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PERFORMANCE EVALUATION IN RELATION TO TEACHER EDUCATION

AND TEACHER CERTIFICATION

Summary of the Salient Points

Because this paper examines aspects of the problem of
evaluating teaching performance in some depth, a summary of
gsome of the more salient points is here provided for con-
venienca, . ‘ :

L3 .

1. Any particular teaching performance ié limited by time

and place and other aspects of the immediate situation :
and must bé regarded as only a small sample of the large ° 2

collection of activities called teaching, which have ,
direct or indirvect effects on learning. ]

2, Evaluation, which involves defining or reviewing objec-
' tives, examination of experience, and making value judg-
" ments based jointly on objectives and information about
experience, is part of teaching; but it may also be a S
' geparate activity carried on by a third party for pur- - . ‘
poses other than those belonging strictly to the teach- 5
ing activity itself. Evaluation methods will differ ac-
cording to its purposes, whether for guidance of teachers-
_ in=preparation, improvement of training programs, orf cer-
tification. : C :
3. For both teacher education and teacher certification a ' :
major preliminary problem is that of defining all the
kinds of jobs that teachers are expected to £i1ll and
' adequately describing the social and institutional set-
tings in which the jobs exist or will (or should) exist
in the future. - - . -

4., No matter what the main reason for the evaluation of a
particular teaching performance,” the evaluator must take L
‘some account of what the teach:t is trying to accomplish..- a
So ‘far as poasible the evaluatir must put this ip.iie Torm

' of "behavioral objectives,' if/ the teachsr-:&¥ not already
done so, and where this is Imposgik fie must deal with -
the -probiem of how to evaluss&iwith 2ss precise state- -

,Vments”Qf'purPOEe{f_?g;ébsés may change- and therefore the
evaluator muss-€neck to' see wh ther earlier statements of -

~5. '1f teaching performance 15 to be evaludted in detail, some

" theory, of teaching is needed as a guide as to how it should ..

broken dow 5 its.parts, --The theory should.show . .~ " .

rtant and why and how the parts .
dequate ification for .

> the
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reasoning behind it Sﬁéuld-suppgrt the conclusion that
the entire procedure is sensible and elther necessary or
definitely beneficial.

6, A particularly difficult problem in evaluating teaching
performance is that of gathering sufficient accurate
data, pertinent to the purposes of the evaluation and
free from the influence of factors over which the teacher
could not be expected to have any control. If teaching
performance is to be judged on the basis of pupil learn-
ing, great care must be used to eliminate major sources
of error in the assessment of learning. Among the major
sources of error are inadequate or poorly planned sam-
pling and insufficient control over the conditions under
which information is obtained. Instruments that have
been developed and might be uged in evaluation of teach-
ing performance are discussed in another paper.

7. Among the many issues related to the problem of evalua-

‘ ting teaching performance are: racial bias in the selec-
tion of teachers, merit rating as applied to teachers, '
the accountability of persons and institutions for thelr
educational effectiveness, the pros and cons of differen~
tial staffing of.the schools, and the issue of community-
control of the achools, ' e

B e
1. TI=msroduction

Although teaﬁf’”’iﬁﬁéétion and teacher ceﬁtifigatian.are obviously dif-

=
gt

fﬁféﬁfpggh logically distinct, and serve purposes that are generally well

\

understood, their mutual interdependence and the diversity of preéedﬂresA’

. that they employ often lead to cgnquiun in diséuééicns about them. ;Béth
are now inltr;ﬁsifien,ruﬁdér’the cbmﬁiﬁed iﬁ§aetinf éﬁf&ng?criﬁieism and
'tﬁe‘EVai;abilityiaf«new ﬁajq?::escqfééss#nd.ﬁ;nééaﬁréﬁcsitiens aﬁéut‘them¢
that once éSuiﬂiﬁe'ﬁékeﬁ£§fjgraﬁtéd;may #Qliéngetbe,trﬁe;:vlt is no.won-
der;,thén; tha§-fﬁ§£§0ﬁfﬁ$i§h7p#§iiféf;téé;,;ﬂhén thgﬁrealiﬁ}egvchapge,
 the Language changes also: new terns and new meantngs for older terms be-

come populer sad other vords ead phrases fade avey. Semntic difficulties IR

’ﬂbfgﬁéi
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In these clrcumstaﬁces, it behcoves us to be as

about them:om. the ether.f

licit as. possible ebeut the mean;nge ef the terms we use and abouﬁ the

exp
assmnptlans we are m&&lmgg '

In the seetiens that follcw we. ehall

i t"c' 51 der the termlnclcgy

currently being used in dlscu351en of teacher edueat;nn and eertlficatlon,
ESPEQi&lly e dieeussiems of "ccmpetency—based" programe, Next we shall

.he preblems tﬁet are inherent in the eveluatien of

attempt to: identify 1

sorass o £TS0T £ oo

teaching perfcrmanee. Afrer that we shall eenslder, more ﬁriefly, some of

wnicT inToruEIL i ie;,.,_;_-._i

" the related: 1esnes iu teeeher edueeteen and teaeher certifieetian. In &

= e

Seea%afe papet the state of the art in instrumentatinn pertlnent to per~-
%, A=TTs IThE TARTT tgguizz TELETEI - : =~
formance evaluatinn will: be: discuesed :

R ek R

ci terms and eﬁploratien of concepte

Z = — P - [

S“alé failure of schools to engender

The indisputable fact of large‘

3
E |

has led critics af eéucae

Iearning iﬁ their puplls at an acceptable ‘rate

LLlIh .,;\__"_ ._.;ZZ‘;E'I_ =, ZT.L ;-’if’_i.’;x, ..L‘:Z;.:;Lf:;’:?. SLe Il LIt
tion to charge teaeners with iecompetenee. Rafher than aLtempEing to déﬂh o

ferent ET.C
it, educaterﬁ

generally have agreed thaﬁ whatever the reasnhs for 1t,

d that drastlcrmeasures to remeﬂy it .

