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ABSTRACT

Teachers in school systems should be carefully and con-
tinuously evaluated., This can be done successfully by adequately
trained administrative officers who will treat teaching staffs
considerately and who will solicit the aid of these staffs in
setting vp an evaluation programme.

Criteria by which teachers are to be evaluated can be
established by authoritative opinion and scientific analysis.
Authorities agree that criteria should be chosen from certain
areas of teaching activibty, namely: Methods of Instruction,
Knowledge of the Subject, Professional Inbterest, Relations with
the Community, Relations with Pupils, and Perscnal Qualities
(health, etc., ), Teachers should be evaluated in each of these
areass.

Several devices and procedures should be used by evaluat-
ing officers to give a complete assessment of a teacher in each
of these areas. A teacher should also be evaluated by more than
one adequately trained observer. The results of these evalua-
tions should be kept on a persomnel file available only to the
administrative staff, This file will be used by them to
determine a teacher'!s position in the school system.

An original dquestiomnaire on evaluation practices sent to
selected cities and faculties of education in Canada, the U.3.A.
and Britain disclosed the following: (1) a close agreement

between cities and teacher traininmg colleges on the most



important eriteria to be used for assessing teachers, (ii) a
tendency of American institutions to utilize modern techniques
and devices for teacher evaluation in the classroom and outside
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it, (iii) a conservative trend in Canadian clilties to confine
teacher evaluation to simple c¢lassroom observation,

The entire study tended to prove that evaluation of
teachers is practical, necessary, and beneficial both to the

teachers and to the educational system.
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CHAPTER I

INTRODUCTION

The best means of evaluating teachers is to wait until it is
possible to exemine the resulting contributions they or their pupils make
to history. Bocrates and Aristotle for instance, are considered to be
great teachers because we now know that by personal influence they pro-
dueed a Plato and an Alexander the Great. The greatest Teacher of all
so inspired twelve of His pupile that they changed the whole world. Wait-
ing for the judgment of history is obviously the ideal method, but it is
much too slow and impractical today, and so this theeis is seeking an
adequate means of obtaining a clear assessment of a teacher?s abilities
while he s8till is at work in the school and in the community.

In these days of mass education, teaching rarely involves in-
timate contact between a teacher and a few favoured pupile, so common in
the past. Thus it is often thought that the simplest means of judging
the succesg of this modern impersonal type of teaching is by examination
resulte. The best teacher will be the one who gets most pupils ™through";
conversely, @& poor teacher will be one whose pupils fail to pass a stereo-
typed examination. This is certainly an immediate means of assessment,
but it is at the opposite scale of reliability when compared with the
judgment of history.

Besides getting pupils through exeminations, teachers havs had
in recent years other responsibilities imposed on them by soeciety. Judg-

ment of their suceess as teachers often depends on how well they can
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handle these added obligations. Meny older evaluation systems do not
take into account this extension of social responesibility and are there-
fore out of date. This thesis attempts to bring teacher evaluation up
to date by anelyzing evaluation methods of the past and by investigating
published and unpublished methods of the present.

Let us consider a few of the added responsibilities which were
jgnored in older methods of teacher evaluation. Pupils are now required
by lew to stay @t school longer than previously. Teachers must prepare
theee older studentas who have lived longer in the artificially soft world
of the elassroom for the world outside which is haish. They must also
reconeile students with increased experience of the world to a life at
school which they may feel is too far removed from reality to be of any
velue. Neither undertaking is =n easy one, nor is easy to evaluate.

Teachers must ingrein good work habits into children, since
anything of worth requires effort if it is to be lesrned. In these days
when students of every calibre remain at school this means that teachers
must inepire those with limited ability as well as those with great abil-
ity to use their talemts fully.

In meny crowded urban areas the home is no longer the eentre of
soecial life. Morel teachings, social graces, and other things once
taught in the home must be learned elsewhere - if they are to be learned
at all. In some of these areas this funciion has been taken over by the
schools. This pleces an additional responsibility on the gshoulders of
the teachers in these schools. How well this responsibility is discharged
will be reflected by the impact of their pupils on society.

These illustrations are used to show that teaching is a complex
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process and that evaluation of it becomes ineressingly difficult, yet
many educational systems still base evaluation of their teachers on the
use of a single deviece or technique in the classroom. On the grounds
that such a procedure is inadequate, this thesis will deeexribe other
means for obtaining a complete evaluation of the teacher in the class-
room and outside it.

The writer's interest in this problem of teacher evaluation
wae first aroused by & course on educational supervision given by the
Faculty of Education at the University of Menitoba. Part of this course
i{neluded a study of devices used by supervisors to assese teachers, and
regearch on this phase of supervision provided stimulating material for
a paper on the subject. Sinee then the field of teacher evaluation has
not been investigated by anyone at the University. It therefore seemed
worthwhile to pursue further research on this sub ject.

Initial research into teacher evaluation methods in rural Mani-
_toba proved disappointing. Although the great majority of teachers in
the provinee work in rural areas and smsll towns, they are evaluated
gquite subjectively and haphazardly(albeit congcientiously) by provineial
inspeetors who may conduct semi-annual or even amnnual visits only. Re-
ports of these inspections ere sent t0 local school bosrds for their in-
formation. Teachers may or may not receive copies, depending on the in-
dividuael inspeetors. On the basis of these reports often depends the
status of the teacher for the coming yeer. The report is a five point
iating gsecale consisting of about twenty items, with space provided for

general comment. The inspector may spend considerable time with a2 teacher
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if the need is great, or he may spend very little time, for inspectors
aet in the capacity of helpers of teachers as well as assessors. At the
game time the inspector evaluated the school plant for the benefit of the
provincial government and the loecal school board. Sinece the provineial
grants for education can be held up by an inspector, most school boards
will heed his advice. Precisely the same procedure is followed in the
large towns of the province. Thus educational evaluvation of teachers in
most of Manitoba is an annual or semi-annual affeir in which one person
untrained in standardised and up-to-date evaluation procedures site in
judgment for a few hours in an attempt to assess the full value of a
teacher’s year of work.

So far as is known these inspectors have no training or guid-
ance on methods and systematic procedures of teacher evaluation. Some
mey pieck up information elsewhere and perform excellently but there is
no stendsrd common t0 all. Discovery of such a meagre teacher evalua-
tion programme so0 cloge to home was an added incentive to find a better
one and present it in written form. This thesie will therefore try to
describe the best procedures end methods used to judgs teachers in veri-
oug parts of Cansda, America, and Britain.

The only urban centre in the province for which we have an
seeurate report is the city of Wimnipeg. Provineial inspsectors of
schools were brought into this city system about six years sgo. Fre-
viously, supervisore and members of the superintendent'’s deparitment did
the asgessing of teachers -~ particularly those on probation. Sinee the
Reavis Survey, supervisors have been delegated the task of helping

rather then assessing members of the teaching staff. Prineipals of
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schoole are now asked to submit reports on the teachers of their staffs
at least once & year on an evaluation form which was prepared by the
teachers and administrators. FProvineial inspectors visit teachers in
the lower schools of the ¢ity once a year, and submit their reports to
the sehool board. One high achool inspector visits the high schoole of
the city on a rotation basis so that most high schools are inspected
every two or three years. Thus most city teachers are evaluated by more
than one person each year. They &are 8lso continuously and systematieally
evaluated.

$herefore in Menitoba a rural area does not have as adequate &
gystem of teacher evaluation a&s does an urban centre. It may be assumed
thet gimilar conditions exist in other provinces and in other countries.
This entive study of teacher evaluation is therefore eonfined to urban
areas where the best procedures of teacher evaluation are followed. MNost
universities are established in or close to these areas. Teacher train-
ing colleges attached to these universities were also contacted to find
out how teachers-in-training were evaluated.

Having decided to limit the investigation of teacher evalua-
tion criteria to urban centres in these three countriss, the aims of the
study were set forth ag follows:-

(a) To inquire by means of am original questionnaire about present
teacher evaluation practices in cities and teacher training centres of
Caneda, the United States, and (to a limited extent) Great Britain.

(b} To review critically the past practices in teacher avaluation
in Canada, the United States, and Great Britain by a study of'published

material.
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and meang of teacher evaluation most commonly used at the present time.
{d) To decide by reasoned argument the best criteria and devices
for evaluating teachers in the light of the study made.

Only one of these aims had to be modified to fit conditions
which developed as the study progressed. It was found that the omly
available literaturs on the subjeect of teacher eveluation was American
in origin. The reading review on the subject is confined to practices
of teacher evaluation in the United States. Fortunately this comprised
an extensive literature.

