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I.  Overview
The Model for Assessing and Increasing Teaching Proficiency (or Model) is based on an evaluation of current state and commercial, or private, teacher evaluation methods and instruments, discussed in section III.  The Model can be used by teachers to guide their own professional development; by mentors and school administrators to assess teacher proficiency, and to plan and provide professional development to individuals and to the whole school; by state departments of public instruction to monitor teacher preparation programs; and by teacher preparation programs to design and improve their curricula; e.g., by using the Model to develop program objectives and by including Model items in relevant courses.  There are several versions of the Model, which can be used in the above ways.  These versions include:  REVISE LAST
1.
List of items.  This version simply lists the items that define teacher proficiency.  Each item is defined (conceptual, operation); research citations are provided.  This version might be used to introduce the Model.

2.
Items, definitions, examples of teacher behavior relevant to each item, and methods for assessing each item through multiple methods (triangulation, to assess reliability and to increase scope and validity): interview, observation, evidence of teaching kept by teachers (e.g., procedures for building fluency),and teacher responses to written questions.

3.        All of the above, plus criteria for interpreting and summarizing assessment information.

II.  Some Background on Accountability 
Professions and Accountability

Professions are trades or occupations that (1) have a specialized set of skills (2) resting on a shared knowledge base, and that are (3) characterized by "the development of formal qualifications based upon education, apprenticeship, and examinations, the emergence of regulatory bodies with powers to admit and discipline members, and some degree of monopoly rights" (Larson, 1978).  Professions include medicine, pharmacy, engineering, clinical psychology, social work, electrical contracting, plumbing, carpentry, architecture, law, and teaching.  To become qualified and formally-certified members of a profession (i.e., licensed to practice), candidates must acquire the requisite cognitive knowledge (e.g., concepts, theories) and practical skill applications (e.g., designing, delivering, and assessing instruction).  To remain in good standing, members must sustain and advance the requisite skills and knowledge.  In other words, both candidates and members are accountable to: (1) the stock of knowledge and procedures that defines the profession, (2) the judgments of other members; and (3) clients or customers who contract with members of the profession for specialized services.  

Mature professions rationalize (make understandable and legitimate) and routinize (make commonplace and traditional) their accountability processes for entry and for sustained membership.  They do this in several ways.
1.  Institutionalizing a stock of cognitive knowledge and skill applications that members 
     are expected to acquire, increase, and sustain.
2.  Institutionalizing performance objectives relative to the stock of knowledge.  That is,    
      proficient candidates and members must demonstrate knowledge in specified ways. 
3.  Collecting assessment information on candidates’ and members’ performance.  This 
     is done through formal (regularly scheduled and administered) examinations, using    
     standardized (validated and uniformly applied) (a) methods (written tests, 
     interviews, and demonstrations), and (b) rules for interpreting assessment 
     information.  In mature professions, these assessments would be valid in at least 
     three ways.

1.  The sample of knowledge and skill assessed (that is, what is measured) is 
      
representative of the common stock of knowledge.

2.  Data collection (measures and measurement of skills and knowledge) accurately 
     
depicts a person’s knowledge and skill.

3.  Scores and interpretations of assessment information predict the person’s 
     
effectiveness.  For instance, physicians with high scores on continuing 




assessments have large practices, are well-respected, have satisfied clients, and 



have good records of patient treatment outcomes.
The Current Passion for Accountability


Assessing and increasing teacher proficiency has (as with accountability of public education in general) become one of the most important issues in education at federal, state, and local levels.  This is the result of several pressures.

1.  
Public concerns over persistent achievement gaps in math and reading between 



racial, ethnic, and social class groupings.  [Citations]  parsons
2.  
The relatively low standing internationally of U.S. students in math and reading, 



especially when compared to students from less affluent countries.  [Cite PISA 



and NAEP]  rhodes
3.  
The high rate of students drop outs.  
5.  
The relatively higher achievement of students who are home schooled or who 



attend private schools (e.g., Catholic schools).  hall
6.   
Criticisms of schools of education.   koz
7.   
The accountability systems used in many states, whereby schools are expected to 



meet certain achievement objectives; e.g., annual growth in the percentage of 



students who pass end of grade tests.   contraras
8.   
The passage of No Child Left Behind and Reading First legislation which put 




pressure on states, districts, and schools to have teachers who are highly 




qualified (that is, technically competent).

Following is a closer look at these pressures.


Public concerns over persistent achievement gaps in math and reading between racial, ethnic, and social class groupings. Here are samples of national level data on student achievement compiled by Haycock (2001).

“In 1999, by the end of high school 

· Only 1 in 50 Latinos and 1 in 100 African American 17-year-olds can read and gain information from specialized text—such as the science section in the newspaper (compared to about 1 in 12 whites), and

· Fewer than one-quarter of Latinos and one-fifth of African Americans can read the complicated but less specialized text that more than half of white students can read.

“The same patterns hold in math. 

· About 1 in 30 Latinos and 1 in 100 African Americans can comfortably do multistep problem solving and elementary algebra, compared to about 1 in 10 white students.

· Only 3 in 10 African American and 4 in 10 Latino 17-year-olds have mastered the usage and computation of fractions, commonly used percents, and averages, compared to 7 in 10 white students.

“By the end of high school, in fact, African American and Latino students have skills in both reading and mathematics that are the same as those of white students in 8th grade. Significant differences also persist in the rates at which different groups of students complete high school and in their postsecondary education experiences. 

· In the 18- to 24-year-old group, about 90 percent of whites and 94 percent of Asians have either completed high school or earned a GED. Among African Americans, the rate drops to 81 percent; among Latinos, 63 percent.

· Approximately 76 percent of white graduates and 86 percent of Asian graduates go directly to college, compared to 71 percent of African American and 71 percent of Latino graduates.

· Young African Americans are only about half as likely as white students to earn a bachelor's degree by age 29; young Latinos are only one-third as likely as whites to earn a college degree (see fig. 1).”

The table below shows several of the long-term outcomes of low achievement in schools; namely, decreasing chances of higher education.  

Figure 1. Highest Educational Attainment for Every 100 Kindergartners

	(Ages 15 to 29)  
	African Americans  
	Asians  
	Latinos  
	Whites  

	Graduate from high school  
	88  
	90  
	63  
	88  

	Complete at least some college  
	50  
	74  
	33  
	59  

	Obtain at least a bachelor's degree  
	16  
	51  
	10  
	28  

	Source: U.S. Census Bureau. (1998). Educational Attainment Detailed Tables, October CPS  


(Haycock, 2001).