teadher infempetence is very eammcn

fare needed ‘Mueh‘effart,rtherefeee; Ls be1ng hi}ééeea teward the developé

E?.’EVT:Q' e =e _:.:i__,:f; ','»’ R :
ment of teaehing c:ampetences nd the terms “competency=based_teaﬁher train-

' ing" and “cempetencyﬁ%aSed teeeher certiflcaeien" are’ eurreﬁtly much in
use. Aecerdlng to dietien y

e . e

' the seme meaﬁlng,

”the mcre general term’ end" efers ta OVerall

pebilley,_erg“anSWefiﬂg all<the requirement*h'

.‘_by‘gﬁ?vﬂiene g
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personal fitnmess for it. Competency is used to refer to some particular
element of competence, Contemporary writers often analyze teaching into
specific tasks and use competency to refer to the eapebllity, including
perhaps a whole set of skills, necessary to the performance of a given
task. |
The concept of competence.is, of course, not new and one of the seman-
tic problems that arise comes from earlier ueege and eerlier ideas of how
the fact of competence might be established, Historically, teaching com-
petence has been inferred from such evidence as testimonials, letters of
reference, transcripts of schoel records, degrees ur diplomas, perscnality
assessment, and cognitive tests en& measurements. ihe eurrent tendency 1s
to rule out all such evidence and to depend soleiy on evidence derived
fremvtwa sources: (1) evaluation of perfermenee in real or realistic sit~
uations, and (2) inference from evidence of learning on the part of parsons
taught (ﬁel Séhaloek, 1970).k There is,bhcwever, a problem comnected with
'rhe newer usage. While common sense woull suggest that it must be easy to
show that teacher competence has a major 1mpeetken pupil learning, the evi-
!dence of it from resenreh is not abundant and, in particular, it lacks |
clarity and eens;=teney across brcad eleseee of tee'hingﬁlearning eitue—-
'tinne (Flendere and Simﬂn, 1969). The current eencept of teeeher cempeee
tence depends more etrangly on felth thet its eenneerlene with pupil leernﬁ
E will Bg established by future research than on results already in hand
1,frem peet reseerehn_ -

The conneetione between teeehlné-cempetenee and teachlng Eerfermenee

:valse need tn be eon51deredg 1each1ng competence, ee suéh is net direetly

:abeerveble but: is generally cegarded as_a""'ernr lese enduring pereenel,q__éj‘-'

:'feharecteristie, e sp?ciflc tenehing compe,en resumed to be




persistent and kence applicable to a whole seriss of similar situations

within the Limitations of its definition. A teaching performance, however,

the observable manifestation of teaching eampetence, or competency, is
b@und by time and place and other general s;tuaticnal variables, which de-
fine jts setting or context. Thus it provides an available test from
which future performance in similar 51tuat*gﬁs may be praﬂicted but no
one performance or brief series of perfarmances really takes the full
measure of the competence or competency. That can only be determined in

retrospect. Thus the term teaching performance, as we shall use it here,

vefers to a particular sample of the general class of activities called
teaching without implying anything about the adequacy or representativeness
of the sample. The schematic diagram in Fig. 1 illustrates these rela-

tionships. The solid arrows in the diagram signify causality, whereas the

General General
- gitvational |, Similarity Situational e
Variables ' “| ~Vvariables
(Obsexrved) ST ' (Specified)
, ' | \
- i i, !
R TSNS RIR ma A
o L S
. ! b
| b ]
o Teaching .f' R . Teaching o
‘Téaching _Performince .;_§EEEEEE£§1,§ Pexformanze | |
‘Competence. ") (Qbserved) B PR r’ (Predlcted) ,!
(Unknown) - ¢ i L .
. s SN ) - S
- ‘-i -
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broken arrows signify definition or inference. Tempqral'sEquencévfram
left to righf is implied‘ The brokenlliﬁes surrounding the boxes contain-
ing teaching perfarmance represent the external context defined b§ what

ve are here calling general gituational variables. - -The latter refer to

the t=xrms of reference far a teaching-learning situation as a whole, su;h
as the institutional se;tlng, the relatLVEly flxed Eeatures of the phy51§~
Eal surrauﬁdlngs, ete., as distlnguished froﬁ "cgn&itlons of learning'.
sub ject to the teacher s immgdiate control, Generally the terms af refer—;
‘ enCe, tgkéﬂ together qver a pariad of time, are thcught of by the practics
ing teaching as & particular teaching assignment, but for analytical pur-i
poses, they may be more narrowly drawn and used to define a tencniﬁ? tasle
-=1in which caqe,vaccarding to our nrev;ous deflﬂitldﬁﬁ; cumperence" Woutd
become "competency 7

- Any’ evaludrion of teaching pgrfarmance must ‘begin with gome cangept of
teaching, and evaluations based on radiecally dlffe:ent ccncepts may have
little in common. Since teaching aad related cancept, #eg_ﬁ_ag, are the
;subjects of several highly éevelcped thearetical systems, hQWEvex, it would
not be useful here to restrict either gf them to ‘a single afbitrary defini~
‘tion. Inasmu*hras thp caneeptualizatiun cf teaching is one cf the inherenti
iprablems of perfarmgnue evaluatinn, it will be discussed more fully ina
1§terfge;tign§:'i’ . Hﬁanwhile, a few very general propasitinns abaui
’iéarniﬁg'need'fb be consider;d; - '

Le ing, 1ike cumpetEﬁce, is inferred from.perfnrmance, not’ being'
dire"tly observgble itsalf.i But since learning implies chaﬁge=-the devel-
Tapmﬂnt gf some new behaviar pateﬁtial derived from experience--it can best N

}be demunstrated by a camparisnn af twa ar mere perfnrmaﬂces by the same

'fl@arﬂer. (sometimes, hawever, it is inferre& fram a single performsnce




==

ﬁagether w;th certa:.n antecedent cond:.*‘lcns and events, on the basis Qf an
impi:l.c;:.t er excsl;.cit assumption . of zero Eotfam iality fcr ;he perfarmauce :

in qaestlcm at -scme earll.er time.) -The pugﬂ perfc.rmancev in question

hej:e call pupil :situaticrnal,ya:iables. r';rhey provide -the terms of reference

for thpse < cbservable, behaviors from which leaxrning is inferred.  We mote in
passing | that the term Lteaching does not enter into. the above dEf"I'lltiQZl of
learning, although we are here concerned Rrimar%lyvﬂ;th-iearnlng that can

