” expectations.) For the vast majority
of teachers whose performance meets or exceeds expectations, this practice has
the consequence of shifting the attention of both teachers and administrators
from the issues surrounding the ratings to those surrounding formative assess-
ment and professional growth. In the rare cases in which a teacher’s overall per-
formance “does not meet” expectations, the instruments and procedures can help
to identify and analyze areas for future learning.

Second, if the annual evaluation is based on ratings of performance, these
ratings should be only at the level of the domain rather than for each individual
component of the framework for teaching. As with the dichotomous judgment,
this has the consequence of limiting discussion to the bigger picture of practice
and to the identification of areas for learning.

Third, the performance of teachers engaged in self-directed professional
inquiry may be evaluated according to whether they “do not meet” or “meet or
exceed” expectations. But the expectations in this case do not refer to levels of
performance in teaching. Rather they refer to the teacher’s commitment to the
process of inquiry and professional growth. As long as a teacher engages seri-
ously in the process of professional learning and participates fully in the school’s
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culture of inquiry, the criteria for these “other years” in the evaluation cycle
would have been met.

Procedures

Two variations on completing the annual evaluation are presented here. The
choice of which variation to follow depends on whether teacher performance
has been rated on each domain as part of the process of classroom observation.
If ratings have been assigned for each observation and transferred to Form M:
Summary of Observations and Artifacts, the evaluator has, at the end of the year,
an “at a glance” view of the teacher’s performance. But not everyone favors that
approach; some educators prefer to use Form G: Formal Observation Summary
only for formative assessment and conversation, without assigning ratings. The
following lists cover procedures for both variations.

Option 1: To be used if the level of performance on each domain has been
determined as part of each formal observation, on the informal observations
taken as a whole, and on the examination of artifacts.

1. Look at Form M: Summary of Observations and Artifacts and determine
the patterns displayed. Be attentive not only to patterns across the four domains
but also to demonstrations of growth over the year.

Note: While examining this form, pay particular attention to the circumstances
surrounding each of the observations. For example, was the teacher attempting a
new activity? Is the teacher new to this assignment?

2. Summarize the teacher’s performance in each of the four domains of the
framework for teaching; note these on the form.

3. Determine the teacher’s general areas of strength and areas for further
development; describe these on the Form N: Annual Evaluation 1.

4. Determine whether the teacher’s performance “does not meet” or “meets
or exceeds” the school’s or district’s expectations; indicate this at the bottom of
the form.

5. Conduct an evaluation conference with the teacher to discuss these mat-
ters and to determine areas for further development. This discussion may provide
guidance for the teacher in selecting growth goals for the following year.

6. Sign Form N and ask the teacher to do the same, indicating that the
teacher has read the form.

Option 2: To be used if ratings have not been assigned following each formal
observation, on the informal observations taken as a whole, and on the examina-
tion of artifacts.
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1. Examine Form G: Formal Observation Summary for each of the observa-
tions conducted and any notes you have written on Form E: Informal Classroom
Observations.

2. Summarize the teacher’s performance in each of the four domains of the
framework for teaching; note these on Form O: Annual Evaluation 2.

3. Determine the teacher’s general areas for further development; briefly
describe these on the form.

4. Determine whether the teacher’s performance “does not meet” or “meets
or exceeds” the school’s or district’s expectations; indicate this on the form.

5. Conduct an evaluation conference with the teacher to discuss these mat-
ters and to determine areas for further development. This discussion may provide
guidance for the teacher in selecting growth goals for the following year.

6. Sign Form O and ask the teacher to do the same, indicating that the
teacher has read the form.
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The recommended procedures offered in this chapter represent the collective
wisdom of hundreds of educators around the world who have used the frame-
work for teaching for a wide variety of purposes. Although educators may find
that their local conditions warrant modifying the approaches suggested here,
they should be aware that these recommendations are the result of a great deal
of experience.

More important, however, the procedures represent a serious effort to engage
teachers in the activities known to promote professional learning—namely, self-
assessment, reflection on practice, and professional conversation, all conducted
in an environment of trust. It is through this mechanism that the twin goals of
teacher support—quality assurance and professional learning—can be achieved.




Appendix A: Instruments
to Support Teacher Evaluation
and Professional Learning

The forms in this appendix are designed to capture evidence of teaching in a
way that maximizes the likelihood that teachers will find professional value in
the experience. That is, the procedures for capturing evidence, as structured by
the forms, encourage self-assessment, reflection on practice, and professional
conversation—all of which contribute to teachers’ professional learning. Every-
one involved (teacher, mentor, coach, or evaluator) is likely to find the activities
highly rewarding. As educators report, “It’s all about the conversation.”

When appraising performance, administrators must find ways to capture
evidence of all components of the framework for teaching. This effort requires
a combination of observations of teaching (both formal and informal), planning
and reflection conferences, observations of other aspects of practice, and exami-
nation of artifacts.

In addition to being used for performance appraisal, the instruments pro-
vided here may be used for mentoring or coaching; but in that case, because no
judgments are being made, it is not important to elicit evidence of all the com-
ponents of the framework. Rather, the decisions about which instruments and
procedures to use (whether it is observations of classroom practice, discussions
of a unit plan, or the examination of an instructional artifact and an analysis of
student work) are a matter for the educators involved to determine, based on the
most important areas for focus.

The observation instruments may be used for either a general needs assess-
ment or for a more structured examination of practice. A beginning teacher
might ask a mentor to conduct a general observation or to examine some stu-
dent work, with the aim of determining the areas of practice most in need of
attention. Alternatively, a teacher—either a novice or a veteran—might ask an
observer to concentrate on some specific aspect of teaching, such as the nature
of the student interactions or the quality of the classroom discussion.

84
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To help readers quickly find the instrument that will best suit their purpose,
here is a list of the instruments with information about their uses and other
explanatory comments.

Form A:Teacher Preparation Audit

* For teacher educators to determine where in their preparation programs
students have an opportunity to learn about the components and common
themes of the framework for teaching.

Comments: Teacher preparation programs attempt to teach their students every-
thing they need to know about teaching—a daunting prospect. This audit pro-
vides teacher educators with a sense of how well they are achieving their aim.

Form B: Clinical Observation Notes

* For teachers-in-training to use in observing experienced teachers.

* For novice teachers to use in observing experienced teachers, as part of a
mentoring program.

Comments: Using this form focuses the attention of the teacher-in-training and
the novice teacher on specific aspects of the experienced teacher’s practice.

Form C:Teaching Interview

* For teachers-in-training to use in conducting conversations with experi-
enced teachers.

* For school district personnel to use in recruiting teachers for positions in
their schools.

* For novice teachers to use in interviewing experienced teachers, as part of
a mentoring program.

* To serve as the basis of a conversation between experienced teachers and
administrators during the comprehensive evaluation phase of teacher evaluation.

Comments: These questions can reveal the rationale behind a teacher’s actions,
providing a window into the teacher’s thinking.

Form D:Teacher Lesson Reflection

* For teachers-in-training to use in reflecting on lessons or lesson segments
they have taught.

* For novice teachers to use as the basis for a conversation with mentors.

* For novice and experienced teachers to use as part of a formal observation
process.
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Comments: This form provides the structure for a critically important phase in
the observation process; the act of structured reflection, based on evidence, con-
tributes to professional learning.

Form E: Informal Classroom Observations

* For cooperating teachers to use while informally observing their student
teachers.

* For mentors and coaches to use while observing the teachers with whom
they are working.

* For administrators to use in the brief observations of practice they conduct
throughout the school.

Comments: Informal observations may be brief and are likely to represent
authentic and typical, rather than scripted, performance.

Form F: Formal Classroom Observation

* For cooperating teachers to use while formally observing their student
teachers.

* For university supervisors to use while formally observing their student
teachers.

* For administrators to use in conducting formal observations of teachers as
part of a teacher evaluation process.

Comments: If possible, the notes from the lesson should be given to the teacher
before the postconference (reflection conference), so the teacher can check them
for accuracy.

Form G: Formal Observation Summary

* For cooperating teachers to use while formally observing their student
teachers.

* For university supervisors to use while formally observing their student
teachers.

* For administrators to use in conducting formal observations of teachers as
part of a teacher evaluation process.

Comments: This form is the cornerstone of the formal observation, enabling
observers and teachers to compare notes about their perceptions of a lesson and
to determine together the lesson’s strengths and the areas for growth. It can con-
tribute to, but does not constitute, an evaluation of practice.
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Form H: Evidence for Domain 4
* For use by teachers and administrators in identifying possible sources for
the components in Domain 4.

Comments: A teacher’s skill in Domain 4 is reflected in many different activities
and artifacts; this form enables teachers and their mentors, coaches, or evaluators
to identify those that are appropriate for a given situation.

Form I: Self-Assessment of Practice

* For experienced teachers in the first phase of Track 2 (self-directed profes-
sional inquiry), to engage in structured self-assessment on the components of the
framework for teaching.

Comments: A teacher’s goals for professional learning may derive from many
sources, including general instructional strategies or a school’s initiatives; how-
ever, a self-assessment can be the source of many important goals.

Form J: Individual Professional Development Plan

* For experienced teachers in the second phase of Track 2 (self-directed
professional inquiry), to prepare a plan for how they will address their goals for
professional learning.

Comments: This plan does not need to be elaborate, but it should be focused.
If possible, it should include activities representing a variety of approaches:
reading, attending workshops and conferences, talking with and observing col-
leagues, trying new practices in one’s own classroom, inviting colleagues to
observe and provide feedback.