Data from 2007 and are consistent with the above findings.  In particular,

1.  
Across all states and the District of Columbia, anywhere from 23 to 61% of ALL students in grade four scored at the “below basic” level in reading.  (http://nces.ed.gov/nationsreportcard/pdf/main2007/2007496_2.pdf).  

2.  
Reading achievement analyzed by “race.”

                    Grade 4 reading.  2007 National Assessment of Education Progress

                                  African American    White

          Below basic   54%                            23%

           Basic              32%
                 35%

           Proficient      14%                            42%

(Ed Trust.  http://www2.edtrust.org/NR/rdonlyres/D73F6FD3-EB01-4033-BC9B-0458746564B4/0/GreeneCountyCommunityForum_92809.pptx)


Data from The National Assessment of Educational Progress (NAEP) present a similar picture.

Grade 4 reading achievement-level percentages 

% Advanced                               7         7        8        8      8      8         8
% At or above proficient         29      31      31       31   33   33       34
% At or above basic                  59     64      63       64   67   67       67
                                                    2000 2002 2003 2005 2007 2009 2011


Consider.  After 5 years (at 180 school days per year), with an hour of reading instruction per day, or 900 hours of reading instruction, the following percentage of fourth graders are below the basic level.

% Below basic                            41     36      37       36   33     33       33   
BRING IN TECH PROFICIENCYT COMPARE WITH 100 EASY ……..closing gap.
Four additional years of reading instruction has little beneficial effect on reading achievement, as shown by data below for eighth grade.

Grade 8 reading achievement-level percentages
% Advanced                                            3       3        3        3       3      3
% At or above proficient                      33     32      31     31     32    34
% At or above basic                               75    74      73     74     75    76
                                                     2000 2002 2003 2005 2007 2009 2011

Note that the above data also tell us what percentage of 8th graders read below the basic level.

% Below basic                                         25     26     27      26     25    24
(National Center for Educational Statistics, 2011. 4-5)

Following are aggregate data analyzed by subgroups.  


Percentages and average reading scores for racial/ethnic groups in 2011

                   Grade 4                        Grade 8
                   Average Scale Score   Average Scale Score
White            231                            274
Black              205                            249
Hispanic        206                            252
[A scale score of 268 is considered advanced; 238 proficient; and 208 basic. (National Center for Educational Statistics, 2011. 7)   what does ths mean

The relatively low standing internationally of U.S. students in math and reading, especially when compared to students from less affluent countries.  Rhodes

ADD


The high rate of students drop outs.  
1.
“(A) third of entering ninth-grade students will drop out of high school before attaining a diploma, and another third will graduate unprepared 
for college or a good job.” (Alliance for Excellent Education, 2005).  

2.
(A)bout half of the high schools in the nation’s thirty-five largest 


cities have severe dropout rates—often as high as 50 percent.” (Alliance for Excellent Education, 2005).  


The relatively higher achievement of students who are home schooled or who attend private schools (e.g., Catholic schools).  Hall

Teacher attrition.
1.
The rate of teacher attrition is 50% higher in poor than in wealthier schools.  (Guinn, 2004)  Note that these schools are likely to have lower student achievement.

2.
Schools with a minority population of 50% or more have twice the rate of teacher attrition as do schools with lower percentages of minority students.  (Guinn, 2004)  Again, these schools are likely to have lower student achievement.

[Citations]  fitz

3.
In general, the lower the student achievement in a school (measured by exam results or graduation) the higher the chances that teachers will leave.  (Falch & Ronning, 2005).  

4.
25% of first-year teachers who are unprepared (do not know how to teach) are likely to leave.  Teachers who ARE well prepared (know how to teach) are half as likely to leave.  NCATE (2005).



Criticisms of schools of education.   Koz


The accountability systems used in many states, whereby schools are expected to meet certain achievement objectives; e.g., annual growth in the percentage of students who pass end of grade tests.   Contraras


The passage of No Child Left Behind and Reading First legislation which put pressure on states, districts, and schools to have teachers who are highly qualified (that is, technically competent).
Add impl;ication of ghe above fcpor Accouyntability---assessmnt

III. The State of Teacher Assessment

Many if not all states now have a system (methods and procedures) for assessing, rating, and improving teacher quality.  In addition, there are several commercial or privately developed systems for assessing, rating, and improving teacher quality.  However, for the current strong interest in accountability to be of much benefit, methods for assessing teacher proficiency must be:
1.
Valid; i.e., representative, predictive, and useful.

2.
Feasible; i.e., can be accomplished effectively and efficiently.

3.
Acceptable; i.e., will be done willingly and faithfully.

4.
Sustainable; that is, will be repeated.  
The authors examined a sample of state and commercial or private assessment systems to identify their strengths and weaknesses as the basis for developing and testing the improved Model. We used the following criteria.
a.  Criteria for Assessing Teacher Assessments

1.
Stated objectives of the assessment system are feasible given the size of the task, the number of teachers/evaluators, the amount of behavior to be assessed, and the time allotted.
2.
Validity of item selection.  An inventory of teacher proficiencies should depict the repertoire of a proficient teacher---what proficient teachers say (to describe and explain) and do (to plan, organize, deliver, assess).  Proficiency should be defined by scientific research and by outcomes elaborate.  That is, 
a.   Items should be supported by experimental research showing that the items are 
      associated with student achievement.  And
b.  Teachers who plan, organize, deliver, assess, describe, and explain their practices a 
      certain way should be teachers whose students learn more, faster, and with greater 
      ease than teachers who do not plan, organize, deliver, assess, describe, and explain a 
      different way.   AWKWARD
Items that have not been validated by empirical research must at least be consistent with logic.  For example, there may be no research showing that teachers who plan lessons are more effective than teachers who do not, but it is common logic that a teacher who can say what she wants students to learn and how she will help them to learn is likely to be more effective than a teacher who cannot say what she wants students to learn and how she will help them to learn.  ??????????
3.     
Validity of item statement
Items should be stated clearly woprdefd and precisely.  focused
a.   Items are unambiguous.  Wording points clearly to observable behavior.   examaple
      Unclear:  developmentally appropriate, best practice, knows, understands.   elab

      Clear:  says, writes, points, lists, explains, describes, demonstrates.         elab
     
b.   Complex teaching skills or knowledge (e.g., lesson planning) are disaggregated (analyzed) such that
       important sub-skills or parts can be assessed.  ?????????  


Not disaggregated into elements:  

“The teacher plans lessons.”

       Disaggregated into elements:  

“The teacher plans curriculum content, curriculum sequence, lessons in the 
curriculum, assessments to be used, and how to use assessment information.”
cooemts

       Not disaggregated into elements:  “The teacher corrects errors.”