The study was begun by preparing the questionnaire and mail-
ing it to each centre or institution. Each was invited to complete the
questionnaire and to submit devices used to evaluate teachers.

While waiting for these responses to the questionnaire, prac-
tices in teacher evaluation were reviewed by reading the available lit-
ereture on the subject. This proved to be an extensive undertaking and
gave & valuable picture of teachsr evaluation, at least in the United
States.

Chapters 1I to IV are the direct result of this reading re=-
view., Chapbter II deals with the following ma jor problems of teacher

avaluation:

{(a) That teacher evaluation is a desirable practice
when carried out properly;

{b) That evaluation devices are of two kinds - those
which are used direectly in the classroom to judge teachers,
and those used outside of the classroom for teacher assess-
ment .

{¢) That teachers have a more complex role in society
than they had fifty years ago. Consequently the problem of
deciding teacher evaluation criteria is a difficult ons.
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Chapter II1 presents & chronological survey of studies on
teacher evaluation from 1922 to 194¢, and brings out these important
ideas:

{a) Aﬁthoritative opinion and scientific enalysis
have established the faet that certain criteria are

present in good teachers and ebsent in poor teachers;

(b) There is no agreement on all of the criteria
which constitute the suceessful teaching act;

{(¢) There is some agreement on the broesd areas
under which various criteria can be placed.

Chapter IV presents some of the current methods and devices
used in teacher eveluation, such as:i:
(a) Reting scales based on teacher-pupil relationships;

(b) Cumulative persomnel file devices for the complete
evaluation of the teacher;

{¢) The use of the School Community Council.

Chapter V containg a study of the results of the questionnaire
already mentioned. Thirty-eight questionnaires were mailed, twenty-four
to Canadian ecities end institutions, ten to American cities and institu-
~ tions, and four to British centres and educational colleges. It took
about four monthe to colleet replies since some of the questionnesires
had to trevel long distances. Twenty-geven questionnaires were filled
in, which was a very encouraging response. The findings represent the
opinions of a selected sempling of Canadian, American and British in-
gtitutions on Teacher Criteria, Methods of Teacher Evaluation, and
Evaluetion Devices,

Chapter VI concludes the study by: (i) summarizing the re-
aulte obtained from the readings and the guestionnsires concerning eri-

teria and means of teacher evaluation in use; and (ii) choosing the
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best criteria and devices which can be used to evaluate teachers.
Definitions. In this study the termes: factors, traits, quali-
ties, characteristics, and criteria, all refer to those personal pro-
perties and ebilities possessed by individuals in the teaching profes-
sion, which distinguish them one from the other. The terms: rating,
efficiency rating, evaluation, teacher evaluation, judging, and assess-
ing, all refer to the act of measuring abilities and personal assete of
teachere or teaching. The terms: rating officer, judge, rater, super-
visory officer, administrative officer, or principal, are all used to

indicate some person who must perform the act of rating.




CHAPTER II

PROBLEMS OF TEACHER EVALUATION

It will be necessery to begin this chapter by presenting both
sides of the argument on teacher evaluation for there have always been
those who favour it and those who oppose the practice. The final aim
will be to show by reasoned argument that evaluation is a desirable
practiece.

Thie will be attempted despite the fact that an analysie of
the conditions shows that teacher evalustion is & practice which is on
the wane in meny school systeme in the United States. It will be shown
later that this is probably due to inefficient practices of evaluation.

The changing concepts of teachers and teaching have, of course,
added greatly to the complexity of the task of deciding just what should
be evaluated, for the concept of teaching has moved out from the four
walls of a classroom into the community around the school. With this
shift the demands msde on teachers have increased. It is therefore neces-
sary to describe these changes before a final assessment can be made.

In addition the number of deviees for evaluating teachers has

also inereased snd so these deviees will also be described,

i. Arguments for and against Teacher Evaluation

For 1. In this day and age when teachers are being paid proportionately
higher wages, the parents who foot the bill feel that they have a perfect
right to know what they are getting for their money. Hence there is a

growing demand for evaluation of teacher effectiveness. In other civilian

-0 -
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professions attempis are made to pay people according to their worth
in a particuiar jobe A man who gets a rasise in pay or a higher position
with a better salary usually earns it by his own efforts or sbility.
This same person, as a taxpayer, thinks he has & right to oppose a
salary schedule which automatically gives a teacher an inerease in pay
gimply because he has taught one more year. Mr. Taxpayer gets a raise
in pay because he has increased his own effectiveness in a competitive
market. Some states (e.g. New York) apply the same principle to the
granting of teachers' salaries.

2. Each year in educationsl systems, teachers ere required %o
evaluate the work of pupils. Xach year administrators are faced with
the problem of promoting teachers t¢ £ill vacancies in their educa-
tional systems. They must have some means of judging whieh teachers
are most worthy of advancement. In the csse of pupils, this is decided
by examinations. In the case of teachers, something else is usually
used.

3. A gystematiec evaluation ie required for all teachers who are
" hired by educational gsystems on a probationery basis. This may vary
in length of time. But it ie used to insure the permasment appointment
of only those who can best serve pupils in the schools.

4, Where szlary schedules set up by cities are based on teacher
merit, systematic teacher evaluation will be necessary. Aceording to
Reavis and Cooper this practice was on the inerease in the United States

in 1945:
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The Research Division of the National Education Asso-
cliation reported that, in 1930, 10.6% of a sample of 1,077
ecities uesed rating on efficiency scales to determine a
teacher's place on the salary schedule. By 1948 ... 234
cities of a sample of 1,737 were using efficiency ratings
"in paying regular increments on the salary gchedule® ...
(which) is 13.5% of the sample, & slight increase in the
use of ratings in recent years.

5. Some types of evaluating devices ellow the teacher to self-
evalueste. When this is compaered co-operatively with the rating made
by & rating offiecer, stimulus cen be given to the profesgsional growth
of the teacher.

6. If a school system has a definite set of evaluation records
for each teacher, these may serve a useful purpose in protecting each
teacher. With chenges in administrative personnel, and with chenges
in elected Board officials, petty antagonisms sometimes develop and
hasty judgments are apt to be made sgainst teachers who have been in a
school system for some time. A favorable evaluation record should pre-
clude gross injustice being done.

7. Acecording to Reavis and Cooper, "In educational administra-
tion reporting to superior officers and to the public is accepted as a
major respongibility of executives."8 Unless some attempt is made to
evaluate the teaching staff, informstion as to the quality of the pro-

Pegsional staff cannot be divulged. This evaluation should be as ac-

curate as possible so that the morale of the teaching gtaff will not =uf-

1Reav1s and Cooper, Bvaluation of Teacher Merit in City
School Systems, Supplementary Eaucational Monograph No. 59, p.5
(Chicago: University of Chicago Prese, 1945).

2Ibid, P.10.
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for Prom misstatements due to hasty judgments which may be given to the
public in the newspapers.

8, The welfare of the pupils in the schools is the main concern
of any educetional system. Poor teaching can be harmful to this welfare. B
It is a responsibility of administrators to protect children from poor
teaching. An adequate evaluation programme should help to reveal such

weaknesses.

Against 1., In spite of these arguments for rating scales, and in spite
of the suggested evidence that more cities are using such scales to
place teachers properly in the salary schedule, there is definite evi-
dence that the over-gll use of reting secales in schools throughout the
United States (at least), is on the declines
In 1940-41, according to an NEA Research Bulletin ...

some sort of rating device was in use in 40 percent of

the cities of the country which reported their practice

in the matter. Cities with 100,000 or more population

favored the use of ratings more than cities from 2,500

to 5,000 populetion. Of the former 67 percent used rat-

ings, while only 35 percent of the latter used them.

Altho 40 percent represent a considerable number, it is

a decline from the 57 percent recorded twenty years ear-

lier. At that time 82 percent of large cities and 51

percent of small communities made use of rating devices.

2, In large school systems it is imposeible for the superin-
tendent to evaluate each teacher. He must delegete this task to others.
The present trend in administration is to let supervisors act as ad-
visors ard guides to teachers, - not as critiecs. This means that in

average sized and small schools the task of evaluation falls on one

INetional Education Aszsociation, Teacher Rating, Discussion
Pamphlet No. 10 (Washington: National Education Association, 1850) p.3.
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person - the principal. Evaluation may thus be resolved into the ex-

pression of one person's opinion on another person’s teaching. If the
rating officer does not like the teacher as a person, this may go hard
on the teacher. This interplay of personalities makes the rating too

subjective to be of much use.