Form K: Individual Professional Development Log of Activities

* For experienced teachers in the third phase of Track 2 (self-directed pro-
fessional inquiry), to keep track of the activities they undertake for professional
learning.

Comments: This log provides an important reminder of activities undertaken as
part of the self-directed professional inquiry and makes the reflection and clo-
sure conference more meaningful.

Form L: Reflection on the Individual Professional Development Plan (IPDP)

* For experienced teachers in the final phase of Track 2 (self-directed
professional inquiry), to reflect on the experience with their supervisor or col-
leagues.
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Comments: Like an observation, the reflection on the process is the most impor-
tant aspect of the self-directed inquiry for promoting professional learning. This
reflection conference may be conducted with several teachers together; this prac-
tice has the enormous benefit of enabling teachers to learn from one another.

Form M: Summary of Observations and Artifacts

* (Optional) To provide a summary of a teacher’s performance on the do-
mains of the framework for teaching from formal observations, informal observa-
tions, and artifacts.

Comments: This form is used only if ratings have been given for teacher per-
formance on each of the domains as a result of the formal and informal obser-
vations, and after an examination of artifacts. Using it has the advantage of
enabling teachers, mentors and coaches, and supervisors to see patterns over
time, as well as patterns of performance that might be obscured in the detail of
observation reports.

Form N:Annual Evaluation 1

* To be used in verifying that a teacher’s performance “meets or exceeds”
(or, rarely, “does not meet”) the district’s expectations. It is used for Option 1 of
the evaluation process.

Comments: Depending on statute and a district’s negotiated agreement, this form
(or its equivalent) may be the only documentation required for the annual evalu-
ation of a teacher’s performance. This form may be used for experienced teach-
ers whether they are in the comprehensive phase or the self-directed inquiry
phase of the evaluation system.

Form O:Annual Evaluation 2

* To be used in verifying that a teacher’s performance “meets or exceeds”
(or, rarely, “does not meet”) the district’s expectations. It is used for Option 2 of
the evaluation process.

Comments: Depending on statute and a district’s negotiated agreement, this form
(or its equivalent) may be the only documentation required for the annual evalu-
ation of a teacher’s performance. This form may be used for experienced teach-
ers whether they are in the comprehensive phase or the self-directed inquiry
phase of the evaluation system.
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Form A
Teacher Preparation Audit
Name of Preparation Program Date
Courses That Teach
Component the Component Comments

la

Demonstrating Knowledge of Content

and Pedagogy

Ib

Demonstrating Knowledge of Students

lc

Setting Instructional Outcomes

Id

Demonstrating Knowledge of Resources

le

Designing Coherent Instruction

If

Designing Student Assessments

2a

Creating an Environment of Respect and

Rapport

2b

Establishing a Culture for Learning

2c

Managing Classroom Procedures

2d

Managing Student Behavior

2e

Organizing Physical Space

3a

Communicating with Students

3b

Using Questioning and Discussion Techniques

3c

Engaging Students in Learning

(continued)

© 2008 ASCD. All rights reserved.
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Form A—Continued

Component

Courses That Teach
the Component

Comments

3d
Using Assessment in Instruction

3e

Demonstrating Flexibility and Responsiveness

4a
Reflecting on Teaching

4b
Maintaining Accurate Records

4c
Communicating with Families

4d
Participating in a Professional Community

4e
Growing and Developing Professionally

4
Showing Professionalism

Equity

High Expectations

Cultural Competence

Developmental Appropriateness

Attention to Individual Students, Including
Those with Special Needs

Appropriate Use of Technology

Student Assumption of Responsibility

© 2008 ASCD. All rights reserved.
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Form B

Clinical Observation Notes

Teacher School

Grade Level(s) Subject(s) Date

Domain I: Planning and Preparation

la: Demonstrating Knowledge of Content
and Pedagogy

The teacher demonstrates knowledge of the content and of the structure of
the discipline, knowledge of prerequisite relationships, and common student
misconceptions.

Evidence

Ib: Demonstrating Knowledge of Students

The teacher demonstrates familiarity with individual students’ backgrounds,
cultures, skills, language proficiency, interests, and special needs.

Evidence

| c: Setting Instructional Outcomes

The teacher’s instructional purpose is clear, reflecting rigorous learning
and curriculum standards. Different types of content are represented (e.g.,
knowledge, thinking skills).

Evidence

© 2008 ASCD. All rights reserved.

(continued)
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Form B—Continued

Domain 2: The Classroom Environment

2a: Creating an Environment of Respect and
Rapport

Classroom interactions between the teacher and students are respectful,
reflecting warmth and caring and sensitivity to students’ cultures and levels
of development. Student interactions are respectful.

Evidence

2b: Establishing a Culture for Learning

The level of energy, from both students and teacher, is high, creating a cul-
ture for learning in which the subject is important and students clearly take
pride in their work.

Evidence

2c: Managing Classroom Procedures

Little instructional time is lost because of classroom routines and proce-
dures, transitions, handling of supplies, and performance of noninstructional
duties, which occur smoothly. Students contribute to classroom routines.

Evidence

2d: Managing Student Behavior

Standards of conduct are clear, with teacher’s sensitive monitoring of stu-
dent behavior and subtle response to misbehavior.

Evidence

2e: Organizing Physical Space

The classroom is safe, and the physical environment ensures the learning of
all students and is conducive to the goals of the lesson. Technology is used
skillfully, as appropriate to the lesson.

Evidence

© 2008 ASCD. All rights reserved.
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Domain 3: Instruction

3a: Communicating with Students Expectations for learning, directions, and procedures are clear to students.
The teacher’s explanation of content is effective and anticipates possible
student misconceptions.

Evidence
3b: Using Questioning and Discussion The teacher’s questions are at a high cognitive level, and the teacher allows
Techniques sufficient time for students to answer. All students participate in the discus-
sion, with the teacher stepping aside when appropriate.
Evidence
3c: Engaging Students in Learning Students are engaged throughout the lesson in learning. The activities, stu-
dent groupings, and materials are appropriate to the instructional outcomes.
The lesson’s structure is coherent, with suitable pace.
Evidence
3d: Using Assessment in Instruction Assessment is used in instruction, through self-assessment by students, moni-
toring of progress of learning by teacher and/or students, and high-quality
feedback to students. Students are fully aware of the assessment criteria used
to evaluate their work.
Evidence
3e: Demonstrating Flexibility and The teacher seizes an opportunity to enhance learning, building on a spontane-
Responsiveness ous event or student interests. The teacher adjusts the lesson when needed.
Evidence

© 2008 ASCD. All rights reserved.
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Form C

Teaching Interview (Annotated)

Teacher School

Grade Level(s) Subject(s) Date

Questions for discussion

I. How did you become knowledgeable about the subjects you teach and about how best to teach those
to students? (For example, a college major or minor, various workshops or training sessions) This question
asks teachers to comment on the level of their preparation in both content and pedagogy. (Component la)

2. How do you stay abreast of the subjects you teach and of the current research on how best to teach
them!? (For example, attending courses and workshops, reading professional literature) This question is
intended to elicit teachers’ commitment to ongoing learning in the different disciplines they teach, including evolv-
ing research on how best to teach those disciplines to students. (Component 4e)

3. How do you become familiar with your students’ skills and knowledge? (For example, diagnostic
assessments, information from previous years’ teachers) This question is intended to find out about teachers’
techniques in learning about their students’ levels of proficiency in the curriculum. (Component Ib)

4. How do you become familiar with your students’ individual interests and cultural backgrounds? (For
example, interest inventories, dialogue with parents, attendance at students’ athletic events) This question
is intended to find out about teachers’ techniques for learning about their students’ out-of-school interests, talents,
hobbies, family traditions, and so on. (Component |b)

5. Describe how you establish and implement important classroom routines and procedures. (For
example, distribution and collection of materials, transitions between activities) A smoothly running class-
room is a hallmark of experience. This question invites teachers to describe how they establish such a classroom.
(Component 2c¢)

6. Describe how you establish and maintain standards of student conduct. (For example, determining
and posting classroom expectations, conducting classroom meetings) In a well-functioning classroom, stu-
dents know the expectations for behavior and contribute to the positive tone of the class. (Component 2d)

© 2008 ASCD. All rights reserved.
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7. Describe how you establish and maintain an atmosphere of trust, openness, and mutual respect. (For
example, model respectful language, recognize students who demonstrate respect) When adults recall their
school experiences years later, the most powerful memories concern how they were treated by teachers and other
students. (Component 2a)

8. What resources (people, materials, community resources) are available to you in planning instruction
or for classroom use! (For example, museums, local experts, videos, print materials, Web sites) The use
of outside resources enriches the learning experiences teachers design for students. Awareness of those resources
enables a teacher to go beyond textbooks and other classroom materials. (Component Id)

9. What resources (people, materials, programs) are available to your students if they need assistance!
(For example, big brother/sister programs, clothing donations, counseling resources) Some students need
physical objects (for example, winter coats) or support services (for example, counseling). Every teacher, in addi-
tion to being alert to such needs, should know where to locate such resources. (Component Id)

10. Describe how you use your physical setting to maximize student learning. (For example, chairs in a
circle for discussion; desks pushed into “tables” for science activities; visually impaired students at the
front) This question is intended to elicit a teacher’s approach to the use of physical space. Of course, some
teachers, such as those who share a room or who work from a cart, have little control over their teaching space.
(Component 2e)

I'l1. How do you encourage your students to assume responsibility for their learning? (For example, invit-
ing students to share their thinking, asking students for their ideas regarding a proposed approach to
learning a concept) The active involvement of students in the classroom environment is a characteristic of the
distinguished level of performance in many of the components of the framework for teaching. (Many components)

12. Describe how you incorporate the use of electronic technology into your practice. (For example,
finding materials for students, maintaining records of student progress, putting student assignments on
the school’s Web site) Electronic technology infuses many aspects of a teacher’s practice; many teachers actively
strive to increase their use of these powerful approaches. Appropriate use of technology is reflected in many com-
ponents of the framework.