'hgﬂg;t;ibgtgd;gp,gggchjpg._iTb;§;;§thgr:gr§ss€accaun;:of the circumstances

[eTToTIT e = :f,:*:‘:;-:‘:'r_:f TEaIniTs ESfTENTERS | f';: S e AT ";ﬁ.’;. _j* -
' Pupil Ao s L. ‘Pupil . |
@f- cgituational L% TomE e L EESL ST SfFogituational
~:. Variables ’i::;;_ L . -Variables.
--in gobserved) T Teme St (Observed) |
EE%FEF:J-:”“:‘::? S . ey —
i : ] !7
- -é_,._rﬁz‘l,'ﬁ; TR :':,,:" iiz,:'-ﬁ=_0_0:mgai:§‘“5_afi R ’l;: RESUEI. - 1
L !
TersT i BT B l
11[:;s Pupil.. , !
| Perfgrmanca { P Performance =
© evt:(Observed) ..o iz .~ Learning - (Observed) | =
T S (Inferred) L
.=‘t‘. = R - H = e !
', e, St ---’s—_—‘.—-aa.-._ -—; = = - - R '
z _F_if;SE Occasian Dot .5*’;1 Cimize. o inowallo

S that gene_rally canstit.u*;e the basls for inferz:;ng the occurren:a u:E Learn-

ing--it d@es not preten_d to be -a- camplate descr:_ptinn—-is illustrated by
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process, for the sake of clarity im the discussicn of evaluation of teach-
iﬁg??érfarmange that will follow. ﬁany concapts of teaching have emerged
over the. ages, but contemporary thought hus been profoundly influenced by
the behaviorist viewpoint in psychology with its insistent emphasis on deﬁ

gceription of operations and of observable conditions and events (S..ith et

al:;-1969). ‘In contempcra:y writing teaching appeafs to refer to a large

colizction-of 9bservab1e behaviors having dlrect oTr Lndlrect effects on

Ieéfﬁiﬁll (Sometimes it is defined to include behaviors merely intended

to have- effects on learning; it usually impllés purposeful activity, which

implying: tﬁéﬁ‘iearn;ng may occur witheut 1t, is also current. Fram learn-

ETLs. !

ing theories the concept of teaching has acquired the Eurther connotations

of being concerned with pupil learning bghavigr and of involving manipula-

tion~of conditions of learning. What is here called pupil learning behav-

_ .. 1s distinct from the term pupil performance, which was used to denote

the antecedent or subsaquunt series of pup;l behaviors (e.g.; in testiﬂg

situaﬁians) frem which the aceurrence of 1earniﬁg cculd be detected. Be-

cause-pupli 1earn1ﬁg behav;cr is Qveft and hence observable, it is also

distinct from lea rning itself whieh ;s not directly abservable.
USually teach;ng has. been deflned to- include an evaiuative functtﬂn. _
Hany cantempcrary writers see evaluation as part and pargel of the teaching-

learning p?ocess (Burns et al., 1956)., Huwever, a separate rule af "eval-('



lnus tne thrdepa* esnaept of the svaluité: emerged and a

taklng place.

o= s -

set af behavlars approprlata to the ;cle of the outsi

de evakuater, clcseiy

oy . - RS . :
ak;n to the evaluatlon funcglcn in teachlng, ‘came to be regoghi_ ed tb¥ggh
' Tﬁe'intarnél and external forms of evalua- .

ﬂQt aItngetﬁer ccn51sLently.

e = _——

tion néed to be dlstlngulshed rore ciearly as to the1r uses and the ElfGHM“

= m e s e s J—

. i

sfaﬁces ﬂf their Qccurrence, ven

) uétlcn as applled to teaghlng is genEPaliﬁruﬁdérétoéd'to

Pl - _-___ S ==
include SPECLflcatibn af dee;tlves (purpcs es),’ ‘aminaflcn “of experlence

-~ = =, - = = a =

déﬂt ccndltians, 1ntérvén1mg act;ons, éubséquent :ondié

-a;-.,-...s:..! <

wiil i
in terms of ° antece

i famd e o = - e

Lians, pastuIated cause-and=effect relatianshlps, “and value judgments based

{nz hase gl aEian o , ,
jatn;ly an Ehe iﬁfcrmatlgn “gbtained ‘and Dﬂ'tHE'SFEGIfi&d’GbJEQtlYES, -When

°2 yigwed saler “as a-component -OFf - “Ehe tatalmteachlng—learnlng process, eval-

"“aLian—is seen as: “the concérn of éhe-persons 1nv01vea. . In some accounts it

éiﬁs;%rééEéa%hEiééiilﬁiasftﬁé tedcher's furction, but others emphasize mutual
P s D

VR eacher: and” pupiI*evaIuation,respan cibilities and suggest exploration of

The ime

e

m

extent” of Ecr;espcndEﬂce ‘be.weéen ‘teacher and nunil purposes.

r!

E

lr)

is that control over the 1nfarmatianﬁ

;%Efilhg= prncesses “necéssary For’ evaIuat;aﬂ“?esta with the

iEp»m‘t;aarrt paint fcr ‘the present discuss;gn
teacher_nr w1th
ﬁﬁé"féﬁéhei;éﬁd’tﬁé‘ﬁﬁ?il(s):‘fThe’ccnditiang. events,'and beh iars that