%, Teaching is an act which includes the functioning of a great
meny different factors. The mechanical ones can possibly be observed
readily by someone trained for that task. As yet there exists no re-
liable means for measuring intangible factors (personality, emotional
stebility, ete.). The critics of rating feel that it is too much to
expect that a rating officer can adequately perform such & feat by ob-
serving & teacher in & classroom.

4, PFew persons welcome criticism. Administrators lkmow that the
evaluation of members of a teaching staff is bound to involve criticism
as well as praise. For that reason it is felt that a barrier will be
raised between the rating officer and the teaching staff which prevents
friendly relations between them.

5., Judgment made by @ rating officer is teken by many teachers
as a personsl criticism because teaching is a matter of personality
and it ig difficult to distinguish criticism of teaching from criticism
of the teacher as a persén.

6. Teachers feei that administrative officers (even if they are
promoted from the teaching renks) gradually lose the "feel™ of the
elacssroom with ite many problems and situations. These officers are

therefore not alwaye in a position to construct a velid device for
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evaluating the teaching processg., Where such a method is used the
teachers feel that it is unfair. If teachers were invited to work
with administrative officers on the construction of an evaluating

deviée, such a criticism could no longer be applied.

Most of the arguments ageinst teacher evaluation are not
aimed at rating at all. They are arguments against bad rating prac-
tices which have crept into the evaluation process itself., For that
reason they can be easily refuted.

In the first place it is because of these evile of practice
that evaluation was recorded as being on the wane in 1941. Wheré it
is used purposefully and sensibly it is still going strong. This is
shown by the inerease in teacher merit rating, as indicated in 1945.

Where rating ie used with success, procedures have been al-
tered to eliminate many of the faults just mentioned. To avoid the
interplay of personalities which might creep into reating these cities
make certeain that more than one person will rate each teacher. In
our own city (Winnipeg), teechers are rated by prineipals &nd also by
inspectors. In other large American cities many schools have heads
of departments and vice-principals rating teachers on the staff.

The argument that teaching is an act composed of many factors
which cannot be evaluated either by subjective opinion or by objective
test has been at least partly refuted. Large cities like New York assume
this 0 be the ease, Therefore when they evaluate a teacher they collect
a1l the informmation on that teacher and keep it on file. This will in-

clude such items as aetivities in groups outside school, publications
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made by the teacher, and so on. These will indicate some of the other
facets of the teacher's personality. When aen evaluation has to be
made, all of this evidence is used along with educational abilities in
the school and e¢lassroon.

Administrative officers can forestall unfriendly relations
cropping up between themselves and a teaching staff. If they confine
any evaluations which have to be made to only those times when the
teacher may be due for a move or another appointment, unpleasentness
should be congidsrebly reduced.

Teachers can be educeted by rating officers so that the feel-
ing concerning a rating will be that it is an act intended to help with
construetive advice, and not a personal affront. This will depend to a
large extent on the attitude toward rating that ig held by rating offi=-
cers., If they go at it in a friendly manner, teachers will take what
they have to say in a friendly spirit.

To offeet the eriticism that teachers have no part in the
construction of rating devices, administrative officers now bring a
representative group of the teaching staff to help construet the evalua$~
ing device. Cincinnati (see Chapter V, page 144) has just followed such
a plen. In this city teachers are even given a voice in the evaluation
procese itself. Teachers rate themselves first in terme of their weak-
nesses and strengths. The evaluating officer (usually the principal)
then rates the teacher. Then principal and teacher compare notes. A

plan is then worked out from this conferemce to help the teacher in



his weak areas of teaching. Thus rating is intended to be used not
ag a means of comparing one teacher with a&nother but rather as a means
for locating teacher weaknesses so that remedial instruction can be
carried out. This is & new progremme in this gchool system, and it
will take & year or two to see how it works.

It i= thus possible to refute the arguments against eval-
nation, whereas the argumente for it are incontrovertible. This is
agssuming that the evaluation under discussion is effectively carried

outo.

ii. Effective Evaluation

An effeetive evaluating device will discover & teacher's
gtrengths and weakneases. Those who help teachers can use thie informa-
tion to set up a remedial programme for improving the calibre of the
teacher's work. Such a programme is considered to be a function of
supervision. Thus, effective evaluation becomes part of the process
for improving the quality of instruction.

The NoE.A, pamphlet on Rating liste the charscteristics of
effective reting. With considerable expansion end clarification the
characteristics are as follows:

(1) Bffective rating should involve some method which minimizes
the gsub jective judgment of the rating officer. This is a difficult
thing t0 do. Three approaches to the sgolution of this problem have
besn: |

(a2) to train all the rating officers to use a secale
the seme way:
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{v) to deseribe items to be measured in such detail
that rating officers have only to choose the most
adsquate description as & grading for the teacher;
and

(¢} to have more than one expert rating officer judge
a teacher.

In this way a more impersonal judgment should be the result, if it is
based on separate ratings. Evaluation devices should also be con-
structed so that they will successfully measure only the aspect of
teaching which they purpose to measure, (i.e.,they must possess valid-
ity.) These devices should aleo be so congiructed that no matter how
many persons use them on the same teacher, they will get the same re-
sult, (i.e., they must possess reliability.) It is possible to gauge
these two aspects statistically. Authors of evaluation devices should
never be satisfied with a deviece unless they can show that it has a
fairly high degree of both validity and reliability.

{2) Raters must do their best to remove any tensions between them-
selves and the teachers concerned.

(%) Where rating is 1o be used, it should be preceded by an in-
tensive campaign to educate teachers and public alike as to its worth
ag an aid for those helping teachers improve the calibre of their work.
The public is aware of the efficiency expert who seeks to improve a
business by first finding the weaknesses in it and then by suggesting
means for eliminating these weaknesses. Supervisory officers in educa-

tion must have some means of doing a similar job. Evaluating devices

provide one such means.
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(4) Anyone rating a teacher should be thoroughly acquainted with
the teacher®s work.

{5) Teachers should be rated on equivalent teaching loads of work.
Some teachers with a heavy programme of work cannot possgibly give as
much ettention to all phases of their work, as can others who carry a
much lighter teaching load. The rater must keep this in mind when he
mekes his judgmente.

(6) Teachers should be given positive guidance by their ratings.
Rating officers should start from the strong points of a teacher, and,
using these as & base, should stimulate the teacher to greater effort.
Where it is necessary, raters may have to guide teachers out of the
teaching profession entirely.

{(?) Fairness and honeaty should be displayed by all rating offi-
cers.

(8) Supporting evidence should always be availeble so that an
evaluating officer has something on which to base his opinions.

{9) Teachers should have something to do with the construction of
the rating scale which will be used later on them by the administrative
staff. Any other procedure is undemocratic and srouses hostility among
the professional staff. Furthermore, when teachers have been rated,
the administrative officer doing the rating should let the teacher see

the result.

iii, What Should be Evaluated?

At first glance the answer to this question appears to be
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quite simple. Teachers and teaching are the things that rating offi-
cers seek to evaluate. In the easrly days teachers and teaching wers
judged very simply. Today it is not such an easy matter. Important
in the pioneer days was the element of discipline, or control. A good
teacher was one who could make pupils behave themselves. If the pupils
learned to read orally, to write a legible hand, and to calculate simple
problems in arithmetie, mbst school boards were thoroughly satisfied.
If the teacher kept & tidy classroom, was tidy himself, and lived a
sober and morelly upright life, so much the better. In short, teachers
were judged by easily observeble standards which required no expert
opinion. In those days before curricula were standardized, teachers
made up their own progremmes. Therefore the quality of the schooling
depended entirely on the teacher. Children who were lucky enough to
have someone who had been thoroughly trained learned considerably more
than those who had poorly trained (possibly itinerant) teachers only.
Several things happened to education to disrupt this simple
picture. A new prophet named John Dewey challenged the ite&cher-centred
school. His gospel proclaimed that the school was for children, and
should be centred about them. This was a redical Ilnnovation. In the
light of this doctrine, curricula were examined and found to be sadly
deficient. They were composed largely of adult ideas, expressed in
adult terms. These curricula lacked any kind of uniformity. 4And so
the great movement to improve what was taught in the schools got its

start. About the same time men begen to use scientific methods of in-
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vestigation in education. Devices were comtrived to measure a child's
intelligence and many of his potentialities. Tests were derived and
standardized to measure ebilities and aptitudes of all children, no
metter where they were located geographieally.