I3. How do you coordinate learning activities with other colleagues? (For example, same grade level,
same content, special education or language acquisition teachers) This question elicits information about a
teacher’s participation in a professional learning community. (Component 4d)

© 2008 ASCD. All rights reserved.
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Form C
Teaching Interview

Teacher School

Grade Level(s) Subject(s) Date

Questions for discussion:

I. How did you become knowledgeable about the subjects you teach and about how best to teach
those to students! (For example, a college major or minor, various workshops or training sessions)

2. How do you stay abreast of the subjects you teach and of the current research on how best to teach
them!? (For example, attending courses and workshops, reading professional literature)

3. How do you become familiar with your students’ skills and knowledge? (For example, diagnostic
assessments, information from previous years’ teachers)

4. How do you become familiar with your students’ individual interests and cultural backgrounds? (For
example, interest inventories, dialogue with parents, attendance at students’ athletic events)

5. Describe how you establish and implement important classroom routines and procedures. (For
example, distribution and collection of materials, transitions between activities)

6. Describe how you establish and maintain standards of student conduct. (For example, determining
and posting classroom expectations, conducting classroom meetings)

7. Describe how you establish and maintain an atmosphere of trust, openness, and mutual respect. (For
example, model respectful language, recognize students who demonstrate respect)

8. What resources (people, materials, community resources) are available to you in planning instruction
or for classroom use! (For example, museums, local experts, videos, print materials, Web sites)

9. What resources (people, materials, programs) are available to your students if they need assistance?
(For example, big brother/sister programs, clothing donations, counseling resources)

10. Describe how you use your physical setting to maximize student learning. (For example, chairs in a
circle for discussion; desks pushed into “tables” for science activities; visually impaired students at the
front)

I'l. How do you encourage your students to assume responsibility for their learning? (For example, invit-
ing students to share their thinking, asking students for their ideas regarding a proposed approach to
learning a concept)

I2. Describe how you incorporate the use of electronic technology into your practice. (For example,
finding materials for students, maintaining records of student progress, putting student assignments on
the school’s Web site)

I3. How do you coordinate learning activities with other colleagues? (For example, same grade level,
same content, special education or language acquisition teachers)

© 2008 ASCD. All rights reserved.
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Form D
Teacher Lesson Reflection
Name School Date

I. In general, how successful was the lesson? Did the students learn what you intended for them to learn?
How do you know?

2. If you have samples of student work, what do they reveal about the students’ levels of engagement and
understanding? Do they suggest modifications in how you might teach this lesson in the future!

3. Comment on your classroom procedures, student conduct, and your use of physical space. To what
extent did these contribute to student learning?

4. Did you depart from your plan? If so, how and why?

5. Comment on different aspects of your instructional delivery (e.g., activities, grouping of students,
materials, and resources). To what extent were they effective?

6. If you had an opportunity to teach this lesson again to the same group of students, what would you
do differently?

7. Consider different aspects of your planning and execution of the lesson in light of the domains and
components on the following pages. Determine evidence, if any, for each of the components, and what
that evidence demonstrates about your level of performance.

(continued)

© 2008 ASCD. All rights reserved.
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Form E

Informal Classroom Observations

Teacher School

Grade Level(s) Subject(s) Observer
Date Topic, Concept, Setting

© 2008 ASCD. All rights reserved.

(continued)



107

Appendix A: Instruments to Support Teacher Evaluation and Professional Learning

"PaAIasaI SIYSH [V "ADSY 8007 O

@P10Qg
@P10Qg
@P10Qg
9dUPIAT
*SJUSpNIS [BNPIAIPUI J0j 93pd ‘sjuspnis "9]OYM B SE SSB|D
-|MOUD| SIY3 SUIBRIIE PUE ‘S92NOS Jo sdnoug .oy a3psjmoun| siya 9y3 o} 93pajmoud]| SIya surere ‘3ulpueasiapun yons >99s
Jo A1a1IeA B WOy spasu [edads SUIE1IB pUE ‘spaau [eads pue | pue ‘spasu [eidads pue ‘s3seJ9lul | 30U S9OP puE ‘spaau [eads pue
pue ‘sysauaiul ‘Aduspyoud a8end ‘s3saJaul ‘Aduadiyoad adens ‘Aousipyoud a3endue| ‘s||pfs ‘s3saumaul ‘Aduapyo.d a3endue sjusapnis

-UE| ‘s||D|S ‘s94n2|Nd ‘spuno.sd
-deq SIUSPNIS JO 93pajMoud]

-Ug| ‘s||js ‘s24njnd ‘spuno.3d
-2Bq SIUSPNIS JO 93pajMmoud|

‘s24n3|Nd ‘spuno.dydeq SIUSPNIS
Suipueasiapun jo adueliodwi

‘s||>fs ‘s24mnd ‘spuno.doeq
SIUSpMIS Jo 93pajMou| ou Jo

Jo a8pajmouy|
Sunesysuowaq

$[99s A|pAnRdE Jaydes) By | $}99s A|pAndE Jaydes) 9y 3Y3 S23BdIpU| JSYdE] dY | 3[331| S9ILJISUOWIDP J3YdE] Y| ql
paysindunsiqg juapyold disegq Aa03oeysnyesun jusuodwio)
Qg
Qg
Qg
9dUIPIAT
‘8ulpue3sJapuns|W 3USpNIS
Joy sasned 3upjess Jo uon
-onJ3sul 3UiqlIdSap USYM suon -dund -auydiasip -duldidsip
-desuodsiw pue saysinbagauad -12s1p 3BY3 03 dYydads sadnodeud Jeyy 03 oy1dads sadndead euon JeY) 03 dY1dads sadnoeud euon
Jo 93pajmous| uo sp|ing AjpAide |euondnuasul ay3 pue ‘sydsduod -dNJIsuUl Y3 PUB ‘WSY USIMIDG -ONJIsul dY3 4O JUIIUOD B3 JO A808epay

Jaydesy ay | -auyddsip ay3 jo
2JN32N.1S dY3 pUE JUSIUOD dY3
JO 98pa|MOUd| DAISUDIXD 3D3)43.
aonoeud pue sued s.aaydeay ay |

juelaodw usamiaq sdiysuon
-ejaJ ausinbauaud usyuod ayy
JO 28pajmouy| pIjos 1234 2013
-oeud pue sue|d saaydea) ay |

sdiysuonejau ausinbauaud ‘aund
-1s1p ays ur s3daduod jueliodwi

9Y3 JO SSOUIIBME DWOS 12343
aonoeud pue sued sasydesl ay |

s30adse Jualaylp ussmiaq sdiys
-uonejaJ ausinbauaud uazuod
a3 jo a3pajmoud| 9| Aedsip
aonoeud pue sued s.asydesl ay|

pue j3uajuod
Jo a3pajmouy|
Sunesysuowsq
el

paysindunsiq

juayoud

Jiseg

Aa03oeysnyesun

jusuodwio)

pBNUNUOD —T WO

uoneJsedaad pue 3ujuueld :| urewoq




tice

The Handbook for Enhancing Professional Prac

108

‘paAIasaI SIYS [V "ADSY 8007 ©

@P10g
@P10Qg
@0g
duapirg
DMOM JI3Y3 03 sjusw .Jsuonouw
-anroadw Suneniul Aq ‘sjdwexa ay2 y3nouya 3uios, Ajuo aq o1
Joj—aduew.iopad Jo spaepuels Jeadde syuspnis pue Jaydesn
Y31y 01 saAjPswWaYl pjoy sIuap oM iRyl yrog "jom ui aptid Juspnis “>J4om ui aplid Jusapnis ou Jo
-nis ||e pue 123(qns ay1 jo adued | ul aplud Supeaasuowsp syUSpNIS 9221] PUB AUSWIAABIYIE JUSP 9221] PUB “AUSWIAABIYIE JUSPNIS
-dodwi ay3 Ul Jo1j9q B SaJBYS | UM ‘SIUSPNIS PuB Jayde9l Lyl0q -n1s 1o} suoneydadxa 3sspow Joy suopredadxa mo| “123lgns
SUOAUDA® YdIym Ul SujuJes) Aq 129(gns aya 031 JuBLIIWIWOD ‘329[gns ay3 031 JUBWIWWIOD 943 03 JUBWIWWOD J3Yyde] Suiuaesn
JO 2umnd & 38D 123[qns auInuag pue sJUSpNIS ISOW 1o} Jayoes1 92| YIM ‘|nyssadons MO Aq paziumde.eyd ‘Suluies) Jdoj aumn) e
ay3 Joj uoissed uaydea) pue suoneladxs y3iy Aq paziuside | Ajended si Sujuaes| 4oy sunijnd e 40} 24mnd dANESaU B SASAUOD Buiysijqejsg
A343ud JUBpNIS JO S|9A| YSIH -JeYD S| 3NN WOO.SSE 3y | 91eaJd 01 3dwane s Jaydes ay | JUSWUOUIAUD WOOSSE|D dY | qz
paysindunsiqg jusyo.d Jiseg Kiojoejsipesun jusuodwio)
@0g
@0g
@P10Qg
dUIPIAT
"syuspnas uowe
'SSB|D 9Y) JO sJaquiaw Suowe A S92UBJ3YIp [eauswdolaAsp Jo
-|IAID JO S|9A3] Y31y DINSUD SDA|DS 'suapnis jo sdnoug Suowe [edmnd 03 ssauaAlsuodsad jo “12I)Juod
-way3 syuspng uswdojarsp soduaayIp [eauswdojeAsp pue 32| Jo AAnisuasul jo sAejdsip Jo ‘sumop-ind ‘wsed.es Aq paz|
JO S|9A3] PUE S24MND SIUSPNIS [ean3nd a3 01 areridoadde aue [eUOISEDD0 AQ paziie1deJeyd | -J91DBJRYD S4B PuB SpPUnoJd|deq
01 AuAnisuas pue 3uLied pue pue ‘Sulied pue YIWJem [edauds 9q Aew Ing “121JUOd WO} 3.4 [eN3|ND ,SIUSPNIS 01 SANISUSSUI yioddey