JE%ébn%Eitﬁie “the” ihfnrmatian base may ﬁat‘be :eccrdeds-:hey may merely be: o

~zghgérved and rememberﬂdﬁebut expliclt ccnsideratian ot ijECtLVES, ‘examina-

,‘h—‘tEQn ‘of experlence, and farmation af value iudgments on the b331s of bgth

untrammeled,by‘anygnutSLde xnterference, are accamplisned. The Judgments

= A

“‘"ﬁhﬁt'are:thE'praducts*af ﬁhls kznd Qf evaluatlan ave useful ra the L;ECher g

= and pupil(s) in decldlng their further strateg1es iar teachiug and learn-

. »ingi respect;vely;‘z
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Ihe

‘The evaluaticn conducted by & third party, perhaﬁs an ‘outside evalﬁas
tor, is 51mllar in its processes and requires the zame bas Lc‘kiﬂds of in;
formation, but typlcally employs more rigorous procaduras and applles -more
stringent criteria of knowing. Towaid th;s end the ~valuator maj attempt

to extend his control, in particular, over the pupil sitﬁation31 v§riab1és

that def;ne the contexts for pupil pe:f@rmance from wh1ch learning may be

-inferfed. In prartice this may represent only a small incursion intc the
realm of teaching and may serve the teacher's ﬂurpuses wall, but the gas—'
sibillty ef canfllct between the teacher ¢ and the evaluator's purposes is
iﬁherent in the social roles typically assigned to each. Frequently- when
the evaluatlon is to be conducted in a school setting rathe* than in a )
laboratory, the solutlon with respect to control of infurmation prccessas
is to prov;de for an additional set of pupil performances, external to
. those inclﬂded in teaching, and place them under the evaluator's 1urlsdic=
tion. If that is done the informaglnn about pupll 1ea:n3ng knaWﬁ to tne
evaluator is apt to be more deta;led and praclse than that ordinarily knuwn
to the teacher, but it may fail to include data nﬂrtinent to some of the
teacher's ébjéctives, Sinee the infcrmation seught by thn evaluatgr de~
’éen&s on thelburPQSES cf the evaluatiom, these must be ronsidered negt*_
We are not here ccncerned with all passible purpases of evaluat;on ‘of
' téaching, but enly with these that - pertaln ta teadher preparﬂticn and
teacher eertificatlon, dhich appear to be redualble to three:
- 1. For guidance of praspectiva teadhers within the preparatian
"pragram, i e,, formative evaluatien Wlth respect to indiv1duals.
‘ 2§' FQI guidance of teaeher educaﬁots in pragfam develnmeﬁt or.

—m@dificatiﬂn, i.e., fermative evaluatian w1th rrspecﬁ to pra—lr o

'gtamg, currieula, camponent activ1t:es, etc., in preparatian

,for te&ching.
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3. For teacher certification.
Wﬁlle eveluaLemn for the first two nﬂreaeee“een be vieﬁed as internei to .
the teeeh1ng gituation Whﬁ;“*ﬂ the teacher educator is the "teacher" and
tEE‘p:eepeetive ieecher is the “pup;l" they are cleerly_externel to the
preereﬂelve teachef's own feechlng e551gﬁmert in a 1aburatery or prectice

teachlng eleuatian. Here the teacher educator, or someone else,aeeumes the

3

fhlrd=perty role of evaluate* and the eveluatisn mnethods more neerly 1-esem-=
Ele those of external evaluation then the more eesual methode Eyp;eally
'usea by school teaehers within the teaching pyocess. Evaluation for teaeher
eerteficatloﬁ is always a third-pertv ectlvltv by reason of the aecepted
'.%institutions, laws, end customs of our soci@ty. Lﬂgicaliy it could hardly
;zietherwise, for there is nothing iﬁheient in teaehing that would regular--
Iy prcvide all the information needed for ‘decision-making about certifi- ,
cetisn.? o - 7 |
s Referring back to the eerlier diagrams, it may. be noted fhat assuming
'%ﬁiré—party evaluation, the schema presented in Flg. 1 provides a retiepale
af teecher certlflcation. wWith minur modif;eetign the schema in Fig. 2
rovides a general model for the evaluation of any factor that effeets

iéefning. |

I1i. Problems inhefent An evaluetien of teeah1ngfpe:fcrmnnee

faf purpeses of teecher;preperatiun and- certificetion

BcLh teacher preparation end teacher eertificetien requlte some overview'

of the eecial strueture within wﬁich the future teecher w;l] find emplayment, :

>'e and elear defie*tians of the fequirempnts of the positiaﬁs in Which they

;'will be pleced. In truth the wﬂfa teacher is misleading beeeuse there ‘are

.'7many kinds of teeehe:e, same mueh mnre speciELi:ed th n ofhers, end gaod

Vprepa;etipnsior Qn;j'ind of teaching pgeition mey be gro‘sly inadequete far
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i f N .

another. Eeycnd this preliminary problem are a series of others having té

do witﬁ purpcaes ef teaehing, with theary of the teaching-learning process,

wifg L;periméééél eoﬁtral of ﬁactcrs gther théé_teaghjng which affect learn-
iné:auécames, and(with practicaT &iff*eultles i he execution of evalua—
ti;;;péééé;ﬁs huwe%é£>%éi1 desigﬂéé. “héée all have;a bearing on ;ie ulti-
mgz;fééiiéity ;%?é%é judgﬁeﬁégr;ﬁézagégégg;s der ved flcm evaluatia;ﬂgéfr
‘:esfﬁigétéeié;;;;;;; aﬁéy;;fiiéé_;;”é;idanéé-gg é%éég;ééfecti;e ;;;ggér,ﬁ>r

develgpment and improvement of pfdgréﬁs of preparation, or teaéher certifi—

= iR == sl eTLLr PR -

caticn.f The Dverarchlng Préﬁié;?may;ﬁé ccnééiﬁad—£;>that of estabiiéﬁing
Vaiidity in 51’ Phases af evaluatian fozreach 6f éhese Purposeésr ) S
1. inJob definition - £%i guezeni. ol cur srenETi looozil s oLioooulionETil

5éIﬁfE’E;gé-:ﬁniteéfStétéss pﬂﬁcﬁsg; ;rés'xfa;msibﬂity _for-teacher preparation -
znd eadrtification  is VééteH'In*sﬁété:eduéﬁtiuﬁaiiégaﬂcies and hence, histori-
cailiéfthe‘kinds afvteaching assignments that have developed in practice
have been’ confirmed and 1egitiﬁi§eﬁ by.such agEﬁcies-(Stinnett 1969). The
1ists’ af job~ ti€les provide important ‘clues to th@ k nds of sasignmenta a'
giﬁén‘ﬁérson might - be expacte&:tg undertake,’ (In New York State 57 éif;er—
Eﬂt*titiés;ar& ?isted - some wifh subclassifigatians ) A study of the job