Naturally these movements were organized by men devoted to
their work. Kach one in the true scientific spirit became a apecialist
in his own line. Thus the day of the omniscient sducator passed, and
the day of the specialist in education arrived. In this age of scienti-
fie inguiry, the symbol is the question merk. Research workers in edu-
cation are continually trying to find the answers to difficult questions.

While these movemenite were afoot in education, soclety was
undergoing enormous changes as well. The economy in Canada wes alter-
ing from a predominantly agrarian one to an industrial one. Population
shifte were from country to city. The family as & unit wasg in the pro-
cess of disintegration. Children were staying longer at school, be-
cause they were no longer needed to do chores eround the home. The
needs in education were no longer gatisfied by the three R's as a curri-
culum. It was rapidly becoming a technical age. To keep abrsast of it,
techniecal education had to be brought into the schools.

All of these changes have placed a heavier load on the schools.
Naturally much of this load falls on the shoulders of the teachers in
these schools. What constitutes an adequate job of teaching in a eity
school in 1984, will differ radically from the same task in the same
area fifty years ago.

Gonsider some of the changes. In the old days a youngster




went to school until he was needed on the farm, or until he could no
longer do the school work. Then he dropped out of sight and the teacher
sighed with relief at having lost one dunce who was getting rather large
for the seats in the clessroom. Today, jobs are harder to get, so he
saye at school. If he can't do the work he will have to be given special
attention.

In so many homes today both perents work. Thus children no
longer have the security and edviece which parents can provide. The
school is expected to provide counsel and comfort when problems arise.
Whether it is the job of the school or not doesn't matter. Most parents
of such families seem to think it is.

In the old days the school might put on one concert & ysar.
Today there are so meny extra-curricular activities in progress that
the teachers sometimes wonder if eny actual learning is going on at all,
In so many cases, however, such activities keep ocecupied childrén who
would otherwise have no place to go after school hours, and nothing to
do but get into trouble. |

Teachers may have been dignified indifiduals fifty years ago,
- too dignified to consider themselves as professionals. Today teach-
ing is regarded as a profession. As members of that profession, teach-
ers are expected 1o keep'up eertain standerds of training and growth
from year to year. This they do by extensive study on their own time.

Thus there are many thingse which make up & teacher, and which

constitute the teaching act. The list seems to grow longer each year.
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The task of deciding which things meke up the teaching act is one of

the main purposes of this thesis. For the problem of deciding what should

be evaluated is a difficult one whieh is not made any easier by the fact

that the role of the teacher is becoming larger and larger in society.

iv, Evaluation Devices

Barr, Burton, and Brueckner have prepared a list of devices
which can be used to observe the teacher et work. These are described
in gome detail. Unfortunately, there has not been adopted as yet a
uniform set of expressions which will describe a device used t0 ob-
gserve teachers and teaching. Consequently, no two auvthors will use
the same term to describe a similer deviece. Where necessary & deserip-
tion of the teechnique will be given. The list reads as follows:

I, OCheck Lists,

A. Question check-lists.
B, Activity check-lists.

II. Other Types of Records and Recording Devices.
A, Written records of various sorts.
1. Stenographie repdrts.
2. Diary records.
3. Anecdobal records.
B, Mechenical recording devices.
1, Time-recording devices,
8. Sound recording.
3. The =sound motion pieture.

0. Personal date records.

1. Records of training; institutional and
non-institutional.



%, Records of experience; professional and
non-professional.

3. Data relating to health, acedemic achieve-
ment, intelligence, emotional stability,
and general culbural backeround.

III. Reting Scales,
A, Point scales.
B, GQuality scales.
C., Diagnostic scales.
D. Graphic scales.
B. Humen scgles,
F. Conduct scales.
IV, Tests.
A, Growbth and achievement tests,
B, Intelligence tests.
C., Tests of teaching aptitude.
D, Tests of character, personality, etc.
V. Interviews, Questionnaires, and Inventories.

VI. Measgures of Pupil Growth.l

The two types of check lists mentioned are devices which have
useful functions. The question ceheck list consists of a series of
questions to be answered by the rating officef. The questions are
concerned with observable cheracteristics of the actions of a clasaroom
teacher. The rater will have his own way of answering the questions on
the form (cheek.marks, tyegh, "No%, etc.). Here is a partial example:

I. The Organization of the Réom for Work.
1. Attention to physical conditions.

(a) Are the pupils seated so that they get

‘ lBarr, Burton, and Breuckner, Supervision, (New York: Appleton,
Century, Croft Inc. 1947), p.342.




- 24 =

the best light available?

{b} Are such devices as are availeble utilized
to provide an sbundance of fresh air?

{¢) Is the heat in the room maintaine% at an
even and comfortable temperature?

The activity check list ies gquite gimilar but deals with the
actual teaching procese going on in the classroom:

Application of Drill Prineiples

I. A correct start followed by correct practice must be
insured. Speed must wait upon aceuracy.

{a) Is the teacher alert to see that all have
the correct response or reaction before
starting drill?

{b) Is she patient in eecuring accuracy from
all, rather than a high speed from a few?z

The written records involve the application of various devices
still ueed extensively. Persons observing teachers at work often keep
a8 diary of the lessong taught each day, and the progress made by the
teacher. Anecdotal records should be kept by supervisory officers as
a means of supporting any judgment which they may make of a teacher. It
is not good practice to astate, for example, that the teacher observed
has & good sense of humor. & report of incidents observed where the
characteristic is brought into play should be recorded. Stenographic
reports involve the actual copying down in shorthand of the conversa-~

tions oeceurring in the classroom during the progress of a lesson. Later

l3err and Burton, The Supervision of Instiruction, (New York:
D. Appleton and Company, 1926) p.122.

21bid, p.134.
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these mey be transeribed and typed and placed in the personal file of
the teacher.

Time recording devices such as stop watches and clocks can
be invaluable when the person judging the teacher wishes to find out
exactly how the minutes of a teaching day are spent. One of the ear-
liest uses of time analysis wes made by Breuckner in the study of read-
ing activities in certain schools of Minneapolis, in grades one to four.

Part of the analysis follows:

TABIE 1

AVERAGE NUMBER OF MINUTES A WEEK DEVOTED TO VARIOUS
READING ACTIVITIES IN GRADES I TO IV IN SEVEN
MINNEAPOLIS SCHOOLS*

Types of Activity Grade
I 11 IIT | IV

Pure phonetie drill to develop independ-
ence in word recognition 63 68 19 2

Word drills connected with daily reading
work for meaning and pronunciation 54 51 307 &0

Oral reading, books, blackboards, catds,
ete, 112 45 431 34

Sound recording is being used these days when magnetic tapes
can be managed so easily. If a tape is run in a classroom during a
lesson and then played back afterwards, it can be used to estimate the

worth of the teaching. OSome school systems have a two-way public ad-

l1pia., p.128.
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dress system which is controlled by the central office. Any room in
the school can be tuned in by the prinecipal. In this way he can super—
vize tpe work of his staff withoubt creating an artificisl situation in
a classroom which might arise from his presence in the room while the
lesson is going on.

Sound motion pictures are not used to measure criteria., It
would be a rather expensive procedure to meke a sound picture of each
teacher in action as a means of judging .his: teaching. Good educational
£ilms are published to illustrate good teaching hebits for puplil teach-
erse.

Personal data records are all invaluable and should be kept
in a file for each staff member. In this file will go all the records
of scholarship, training, activities both inside and outside of the
gechool system, results of other tests (intelligence, etec.). Modern
practice insists that each teacher's file be kept on a cumulative basis
go that the teacher's growth may be obgerved from the records.

The third group of devices on Barr, Burton, and Breuckner's
list is rating secales. The first type of scales which they mention are
point scales. (See Appendix, page 1754 Any scale which requires the
rater to give the characteristics a dsfinite numerical weighting, cen
be called a point scale. For example, school inspectors in the c¢ity of
Toronto are asked to grade public school teachers on four items: Be-
haviour Guidance, Instructional Skill, Contribution to Life of School,

and Professional Growth. The top rating is indicated by the number 1.
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The bottom rating ie indicated By the number 5.

Quality =cales require the observing officer to decide what
method of teaching is being used by the teacher (compulsion, motivation,
teacher prepération), The teacher is then rafed according to whichever
of the methods is being used. Provision is also made for a description
of methods in terms of unites of work. Since thie requires a detailed
desceription of at least three kinds of teaching for each unit of some
subject on & curriculum, the use of quality scales is decidedly restricted.