Yawem auinuad Sundajjed ‘ny
-309dsaJ A|y3iy aJe syuspnis
[eNPIAIpUI pUE J3JEa) 9Yd
Suowe sUOOBISIUI WOO.ISSED

3undaspyad ‘|njadadsau pue aaijod
aJe ‘syuapnis Suowe pue sJuap
-N1S pUE J3YIEI) BY) U2IMIDQ
30q ‘SUORdBISIUI WOO.ISSED

pue ajeidoudde Ajjessuasd aue

‘syuspnis Suowe pue sjusp
-N1S pue Jayde9l 93 U2IMIIq
420q ‘SUOIIDEBIDIUI WOO.ISSE|D

Jo ‘@erudouddeur ‘oaneSau aJe
‘syusapnis Suowe pue syusp
-N1s pue Jaydeal 3yl UsamMiaq
430q ‘SUOIIDEIDIUI WOOISSE|D)

pue jdadsay jo
JuUsWIUOJIAUS
ue 3upeatd

ez

paysin3unsiq

juapyoud

Jiseq

Aa03oeysnesun

jusauodwio)

JUSWIUOJIAUT WOO0JSSE|D 3Y] :T urewoq

p8NUNUOD —T WO




109

Appendix A: Instruments to Support Teacher Evaluation and Professional Learning

(panunuod)

‘PaAIasaI SIYSL IV "ADSY 8007 ©

@PI0Qg
P10Qg
P10Qg
dUapIAg
"JOIABRYSq
Jo spaepuels aya Suliojuow
Ul 3]0 AN UE 9)[E1 SIUIPNIG
"SPa3U JUSPNIS [BNPIAIPUI O) BAI "sJuapnis ‘|nyssa20ns
-ISUSS S| JOIABYSQGSIW JUPNIS O 01 |nj3dadsau pue aeludoadde SAeM|E J0U aJe $1I0YD dsaY) *A31ugip Juapnas jo |npdadsausip
asuodsau s.J9YdE] Y3 puE ‘DAl S| JOIABYSQSIW JUSPNIS 03 Inq “JOlABYSQGSIW JUSPNIS O3 Jo aAIssaudau si JolAeYagSIW
-uaAa.d pue aaqns si JolABYDq asuodsau s, ayoean sy ‘spJep puodsau pue JolAeyaq JusSpnIs JUSpNIs 03 asuodsay “JoIABYDq
Juapn3s jo Sulionuow s JaYdeal -uels asou suieSe JoIARYSq JOJjUOW O} S3II) PUB SIUSPNIS 2USpNIs Jo 3uliollUOW JBYdEN JolAeYag
ay] ‘wayy upmias ui uopedpn JUSPNIS SJIOIUOW JIBYIE) ) 10} 12NpUOD JO SPJepUElS YsI| ou 1o d231] pUe paysl|qeIsd juapnig
-Jed JUSpNIS JO BJUBPIAS YIIM pue ‘s3usapnis 01 Jea|d> 9q O} -qe3sa 0} 1I0yd Ue dSpBW SkY U93q dABY IDNPUOD JO SP.Jep SuiSeuely
‘JB9[2 9. 1ONPUOD JO SP.JBpURIS Jeadde 3onpuod jo sp.aepuelg Jaydeal a3 Jey3 sueadde 3 -UE)S JBY3 9DUSPIAS OU SI U9y | PZ
paysindunsiq juayoud Jiseq Kiojoeysiyesun jusuodwiod
@0g
@0g
@P10Qg
dUIPIAT
“Bujuonouny yroows
J1242 Joy Ajiqisuodsaa sjqeds "SWn [euonINIISUI "SWI3 [BUOIIDNIISUL JO SSO| SWOS *aw) [euondNIIsul
-pISUOD 3UIWINSSE SIUSPNIS YIIM JO sso| 93| Yyam ‘Ajyaoows Yam ‘Apualsisuodul 4o AjusAaun yonuw jo sso| ay3 ui upnsau
‘uoneJado J1vY ul ssojwess uoMndUN) pue paysi|qeIss usaq uomndUNy ING PaYSI|eIsd Usdq | ‘IUBIDIY3UI JO JUISIXBUOU JBYIID
9JE S9[INP [BUOIIDNIISUIUOU JO SABY SBINP [BUONDNIISUIUOU JO 9ABY SI1INP [BUONDNIISUIUOU JO 9JE S9[INP [BUONDNIISUIUOU JO saJnpado.d
souew.opad pue ‘saiddns jo souew.Iopad pue ‘saiddns jo souew.Iopad pue ‘sajjddns jo 9ouew.opad pue ‘sayddns jo woo.sse|D
8uljpuey ‘suonisue.) .o} saunp 8uljpuey ‘suonisue.l 1oy saJnp Suljpuey ‘suonisue.l 1oy sanp 8uljpuey ‘suonisue.) 1oy saunp SuiBeuely
-920.4d pue sauNNOJ WOO.IsSE|D -920.4d pue sauNNO.J WOO.sSe|D -920.4d pue saunno.J Woo.sse|D -920.4d pue saunNoJ Woo.sse|D Y4
paysin3unsiqg juayoud Jiseq Aiojoeysipesun jusuodwio)




tice

The Handbook for Enhancing Professional Prac

110

"PAAIDSI SIYSL [V "ADSY 8007 O

@0g
@0g
@P0g

dudpINg

‘suon
-dasuodsiw juapnis 9|qgissod
sajedpiue osje 3| ‘3uswdojoAsp
JO S|9A3| PUE S24MND SIUSPNIS
03 9jelidoudde ‘saissaudxa pue
JB3|2 S| UONEBDIUNWWOD U
-JlM pUE [BJO SJ9Yded] Y|

Jusw
-dojoAsp Jo s|oAS| pue saumynd
Swuapnis 03 aeludoudde aue
suonedIUNWWOD SunlIM

ul pue j|elo y30q ‘syuspnis

03 A[93B4N20R pUe A|Ies)d
S9IBDIUNWWIOD J3YIea] BY |

"UOISNJUOD PIOAE 01 UONEBIOQE[D
Jayuny aainbaa Aew 1) Jusw
-dojaAap Jo s|9A3)| U0 saUMNd
Siuspms 03 arelidouadde Aj=a19d
-wod 3q J0u AeW INQ SJOIID
OU SUIEIUOD UONEBDIUNWIWOD
USJILIM PUE [0 SJ3Ydea) 3y |

uswdo|aAsp jo

S|9A9] JO $3JNIND SIUSPMIS O
a1eludouddeur o Jespun si Jo
SJO.ID SUIBIUOD UOEIIUNWWOD
US131IM PUE [BJO S.J9Yded] Y|

sjusapnI§ Yaim
Suneslunwwo)

ee

paysin3unsiq

juadyoud

Jiseq

Ka03oejsppesun

jusuodwio)

uondNIIsuUj :§ urewoq

LP10g
LP10g
P0g

dUdPINg

‘uosss| aya

03 aeridoudde se ‘Ajnyjpis pasn
s1 A3ojouyda ) ‘Buiuies| adueApe
03 JusWuoJIAUS [edisAyd ayy

Jo uoneadepe Jo asn ayy 01
9INQLIIUOD SIUSPNIS “SPISU
[er2ads yam asoyy Suipnjoul
‘suspnas [|e jo Suluies| ay3

*A8ojouyda3 usIndwod

Suipnjput ‘sadunosau [ed1sAyd jo
9SN 9AND9YS SBW JIDYE] By |
'sanIAnoe 3ujuies| ay3 syuoddns
juswasuedie [edisAyd aya reyy
S9UNSUS I9YDEI] B3 ‘SIUSPNIS

91
-29yd AJpreaapoul si ‘ASojouydan
J93ndwod Buipnpdul ‘s32.4nosau
[ed1sAyd jo asn sJaydesl ay|
‘saniAnoe 3ujuies| ay3 syioddns
AjjenJed Ajuo juswesue.ie [ed
-1sAyd ays Inq ‘syuapnis 3sow 031

*S3I1IAI}OB UOSS3| Y3 pue JusW
-93ueuJe [ed1sAyd ay3 usamiaq
yorewsiw JuediudIs & 4O SIUSP
-N1s SWOS 10} SUOIIPUOD 3qIS
-sad0¢eu| J0 jesun uj Supjnsad

Joedg [esisAyd

S3JNSUD JUSWUO.IAUD [edIsAyd ||e 01 9|qIssa23e S| 3uluies) 9|qISs922® S| SuluJed| [BIIUSSSD ‘QuawuoJiAus [edisAyd aya jo Suiziuedao
92 pUE ‘9Jes S| WOO.ISSE[d Y| pUE ‘SJeS S| WOO.SSE[d 3y | pUE ‘9JeS S| WOO.SSE[d Y| asn Jood sedew Jaydesn sy CT4
paysin3unsiq juanyoud Jiseg Aio3oeysiesun jusuodwiod

p8NUNUOD —T WO




111

Appendix A: Instruments to Support Teacher Evaluation and Professional Learning

(panunuod)