' spééifiéétiens for each position within some magar iurisdict;on, such as

a s:a;e, wnula ba a usefui step tuward realistic de£1nitlan of tne general

: situational vaxlables for varinus kinds cf ;eaching.v ?ar Ehe practiclng

’teacher thege caﬂditions are typlcally assac;ated wi h acaeptan;e of s jab

‘anﬁ inﬁlude speci  atlnn of the community,;thﬁ piace of teaching (ardinar-

: .‘a"df,’
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conditions are iﬂstitutianai, the individual teacher--especially the be-
ginﬁer--g&net&iiy has to accept them as data; i.e., giveﬁ conditions not
readily subject to his control. While the planner for the future need not
accept existing jnstitutions as being iwmutable, he does need to have a
goé& picture of what they are.

Although the types of teachlng assignment for which pra5pect1ve teach-
ers are to be prepared and for which certification requirements are estab-
lished may be clearly defined aﬁ a2 given time, they are not static in his-
torical perspective (Andrews,1970; Brubacker, 1947). A particular defini-
tion of job requirements may become absalete, ‘and hence the perfarmance- |
based determination of competence, thnugh valid at one time, may become
inapplicable under new cgnditioﬁsF The problem this poses for the evalua-
tor i; that of deciding;whéthér a given narrowly defined set of general
.situational variables is suffiéiently stable to justify the effort and ex~
pense of basfﬂg a pérférmance evaluation on them, Thé more broadly defined
" the jQE the less likely it is rapidly to beccma obsalete, but the subtle
~ problems af gradual QbSﬂleSCéﬁce affect even the jobs of generalists. The
logical canclusions frgm these c9n51&erations in terms af teacher prepara—
tion and certzflcation are: (a) preparatlon for a chang;ng job must be a
.cqntinual affalr, and the perfcrmance crlterla upon which preparation 1s
based must themselves be subject to per19d1c review, fE) CEftlfiQatlﬁﬂ of R
' Epecifled kinds pf Leadhing competence eannot in honesty prgmise the futufeV

‘relevance of that cempetence over a lgng term,vas & 1lreﬁ1me teacher carti— 
"Lficatian would appear ta da, ;»ﬂv—:7> A | |

Whil@ 1t is useful to knaw the present patterns af jcb specifieatigns

ity abcut the de51rab1e
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prohlém therefare, is to conceptualize the EntlfP set of ‘teaching pcs:~
ﬁicns in some appreprlaCe jurisaiction as they cught to be 8&;1#&& within
gome reasonable realicv ccnstraintsi A baSlc issue 15 that of -degree . éf
specializaticn w;thin the field of teaching. At:ihe highest level Gf gen-
erality (lowest degree of; specializatian) one might conceive of an "all-
purpnse teacher" qualiried tn teach any or all subjects at any level to
pupils of any characterihtics and social origins in any kind of education- .
al env1renment. Though such versatility of teaching competence may appe&r
ridiculous and unlikely to occur in actual practice, this teacher generaln
ist definitian is often approximated in the breadth cf teaching campetence
expected of the elementafy school teacher and written into ceftification
regﬁirementsi Tt seems 1ikely that if flimsy evidence cf competence were-
to be rejected, it would scon be apparent that tha expectation cf such a

A broad grray @f campetennies in persaﬂs to be assigﬂed to ,elatively low-
ranking and low-paid pas;tiéns was unrealistic., Either the teacher-
generalist concept shoulﬂ be retained, in the 1nstitﬁtional pattern envis-
aged for the future, and training and Lcmpensaticn should be adjusted up-
ward in view af he divefslty of demcnstrate& teaching rcmpetencles required’
'gf him, or. élse greatal gpacializatiun among teachers af lower starus should
be cnnsidefed. The low-paid generalist, expeuted to be all things to all
men in. all circamsrances, can ha*dly fail to be accused of incompetencé in ‘
_ many of the %ituatians in whieh he- may be placed even thaugh he may have T
& very respectable ccmpetence which is. not being eailed upcn.. At presenf

- high.degrees uf teaﬁher specialigation are mgst typical at: the 5ecandary

and gdva;éed




institutional sense a second problem ariseg—ﬂtﬁat of identifying and de-
fining the %ﬁrpﬁSgs of teaching in the cantexﬁs in question. General
teaching aims and purposes are strongly assaéiated with the philosophic
orientation of the persons or groups who define them and expressiens of
:hem in educational 1itrerature are not hard to £ind (Ammans, 1969). But
their applicatian to specific teaching assignments may not be explicit
.enough to guide an evaluation. And purposes are :onstantiy in transition.
Thlﬁ results in different and changing emphases among such outccmes of the
teaching-learning process as motor skills, factual information, ‘yerbal
commmication skills, interests, esthetic appreciation and creativity,
gocial conformity or nonconformity, critical thinking, and!values or sys~
;tEms of belief. | o . |
‘In. the definition of tearhing puvpeses an issue arises with respact to
_“behaviofal“ statement. The translation of stahgments af teaching purpose |
E inta "behav;arally stated ob;eatlvps" is essential to syatematic and rigor-
'ﬁus evaluation; Thaugh eveluation in terms af more vaguely stated ob;ec—
tives is poss 1' it is ;ikély to be émykessi stic and subjective. It
may depend on haphaza:ﬂ sources af information and thus be unve:i iable._r
Ihere are people, hawever, who abject to Ehe requlrement that 311 teaching :
,purpuses must be put into Ehe form cf behavioral cbj LthES on fhe graunds
'thgt it distorts those aims af teaching that refer more to tbe *nmard ‘ex-
riperience Qf the pupil han to hls behaV1or._ The ef fart ta force all pu?-,:,.,

.