Diagnostic scales afe rating scales which leave nothing to chance.
Bach degree of a characteristic is described to help the rater classify
the teacher under observation. (See Appendix, page 177.) Here is part
of the scale from the Oakland Public Schools:

1. Character

Posgesses highest Possesmses good Possesses low
ideals ideals ideals

2. Personality

Winning Agreeable Unattractivel

The rater places a check mark in one of the ten spaces above
the diagnosis. This mark will indicate the estimate of the rater for
the particular characteristic under review.

Many point scales are combined to form graphie scales. Such
gcales are usuelly arranged so that the numbers or values are in a verti-
eal column on the left-hand edge of the peage. The quelities to be judged
are arranged in a horizontal row at either the top or the bottom of the

scaele card. If the rater now plots on the card the value for each quality,

;Reavis and Cooper, Og.eit;, P58,
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and joins the plots, he will have a graph or profile of the teacher.
A straight horizontal line will indicate that in the rater's opinion
the teacher has equal ability in all characteristics. If this line

rune from the middle number value straight across the page, it will

indicate an average teacher.

Human scales are devised somewhat as follows. The rater puis
down a list of twenty teachers he knows. Next he turns to the character-
istics to be rated. Suppose the first one is Vitality. This will have
several degrees such as : Very Superior, Superior, Average, Inferior,
and Very Inferior. In the space next to Very Superior the rater writes
the name of the teacher on the list of twenty names, who has this quality
$0 a marked degres. Then he writes down in the space next to Very In-
Perior the name of the teacher on the list of twenty who has very little
of the quelity of Vitality. This procedure is continued for the remain-
der of the ratings. The rating official now will have & human scale
whiech he can use as a standard for judging the characteristic of Vitality.
The seme procedure is followed for each item %o be judged. When all the
items have béen given & human scale rating, the rater can use the card
to appraise new teacherg under his supervision.

Gonducf scales are used to rate teachers either by their own
behaviour patterns, or by the patterns of the children under their in-
struction. A partial éxample where teachers are judged by pupils® be-~
haviour reads thus:

VI. Ethical Self-Control in Situations Socially Significant.

Genersl definition: Inhibition of actions which
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would interfere with carrying forward the pur-
poses of social groups.

Definition of standard: Inhibition in the clasge-
room, and other group units of the school, of
conduct interfering with carrying forward educative
activity.

Conerete acts:

1. Obeys requests promptly and cheerfully.

&, Obeys the rules of the echool.

3. Enters the room and leaves the room
quietly and ineconspicuously, especially
during school hours.

4, Avoides coughing or spitting in public,

5, Does not "delay the game".

6. Does not intrude on another's privacy or
take his time unjustly. «

The rating officer has quite a few similar situations to ap-~
praise. Xach one is usually given & weighted value of so many points.
The sum of all the weightings will represent the rating officer's
opinion of the teacher.

The next group of devices mentioned in Barr, Burton, and
Breuckner's list for studying teachers is tests. Meny types of tests
have been devised for studylng the various abilities of the‘teacher.
These can be clasgified into: a) teste of teaching ebility; b) tests
of professional information; e¢) teste of classroom procedure; 4)
tests of social behaviour; e) tests of attitudes; f) tests of per-
gonality; g) tests of mental eapacity; end h) tests of advanced
sub ject matter. Some of these have proven to be quite reliable. In

fact few would question the reliability of the standardized tests

1garr and Burton, Op. eit., p.485.
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that are used to measure mental eapacity. So many of these tests beccme
1imited when one attempts to use the results obtained from them to pre-
diet teaching ability. One camnot say that because a teacher received a
high score in the test for mental capacity, it naturally follows that he
will be an dutstanding teacher. There is no doubt that this is one of
the factors which would be helpful to anyone who is & teacher. Apparently,
however, it is only omne factor of many which make up & succeasful teacher.
Besides the tests for mental sbility, tests in three other fields
seem to have been used extensively. These are: tests of teaching ability,
tests of classroom procedure, and tests of personality. In the field of
teaching ability, the Bathurst-Knight-Ruch test, the Stenford Educational
Aptitude Test, and the Coxe-Orleans test have been used extensively.
These deal with such items as the theory of teaching (as in the Bathurst-
Knight-Rueh test);

THEORY AND PRACTICE OF TEACHING

1. Courtis is the author of & well-known test in arithmetie ...T F
2, The Stanford=Binet test is often used to measure general
achool accomplishmentessccocosccoocoscssesoscccoossossosssscol I

3. The mental attitude of a pupil has little to do with 1
effieient Work..o...000.00.0..'.l.o0.000QQQO0.0QDQ.GOOOOQOOOT F

or with discipline case problems (aes in the Stanford Aptitude test);
MAlternatives (select one)s

A, Tell him (or them) how bed the act is.

B, Do nothing.

C. Administer corporal punishment.

D, Rebuke him (or them) before the class.

E. Deprive him (or them) of certain class privileges.
F. Agk him {or them) to promise to do better.

lBarr, Burton, and Breuckner, Supervisgion, {New York: Appleton
Century Co., 1938) Pe46l.
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Degrees of Certainty:

1. Very certain.

2. Fairly certain.
3. Rather uncertain.
4, Very uncertain.

Case 1, First-grade girl. Persists in writing her name
with yellow crayon across her desk during drawing
lesson every day. 1
Alternative: AB C D E F. Certainty: 1 234 .o o o
The tests on classroom procedure set out a series of situations
and ask the person doing the test to pick the best procedure for each
gituation. Tests have beeﬁ expanded to include the various subject
fields of the curriculum.
One of the best known tests for personality is= the Morris
Trait Index L. (See Appendix, pagel?6) This test is self-applied,
with no time limit. It ie divided into five sections. The first sec-
tion deals with a series of actionse which require the person téking the
test to indicate his attitude toward each one. This he will do in terms
of likes and dislikes. The second section gives a series of probable
teacher comments to different types of pupils (e.g., bright ones, dull
ones, etec.). Persons taking the test are asked to decide to whom they
would direct each femark of a list of fourteen. Section three describes
a geries of actions which take place in classrooms and around any normal
school. The person taking the test is asked to describe how he (or she)

would react to each one. (Would they find it amusing embarrassing, etc.)

Section four requires the opinion of the person taking the test on a

l1bia, p.462.
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series of actions>based on human behaviour. They express their opinions
in terms such as, "always true", “Yusually true", "rarely true", etc. A
portion of section five is reproduced as a means of deseription:

For each of the following seven situations place & cross (X)
in whichever one of the six parentheses would represent your
moet natural attitude.

I. If a teacher mentioned reviewing work every two weeks
which idea would probably oceur to you?

1. ( ) The only way I know to review is just to
go over the work again.

2. ( ) For review it is interesting to have mem-
bers of the elass question each other.

3. { ) Repetition is essential to learning.

4, { ) Usually I leern something new when I review.
5, { } I like frequent chances to go_over work.

6. ( ) Repetition is tediouse . o » 1

Sometimes the best way to- find out about a teacher is to in-
terview him.. Most school systems have some form of interview with pro-

gpective teachers before they hire them. Here is a portion of such a form:

SCHOOL DISTRICT OF THE CITY OF

REPORT OF INTERVIEW

Name of applicant .c.cscecesccvecscnssccosscnces

Date CEN NN EERENENENEFNENENEEEIEREN N ]

PERSONALITY
I Highest.oosey Higheooooi Middleeeceo) LOWooooo) LOWOEBtoo ooy
1. Personsl appearance:
NeatnegSecoooj Attractivenesscceo.; Proper attiresccso;
Posturecces o}

2, Voice: , 5
Ton€oecoso) PitcCheoeso; Rate of speecCheccsof

, 151izebeth H. Morris, Morris Trait Index L (Bloomington: Publiec
Sehool Publishing Coe) De6.

 PReavis and Cooper, Op. eit., pe50.
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The form also deals’with Mental Heslth and Use of the English
Language. The interviewing officer is required to rate the candidate
on these three fields. Space is provided to check any factors (Neatness,
ete.) in which the epplieant is deficient. The interviewing officer is
also asked t0 underline the factors in which the applicant excels.

Questionnaires are often used to get information from teachers
when interviews are impractical or impossible. During the Reavis self-
directed survey of Winnipeg schools the questionnaire was used extensively
to get teachers' views on variousz matters pertaining to the educational
gystem. Interviews would have accomplished the same thing, but would
have been too slow and too costly.

Inventories or lists of activities associated with the teach-
ipg act are often used by training colleges to find out what the various
teachers in training are doing to assest themselves in their training.

~ Such listes also help to give teachers or prospective teachers some ideas
ag to the type of activities they should be taking part in to improve
their status in the profession.