"PRAIISDI SIYSH [V DSV 8007 O

@0g
g
g
duapirg
"2Jns
-O|2 pUE UO[J3}§3J IUSPNIS IO
Mmojje 3uided pue aumdnals ayy
PUE ‘S[ENpIAIpUI JO SPa3u 331 01
Auaessadau se paydepe s UOSSI) ‘Bupoed ‘8uided Jo aum ‘24n3dNn.43s
9y ‘s|elI9IBW Y3 PUB ‘SB1IIAIIDR PUE 9.4N312NJIS UOSS3| d|qeIINS -DNJ3S UOSS| USASUN JO ‘SIUSP UOSS3| JO >2E| JO QUUOD JO
a3 ‘sduidnous ays quauod jo pue QuauU0d jo suonelussaid -ms awos Ajuo o1 seridoudde suonejuasauadau Jood ‘Buipuers
uonejuasaidaa ay3 o3 suon 9ANDNJISUL ‘S[elId)eW pue ‘sal) | A|[eauswdojaAsp Jo A|[eanyjnd spe -J3pun JO S[9A3| JO SaIMNd
-NQLIIUOD |elIS)BW SdEW pUE -1Anoe ‘s3uidnoug a3eridoadde -1493BW J0O ‘saniAnde ‘sduidnous Jiays 01 ayeludouddeu; sjelasiew Suiuaean
Sutuaes| Juedyudis ur padedus Yam ‘Buruaes| Juedyiusis ul uos Jo 3nsaJ e se ‘Sujuies| Juedyiu | Jo ‘saniande ‘s3uidnous jo 3nsau ul syuapnig
A|ren3da)@3ul A|ydiy aJe ‘uos -s9| ay3 3noy3nouys padedus -31s ul A|jenJed Ajuo pagedus e se ‘SujuJes] ul pagesus A|jem Sui8e3ugy
-s3| ay3 InoySnoJy3 ‘s;uspnIg A|[en129||23ul e sauspmg Ajlen1ds||93ul aJe s3uspms -D9||93ul ||E I8 10U dJE SIUSpNIS o€
paysindunsiq juapyold Jisegq Aa03oeysnesun jusauodwio)
g
g
g
dUIPIAT
"uolIssnasIp
ay3 ul syuapnis ||e jo uonedidn
-Jed ay3 Joy Ajiqisuodsaa ayy ‘uonyedppyaed *uoIssndsIp anJl
awnsse pue suonsanb [9As)-y3iy "SJUSpNIS |[e Aq uon JUSPNIS 9IBJSPOW PUE ‘UOISSND 3| pue ‘uonedidiged Juspnis sanbiuyda |
oY1 Jo AuBW 91E|NW.IO) SIUSPNIS -edipnJed pue ‘uoissnasip anua -sIp an.J1 1e sadwsene ‘suonsanb pauwi| ‘suonsanb a1eludoaddeur uoissnasiqg pue
-ajelidoudde Ajjeauswdojarsp ‘suonsanb [9A9]-y3iy s109)0. [9AS]-Y31Y SWOS YaIM ‘USASUN S| 10 [9A3]-MO| IM ‘sanbiuydan Suluonsan®d
puE A|[eJn3jnd dJe pue suonel sanbiuyoa) uoissnasip pue 3ul sanbjuyoa) uoissnasip pue 3ul uoissnosip pue Sujuonsanb jo Suisn
-2adxa Y31y 129)24 suonsand -uonsanb jo asn Jaydeal ay | -uonsanb jo asn saydesn ay | asn Jood sajew Jaydes1 ay | qg
paysindunsiqg j3uapyoid Jiseg Aa03oe)snesun jusuodwio)




tice

The Handbook for Enhancing Professional Prac

112

"POAIOSII SIYSUI [V

ddosV 800C ©

Qg
Qg
@Qg
dUIPIAT
‘sjuapnis "PUBISJISPUN O B.N|IE} SIUSPNIS
[[e JO ss22ns a3 SulInsua ul Joy Ajiqisuodsad ou sawnsse
sisisaad pue ‘sjeo3 [euonan.isul 'S1$9491Ul pUE ‘SpPaau ‘suon "SJUSPNIS |[B JO SSIINS Jayoea) ayy ‘suonsanb juspnis
199W 03 AJBSS9I9U SB SIUBW -sanb juapnis 01 3uipuodsau 93 24NSUD 03 S99 PUB ‘UOSSI) 01 puodsau 01 s|igj pue ‘1sa.93ul
-asn(pe uosss| Jofew usas dul pue suejd uononJisul 01 & 3ulInp S1s9431Ul pUE ‘spasu Jo >de| sauspnas Jo Jo Suipuels ssauaAisuodsay
->ew ‘suopisanb pue ‘sysausiul papaau se syusuisnlpe Supjew ‘suonisanb Juapnls 03 SSAUIAIS -Japun juapnis Jood jo sdusp pue Ajqixal4
‘Spaau SIUSPNIS [ENPIAIpUI OF ‘syuapnis |[e jo Suluaes| |nyssad | -uodsau pue Al|IqIxa}y d3esspow -1A3 Jo 21ds ui uejd uonsnaIsul Sunesysuowag
aAIsuodsau A|ysiy st Jaydesy ay -DNS 33 SAUNSUD JY2ed) Y | S9IBJISUOWISP JBYded] dY | 33 01 SaJaYpE J3Yde] Y | ag
paysindunsiqg juapyold disegq Ka03oeysnyesun jusuodwio)
@0Qg
@10Qg
Qg
dUapIAg
'$924N0S jO
A131UBA B WO SIUSPNIS 01 ddeq “]AOM 131 S1EN|BAS O}
-pa34 Ajenb-ySiy pue ‘susydesy Pasn BLISIIID JUSWISSISSE Y3 JO “>]JOM JI3Y3 DIBN[EAD O3 pPasn >]JOM
pue syuspnis Yyloq Aq ssaJoud SJeME A||nj DJ€ SJUSPNIS 'SIUSP |  BLISIIID JUSWISSISSE DY) JO SWOS J13Y3 91BN[EAD O3 Pasn BlIAIIID
Jo Sulioluow pue syusapnIs -n3s 03 ydeqpasy Ajenb-ySiy AJUo JO DUBME BJB SIUSPMIS pue JUSWISSISSE DY) JO dJBMEBUN BB
AQ JuaWISSasSE-J|3S ‘BLISIIID pUE ‘SIUSPNIS JO/PU. U3Ydea) AQ | ‘USABUN S| SIUBPNIS O HBqpPad SIUSPNIS {SIUBPNIS 01 HIBqPady
JUsWIssasse aY3 Sulysijqelss ul 3ujuaes) jo ssaudoud jo Surioy 'SJUSpNIS Jo/pue Jaydesl Aq 3ul y2noJy3 Jo ‘sjuspnis Jo J3Ydea] uondnajsu|
JUSWIAA|OAUI JUSpNIS Yy3nouys -luow ‘syuapnis Aq Juswissasse | -uJes| jo ssauSoud jo Sulioluow ay2 Aq ssaJ3oud jo Surioluow ul JUSWISSISSY
‘UoiIdNJIsUl Ul JauUBW pa3edN -§|9s y8nouys ‘uondnaisui u swos y3nouys ‘uonanisul ul y3noJy JayaId ‘uondnasul Suisn
-siydos ® u1 pasn S| JUBWISSISSY pasn Aj4ein3au S| JUBWISSASSY | PAsn A|[BUOISEIDO SI JUSISSISSY Ul Pasn J0U S| JUBWISSASSY PE
paysindunsiqg juayoud Jiseq Ai103de)snyesun jusuodwo)

0BNUNUOD —T WO




Appendix A: Instruments to Support Teacher Evaluation and Professional Learning 113

Form F

Formal Classroom Observation

Teacher School

Grade Level(s) Subject(s)

Observer Date

Interview Protocol for a Preconference (Planning Conference)

Questions for discussion:

I. To which part of your curriculum does this lesson relate?

2. How does this learning fit in the sequence of learning for this class?

3. Briefly describe the students in this class, including those with special needs.

4. What are your learning outcomes for this lesson? What do you want the students to understand?

5. How will you engage the students in the learning? What will you do? What will the students do?
Will the students work in groups, or individually, or as a large group? Provide any worksheets or
other materials the students will be using.

6. How will you differentiate instruction for different individuals or groups of students in the class?

7. How and when will you know whether the students have learned what you intend?

8. Is there anything that you would like me to specifically observe during the lesson?

(continued)
© 2008 ASCD. All rights reserved.
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Form F—Continued

Notes from the Observation

Time

Actions and Statements/Questions by Teacher and Students

Component

© 2008 ASCD. All rights reserved.
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Interview Protocol for a Postconference (Reflection Conference)

Teacher School

I. In general, how successful was the lesson? Did the students learn what you intended for them to learn?
How do you know?

2. If you were able to bring samples of student work, what do those samples reveal about those students’
levels of engagement and understanding?

3. Comment on your classroom procedures, student conduct, and your use of physical space. To what
extent did these contribute to student learning?

4. Did you depart from your plan? If so, how and why?

5. Comment on different aspects of your instructional delivery (e.g., activities, grouping of students,
materials and resources). To what extent were they effective?