ﬁésés—éf teachinF lnfc a behavieral mpld mayg accurding to somg, be an im-

,7§désibieAexercisa whidh is nat in th rbestvintﬂﬁesﬁ cf gducatlan in generalz.5
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The purposes of tecching aay at times come into cenﬁliet with those of
evaluation. Observatien procedures essentlal to an evaluatien may,.furA
exa uple, int?eauce pupil or teacher anxieties that are 1n1mical te the de~-
velopment of desirable attitudes andrhehavicra. Creatrve expression in
particular may be atlfled by an evaluative frame of reference. Such con-
flicts may glve rise to hostility betWeEﬂ evalueter and teacher, eapec1ally
when the roles are assigned to different people who have not fully undere'
ateed and aecepted-eaeﬁ'ether'e purposes. The challenge to tha evaluater

is teAdeviae a way of aeeompliahing his own purposes witﬁeut interfering_
with the accomplishment of those of the teaeher. |

A conceptual difficulty with regard to purpoaea of teaehing is inherent

in the question of whether to consider them as part of the externalreontext

or as part of the proeess of teaching. If one fhiﬂkS.Qf the purposes as
being seeially determined, in the main, and of the teacher as accepting
the gcal. orientations of- fhe surreundlng eemmun1ty,rarrang as an agent of

society iﬂ the education of its children, then one should presumably plaee o
purpozes of teaehlng ameag the ?eneral aituat1cna1 variables that define. |
g'the-teaeher‘s aaaigament@ Some schools and some eemmunitles have ‘a elearly
identifiable philesopnic climate in whicﬁ expeetatlens as to the emphaaes
that teachers will plaee on varieua k;nds of learning .outcomes. are explieit.'

But. it ia generally nat truP that purpnaea.are merely given aa an. external

reality to be aceepted fer the teaeher can iniluenee tnem and 80 ean t

ifi ;earner.A If one eauredes that they heve en- "V“f9’ ,effect ‘on. learning
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different kinds of statements about teaching purpases-ﬁigﬁﬁ be iﬁciuded in
both sets of vafiébles with provision for systematic comparison so as to
avoid contradictiéns; In any case tﬁe evaluator's problem, whether or not
he is a third party, is to define Dbjectivés £a£ use in evaluation which
not only represent.ﬁﬁa expectations that others hcl& forthé teaéher and
pupil but alse sufficiently take int§ acccunt the!mgaifications‘cf purpose
that may grow out of the teachlng—learning process itaelr._ At the very |
1ea§t the gvaluatcg needs to check from time to time the ccntlnulng valid-
ity of én original statement of purposes formulated, perhap5; some Eimg in
the-paét The*e is also the péSSlblllty that retraspectlve evaluation may

sometimes be needed based on purposes that have newly emerged.

The deﬁands-thatrevaluation makes upon teaching thénfy and 1eafning
theory,'gncg the purposes ofrteaching have been defined, depend on the pur-:
-poses of the evaluaﬁion; aﬁhen thé Evaluatiag is intended:tc serve the néeds
of teachgrsﬁin-preﬁaréfionifbf iﬁdividual guidance or the needs of teacher N
_eéucators fgr in51ghts cancernlng T egram deveiﬁpmeﬁta &étéiled analysis of
teaching pérformance is 1mp0rtant Therg;ié a need-té iéentify éémponent
f o p1 parﬁs and aften 1t may be useful to fc §n one part &t a time. A'theory

providés ‘the PGW&f to expiain practice ﬁea*hing, fgr 1nstance, in teitus oi

the reasans for the results obtained and hence to direct 1earner s and

'.teacber 8 engrts te tﬁe partieular aspects cﬁ pexformance ‘most. needlng

their agtgnc-ag. 3
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and whatever its postulated welationship to other components, must have
,demﬂgstrable validity in its own right if it is to be considered as a sep-
sgrate elemént of the teaching perfcrmanée subjected to evaluation. Compo~
nents that are not directly observable require evidence of construct valid;
i;ﬁ——that is, they should be anchored to observable conditions or events
both antecedent and subsequent to their o postulated oceurrence. 1f,
for instance, it is specified that teachiﬁg performance shali‘be judged iﬁ
‘part on the basis of a tésk called “creatian of a favorable climate «¢ |
learning,'” then it must be shown (a) ﬁhat desirable learning outcomes de-
pend on favorable climate, and (b) that favorable climate depends on some
get of teacher behaviors in some set of cifcumstances.

When the purpose of the Evaluat;on is teacher eertifica'iqn only, the
detalled analysis of teachigg gerformance is not essential., The basic

questions are whether, but not how, the intervention achieves its results,

and whether a given performance, or set of petfarmaneés, canstitute valid

the inﬂividual can&idate. While the evaluatcr may use a theory. that sub-
divides teaehing perf@rm&nce (e.g.,,by specifying “tasks " “strategies,
“mﬂves," etc.), he is not ccmpelled to do so. If he daes, hﬂwever, he
must call upen his theory for a ratlaﬂale fur eambiﬂing them 1ntu a whole-

B ﬁhicb can be evaluated an& used in ﬁhat is essentially s "go or no-ge“ de—i

'cisian.‘ {f&mir.tgdlys the decisian pgacess can be fractianated inta a ser— -

;1es of decisiuns and earlH*r decis ans in rhe saries can. bé made tentative:‘~l
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be brought into questign an& must be justified.)