Pupil growth ie mentioned last in the list of Barr, Burton,
and Breuckner. Many yearz2 ago McCall stated the case for the measure-
ment of teaching successg in terms of this growth:

1. The pupil ies the centre of gravity or sun of the eduece-
tional system. Teachers are satellites of this sun. . .

2, All the paraphernalia of education exist for just ome
purpose, to make desirable changes in pupils,

3. The worth of the paraphernalia can be measured in just
one way, by determining how many desirable changes they
make in pupils.
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4, Henece the only just basis for geleeting and pro-
moting teachere is the changes made in pupils.. . »

He further pointed out that teachers were selected and promoted
usually on their personal attributes, but at that time (more than thirty
years ago) no one had succeeded in demonstrating that there was any re-
lationship between desirable changes in pupils and these attributes.
What MeCall stated thirty years ago applies to a large extent even today.

The construction of tests which will measure desirable pupil
change has been the work of meny prominent educators for the past genera-
tion. Consequently, there are meny stendardized group or individual
tegtes whieh ars used to measure pupil growth. HIany are reliable, i.e.
they measure consistently whet they are supposed to measure. Most of
these teste are objective in that the marking of them does not require
any subjective judgment of the seorer. The main difficulty with =o
many of these tests is that they measure only certain aspects of a sub-
ject:

Even though the individual (or group) tests meet

standards of reliability or validity. . .they may not
measure the whole product which is aimed at in the sub-
ject. Consider for example, & test in mathemeties which
measures only certain skills. The objectives of that
course may state that the course aims to develop atti-
tudes, knowledges and skills, as well as power to use

these abilities in problem situations.

Usually this can be partly solved by using a battery of tests

1William.A. McCall, How to Measure in BEducation (New York: The
Maclillan Co., 1922} p. 150,

2Department of Supervisors, Scientific Method in Supervisory
Programmes (New York: Columbia University, 1934), p.75.
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so that all aspects of a subject are completely covered. Unfortunately,
no battery of tests will cover all of the fields of productivity which
a teacher may cultivate in children under his insitruction.

In certain limited tests of sbility (spelling, reading, writing,
etc.) improvement in pupil growth can be accurately messured. But growth
in character, personality, interest in a subject, manners, ete., cannot
be meagured by a standardized test. And yet all of these are desirable
pupil growths. Perhaps Reavis and Cooper have stated the only possible
answer, "A more acceptable view of the metter would sesem to be the accept-
ance of pupil results, carefully measured, as partial indicators of teach-

ing effectiveness,”l

ve What Teachers Think of Evaluation or Reting

In their discuseion pamphlet on Teacher Rating, the N.E.A.
reproduce a table from one of their earlier research bulletins which
gives some idea of the teacher's reaction to efficiency rating. This
table, reduced somewhat to conform to the size of thie pesper, appears
on the following page, headed Table 2.

Apparently the great majority are in favour of some system of
evaluation of teaching efficiency. The most satisfied group are those
who are rated in their school systems as either "satisfactory", or "un-
satigfactory™. Those who are not rated at all will naturally look ﬁpon
this deviee with some suspicion. This applies only to the United States,

gince no such table existe for Canada.

( ;Reavis and Cooper, Op.cit., p.10l.
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TABLE 2

L 1
SHOULD TEACHERS BE GIVEN EFFICIENCY RATINGS?

———

Reporting group

o meman e

Percent of teachers indicating

each opinion

Those ﬁ No

All Other
rated on trial ] rating | opinions
annually | rated at all
From cities with comparstive
rating seale and several
levels of efficiency 64% 28% 4% 4%
From cities with "unsatis-
factory" or “setisfactoryt - )
ratings 68% 23% 6% 3%
From cities with ratings on
several qualitie= but no A ’
single comparative score B51% 7% 11% 1%
From cities where no ratings
are given 43% 37% 18% 2%
All urban teschers 60% 29% 8% 3%
Rural teachers ,% 70% 17% 4 11% 2%

Baged on replies of 4005 urban classroom teachers and 732 rural class-
room teachers. Reported in the N.E.A. Regsearch Bulletin, "The Teacher

Looks et Personnel Administration,®

December 1945, p.l1l05.

i,

Conelugiong

The following arguments in favour of some system of teacher

lyational Education Association, Op.cit., p.19.
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evaluation were presented:

1.

Promotions and salary increases should be given to teachers

on the basig of ability.

Ze
3e
4.
Sa
6o
7.

8.

practice
1.
2o

3e

Promotion requires some means of judging teachers.

Teaching abilities of those on probation need measuring.
A system of merit rating for’salaries is on the increass.
Self-evaluation should be encouraged.
Accumulated evidence prevents unfair treatment.
The public wish the gquality of the teaching staff assessed.
Children need protection from weak teachers.

The following arguments were presented in opposition to the
of teacher evaluation:

There has been & decline in the general uge of reting devices.
Evaluation of a teacher is often made by only one person.

Teaching consists of too many factors which have not yet been

adequately measured by eny means.

4,

Criticiem of teachers by rating officers rajises a barrier be-

tween these two groups.

5. Teachers often take criticism of their teaching as personal
eriticiam.
6., Bvaluation devices are often constructed by @dministrative

officers who have lost touch with the classroom situation.

Thege different arguments against & system of teacher evalua-

tion were refuted as follows:
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Ttem 1. The decline in the use of teacher evaluation devices is
probably due to poor rating practices.

Items 2, 4, and 5 are not condemnations of rating, but of poor
rating practices.

The finsl fault in Item 6 can be corrected by the adminigtrators
themselves.

Item 3. No one will deny that at present there are no mesns for
aceurately measuring meny of the factors associated with teaching. How=
ever, if & personal file is kept on each teacher containing a record of
all of the teacher's activities, it should help evaluating officers fo
judge the teacher as a complete person.

Thus the arguments for teaéher evaluation outweigh those op-
posed to it. Therefore it is a desirable practice ih education when
carried out effectively. Evidence was provided to show that teachers
in the United States support this view.

- Figures, however, indicate that formal evalustion of teachers
ig on the wane in educational systems in the United .States. In meny
places where it hees been attempted, evaluation has been discarded ag an
ineffective device. A review of the criticisms of evaluvation will re-
veal why. Bach criticism pointe out a fault or series of faults which
have defeated the attempt to use evaluation in an educationsl system.

For evaluation to be effective, certain basic principles must
be followed. If they are not, the rating system will fail. Here are

a few in review:
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(1) Before rating is to be tried, teachers and public must be edu-
cated ag to its worth. Past experience has shown that an evaluation
programme cannot be foreced on an educational system. This is especially
true if its purpose is not understood by all those in the system.

{2) When a rating system is to be established, teachers should be
given a part in preparing the devices which will be used for evaluation.
If this is not done, a feeling of hostility can easily be arocused be-
tween administrators and teachers which will doom the plan to Pailure.

(3) The measure t0 be used on a phase of teaching should be as ob=
jective, valid, and relisble as those setting it up cen make it. These
are difficult standards to achieve. In effect, the device must depend
on personel opinion as little &8 possible; it must actually measure
whet it is supposed to messure, and not something else; and no metter
how meny use the device, for the same teacher they should all get the
game result.‘ This means that several assessors may be necessary to get
an aceurate judgment of a teacher.

Since evaluation ig implemented by principale and other adminie-
trative officers; mueh of the suceess of such a programme depends on them,
There are certain precepts which they can follow to make their part in
the scheme effective.

First, they must try to be as friendly as possible towards
those whom they must rate. This will make the task much easier. Second-
ly, they should adopt a helpful and encouraging attitude by starting

with the strong points of @& teacher. This will help teachers to over=-
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come weaknesses without loging self-confidence. Thirdly, they should
never try rating someone on work which they 4o not know thoroughly them-
selves, If they do, teachers will feel that they are being subjected
$0 an unfair criticism. Fourthly, they must be as honest about the
rating as posgible. Rating officers who tell & teacher one thing, and
report somebhing else to their own superiors are defeating the purpose
of rating. The main purpose of evaluation should be to obtain informa-
tion on a teacher which will enable the administrative staff (if neces-
sary) to set up a remedial programme for improving the calibre of the
teacher’s work. Teachers must be given a true picturs of their abilities
and deficiencies. ZFifthly, due account should always be taken of the
actual teaching load when judging teachers. Some may have a much heavier
teaching progremme than others., Thus they may not be able $0 do as
thorough & job in particular subject fields as others with a lighter load.
Last, and possibly most important of éll, no judgment should be made of
any teacher without supporting evidenée° To get this evidence the rating
officer mey have to spend a considerable time in a teacher's classroom.
This will preclude eny hasty opinions being formed without a firm basis
of fact.