6. If you had an opportunity to teach this lesson again to the same group of students, what would you
do differently?

© 2008 ASCD. All rights reserved.
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Form G—Continued

Teacher School

Strengths of the Lesson

Areas for Growth

We have participated in a conversation on the above items.

Teacher’s signature Date

Administrator’s signature Date

© 2008 ASCD. All rights reserved.
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Form H
Evidence for Domain 4

Teacher School

Date

Grade Level(s) Subject(s)

Evaluator School Year

Component Evidence Comments

Rating

4b: Maintaining .
Accurate Records

4c: Communicating .
with Families

4d: Participating .
in a Professional
Community

4e: Growing .

and Developing
Professionally

4f: Showing .
Professionalism

© 2008 ASCD. All rights reserved.
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Form K
Individual Professional Development Log of Activities

Note: Complete one log for each goal identified in your individual professional development plan.

Teacher School
Grade Level(s) Subject(s) Date
Goal

Date Activity Benefit

© 2008 ASCD. All rights reserved.




140 The Handbook for Enhancing Professional Practice

Form L

Reflection on the Individual Professional Development Plan
Name Date
Goal

Write a separate reflection for each goal you have pursued this year. Each reflection should be no more
than five paragraphs. It is intended to provide insights into your work during the year.

|. To what extent did you achieve your goal?

2. Did you find it necessary to modify your goal or your IPDP as you learned more!

3. Which of the activities on your IPDP did you find most useful? Did you do some activities that you had
not initially planned? If so, what were they?

4. In what ways were your colleagues helpful to you in working toward your goal?

5. For Years | and 2 of the evaluation cycle only: Do you intend to continue working on this goal next
year! Why or why not!

© 2008 ASCD. All rights reserved.
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Form M
Summary of Observations and Artifacts
Teacher School
Grade Level(s) Subject(s)
Observation Dates
| 2 3 Informal
Domain A Y Y S /1| Artifacts

I: Planning and Preparation

2: The Classroom Environment

3: Instruction

4: Professional Responsibilities

Summary of Performance

Domain |

Domain 2

Domain 3

Domain 4

© 2008 ASCD. All rights reserved.
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Form N
Annual Evaluation 1

Teacher School

Grade Level(s) Subject(s)

Evaluator Date

Teacher’s Status: Probationary Year | Year 2 Year 3 Year 4
Continuing Regular Substitute Part Time

Areas of Strength

Areas for Further Development

Teacher Meets or Exceeds

expectations for teaching in the

Does Not Meet

School District.

Teacher’s Signature™ Evaluator’s Signature

*Teacher’s signature indicates only that the teacher has read this report.

© 2008 ASCD. All rights reserved.
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Form O
Annual Evaluation 2

Teacher School

Grade Level(s) Subject(s)

Evaluator

Date

Teacher’s Status Probationary Year | 2 3
Circle

Tenured Year of Employment

Domain I: Planning and Preparation

Domain 2: The Classroom Environment

Domain 3: Instruction

Domain 4: Professional Responsibilities

Areas for Further Development

Teacher

Meets or Exceeds

Does Not Meet

School District.

expectations for teaching in the

Teacher’s Signature™

*Teacher’s signature indicates only that the teacher has read this report.

© 2008 ASCD. All rights reserved.

Evaluator’s Signature



Appendix B:
Artifacts of Teaching

The observation of classroom performance is the most direct method whereby
an observer (whether a mentor, an instructional coach, or a supervisor) can
obtain evidence of a teacher’s classroom skills. But as important as classroom
practice is, it does not reflect the entirety of a teacher’s responsibilities; some of
those don’t occur in the classroom at all. For example, an observer will never,
even with multiple classroom observations, know how skilled a teacher is in
communicating with families or participating in a professional community.

These other aspects of classroom teaching require artifacts. As part of a
comprehensive program of mentoring or teacher evaluation, evidence of those
nonclassroom tasks is needed so that a mentor or a supervisor can support the
teacher in the full range of teaching responsibilities.

A collection of artifacts is sometimes called a “portfolio.” Although the term
is accurate, it is not used here, simply because in some settings it is also used to
refer to teachers’ collections of items that provide a total picture of their teach-
ing, including videos, photographs of their classroom, their statement of edu-
cational philosophy, and other components. Teachers frequently develop these
portfolios as part of their professional preparation and may use them as a visual
résumé when applying for a teaching position. In such portfolios, appearance is
important, because the teacher candidate is striving to make a positive impres-
sion on potential reviewers of the portfolio.

In contrast, the artifacts collected to demonstrate skill in the various com-
ponents of the framework for teaching may not be finished products. Teachers
assemble them in order to frame a conversation regarding some aspect of prac-
tice. Artifacts are intended to stimulate discussion, reflection, and professional
learning. Although they should not be slap-dash, the artifacts should not be
regarded as show pieces.

144
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If artifacts are used in a teacher evaluation system, it is essential to spell out
the expectations for both the number of items and their scope. It is not sufficient,
for example, to ask teachers to provide evidence of how they communicate with
families, even if the evaluation documents suggest some of the items that could
be collected. A teacher might assemble 3 or 4 items only to discover that a col-
league has collected 14! Such a situation causes anxiety and does not support
professional conversation. Therefore, it is important that teachers know what is
expected, so they can concentrate on the quality of what they collect.

The artifacts described here, and the components of the framework for teach-
ing for which they provide evidence, are the following.

Unit Plan, with Student Assessment
This artifact provides evidence of a teacher’s skill in long-range planning.
Components: 1a, 1b, 1c, 1d, le, and 1f

Activity or Assignment

This artifact is an assignment or directions for an activity, including student work,
with the teacher’s comments to students on their work. It provides excellent
evidence of a teacher’s skill in designing work that engages students in rigorous
intellectual activity.

Components: 1a, 1b, 1c, le, 1f, 3¢, 3d

Communication with Families

This artifact provides evidence of the range of techniques used by a teacher in
communicating with families.

Components: 1b, 4c

Instructional and Noninstructional Records

This artifact provides evidence of a teacher’s skill in maintaining accurate
records, for both instructional and noninstructional matters.

Component: 4b

Participation in a Professional Community

This artifact provides evidence of a teacher’s involvement in and commitment to
the school as a professional organization.

Component: 4d

Professional Development

This artifact provides evidence of the teacher’s participation in opportunities for
professional learning and for sharing expertise with colleagues.

Component: 4e
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Evidence of Student Learning
This artifact provides evidence of the teacher’s effectiveness with students.

Components: All

At the end of each set of artifact documents is a feedback guide that an
evaluator (or mentor, coach, or supervisor) can fill out and use in discussions
with the teacher.
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Unit Plan, with Student Assessment

Provide a plan for a unit of study that you will be using this school year, includ-
ing its assessment. Attach any worksheets, assignments, or other materials that
students will be using in the unit.

For the unit as a whole, complete the Planning Guide (Figure B.1), specify-
ing the major concepts being addressed in the unit, the overall assessments used,
and a summary of the types of activities that you will use to engage students in
the content. On the Planning Grid (Figure B.2), briefly indicate (for each day of
the unit) the topic to be addressed, a summary of the activities to be used, how
students will be grouped, and the materials used.

Links to the Framework for Teaching

A unit plan is related to the following components in the framework for
teaching:

la: Demonstrating Knowledge of Content and Pedagogy

1b: Demonstrating Knowledge of Students

1c: Setting Instructional Outcomes

1d: Demonstrating Knowledge of Resources

le: Designing Coherent Instruction

1f: Designing Student Assessments

Guidance
As you prepare the unit and consider the questions for discussion, you will
find that a good unit is one that demonstrates the following:

* Your knowledge of content, including knowledge of prerequisite relation-
ships, links to other disciplines, and state and district content standards

* Clear criteria and procedures for assessing student learning that enable stu-
dents to monitor their own learning and that allow the teacher to plan for future
instruction

* Your knowledge of students’ backgrounds, skills, and interests

* Clear goals for student learning

* A variety of learning activities that promote student engagement in learn-
ing and that develop important concepts from simpler to more complex

See Figure B.3 for a feedback guide to use in discussing the unit plan.
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Figure B.1
Planning Guide

For the unit as a whole, respond to the following questions.

I. What are your goals for your students? What do you intend for them to learn? What are the essential
questions that your students will be able to understand and answer as a result of this unit?

2. How do you know that this unit is appropriate for the students in your class?

3. How will students demonstrate their learning? What will they do as a result of engaging with this unit?
Attach your plan for assessing student learning.

4. How does the unit support the state or district’s content standards?

5. What are the connections between this unit and other disciplines?

6. What prerequisite knowledge or skill must students have in order to be successful in this unit?
What is your evidence that your students have this understanding?

7. How does your plan for this unit help students develop understanding of the unit’s important
concepts! How does it help correct or avoid common student misconceptions about this topic?

8. What adjustments do you make, or have you made in the past, for individual students in the class?

© 2008 ASCD. All rights reserved.
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Figure B.3
Feedback Guide for the Unit Plan

Characteristic

Little
or None

Moderate

Extensive

(as appropriate):
Knowledge of content, including . . .
* Important concepts to be learned
* The structure of the discipline
* Prerequisite relationships among the various
concepts
* Links to other disciplines
* Relationship with the state’s or district’s content
standards
* Frequent student misconceptions

The teacher’s unit of study demonstrates the following

Knowledge of students, including their . . .
* Knowledge and skill
* Interests and cultural backgrounds
* Approaches to learning

Learning goals that reflect . . .
* Learning needs of students in the class
* Important learning in the discipline
* Goals rather than activities
* A range of types of objectives (e.g., knowledge,
reasoning, group skill, communication)

Learning activities that. . .
* Are intended to achieve the learning goals
* Are likely to engage students in thinking and
reasoning
* Represent a variety of approaches

Criteria and procedures for assessing student learning
thatare. ..