       Disaggregated into elements:  

“The teacher corrects fact errors, concept errors, rule errors, and step errors.”     

c.  
Complex teaching skills or knowledge are disaggregated and  important 
elements or 
       parts are in fact assessed separately.  

     
Not disaggregated and elements assessed separately:  

“The teacher plans lessons.”  

“The teacher connects earlier and new knowledge.”  

“The teacher corrects errors.”

     
Disaggregated and elements assessed separately:  

“The teacher plans lesson that state observable objectives, what prior knowledge is to 
be reviewed, how new information will be presented, how student learning will be 
assessed, how earlier and new knowledge will be 
integrated, how the lesson will be 
reviewed.”
EXPLAIN
4.
Validity of measurement
Validity of measurement was defined by objectivity, directness, and triangulation.
a.  
Objective, direct measurement with low inference: what a teacher says or does 
relevant to the type of item.  


Not objective, high inference: Teacher knowledge of how learning occurs 
       is inferred from lesson plans.


Objective, low inference:  Teacher knowledge of how learning occurs is 

shown in teacher’s written or oral response to questions about learning.

b.   Reliability: 
       Likely not reliable:  The teacher is observed once, for a short time.

       Likely reliable. The teacher is observed several times for extended durations.


By whom TRAINED?  DIFFERENT SUBJECTS?  CAN NAÏVE OBSERVER LEARN FRO TEACHER?  BASED ON STOCK OF KNOWLEDGE
c.
Triangulation: multiple measures of the same thing.

Not triangulated:  Knowledge or skill items are assessed only via interviews or 
       observations or written responses or products.


Triangulated:  Knowledge or skill items are assessed via combinations of 
       observations, interviews to elaborate on observations, and written responses 
       or products in which teacher has had time to draw upon and organize 
       knowledge.
5.    
Validation of the whole   MAKE THIS THE LAST.
Teacher assessment systems (instruments and procedures) should have been field tested to determine whether they have predictive validity.  That is, teachers with similar skill profiles should have had (retrospective research) or will have (prospective research) students with similar achievement.  Likewise, teachers with different profiles (e.g., strengths and weakness in different items) should have had (retrospective research) or will have (prospective research) students with differing achievement.  If there is no association between teachers’ profiles of proficiency and student achievement, it suggests that: (1) the assessment itself is invalid (items, measurement, scoring, interpretation); and/or
(2) 
there really is little connection between what teachers know and do and what their students learn or retain.
6.     
Coverage of the knowledge system: teaching proficiency.   
No instruments can measure every single skill or bit of knowledge that defines proficiency.  Rather, the sample must include essential skills and knowledge---of the kind that are either necessary for student achievement (e.g., teaching pre-skill elements before teaching complex skills that require those elements, and providing a warm and inviting classroom environment) or that facilitate it (e.g., timely reinforcement or verification of students’ correct responses). REVISE EXTENSIVELY   MAKE THIS NUMBER 5.
a.  Curriculum.
      (1) Define: what is taught, sequence

      (2) Strands (main kinds of knowledge; e.g., in history, periods, 
           technology, social institutions, biography, culture, geography, 
           etc.)
      (3) Logical progression: pre-skills taught earlier and continually 
            (integrate into large wholes; more common to less common;
            separate confusing items.

   (3)  Integration of elements into wholes.
      (4)  Forms of knowledge: facts, lists, sensory concepts, higher-  
             order/abstract concepts, rule/propositions, 
             routines/strategies/procedures.  
             Define.
             Identify examples.
             Basic procedures for teaching. Modeling information, juxtaposing 
             examples, lead (guided practice), test.
             

    (5) Knowledge analysis.  Define; uses of (identify pre-skills, identify 
             potential errors); do (sounding out words, multiplication, identify 
             in text)

    (6)  Big ideas.


b.   Instruction.
      (1) Phases of learning:  acquisition (initial instruction),   
           generalization, fluency, retention.  Definition, 
           purpose/importance, objectives for, assessment of, procedures.


      (2) Objectives.
                (3) Selection of examples for acquisition set. Clearly reveal defining 
                     features; varied; comprehensive; logical sequence of 
                     presentation.
 
      (4) Focused on knowledge needed to achieve objectives.
                (5) Logical order of lesson: review/assess/firm pre-skills, frame 
                     instruction (task, objective), model/present small amount 
                     information, lead (?), test acquisition, verification, present more 
                     information, review/test all, firm or reteach.
                (6) Error correction: immediate, addressed to group, proper 
                     procedure (model correct response( test ( restart (retest 
                     later).
                (7) Strategic integration of elements into wholes.
                (8) Assessment: after tasks (small amount taught), lessons, units, 
                     curriculum.


        (9) The teacher teaches at a brisk pace.

               (10) Stays on task.

               (11) Uses consistent instructional vocabulary from one task to  
                      another.



     (12) Gives frequent opportunities for group (choral) and individual 
                      responses to test/check learning.  

  The teacher asks the question first, and then calls on the group   
  or an individual.



  The teacher gives think time before calling on the group or an 
  individual.


  After presenting new information, the teacher calls on the 
  group as a whole.  

  After calling on the group, the teacher calls on individual   
  students, and makes sure to call on students who have made 
  errors or who in general have a harder time learning.

     (13) Uses pre-corrections, or reminders, to prevent errors. For    
           example, “When we see an x between two numbers or 
           parentheses, we multiply.  What do we do when we see an x 
           between two numbers or parentheses?  Multiply.  Yes, multiply.”  

     (14) Uses a questioning technique such as Socratic dialogue as an 
                 instructional/communication procedure.  


  Asking questions that probe students’ knowledge.


  Asking questions that require students to use rules of reasoning.  


  Helping students revise their knowledge. 

c.    Group management
       (1)  Increase time available for teaching and time engaged in teaching.

        Decrease noninstruction activities.

        Use routines for distributing materials.


       (2)  If Possible, teach in small, homogeneous groups for tool skills.

Give pre-tests or placement tests to place students in groups with other students at the same level or spot in a program.


During beginning instruction, keep the group small—say six to eight students.


Groups can consist of students from different classes and grade levels (at most two grade levels, as a rule).


Note students’ progress.  Move students who are making quicker progress to groups with similar students.

       (3)  The teacher establishes a learning community with:


A shared group mission.


Shared group rules.


Shared high expectations.


Reinforcement for individual and group achievement.


Students sitting near and facing the teacher.


Providing frequent opportunities to respond (choral group, and 
         individual).


Ensuring mastery of every task.

         Celebrating progress.