ﬂne popular approach to evaluation far teacher certification is to es-
tablish a list of "minimm competencies" and insist that each 1s essential
and therefore that certification must be conditioned upon demonstration of
:gli by the candidate. This amounts to & requirement théﬁ all teachers in
a glven category must be alike with respect to these minima, though not
neceasarily with respect to levels of eampetency above the minimum nor with
respect to competencies other than thase included in the reference lis;.
There can be no doubt that this is a possible procedu:e, but there may ﬁe
some argument about its dasifability, The grgument in its favor would ap-
pear to resr on the assumptian that if a teacher is incompetent in a cer-
tain area the pupils will not 1earn in thﬁt area, ife.; that they have no
alterﬁative to learning by the mediation of that particular teacher. It is
coneaivible, however, that children may learn "on their own" or by way of |
.- the casual (ﬂr planned) intervention of adults other than the teacher to
whon they are asstgned (Stephens, 1967). Pe:haps they have less need for

pratection fram 5pe¢ific areas of incampetence i{n an individual teacher

Ehan fram general mediccrity, wh;ch certificatian b&sed on a checL list of

minimnm :ampetencies Wﬂuld do nnﬁhing to prEVEnt,. This line of thinking
might lead to the alLernative appraach ai setting some minimnm level for a
ccmbination @f ecmpefancies, or a sort ui index af general eampetence, Lo

withcut StiPkLatiﬂn as to minimum 1evels of bpecific ingredients. The Gﬁmr

'ponenr competencies cauld be measured and repc:tpd without heing dsed sep- g:ffj;;}-



VQ;ly devisad procedures fok observatlon and instruments for measurement af
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competence in those particular areas was ordinarily to be expected, but if
employed despite the known weaknesées would prasumably-be assigned in such
a way that the needs of pupils would be properly prov1déd for. Whatever
the certification procedures, the zatlenale on which they are based needs
to be validated not merely as a ‘possible and plausible ‘one but as a neces

sary or defin ' ely beneficial one. To be justifiable as public policy it

‘must demonstrate that it tends to encaurage perﬁons with natural or acquired

roficiencies for . teaching to enter the professionm, while persuading thcse'

"

‘lacking them and unlikely to acquire them to turn elsevhere.

4. Céntrol of 'Extraneous Factors

Up to this point.we have stressed the importance of locating teaching
pgsitians within the social- 1nst1tut1unal context, of identifying teaching
purposes and translatiﬁg'them into behav;qra} objectives so far as reason-
: abl& pqésible; and ;f applylng valid theory to the anaiyeis of teaching
performance and-tc the processes ef teacher preparatlon an certification,
We now must go on to the prablems of getting the detailed information the
evaluator must have abnuﬁ specific instances of teachlng parformance in
,order to be able to make Judgments or reach concluSIQns .about them. Be-
cause of the fluidity typlcal nf the. teaching—learﬂing process; ritjis a

1ong step frcm merely kngwing that it is haﬁpenlng to having systematir .

' and pertlnent 1nfarmatlon abaut ;t. The evaiuatcr must fesort ta careful—'

';the‘varlables daflned by the theary'he 1sru51ng., The topic nf instruman— B



comes. For instance, if in the performance of a givéﬂ task fram which a

particular teaéhing competency is to be inferred certain cues from the

teacher would normally lead to a given type of pupil resﬁanse buﬁ failed

to do so because of u?&gtected contrary influences, the interprétatiﬁﬁ en-
" coded as information might be false., - |

In abtalnlng adequate infgrma tion for the evaluation of teaching per-

formance the evaluator has a twofold problem. First, with respect to the

teaching performance itself he must identify and sufficiently describe all
fa;tafs likely to have manr effects on the learning in question, becausé
potent factors, if unrecognized, may easily falsify thé inference that
learning resulted (or failed to result) from the conditiané and events ob-
served. And secondly, he must be eguaily circumspect about the influences
upon the pupil performances fraﬁ which his knowledge about the occurrence
cfilearning is derived. 1In other words, extraneous influencei on the
eaching~-learning process aﬁ& extraneous influences on either or both of
the testings fram wh;ch date are obtained might contaminate the information
and hencé ﬁha evaluéﬁian. Thevknawn.sources Df pgésible contamination can
ften be dealt with in designing the evaluation progedures, and unknown
ones can be écﬂﬁtéféﬁ Ey’aampllng teaching pP:farmance génercusly and éver—
aging_?esulté gver a numbe: of occasionslof over many learners. But this
may be expénsivéi' The sample,sizé, the sampiihg’pfécedureé; contro}‘gvgr-
ﬁupil éituatiénai variables to aséure comparaﬁle conditions for the §r2s
and pcst-learning performances, and :ecognition of 1ntervenrians other than
Leach;nga-all are g*ablems Df t 1e vaiidﬁhy of the data whlch are quite: dise
-rinct fram prablems of the validity of the Lheoretlcal canst:ucgé or of thé
'tgaching purpcses prevzgusly can51dered.; The prgalems of data will be re- . 57’

v1sited in anPecﬁlﬂﬂ w1th -our cons;der&tlcn af 1nstruments far .use’ in eval—*-'
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uation of teaching perfgrmanée.

5. Exeﬁuticﬁ;
The practical difficultiés in the execution qf evaluation procedures
. need not be cénsidereé at length here, as many of them are only too well
known and are éiscussed elséﬁhe:é (Weiner and Howell, 1967), Problems
arising fféi.écnf;ictiﬁg purposes must certaiﬁly rank_at‘léést équai to
those. of 1imitétinns of resources. Since teachiné performance is of vitel
~concern to so many!diffe£ent people, whose needs and inﬁézgéts:asevdiifer—
éﬂt;'the tendency to Ptejudgeiresults is a very common source aflpracticéi

difficulties.

Iv. -Reiated issues

Aithcugh many issues are zelated to those that-are inherent in the
evaluaticn of tea:hinv palfcrmanze, we shall ccnsid&” only a few that are
cuzrently receiving considerable attention by the teacning prafessian and
the general public. They afez racial bias iﬂ the selecticn of teachers,
merit rating as gppliéd to teachers, the accountability of persons and in-
stitutions farréheir educaticnal effectiveness; the prag,and'cons of new
practiées(in differential staffing of the échngis, and tgé issue of éamﬁu—

nity control of the schools. -

1. Racial bias

B The socfé1 changes of tﬁe éést éwa deéédéé,'éndrespecialiy the :héﬁges
in’ the ethnic campasitloﬂ of the papulation cf the ]arge cities uf the
ﬂnited States reflecting migratidu,vhave accentuated the problems of raaial
and e*Hnic imbalances in city schacl systems that previgusly existed. .