* Suitable to the learning goals

» Appropriate to students’ levels of development

The unit as a whole. . ..
* Has a coherent structure, with the development of
more complex ideas building on simpler ones
* Incorporates the use of technology, as appropriate
* Is suitable for diverse learners

© 2008 ASCD. All rights reserved.
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Activity or Assignment

Provide activity directions or an assignment that engages students in learning an
important concept. This might be a homework assignment, a worksheet, project
guidelines, or a problem to solve. After looking at student papers, select several
examples of student work in response to the assignment. These examples should
reflect the full range of student ability in the class and should include any feed-
back you offered to students on their work.

Be prepared to discuss the following questions, as appropriate:

1. What is the concept you intend for your students to learn or explore?

2. How does this assignment fit within the prior and future learning of stu-
dents in this class?

3. Why did you decide to organize the assignment in this manner? That is,
how does this approach advance student understanding?

4. Consider the student work, both that of the class as a whole and that of
those students for whom you have samples:

e What does it tell you about their level of understanding?
* What does it say about their perseverance?

5. If you had the opportunity to make this same assignment again, would
you do it in the same way? If not, how might you alter it, and why?

6. Given the student work, what do you plan to do next with these students?

Links to the Framework for Teaching

An instructional artifact, and the accompanying student work and teacher
commentary, is related to the following components in the framework for
teaching:

la:Demonstrating Knowledge of Content and Pedagogy

1b:Demonstrating Knowledge of Students

lc:Setting Instructional Outcomes

le:Designing Coherent Instruction

1f:Designing Student Assessments

3c:Engaging Students in Learning

3d:Using Assessment in Instruction

Guidance
As you collect your samples and consider the questions, you will find that a
good assignment is one that demonstrates the following:
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* Your knowledge of content and the important concepts for students to
learn

* Your knowledge of students’ skills and knowledge

* Clarity of goals for student learning

* Design of a learning activity that promotes student engagement in learning

* Feedback to individual students to help them develop deeper
understanding

* Use of student work as a formative assessment to plan future learning

See Figure B.4 for a feedback guide to use when discussing an activity or
assignment.
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Figure B.4
Feedback Guide for the Activity or Assignment

Little
Characteristic or None | Moderate | Extensive

The teacher’s activity or assignment and student work
(with teacher feedback) demonstrate the following (as
appropriate):
Quality of the assignment, including . . .

* Importance of the concepts being learned

* Alignment with instructional goals

* Cognitive challenge asked of students

* Clarity of directions

* Suitability for diverse learners

Engagement of students in the task, including . . .
* Quality of student thinking
* Successful completion of the task
* Evidence of learning from the assignment

Teacher feedback to students reflects . . .
* Knowledge of learning needs of students in the class
* High quality, with specificity and focus on learning

Reflection on the activity indicates . . .
* Accurate assessment of the success of the activity
* Planning for further learning for students

© 2008 ASCD. All rights reserved.
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Communication with Families

Collect three samples of communication with families of the students you teach.

These should represent the full range of #ypes of communication you have with

families and should include communication about both instructional and nonin-

structional topics. If appropriate, the communication should be two-way.
Examples of artifacts you might collect include the following:

* Course syllabus

* Class newsletter

* Handouts for back-to-school night

* Grading policies you send home to families

* Information regarding a new program

* Activities for parents to do with their children at home

* Completed family contact log

* A note to a parent (with all identifying information removed)

* A note from a parent (with all identifying information removed)

* Directions for families about a class trip

* Guidelines for a project (for example, the science fair) if families are
expected to be involved

* Student assignments incorporating information from the home or com-
munity (such as interviewing older neighbors or relatives, graphing numbers of
different types of furniture in the home)

* Information about an upcoming school or class concert or other event

* Information for families about “math night” or a guest speaker

* Schedule for individual parent conferences

* Guidelines for students and parents regarding student-led conferences

* Information for parents on how to look at a student’s portfolio with their
children

Be prepared to discuss the following questions, as appropriate:

1. What role does communicating with families play in your instructional
program?

2. How do you encourage two-way communication with the families of your
students?

3. To what extent do you adapt your message to the cultural or social back-
grounds of the students in your class?

4. To what extent do you encounter a language barrier in communicating
with families? If so, how do you address it?

5. What other challenges do you confront in communication with families?
How have you addressed those challenges?
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Links to the Framework for Teaching
Examples of communication with families are related to the following compo-
nents in the framework for teaching:

1b: Demonstrating Knowledge of Students

4c: Communicating with Families

Guidance
As you collect your samples and consider the questions, you will find that
your best communications are ones that demonstrate the following:

* Clarity of language

* Knowledge of students’ skills and knowledge, interests, and backgrounds

* Sensitivity to the cultures and backgrounds of students and their families

* Information about the instructional program communicated in a manner
that is comprehensible to noneducators

e Skill in engaging families in their children’s learning

* Honesty about students’ progress or behavior, combined with respect for
parent concerns

See Figure B.5 for a feedback guide to use when discussing communication
with families.
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Figure B.5

Feedback Guide for Communicating with Families

Characteristic

Little or
None

Moderate

Extensive

The teacher’s communication with families about
the program and individual students demonstrates
the following (as appropriate):

* Information about the instructional program

* Variety of information about the instructional

program

* Range of types of communication

» Appropriate frequency

Knowledge of students, including . . .

* Learning characteristics and challenges
* Different approaches to learning

* Level of performance in learning

Appropriate use of language, including . . .

* Clarity of language

* Sensitivity to families’ cultural backgrounds
* Use of nontechnical language or jargon

Respect for students’ families, through . . .

* Active listening during a conference

* Prompt replies to parent requests or concerns
» Respectful tone in both oral and written
communication

Participation of students . . .
* In the preparation of materials for families
* During a student-led conference

© 2008 ASCD. All rights reserved.
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Instructional and Noninstructional Records

Maintaining accurate records is an important aspect of good teaching. Instruc-
tional records are essential for teachers to know which students have attained
a high level of understanding or skill and which students may need additional
attention. Noninstructional records permit teachers to know, for example, when
all students’ permission slips for a field trip have been returned, or which stu-
dents have volunteered to tutor younger students.

Assemble two samples of how you maintain accurate records, one instructional
and one noninstructional. These may take any form that you find useful, and
they may be simple, but they should be effective.

Be prepared to discuss the following questions, as appropriate:

1. How did you determine the approach or approaches you use?

2. What makes the approach or approaches you use effective?

3. What role, if any, did students play in developing the system?

4. What role, if any, do students play in using the system?

5. In what way would you like to improve your system for record keeping?

Links to the Framework for Teaching

Your instructional and noninstructional records are directly related to the fol-
lowing component in the framework for teaching:

4b: Maintaining Accurate Records

Guidance
As you collect your records and consider the questions, you will find that
your best records are those that demonstrate that following:

* Clear procedures for ensuring accuracy

* Opportunities for students to assist in maintaining the system

* Anticipation of the likely uses for the information in the future, such as as-
signing grades or following up with parents

See Figure B.6 for a feedback guide to use in discussing instructional and
noninstructional records.
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Figure B.6

Feedback Guide for Instructional and Noninstructional Records

Characteristic

Little
or None

Moderate

Extensive

A teacher’s instructional and noninstructional
records demonstrate the following characteristics
(as appropriate):

Systems that . . .

* Are accurate

* Result in timely recording of information

Evidence of student involvement in . . .
* Developing the record-keeping systems
* Maintaining the record-keeping systems

© 2008 ASCD. All rights reserved.
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Participation in a Professional Community

How have you actively participated in your professional community over the past
year? Examples might be participating in a lesson study with colleagues, serving
on a curriculum committee or a site council, participating in a district initiative,
organizing a club for students, or making a presentation to parents on a school
project. You may choose to keep track of them on the Professional Community
Log (Figure B.7).

Be prepared to discuss the following questions, as appropriate:

1. How did you determine which areas to become involved in?

2. What important work of the school or the district were you able to ad-
vance through your participation?

3. What did you learn about the profession of teaching, or about your own
practice, from this involvement?

4. What would you plan to do next year in this area?

Links to the Framework for Teaching

Your record of contributions to the school and the district is directly related
to the following component in the framework for teaching:

4d: Participating in a Professional Community
Depending on what the involvement was, it might also have reflected other com-
ponents. For example, preparing for a parent presentation would require that a
teacher acquire and demonstrate knowledge of students’ interests and cultural
heritage.

Guidance

As you document evidence of your involvement in the school’s professional
community, you will find that the strongest collection is one that demonstrates
the following:

* Willingness to participate in school events
* Leadership with colleagues

See Figure B.8 for a feedback guide to use in discussing participation in a
professional community.
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Figure B.7

Professional Community Log

Name

School

School Year

Activity

(e.g., professional collaboration, series of
Date committee meetings, presentation)

Contribution

© 2008 ASCD. All rights reserved.
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Figure B.8
Feedback Guide for Participating in a Professional Community
Little
Characteristic or None | Moderate | Extensive

The teacher’s participation in a professional
community demonstrates the following
characteristics (as appropriate):

Participation in school affairs that . . .

* Is active and freely given

* Reflects a leadership role with colleagues

* Is supportive of the school’s mission for student

learning

Relationships with colleagues that . . .
* Are mutually supportive and respectful
* Demonstrate leadership in instructional affairs

Contribution to the school’s community of
inquiry that . . .