USE THIS TO SELECT MORE ITEMS
What states can do to improve teacher effectiveness
Ed school objectives
Evaluating Instruction
Inside the black box of high performing high poverty schools
Kozloff.  Inventory of essential teaching skills.  http://people.uncw.edu/kozloffm/inventory.pdf
          Also  as doc.  http://people.uncw.edu/kozloffm/inventory.doc
Cotton, K. (1995). Effective school practices: A research synthesis 1995 Update.

http://people.uncw.edu/kozloffm/Effective Schooling Practices.doc
Kozloff, M.A. (2002). Sufficient Scaffolding, Organizing and Activating Knowledge, and Sustaining High Engaged Time.

         Also as doc.

Rosenshine, B. (1997). Advances in Research on Instruction.

http://people.uncw.edu/kozloffm/Rosenshine.doc
Ellis, E.S., & Worthington, L.A. (1994). Research Synthesis on Effective Teaching Principles and the Design of Quality Tools for Educators.
        Also as doc.
Anderson, J.R., Reder, L.M., & Simon, H.A. Applications and Misapplications of Cognitive Psychology to Mathematics Education. Department of Psychology. Carnegie Mellon University. Pittsburgh, PA 15213. 


Online at http://act.psy.cmu.edu/personal/ja/misapplied.html
Constructivism vs. explicit, systematic instruction.  http://www.cogtech.usc.edu/recent_publications.php
         http://mathexperts-qa.blogspot.com/2011/05/case-against-constructivism-and-for.html
         http://d-edreckoning.blogspot.com/2007/04/effective-mathematics-instruction.html
         http://www.cogtech.usc.edu/publications/kirschner_Sweller_Clark.pdf
Teach like a champion


Areas and items from states and commercial systems

B.  Summary of the Evaluations, and Needed Improvement

We examined teacher assessments of ten states, two foreign countries, and four ???? commercial (private) systems using the above criteria. NAMES  We then compared and contrasted the assessments to develop a set of generalizations, below. 
1.  
Validity of state systems is generally weaker than the validity of the four commercial or private systems.  That is, the commercial or private systems used more concrete and unambiguous terms, analyzed complex teaching skills into sub-skills and provided for more focused assessment, used more direct observation and measurement of teacher knowledge, and trained observers.
2.  
No system meets all of the above validation criteria.

3.  
In general, validation is too weak to be maximally useful, although the systems developed by New York and Teach for America are close.
Following are details of the assessment.

1.
Stated objectives of the assessment systems (generally, to determine teacher proficiency in different areas of teaching---presentation, planning, assessment, etc.---and to use this information to assist teachers’ professional development) seem feasible given the size of the task, the number of teachers/evaluators, the amount of behavior to be assessed, and the time allotted.  However, we believe that these objectives are limited.  The typical teacher assessment-and-professional development process focuses narrowly on teachers and not also on the:
a.  Teacher preparation programs from which teachers acquired their adequate or inadequate entry-level skills on which teachers are assessed.  And

b.  The culture, organization, and operation of the schools in which teachers may 
    
      or may not: 
     (a) Have ready access to a stock of common knowledge and instructional 
  
        
           materials on learning, assessment, curriculum, management, and teaching 
           procedures so that teachers can assess and improve the skills for which they are 
           held accountable. And
     (b) Receive timely and proficient supervision, assistance, and support for professional    
           development; e.g., to learn and to use what they did not learn in their teacher 
           preparation programs, and to acquire and firm new knowledge.
In other words, a valid (accurate) and useful picture of teacher proficiency MUST also give a valid and useful picture of the environments in which teacher candidates and classroom teachers operate.  Efforts to increase teacher proficiency by focusing on teachers as individuals will do nothing to improve and to institutionalize an adequate knowledge base for teacher practice in schools of education, state departments of public instruction, districts, and schools.  Instead, teacher assessment could be used by states and districts (whose teacher assessment instruments are for the most part far from adequate and reflect poorly on their developers) to give the impression of competence and seriousness (“We’re going to fire incompetent teachers.”) and to find a convenient scapegoat (the individual teacher) for their own ignorance of technically proficient instruction, and their failure properly to prepare and to foster the development of teachers.  In other words, nothing at all will change except the anxiety level of teachers.   Fairness and validity
2.
Validity of item selection.  In approximately half the cases, items were selected by committees and focus groups consisting of a variety of stakeholders, including teachers, administrators, and union representatives. Experts in curriculum and instruction were rarely on these committees.  The selection of areas to assess (e.g., planning) and items within each area was largely a matter of consensus.  Selection of items was rarely based on empirical evidence of an association between an item and student achievement.
3.     
Validity of item statement.  In most cases, and especially in state assessments, items were worded poorly.  Problems?isssues are 8dentofied Comments are in brackets.
“Promotes academic learning designed to improve student performance.” [Problems here are that there must be a score of ways to promote learning.  What does “promote” mean?  What would not count as promoting?] ?????????
“Demonstrates knowledge of subject matter.”  [What does it mean to demonstrate? How does an observer judge a demonstration?]
“Presents subject matter effectively, using technology where appropriate and available, while using appropriate skills and strategies that promote the creative/critical thinking capabilities of students.”  [What does “effectively” mean?  Presents according to certain standards?  Students learn? But then you must define learning.]
“Orients students to class work and maintains academic focus.”  

“The teacher utilizes content knowledge to focus learning targets that create meaningful learning experiences for students.” [What is a meaningful learning experience?  How is it determined whether a learning experience is meaningful?  Would different observers define these terms the same way?  Would they make the same judgment?]
Engages students with content.”  [What does “engage” mean?]
          “Varies instructional methods.”  [What are the kinds of variations?  Under what 
          conditions is it appropriate to vat methods?  What counts as an instructional 
          method?]
“Delivers content in a 21st Century context using technology.” [What is a context?  What defines 21st Century vs. any other century? What constitutes technology?]
In addition, items were not disaggregated into important elements; far too much was included for scoring one item. FOR EX
“Uses instructional practices that reflect high expectations regarding content and quality of effort and work, engage all students, and are personalized to accommodate diverse learning styles, needs, interests, and levels of 
readiness.” [To make a judgment on this one item requires judging instructional practices and their selection; teacher expectations regarding both content, quality of work, and quality of effort; assessment of student learning styles, needs, and readiness as readiness is categorized by levels.  Does the assessment provide for all of this?  No.  It is a holistic impression in which much is inferred.] ???????????
“The teacher creates and maintains a positive, supportive classroom climate and communicates with students in a variety of ways.”  [To assess this item requires many observations over time to see the creating and maintaining of a climate and communication—each of which involves many elements.  Too much for one rating.]