(Suburban and rgral areas are, gf course,‘not immung; but it is genprally
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conceded that the problem is presented most acutely in large Cltleg.) ‘In
particular, the lmbalance between the, racial and ethnlc rgmp sition of thé
teaching staff and that of the pupil population in many or most Elty
schaclg brings to the fore the question of whether the procedures for ;he
recruitment of candidates for teacher training and those for tzacher certi-
ficat;gn (or licensure) are frec from raclal or ethnic discrimination. It .
can be argued—uand is be1ﬂg argued-~-that gx;st;rg examlnaticn progxamss
bwhich purport to evaluate the candidate's suitability for the teaching pfca
fessicn on the basis af teats and interviews, effectively exeluda mgmbers_
of minorlty groups whose pctentlai capability as teachers can be demgnstra—
téﬂ{ This problem, like others previously ccnsidered, can be stated in
terms of Valldlty, for raclal biag--1like any other . klnd of bizz==1impairs
the validity of the evaluation in which it occurs. While the old mistakes
 are clear enough, the new cnesbwe may be mﬂklng as we devise new performance-
based evaluation procedureé are not so readily apparent. Are the campeten-"
cies themselves defigé& in such a way as to reflect values mnot shared by
_eertain mineritieé iﬁ therpg;ulaticn? Are the procedures by which they
:'may be assessed free fram d1scr1m1natary praV1sinns7 It might be argued

' that perfgrmance—based teacher certification 1tsel£ wuuld be a :emedy for
racial and ethnic bias in the recruitment and selectian processes, but this
willxbe true gni?'ta the extent that the new set of operations is itself

untainted.

2. Merit ratiﬁg

An issue of langer standing than rhat of raclal bias, at least so- far
as natianw;de emphasis is cnncerned is the’ question of merit rating. One
view is that a teacher 8 retentlcn in- empiayment, acquisiticn of - tenure,

aﬂ& salafy advancement shauld be made: ccntlﬂgent upcn effeative perfarmanca




.

as determined by procedures 5§ecified in some merit system. The various
plans set up for the determination of merit are, in faét, the progeﬁiCQfs
of today's pragrﬂms for perfiormance evaluatlon, and scmé of the ﬁlﬁ argu-
ments still apply though others are autm@ded because of advances in tech-
_nulagy. Oppas;tlon to merit rating in the past has often been able to
ahéilenge par cular plans successfully;precisely on the érounda of the
_unsoundnﬂss of the;r evaluation processes., Methods of ratlng teacher cam%
petence were almost rautlnely fauﬂd in well-controlled research to be 1ack—
ing iﬁ PredlttiverGWer against criteria of pupil learning. This abjecﬁian
will iaii once fully valid systems of evaluating sver"all teacher competence,f
i.e., adequate fulflllment of all the essential résponsibilities of the posi-
tion, become established. But other arguments will'péfsist because they
are based on other grounds, such as the fear that mg?it rating will create

a climake of fear and susp icion and thus have an unWholesome effect’ on ra=

lationships among teachers.

3. Accauntability'

Somewhat related to tﬁe issue of meéit fat ng is that of accauntabili Tty
fér educatignal results.x In one sense it .is. not. an issup, for everyone
seems to agree that acceuntabll y;per se is a "good thihg.' The prnblems
arise when one attempts to definé‘who musﬁ be hel d secguntabig to wham,
ior what and in what mADDET . SiﬂCé Luia topic iz currently receiving in-
tensive cunsideratian elsewnere,!pe will merely nnte in passing that as
’the methadglagy of evaluatien Qf teaching ﬂg*fcrmance develops, it:is likeli
to-be snatghed up and put tg use in more. general pragrams a£ systempwide,

area—w;da, or state-w;de evaTuatian naw belng cqnsidered under the impetus )

'af the Lntegest 1n accauﬁtability.
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4. Differentisal staffing

An issue zléseiy related to the problem of defining warious teaching
positions in terms of job sPe&ificatieﬁs within ;acial—inéiituﬁigﬁalEGQna
texts, whiéhzwaé discussed earlier, is the now somewhat abated éqntrcﬁgrsy
gbgut differen;iatedﬂstaffiﬂg. The concept of iﬁtréducing “Eeacher aides"
into the‘school s?affing pattern was ﬁﬁt fcrwérd with égme fanfare by the
Féﬁd Faundaticn's Fund for the Advancement of Educatiqn in ‘the early 1956'3;
Almost at once there ﬁés extensive opposition to the idea, based,Iargel§ on
some of the conditioné,-such as increased class size; that were ésseciateﬁ
with it in the early experiments. Since that time the use of various kinds

of sthael aides, teacher aides, educatlcnal assistants, etc., often grouped

under the generic term pgraﬁrofess;qnalgr has 1ncrea%ed rapidly and some

of the csntrévafsy~has Subsided; though the issués have not necessarily

" been resalved. Since the newer patterns of differentiated stafring involve
questions of preparation far and societal legitimization of the new posi-
tions and also the p3331b11it7 of pfogressian from paraprofessicnal to pro-
fessional respan51b111tles (the “'career ladder" cuncept), they cannot help
affecting and being affected by @evélopmegtg in the area of evaluation of

teaching performance.

5. Community rgntr&l cf schools
The,fiﬁal,i isue to be mentloned brlefly here is that of ccmmunity non-‘
trol of the‘Schcals. Scmetimeg is appea_s in the form af cﬁntroversy

?

over a plan of decents l,g iun, as it has in Hew chk City. Samettmes it

relstes maluly to questians of reprESEntatLon on beards gf education, and

ﬁearlf always=1t 1nvo-vesfmlnarlty roup jnterests and values, Its felevance L
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to evaluation of teaching perfermanée is identical with its relevance to
all gspééts of evaluation: almost axiomatically any shift in the p:aces;*
ses cf.sociai control and in the balance of répreseﬂﬁatién within Ehe
structures where control is exercised entails corresponding shifts in put%
poses, whlch are the foundation upon which all evaluations are built ﬁur%
therfore, changeg in control almost inevxtably affect the mechanisms mf :
evaluation, its instrumentalities, prccedures;‘and tedhnclagy, because the

latter are dependent to a considerable extent on the variaus sats of regu—

lations and understandings through which general can;rcl is maintained, .
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