The matter of what should be evaluated ig the object of this
entire study. At this juncture evidence has been brought forward to
show that the teaching task has changed considerably in the last fifty
years. What was expected of a teacher in the early days will not suffice

today. The teacher is expected to do more than teach in a classroom from



nine to four. These added duties have made the task of dsciding what
should be evaluated a very difficult one indeed. Methods of attacking
this problem will be deseribed in later chapters.

Evaluation devices are of two kinds: (1) those which are
used direetly in the classroom to judge teachers and their teaching;
(2) those which are used anywhere to judge teachers and their capabili=-
ties indirectly. Among the former are: check lists and rating scales,
stenographic reports, diaries, anecdotal records, recording devices,
and measures of accomplishment asfter exposure to learning situations.
Among the latter sre: interviews, various devices to determine char-
acteristics and capebilities of teachers, and all data relating to
training, experience, health, background, etc. Both types of evidence
are reguired to give administrators a complete picture of teachers on
their staffe. This will enable them to make wise decisions concerning
teacher appointment and disposal.

Deseriptions of so many devices require a considerable amount
of spﬁce. Some of these techniques are described in much grester detall
than others. This is true of check lists and rating scales, which are
used more widely than other devices for teacher'evalﬁation. It is also
true of testing programmes for teachers and pupils. These are not only
widely used devices for evaluation, they also represent the attempt to

develop scientific means for teacher evaluation. Thus it will be seen

that the problems of teacher evaluation are very complex, and no easy

solutionvis available.



CHAPTER III

A CHRONOLOGICAL SURVEY OF SELECTED STUDIES ON
TEACHER EVALUATION CRITERIA
Introduction

The purpose of this chapter is to review some of the methods
used to determine those qualitiees of teachers and teaching which should
be in an evaluwation scheme. The survey covers the years 1989 to 1949,
and considers only that material which was procurable, for some of the
gource material on the subject has gone out of print. It is felt, how-
ever, the material surveyed gives an adeguate picture of the researech
done in teacher eveluation eriteria. The studies surveyed are as fol-
lows:

1. Mead's summery of studies on qualities of merit in teachers
up $il11l 1939, and his own cheeck-list study on quelities of merit in
good and poor teachers.

2, Hart's attempt to determine effective teachers® qualities by
canvassing pupil opinion presented & new approach to thé problem. For
this reason it ig included. The book containing the original study
was not available, but many excellent descriptions were available, and
thege were gathered together to deseribe Hart's approach.

3. The Commonwealith Teacher Training Study was availeble in toto.
The Pirst part of this study deals with the gualities which are to be

found in good teachers. Their methoﬁ of determining this and their
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conclusions will be reproduced.

4, Young's analysis of rating scales used by cities in the United
States to discover what qualities were considered when rating teachers,
i= another study on the same subject. In the study there is a detailed
description of rating scales. This has already been discussed in Chap-
ter II, so wae not included in this part of the study.

5. A large number of tests have been used on both teachers and
pupils to see if the gualities desired in teachers could be measured
this way. One of these statistical studies is reported, - that of Barr
and his associates on some of the schools in Wisconsgin., This method
represents another attempt to determine qualities of teacher suceess,
and deserves mention.

6. DBaxter noticed that there were a lot of activities which went
on in a classroom between teachers and their pupils. She decided that
teaching qualities could be determined in part by observing this inter-
play of characters. These relationships, Baxter noticed, could be
grouped under definite headings for purposes of evaluation of teachers,
This study will be reported as another aspect of evaluation.

7. Part of the study made on teacher :education in the state of
Michigan dealt with teacher evaluation. The recommendationg of the
committee on this matter are included in the study. They represent
the co-operative findings of the teachers and educative officers in the
state. Their "list of competencies® wasg considersd to be a definite
contribution to the study of teacher evaiuation eriteria.

8. The only Manitoba effort available was the work of the com-
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mittee on Teacher Evalustion during the Reavis survey of the Winnipeg
schools., This involved the soliciting of teacher opinion on evalua-
tion, by means of a questionnaire. It was included because it is a
local effort, and the results of the study are felt by all members on
the Winnipeg staff who are evaluated,

©, Beecher's approach to the problem of teacher evaluation eri-
teria was not a new one, but it represented a bringing together of all
the studies conceraing pupils’ opinions of desirable criteria in teach-
ers. From these he set up his own standard for teacher evaluation,
This reading was introduced because it represented a modern approach
to evalvation in terms of behaviour of teachers toward pupils.

The value of these studies will be summarized at.the end of

the chapter bubt some interim conclusions follow most studies presented.

The Studies

Up to the year 1929 Mead informs us the research on good and

poor teachers had been carried on in one of these five ways: 1) judg-

mente of pupils as to qualities of teachers by whom they had been taught;

2) judgments of school officers concerning the teachers whom they had
supervised; 3) qualities of teachers analyzed from lists set up by
placement bureaus; 4) problems and difficulties encouhtered by teachers
themselves ag a meansvof identifying &esirable teachers; eand 5) vearious
other studies representing a combination of one or more of the above ap-
proaches to the problem.

The first three of thege approaches are recorded in this arti-

cle by means of descriptions of some of the studies carried on by earlier
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inveatigators. Xraty, Bird, Davis, Book, and Enight all published
studies based on the opinions of pupils concerning their teachers.

The youngest school group whose opinion wae solicited was from a Grade
2 level (in Xratz's study). The oldest group was from Normal School
girle (in Bird's study). The numbers involved in these studies ranged
from 600 to well over 13,000 students.

Of Enight's study Mead reports:

Pupils wrote on a sheet of paper the names of all the
teachers they hed ever hed. They were then instructed to
select the best one from the group, then the next best, and
g0 on in descending order. Pupile in the seventh and eighth
grades and in the high school made the judgmente, XKnight
thus secured a general merit rating of teachers.

Reudiger and Strayer working together set up a quality list
from the suggestions of some 26 principals and supervisors. Clapp elso
get up a list of ten qualities from the same type of source. This list
was then used by superintendents and principals to rate their best
teachers.

Ogburn secured blanks from appointment bureaus or committess
of over 100 institutions (including normal schools.and university bu-
reaus)., From this, a list of twelve gualities was developed.

The results of these eight investigations are summsrized in
tebular form on page 46. Forty-four gqualities are mentioned in the

eight studies. The studies themeelves span from 1896 (Kratz), to 1935

(Knight). It is difficult to find very much agreement, particularly

;A. Re Mead, "Qualitles of Merit in Good and Poor Teachers,"
p : XX (November, 1929, p.24l.
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concerning ranking. XKindness or Sympathy is the only quality'given the
same rank by more than two investigators. It is ranked firet in order
of merit in three out of the four studies in which it is mentioned.

Poggibly the only noticeable agreement is in some of the quali-
ties chosen. There are eight qualities which occur in at least four of
the studies. These are: Personal Appearance, Sociability, Neatness,
Kindness or Sympathy, Fairness, Preparation, Ability to Hold Interest,
and Knowledge of the Subject. Therefore one may azsume that at least
half the investigators agree on the choosing of these &s qualities of
merit. They do not agree on how these should be ranked.

Mead and his assoeiastes, using these sarlier works as a base,
construeted a check-list of qualities which they felt should be found
in good teachers. One hundred and fifty-eight items appeared on this
list. These were divided into five areas: items of technique or method,
items of scholarship, items of profesgional interest, items of community
relations, and personal quelities.

Forty items are listed under technique or methods. These in=-
clude: daily lesson preparation, drill,review, questioning, use of tests
and examinations, care of supplies, etc. GQualities of scholarship con-
tains fourteen items, and items of professionel interest has twenty-four.
Personal qualities contains a list of sixty-four items. (See Teble 4
on page 48 for the list of these qualities.)