Giving one rating to complex items means that ratings will necessarily be vague.  Exactly which components are being judged?  Exactly how is each component to be changed?  A vague, holistic, unfocused rating, even if buttressed by comments from the observer, will not be of much use to teachers who must learn: (1) the fundamental knowledge on which the assessed performance is supposed to be based; (2) exactly what they need to do differently.  In time, teachers are likely to experience assessment as a meaningless, demeaning and threatening experience.
4.
Validity of measurement Given that most items are worded poorly, the reliability and validity of scoring are also likely to be low, and were in any event rarely tested.  Moreover, given that most items were complex and not disaggregated, scoring is likely not to be informative; that is, you cannot tell which components of an item are satisfactory and which are not.

Measurement was usually based on observation, sometimes supplemented with teacher products, such as lesson plans.  Observations were usually not repeated nor of sufficient duration to gather a large enough sample to ensure representativeness. Interviews were rarely used to explore teacher knowledge in greater depth and breadth.

The items and whole inventories were rarely if ever derived from state, district, or school stocks of knowledge that teachers (with mentors and supervisors) could use to assess and improve their own skills in a developmental process.  Rather, the teacher was treated as if her skills or lack of skills reflected on the teacher individually, apart from the school context.  This form of assessment could be felt as adversarial or at least threatening to teachers, which itself could affect teacher performance.

The measurement processes in general seemed aimed at gaining a snapshot of teaching proficiency used to judge teachers, rather than to gain information to be used collaboratively with teachers in a school to foster professional development in a learning community.

Measurement was usually scaled in one of two ways:
a.  By ordinal scales such as (1) often; (2) sometimes; (3) rarely or never.  This sort of scale is not likely to be helpful to teachers as (1) the ranks depict frequency only, when quality, timeliness, consistency, and completeness are the important dimensions (you would only get that via multiple vciews and discussion) ; and (2) the scorings are not likely to be reliable across observers and teachers being observed. What exactly is the difference between often and sometimes?
b.  By ordinal scales that imply progressive development from less to more proficient.  Here are three examples.
Example 1.  [Boldface is added.]
a. Teachers lead in their classrooms. Teachers demonstrate leadership by taking responsibility for the progress of all students to ensure that they graduate from high school, are globally competitive for work and postsecondary education, and are prepared for life in the 21st century. Teachers communicate this vision to their students. Using a variety of data sources, they organize, plan, and set goals that meet the needs of the individual student and the class. Teachers use various types of assessment data during the school year to evaluate student progress and to make adjustments to the teaching and learning process. They establish a safe, orderly environment, and create a culture that empowers students to collaborate and become lifelong learners.

	Developing 


	Proficient
	Accomplished
	Distinguished
	Not Demonstrated (Comment Required)

	Understands how they contribute to students graduating from high school.

Uses data to understand the skills and abilities of students.
	. . and 
Takes responsibility for the progress of students to ensure that they graduate from high school.

Provides evidence of data driven instruction throughout all classroom activities.

Establishes a safe and orderly classroom.


	. . . and

Communicates to students the vision of being prepared for life in the 21st century.

Evaluates student progress using a variety of assessment data.

Creates a classroom culture that empowers students to collaborate.
	. . and

Encourages students to take responsibility for their own learning.

Uses classroom assessment data to inform program planning.

Empowers and encourages students to create and maintain a safe and supportive school and community environment.
	


http://www.dpi.state.nc.us/docs/profdev/training/teacher/individual/form-ready-rubric.pdf
Notice first that the objective or goal is grandiose, vague, and unfeasible.  “All students,” “ensure that they graduate,” “are globally competitive,” “empowers students,” “become lifelong learners.” ????? How is a teacher supposed to know if students are globally competitive, or in what areas?  How is empowering students different from giving students an opportunity to participate?  Can any teacher ensure that all students are graduated?

Example 2.
c. Teachers recognize the interconnectedness of content areas/disciplines. Teachers know the links and vertical alignment of the grade or subject they teach and the XXXXXXXXX  Standard Course of Study. Teachers understand how the content they teach relates to other disciplines in order to deepen understanding and connect learning for students. Teachers promote global awareness and its relevance to subjects they teach.

	Developing
	Proficient
	Accomplished
	Distinguished
	Not Demonstrated (Comment required)

	Displays global awareness.
	Promotes global awareness and its relevance to the subjects.
	Integrates global awareness activities throughout lesson plans and classroom instructional practices.
	Promotes global awareness and its relevance to all faculty members, influencing curriculum and teaching practices throughout the school.
	


Example 3.

Indicator 1A1 – Demonstrates Knowledge of Content
	Distinguished

The teacher designs lessons and units that display knowledge of important prerequisite skills and knowledge required for student mastery. Student misconceptions are planned for and anticipated. The teacher is aware of the West Virginia CSOs for grade levels or courses that precede and follow the grade/course they teach. The teacher has a deep knowledge of the content and its inter-relatedness within and across the disciplines.
	Accomplished

The teacher designs lessons and units that demonstrate knowledge of major concepts and assumptions; the teacher knows the prerequisite skills and knowledge required for student mastery of content and has an understanding of the West Virginia CSOs for grade levels/courses that precede and follow the current grade level/course. The inter-relatedness of disciplines is consistently demonstrated in lessons
	Emerging

The teacher designs lessons and units that demonstrate knowledge of major concepts and assumptions essential to the content area(s) they teach. The teacher has limited knowledge of the prerequisite skills and the West Virginia CSOs for grade levels/courses that precede and follow the current grade level/course. The inter-relatedness of disciplines is inconsistently demonstrated in lessons.
	Unsatisfactory

The teacher makes content errors when designing lessons and units of instruction.


(2010-11).  West Virginia Board of Education.  West Virginia Professional Teaching Standards.
This above rating scales are common to state and privately-developed assessment methods.  And they suffer from the following problems. 