* Reflects the needs of the school

* Is built on the assumption of every teacher’s
obligation toward ongoing learning

© 2008 ASCD. All rights reserved.
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Professional Development

What professional development activities have you participated in? The activi-
ties you take part in should be based on identified needs (perhaps as discovered
using Form I: Self-Assessment of Practice in Appendix A) or on some other sys-
tematic approach.

Make some notes on the Professional Development Needs Analysis (Figure
B.9). As you undertake professional development activities, keep track of what
you have done and what you have learned on the Professional Development Log
(Figure B.10).

Be prepared to discuss the following questions, as appropriate:

1. How did you determine which areas to focus on?
2. Which professional development activities did you find most valuable?
3. How were you able to incorporate what you learned into practice?

Links to the Framework for Teaching

Your record of professional development activities is related to the following
component in the framework for teaching:

4e: Growing and Developing Professionally

Guidance
As you assemble your evidence of professional development, you will find
that the strongest collection will include items that demonstrate the following:

* Enhancement of skills based on identified needs
* Service to the profession
* Clear analysis of how the learning can be applied to your own teaching

See Figure B.11 for a feedback guide to use in discussing professional
development.
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Figure B.9
Professional Development Needs Analysis

As you consider your priorities for professional development, consider the following questions.

|. Based on your self-assessment (using Form | in Appendix A or its equivalent), which areas of the
framework for teaching would you most like to strengthen?

2. What other general instructional strategies (such as differentiation, cooperative learning, writing across
the curriculum) have you become aware of and would you like to know more about?

3. What resources are available to you to learn more about an area of interest to you? Which of your
colleagues are particularly knowledgeable? What books or articles are accessible?

© 2008 ASCD. All rights reserved.
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Figure B.10

Professional Development Log

Name

School

School Year

Event

Date (e.g., workshop, conference, class)

Benefits

© 2008 ASCD. All rights reserved.




Appendix B: Artifacts of Teaching 165

Figure B.11
Feedback Guide for Professional Development

Little
Characteristic or None | Moderate | Extensive

A teacher’s participation in professional development
activities demonstrates the following characteristics
(as appropriate):

Selection of areas for work that is . . .

* Based on identified needs

* Linked to available resources

* Aligned to needs of school/district

Professional development activities (as reported in log)
that . ..

* Support identified needs

* Represent a range of types of activities

* Make use of the expertise of colleagues

Benefits derived from professional development
activities that . . .

* Represent thoughtful reflection

* Are linked to enhancement of skill in teaching
students

* Suggest further development activities

© 2008 ASCD. All rights reserved.
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Evidence of Student Learning

Because student learning is the goal of every teacher, it is important for teach-
ers to be able to document the learning of the students under their charge. The
activity presented here enables teachers to demonstrate their impact on their
students. It is designed so that teachers, in consultation with their supervisors or
coaches, determine the learning goals for which they want to collect evidence,
and the nature of that evidence.

1. Determine which learning outcome you will focus on in your collection of
evidence of student learning. The outcome should be important but not vague—
for example, use of powerful language in persuasive writing or data analysis in
social studies or science.

2. Determine how student proficiency on the outcome might be assessed.
Locate or develop a performance task and a rubric by which to assess your
students. If available, this assessment of student learning could be your district-
developed end-of-course assessment. But it would have to be appropriate for the
outcome you have selected and would have to be available at both the begin-
ning and the end of the school year. In the case of assessing language use in
persuasive writing, this task could simply be an assignment that requires students
to write a letter to the editor of a magazine in September and another in May.

Note: Tt is preferable to administer the assessments during the course of
instruction, to minimize the impact on daily class routine. In addition, the assess-
ment can yield important formative information for a teacher.

3. Select students to be included in your sample. These are the students for
whom you will collect and analyze pre- and post-instruction assessment data.
This sample need not be an entire class, but it should include at least two stu-
dents in each of three groups. The groups may reflect any number of dimen-
sions—for example, students of high (or low) general ability or students who are
language learners. Identify these students on the form titled Groups for Analysis
(Figure B.12).

4. Administer the pre-instruction assessment, doing so in the course of nor-
mal instruction, if possible. For the students identified on Figure B.12, calculate
the average score of the students in each of the three groups, using the rubric or
scoring guide; enter these on the form titled Assessment Results (Figure B.13).

5. Teach throughout the year, focusing as appropriate, on the outcomes
selected for analysis.

6. Toward the end of the year, administer the post-instruction assessment,
doing so in the course of normal instruction, if possible. For the students identi-
fied on the Groups for Analysis form, calculate the average scores of students in
the three groups; using the same rubric or scoring guide as for the pre-instruc-
tion assessment; enter these on the Assessment Results form (Figure B.13).
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7. Calculate the gains (or losses) of students in the three groups. Enter these
on the Assessment Results form.

8. Reflect on your learning as a result of this activity; record your thoughts on
the form titled Reflection on Assessment Results (Figure B.14, p. 171). Be pre-
pared to discuss your answers, as appropriate.

Links to the Framework for Teaching

Evidence of student learning relates to a number of components in the
framework for teaching:

1b: Demonstrating Knowledge of Students

1c: Setting Instructional Outcomes

1f: Designing Student Assessments

3c: Engaging Students in Learning

3d: Using Assessment in Instruction

4a: Reflecting on Teaching

Guidance

As you collect and analyze data on student learning and consider the ques-
tions, you will find that your best analysis is that which demonstrates the
following:

* Setting of important instructional goals

* Determination of appropriate evidence of student learning

* Establishment of important criteria on which to base the formation of
groups of students for analysis

* Accurate analysis of student achievement data

* Thoughtful reflection on the implications of the analysis

See Figure B.15 for a feedback guide to use in discussing evidence of student
learning.
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Figure B.12
Groups for Analysis
Teacher School
Grade/Class Subject School Year
Student Learning Outcome
General Reasons for Grouping Students
Names of Students (e.g., by skill or ability level, language proficiency)
Group |
Group 2
Group 3

© 2008 ASCD. All rights reserved.
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Figure B.13
Assessment Results

Teacher

School

Grade/Class

Subject

School Year

Group |
Group Average:

Pre-instruction Assessment

Post-instruction Assessment

Gain (or Loss)

Group 2
Group Average:

Pre-instruction Assessment

Post-instruction Assessment

Gain (or Loss)

Group 3
Group Average:

Pre-instruction Assessment

Post-instruction Assessment

Gain (or Loss)

Comments:

© 2008 ASCD. All rights reserved.
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Figure B.14

Reflection on Assessment Results

Teacher School

Grade/Class Subject School Year -

Student Learning Outcome

I. What patterns did you observe in student learning? For example, did all students make similar gains in
their learning, or were you more successful with some groups of students than with others?

2. What changes, if any, do you plan to make in future lessons so that all groups of students receive
maximum benefit?

© 2008 ASCD. All rights reserved.
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Figure B.15
Feedback Guide for Evidence of Student Learning
Little
Characteristic or None | Moderate | Extensive

A teacher’s collection and analysis of data regarding
student learning demonstrates the following (as
appropriate):
Quality of learning outcomes, as indicated by their . . .
* Being stated clearly, as learning outcomes, not
activities
* Representing important, rather than trivial, learning

Evidence of student learning that is aligned with the
outcomes

Quality of analysis of student learning gains, as
indicated by . . .

* Including sensible rationale for assignment of
students to groups

* Being convincing and substantiated by the evidence

Quality of reflection on the experience, as indicated
by ...
* Accuracy of the reflection

* Likelihood that reflection will lead to thoughtful
modifications of practice

© 2008 ASCD. All rights reserved.
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Preparing Booklets from Multiple-Page Forms

Use your school’s photocopier to make booklets from the multiple-page forms in this book. After making

the prototype booklets, it will be easy to make duplicates.

At the copier, select 11'x 17" (ledger) paper and choose 2-sided copies. Orient the top of the pages to the

top of the photocopier’s glass.

N a

For a 4-page booklet, photocopy the pages in this

order:
1, 4 and then 2, 3 on the reverse.

Fold the pages (in the center) vertically for a
small booklet.

For an 8-page booklet, photocopy the pages in this
order:

1, 8 and then 2, 7 on the reverse. Remove the

photocopied pages.

3,6 and then 4, 5 on reverse. Remove photo-
copied pages.

Place page 3 over page 1, fold all pages in the
center (vertically) and staple, if desired.

3/ 4

For a 6-page booklet, use 11"x 17" (ledger) paper
to photocopy these pages in this order:

1, 6 and then 2, 5 on reverse. Fold the paper in
half vertically.

For the interior pages, photocopy pages 3 and 4
(back-to-back) on an 8 1/2"x 11" sheet. Insert this
page between pages 2 and 5—page 3 should face

page 2.

1 Blank

2— “—[—Notes

/

3 Notes

For a booklet with an odd number of pages to be

photocopied, you may choose to insert a title page
for page 1, insert a Notes page where appropriate,
or leave the back (last) page blank.
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Since the original publication of Enhancing Professional Practice: A Frame-
work for Teaching in 1996, thousands of educators in the United States and
around the world have used the framework and its clear definition of the
components of good teaching to structure their professional conversations
and guide their practice. Building on those diverse experiences, Charlotte
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The ready-to-use forms and other instruments in this book transform the
framework for teaching into a mechanism for teacher support that empha-
sizes two key goals: quality assurance and professional learning. Grounded
in practitioners’ wisdom, this handbook demonstrates how the Framework
for Teaching can inform professional growth throughout a teacher’s career—
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