1.     The levels (e.g., emerging, accomplished, distinguished) are not based on empirical evidence that the repertoires of teachers are grouped as the scales depict.  It was not the case that after assessing hundreds of teachers, it was found that their skill levels fell into four groups, each defined by a set of performances.  Nor was it ever found that teachers naturally progress from the performances listed for “unsatisfactory” to “emerging,” to “accomplished,” and ending finally at “distinguished.”  In other words, the ranking levels appear to be made up, and used as convenient fictions that make it easier to score complex performances. This means that actual behaviors of teachers are force-fitted to the ranks, and therefore scoring is  not likely to be valid.  That is, the teacher could be given one rank score although the behaviors of the teacher might be found in several of the scale ranks.  
2.  The movement from lower to higher ranks does not generally indicate greater skill. Rather the higher ranks are often more expanded (better defined) versions of lower ranks.   For instance, in Example 1, “Developing” means “Uses data to understand the skills and abilities of students.” “Accomplished” means “Evaluates student progress using a variety of assessment data.”  However, the indicators of “Accomplished” (“evaluate student progress”) are simply examples of “Developing” (“Uses data to understand”).  
3.  Movement from allegedly lower to higher ranks is often not cumulative.  Example 1 does show cumulative skills from lower to higher ranks.  That is, the teacher does more at higher levels.  In other cases, higher ranks are missing skills that defined lower ranks. For instance, in Example 3, “emerging” and “accomplished” include teacher knowledge of important concepts and assumptions in a subject.  However, the higher rank of “distinguished” no longer specifies knowledge of concepts and assumptions.  However, there is really no need to rank teacher performances at all as an i9ndicator of qualtitgyu .  If we were assessing a person’s performance at running, we would not say, “I give you a score of two on that. You are a developing runner.”  Instead, we would say, “Run the first mile more slowly to warm up.  Make sure to drink water often.  Do not over-stride.  You’ll pull a hamstring.” The same applies to assessing a resident in neurosurgery. We would not say, “You get two---emerging.”  We would tell the resident exactly what to continue doing and what to do differently. In other words, it would be more valid and more useful to disaggregate the elements and observe/score them separately.  
5.     Coverage of the knowledge system: teaching proficiency
6.      Validation of the whole. In most cases, neither the instruments nor the whole assessment system were pilot tested, replicated, and revised, and then field tested before they were used widely.  However, this is being done………………………………….


Difficulties in developing and using teacher assessment
1.  Lack of shared knowledge base.  Belief that no research can be trusted, that no method is more effective than others; that all methods have a place.  Reluctance to be guided (limited) by externally imposed criteria and regulations.  [egoism]  Conflict between constructivist/best practice/developmentally appropriate/student centered (progressive) and direct, systematic, focused, explicit instruction (traditionalist).
2. Hierarchy does not reflect greater knowledge and wisdom.  Deans, principals, superintendents, boards of ed, dpis.  Admin track.  Often persons with greatest knowledge are marginalized---sage on stage, drill and kill, one size doesn’t fit all.  

Guidelines for More Useful Teacher Assessment -( model
1.    
The focus of assessment should be on major teaching activities, not solely on the elements of these activities.  Running a race consists of elements such as breathing, flexing and extending legs, swinging the arms, etc.  However, no one runs BY performing the elements separately.  They are performed in a tight sequence.  The same goes with teaching.  The repertoire of the teacher (the knowledge and skill the teacher carries from place to place) and the performances of the teacher, can be analyzed into separate bits of cognitive knowledge (e.g., the kinds of errors that are likely in long division) and performed skill (e.g., correcting long division errors).  However, no one teaches BY performing the separate bits of knowledge and skill.  Teachers’ knowledge and skill is organized into and is performed in common routines (sequences of steps), or activities.   These include: (a) assessing and improving programs (e.g., lesson-based materials); (b) teaching from textbooks and supplemental materials (that is, turning resource materials into a coherent sequence of tasks in lessons and lessons in unit); (c) live instruction; (d) assessment????? ????  However, typical teacher assessments focus on elements alone (except when they assess live instruction).  This means that a teacher might make substantial improvements in many separate items of skill and knowledge, but be no more effective as a teacher because the improvements are not assessed in the context of authentic activities that are the context for student learning.  Therefore, we believe that the activities should be the focus.  Teachers could provide evidence of how they do these activities.  In reviewing these with teachers, assessors would note the elements and their arrangement.  POORLY WORDED
The elemental knowledge for each authentic activity is specified. That is, each step in the activity requires particular knowledge that can be assessed.

The elemental knowledge and knowledge of hpw to do the activities is available and used in teacher preparation, certification, and professional development.

Presentation.  clarity, pace, questioning, error correction, types of instruction); 3.  

Shared knowledge base at state, district, school level, and teacher preparation levels.
Knowledge base includes areas such as:
a.  The logic of learning, curriculum, and instruction: strands, complex skills and pre-skills, knowledge analysis, logical progression and integration, kinds of knowledge and how to teach; examples; phases of learning—objectives, procedures, assessment

Each area is thoroughly operationalized.

Models of how to do the authentic activities are available and are used in teacher preparation, certification, and professional development.

8.  Assessment at the school level….
IV.  Phases of Development, Implementation, and Testing

Guideline = null hypo; look for good. 
By whom TRAINED?  DIFFERENT SUBJECTS?  CAN NAÏVE OBSERVER LEARN FRO TEACHER?  BASED ON STOCK OF KNOWLEDGE
Florida.   
As part of the Gates grant, a consultant was hired to help the district in the redesign work. The

consultant surveyed Hillsborough County teachers and principals about the current evaluation

system. The results showed widespread agreement between teachers and principals about teacher

evaluations. For example, both teachers and principals agreed that new teachers needed more

support and that principals did not have the time or expertise required to mentor new and

struggling teachers so they could develop and improve their instructional practice. Armed with

the survey results, district and union leaders brought in key players to collaboratively redesign

the evaluation system. Committees were created at all levels for the work with representation

from both the union and the district; teachers and principals were involved from the start.

Teachers participated in an advisory group that met throughout the design phase, providing input

and shaping key elements of the system. Teacher focus groups were used to ensure that they had

a say in how the system took form. The attitude from the start was “we’re working together on

this.”
No use of research to examine and improve items.

No evidence of qualifications of developers.

Focus group and use of consensus is questionable evaluation and validating.

No justification for inventory categories.
“Promotes academic learning designed to improve student performance.”

“Demonstrates knowledge of subject matter.”

“Presents subject matter effectively, using echnology where appropriate and available, while using appropriate skills and strategies that promote the creative/critical thinking capabilities of students.”

WAIT FOR Mr. G.

Vague, too broad, no definitions, no operationalization (what to observe)( low reliability and low validity. 

“Orients students to c ass work and maintains academic focus.”  

Not sure what you’d see. Operationalized. “For example,…..”

MA

“(a) Instruction indicator: Uses instructional practices that reflect high expectations regarding content and quality of effort and work, engage all students, and are personalized to accommodate diverse learning styles, needs, interests, and levels of readiness.”

Too much for one item to score.
“Level of readiness” –vague.  How measure? 
Should be broken into several items.  Need operational, defs.

Spuds will summarize validity, with examples.

Vague

General

Etc.

Power, conflict, one-sided, alone; vague items -> anxiety (what?), unreliable and invalid.
Result = Little devel of teacher and system.

Delegitimizing of accountability itself.

NEW YORK

New York State Teaching Standards

http://www.highered.nysed.gov/tcert/pdf/teachingstandards9122011.pdf

http://www.nysut.org/files/TED_Handbook.pdf 

Research, Development, and Validation

•
Workgroup, 33 stakeholders from 22 stakeholder groups, created over 8 month period

o
First draft released in mid 2010, 216 teachers and administrators responded to a survey with open and closed questions

o
Second draft released in Nov 2010, survey addressed issues of clarity, all performance indicators that did not receive a majority of positive responses for “clear, understandable, and measurable” were reviewed and edited

o
Final Draft presented to the NY Board of Regents in Dec 2010

•
Research Basis

o
Classroom Assessment Scoring System (CLASS)

o
Danielson’s Framework for Teaching (2007)

o
Interstate Teacher Assessment Support Consortium (InTASC)

o
National Board for Professional Teaching Standards (NBPTS)

o
Doug Lemov’s Taxonomy

o
Measures of Effective Teaching (MET)

o
plus numerous other sources on teaching standards, including NC’s 

Structure

•
Standards are seven broad statements regarding effective teaching 

o
Elements-further describe the standards, “what” teachers do


Performance Indicators-breaks elements down into skills, “how” teachers teach; includes two types of indicators used:

•
High Inference-based on teacher behavior, may have a less direct impact on student outcomes 

•
Low Inference-based on student actions or behaviors, desired outcome is immediately observable


Each indicator has four Levels of Performance with descriptions on the Practice Rubric

•
Ineffective (1pt)

•
Developing(2pt)

•
Effective (3pt)

•
Highly Effective (4pt)

•
Standard IV: Teachers work with all students to create a dynamic learning environment that supports achievement and growth.

o
Element IV.4: Teachers organize and utilize available resources (e.g. physical space, time, people, technology) to create a safe and productive learning environment.


Indicator C: Establishes classroom safety

•
Ineffective- Teacher does not know, or knows but does not implement classroom safety procedures. 

•
Developing- Teacher inconsistently implements classroom safety procedures.

•
Effective- Teacher consistently implements classroom safety procedures. 

•
Highly Effective- Teacher knows and implements classroom safety procedures consistently. Students have internalized the safety procedures. 

Concreteness

•
Standards are vague and use a lot of educational “catch phrases”

•
Most elements and indicators are concrete and specific

•
On Practice Rubric, each level consistently builds on previous, i.e. “does not implement” to “inconsistently implements” to “consistently implement” to “knows,” “implements,” and “students internalize”

•
Low inference behaviors integrated into Highly Effective  

Data on Pilot Testing/Validation

•
Field Test will last 3 years and spread across multiple LEAs

•
Pilot period is ongoing, the jury is still out...

Implications for Students/Teachers

•
Final rubric is  integrated into the Comprehensive Teacher Evaluation and Development System 

o
60 points based on multiple measures of teacher professional practice

o
20 points based on locally selected measures of student achievement (such as local assessments)

o
20 points based on State-determined scores of student growth  

•
Teacher Implications

o
Automatic referral to Intervention of any tenured teacher who receives a rating of “ineffective” on an evaluation 

o
PAR Panel determines whether a teacher referred to PAR is placed on Intervention 

o
CT provides intensive assistance and subsequent evaluation of each teacher on Intervention

o
Teachers on Intervention receive at least 20 observations or visits per year

o
CT prepares evaluation for PAR Panel. Based on a two-thirds majority vote, the Panel reports to the Superintendent, who may recommend dismissal

o
Teachers remain on Intervention no longer than one year

o
Due process is carefully monitored throughout all steps of Intervention

Teaching Proficiency Inventory

•
States Objectives - 7 Standards divided into up to 5 elements, which are further divided into up to 5 objectives

•
Validity of Items - 

•
Validity of Measurement - Uses vague terms like some, like, or all; however, performance indicators are narrow (because there are so many); some items allow for triangulation by asking teachers to explain or do...

•
Justification of Items and Validation of the Whole – Created by group, major research listed but not for each objective, field tested during pilot period

•
Coverage of the Knowledge System – Integrates knowledge of student learning, planning, instructional practice, assessment, professional development

VALIDATION

Range from 

OREGON

Look at doc on syllabus.  
Procedures

1.  Teacher and system CONTRARAS description.
Assessment and prof devel of whole and parts.  

Video exemplary instruction – share.

2. Don’t have to observe all items.  A sample of instruction, using a list of “things you want to see.”
Other aspects of an item are observed via written, interview, etc.

3. Ongoing = parts.

What generalizations can we make about?

A.  How they get items?

B. Validity of items?

C. Validation of the whole---instruments, measures, measurement process, use of data (e.g., score of 1; or suggestion about what to improve)?

No connection between item and measurement

Function 2B: Creating an Environment of Respect and Rapport – The teacher shows respect for students by having high expectations, providing management frameworks that clearly define roles and procedures, using respectful language, communicating interest in students as individuals and encouraging student collaboration. 

2B1: Models respect for self, students and others
2B2: Demonstrates care and concern for others through student interactions
2B3: Teaches student collaborative processes

Function 2C: Establishing a Culture for Learning – The teacher establishes a culture in the learning environment that is focused on learning and that reflects the importance of the work undertaken by both students and the teacher. 

2C1: Fashions tasks that support learning
2C2: Supports student pride in work
Function 3A: Importance of Content – The teacher utilizes content knowledge to focus learning targets that create meaningful learning experiences for students.

3A1: Engages students with content

3A2: Varies instructional methods

3A3: Delivers content in a 21st Century context using technology

Function 3B: Communicating with Students – The teacher creates and maintains a positive, supportive classroom climate and communicates with students in a variety of ways.

3B1: Supports high expectations for learning and student self-direction

3B2: Provides clear and accurate directions and procedures

3B3: Promotes effective use of oral and written language

Function 3C: Questioning and Discussion Techniques – The teacher practices quality questioning techniques and engages students in discussion.

3C1: Uses quality questioning techniques 

3C2: Facilitates inclusive discussion

Function 3D: Student Engagement – The teacher delivers instruction to motivate and engage students in a deep understanding of the content.

3D1: Utilizes relevant activities and assignments

3D2: Varies instructional groupings

3D3: Modifies lesson pacing

http://www.dpi.state.nc.us/docs/profdev/training/teacher/individual/form-ready-rubric.pdf

(2010-11).  West Virginia Board of Education.  West Virginia Professional Teaching Standards. 

a. Teachers lead in their classrooms. Teachers demonstrate leadership by taking responsibility for the progress of all students to ensure that they graduate from high school, are globally competitive for work and postsecondary education, and are prepared for life in the 21st century. Teachers communicate this vision to their students. Using a variety of data sources, they organize, plan, and set goals that meet the needs of the individual student and the class. Teachers use various types of assessment data during the school year to evaluate student progress and to make adjustments to the teaching and learning process. They establish a safe, orderly environment, and create a culture that empowers students to collaborate and become lifelong learners.

	Developing 


	Proficient
	Accomplished
	Distinguished
	Not Demonstrated

(Comment

Required)

	Understands how

they contribute to

students graduating

from high school.

Uses data to

understand the

skills and abilities of students.
	. . and

Takes responsibility

for the progress of students to ensure that they graduate from high school.

Provides evidence

of data driven

instruction

throughout all

classroom activities.

Establishes a

safe and orderly

classroom.


	. . . and

Communicates to

students the vision

of being prepared

for life in the 21st

century.

Evaluates student

progress using

a variety of

assessment data.

Creates a classroom

culture that

empowers students

to collaborate.
	. . and

‰‰ 

Encourages students

to take responsibility

for their own learning.

Uses classroom

assessment data

to inform program

planning.

Empowers and

encourages students

to create and maintain

a safe and supportive

school and community

environment.
	

	
	
	
	
	

	
	
	
	
	


	Examples of Artifacts:

▪▪ Lesson plans

▪▪ Journals

▪▪ Student handbooks

▪▪ Student work

▪▪ School improvement 
    planning

▪▪ Service on committees
	▪▪ Relevant data

▪▪ Class rules and procedures

▪▪ Participation in The Teacher   
     Working Condition Survey

▪▪ Professional Learning 
    Communities

▪▪ Membership in professional 
     organizations
	▪▪ Formal and informal mentoring

▪▪ Surveys

▪▪ National Board Certification

▪▪ Discipline records

	
	
	


c. Teachers recognize the interconnectedness of content areas/disciplines. Teachers know the links and vertical alignment of the grade or subject they teach and the North Carolina Standard Course of Study. Teachers understand how the content they teach relates to other disciplines in order to deepen understanding and connect learning for students. Teachers promote global awareness and its  relevance to subjects they teach.

	Developing
	Proficient
	Accomplished
	Distinguished
	Not Demonstrated (Comment required)

	Displays global

awareness.
	Promotes global

awareness and its

relevance to the

subjects.
	Integrates global

awareness activities

throughout lesson

plans and classroom

instructional

practices.
	Promotes global

awareness and its

relevance to all faculty members, influencing curriculum and

teaching practices

throughout the school.
	


Examples of Artifacts:

▪▪ Display of creative student work

▪▪ Use of NC Standard Course of Study

▪▪ Lesson plans

▪▪ Content standards

http://www.dpi.state.nc.us/docs/profdev/training/teacher/individual/form-ready-rubric.pdf
Better if in a routine used in school or district
Standard V: Assessment for Student Learning 
Teachers use multiple measures to assess and document student growth, evaluate instructional effectiveness, and modify instruction. 
Element V.1: 
Teachers design, select, and use a range of assessment tools and processes to measure and document student learning and growth. 

Performance Indicators: 

a. Teachers use appropriate diagnostic and ongoing assessment to establish learning goals and inform instruction. 

b. Teachers use formative assessment to inform teaching and learning. 

c. Teachers use summative assessment to measure and record student achievement. 

d. Teachers design assessments that are aligned with curricular and instructional goals. 

e. Teachers design and select assessments that accurately determine mastery of student skills and knowledge. 

f. Teachers use multiple measures and multiple formats, including available technology, to assess and document student performance. 

g. Teachers implement required testing accommodations. 

Element V.2: 
Teachers understand, analyze, interpret, and use assessment data to monitor student progress and to plan and differentiate instruction. 

Performance Indicators: 

a. Teachers analyze data accurately. 

b. Teachers provide timely feedback to engage students in self-reflection and self-improvement. 

c. Teachers use assessment data to set goals and design and differentiate instruction. 

d. Teachers engage students in self-assessment of their learning goals, strategies, and outcomes. 

Element V.3: 
Teachers communicate information about various components of the assessment system. 

Performance Indicators: 

a. Teachers provide access to information on student assessments. 

b. Teachers provide appropriate information and interpretation of various assessment data. 

Element V.4: 
Teachers reflect upon and evaluate the effectiveness of their comprehensive assessment system to make adjustments to it and plan instruction accordingly. 

Performance Indicators: 

a. Teachers demonstrate an understanding of assessment measures, grading, and procedures. 

b. Teachers develop a plan for their overall assessment system. 

c. Teachers use their plans and assessment data to adjust teaching and assessment practices. 

Element V.5: 
Teachers prepare students to understand the format and directions of assessments used and the criteria by which the students will be evaluated. 

Performance Indicators: 

a. Teachers communicate the purposes of the assessments they use. 

b. Teachers prepare all students for the demands of particular assessment formats, and provide appropriate accommodations, including accommodations in testing conditions, for students with exceptional learning needs. 

c. Teachers articulate assessment criteria to students and provide parameters for success. 

d. Teachers equip students with assessment skills and strategies. 

e. Students practice various formats of assessments using authentic curriculum. 

http://www.highered.nysed.gov/tcert/pdf/teachingstandards9122011.pdf
Standard 1 - Curriculum and Planning
Function 1A – Core Content 
The teacher has a deep knowledge of the content and its inter-relatedness within and across the disciplines and can move beyond basic content competency to ensure student mastery of skills necessary for success in life and work.

Indicator 1A1 – Demonstrates Knowledge of Content
	Distinguished

The teacher designs lessons and units that display knowledge of important prerequisite skills and knowledge required for student mastery. Student misconceptions are planned for and anticipated. The teacher is aware of the West Virginia CSOs for grade levels or courses that precede and follow the grade/course they teach. The teacher has a deep knowledge of the content and its inter-relatedness within and across the disciplines.
	Accomplished

The teacher designs lessons and units that demonstrate knowledge of major concepts and assumptions; the teacher knows the prerequisite skills and knowledge required for student mastery of content and has an understanding of the West Virginia CSOs for grade levels/courses that precede and follow the current grade level/course. The inter-relatedness of disciplines is consistently demonstrated in lessons
	Emerging

The teacher designs lessons and units that demonstrate knowledge of major concepts and assumptions essential to the content area(s) they teach. The teacher has limited knowledge of the prerequisite skills and the West Virginia CSOs for grade levels/courses that precede and follow the current grade level/course. The inter-relatedness of disciplines is inconsistently demonstrated in lessons.
	Unsatisfactory

The teacher makes content errors when designing lessons and units of instruction.
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