To determine if these qualities were agasociated with good
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TABIE 4

LIST OF TEACHER QUALITIES USED BY MEADI

1. Cleanliness in person and habits 33. Tactfulness

2. Co=-operation 34, Vigor
3. Courage 35, Vivacity
4. Decision 36. Voice
5. Enthusiasm 37, Address
6, Expreseive countenance 38, Appearance
7. Good follower 39, Good mental and physical health
8., Good loser 40, Sense of justice
9, Good mixer 41, Power
10, Idealism ' 48, Taste
11, Industry 43. Judicial sense
12. Initiative 44, Love
13. Intelligence 45, Effort
1l4. Leaderchip 46, ZXindness
14a. Open-mindedness 47, Self-reliance
15, Loyalty 48, Self-confidence
16, Manner 49, Promptness
17. Modesty 50, Faith
18. Neatness 51, Patience
19. Optimism 58, Friendehip
20. Persistence 53. Interest in others
21, Personality likesble 54, Politenessg
28, Poise and carriage 55, Cheerfulness
2%, Presence commanding attention 56. Firmness
24, Relisbility 57, Vitality
25. Reserve and dignity 58, Fairness
26, Adaptability 60, Integrity
87, Alertness 61, Self-control
28, Sense of order 68. Resourcefulness
29. Sense of humor 63, Good nature
30. Sensitive to social proprieties 64. Reverence
%2. Sympathy '

teaschers, check lists were distributed to prineipals, superintendents and
gupervisors. These people were asked to use these check lists on the best

teacher they had under their supervision, and also on the worst teacher

11bid, pp. 257, 258. ,
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they supervised. The actual cheeking was to be done from memory, not
by observation. It was felt that whatever ceould be remembered»about
& teacher some time after observation would be a more positive record.

Each of the items was to be cheeked iﬁ one of thres wayé.
If, in the opinion of the supervisory officer, the item was a promin-
ent factor in a teacher's work, it was checked with a " # " mark, If
the item could be identified as belonging to a teacher, but was not
prominent, it was checked with a " = " mark. If the item was con-
gidered to be absent, it was to be checked with a ® n ¥ mark. ILists
were completed for a total of 130 teachers, from elementary schools,
high schools, and miscellaneous sources. Only 21 of these were clagsiw
fied ag poor teachers. It is obvious then that some of the so-ealled
" woret teachers were not considered to be poor teachers.

One small group actually completed the check-lists by inter-
viewing supervisory officers. HEach opinion that the offig@r.made hed
to be supported by concrete evidence from a teacher's aetions,., Check-
lists for nine teachers were completed this way. The data obtained
from the area Items of Community Relations will be reproduced to show
how information was handled. The term, "Misec.I", refers to the nine
check-lists done by interviewing the supervisory officers concerning

the teachers being appraised. "PY designates the poor teachers,
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TABLE 5

RELATION OF THE TEACHER TO THE COMMUNITY

1

Relation Types of teachers with these
relations outstanding
Elem. HOSQ M:isc. NIiECaI P
1. Adjuetment to board and room .. x x x b4
2+ Courtesy to patrons scovecssccces x z x z
3. Willingness to co-operate
with Patrons csescceccccesscocs x X x x X
4. Understanding of poliey of
gchool towards its community . X X x x
5. Participation in community
getivities cevcccscosccoccnce x X x X
6, Harmonizing with best moral
8tandards ccccccoesccocessscoe X x x
7. Hermonizing with best social
8tandards escvssccoccovssscccos X X X X
8. Use of tact in loecel politieal
MALHETE cecocsccoscossssscnose x
9. Use of tact in local religious
MAEEOTS cvovvcsccscossscossone X X
10. Use of tact in relation to
gOSSip 0000000000000 00060060000 @ X X X X
11, Diseretion in conversation
with patrons ccccesceccosceses x x X X
18, Avoidance of arousing anta-
gonism by other cause than
those sbove 0000800000000 0000Q b 1 X X X X
13. Ahility to speak befors
community audiences scscccosoe x
14. Business relations cececceccoccocs X x x
15, Co-operative work with local
1ibraries ccecosccscsccccccscsae X X
16, Participation in community
TOlreations ccccccccoccscscsse
40 3 20 30 9 21
10 §_10 14 11 5

NOTE: Among 40 elementary teachers, 10 relations are outetanding; among
30 high-school teachers 10 ralations are outstanding, etc.

vid, p.256.



- 51 =

From the table, it will bs seen that among the poor teachers there were
fewer qualities of merit which were outstanding. Only five relations
with the community were outstanding among the twenty~-one poor teachers,
Similar resulte were obtained in the other four arsas analyzed. Poor
teachers were outstanding in only four items from the forty listed.under
methods. Three of these involved matters of routine management . Under
qualities of scholarship poor teacheré were outstanding in two items (out
of fourteen): generasl information about the local community, and know-
ledge of the rules and regulations of their own school systems. A similer
pattern appeared in the area of professional interest. Of the twenty-four
iteme listed, poor teachers were reported to be strong in only three of
them.

Thus it wae found that almost all of the qualities of merit
were outgtanding in teachers who were considered to be good by their
supervisory officers. It was also found that very few of the qualities
of merit were considered to be outstanding in teachers whom the super-

visory officers judged to be poor. The conclusion which naturally fol-

lowed wag that a good teacher would have more of these 158 qualities of
merit to an outstanding degree, than would a poor teacher. Thersfore
the constructed check-list did contain qualitles of merit whieh would
be outstending in good teachers. These qualities or eriteria could be
used as a basis for teacher evaluation.

The next study, by Hart, involved the method of pupil judgment
of teacher gqualities, mentioned by Mead. Hart's study was included because

it afforded the most detailed description of this method.
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Hart gent & guestionnaire to some 10,000 high school seniors

in sixty-six high schools scattered throughout the United States. The
questionnaire contained these qQueries:

1. Considering all of the teachers you have had in high
gehool think of the one you have liked best and, without
mentioning the teacher‘’s name write down in the space
below as accurately 8s you can your reason for liking
this teacher best. Call this teacher, "Teacher A, Note
that this is to be the teacher you like best, not neces-
garily the best teacher. {(Space is provided for an ade-
quate response.)

2. Now think of the one you have liked least of all, and
write down as aceurately &s you can reagong for not lik-
ing this teacher. Call this teacher, "Teacher Z".

(Space is provided for response.)

3. Wag the teacher you like best also the best teacher;
that is, the one who taught you most effectively?
Was "Teacher Z" the best teacher?

4, If neither "Teacher A" nor ®Teacher Z" wag the best
teacher you have had, write down as clearly as you can
just how your best teacher differed from "Teacher A",
Call this teacher, "Teacher H". "“Teacher H" differed
from "Teacher A" in the followihg ways: (Space is
provided for response.)

5. Counting all the teachers you are now having work with:

a) How many are more like “TeacherA' than "Teacher Z"?
b) How maeny are more like ®Teacher Z" than "Teacher M%

Total L
In ell there were 3,785 high echool seniors who replied to the
questionnaire. The responses to the first two questions are given in
tabular form (see Table 6, page 53). There were forty-three different
reasons given for liking teacher A best and thirty reésons given for

liking teacher Z least. The results can be combined to show the most

learr,‘Burton, and Brueckner, Op.cit., pp.362, 363,
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TABIE 6

SOME REASONS FOR LIKING "TRACHER A" BEST, AND FOR LIKING "

CHER

Z" LEAST, BASED ON RESPONSES TO HART'S QDESTIONNAIRE]'

Teacher A

Teacher 2

1.

2.
5.
4,
5.
6o
7o
8.

9,

10.
11.

12,

13.
14.

15.

Helpful with work, explains
clearly

Cheerful

Companionsgble

Interested in pupils

Makes work interesting
Commends respect

Impartial

Not eross, grouchy, sarcastiec

We learned the subject

Pleasing personslity
Patient, kind, sympathetic

Fair in marking, grading
tests

Fair and squere

Work must be done promptly
and properly

Courteous to class

1.

2.
So
4.
Se
6,
7.
8.

9,

10.
11.

12.

13.
14.

15,

Cross, crabby, loses temper

Not helpful with work

Partial, has pets

Superior, aloef, haughty

Mean, unreasoneble

Unfeir in merking and grading
Inconsiderate of pupil&® feelings
Not interested in pupils, does
not understand them
Unreasonable assignments and
homework

Does not command respect

Does not stick to subject, talks
too0 much

We did not learn what we were
supposged to

Dull, stupid, uwninteresting

Too old

Not fair and square in pupil
dealings

gignificant reasons given by these high school pupils for their likes and

dislikes.

pupils, in order of rank.

The reasons given in Table 6 are the first fifteen given by the

The table shows that lack of the gualities which made teacher

A likeeble were the main cause for disliking teacher Z. Therefore qualities

listed under teacher A could be taken as eriteria for successful teaching, -

et least from the viewpoint of high school students. Each of these likeable

Y1vid., pp.363,364.
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qualities desecribed the behaviour of teachers in the classroom. Hart 3id
not show that pupils can be pretty aceurate judges of teachers. This was
done by later investigators. (See page84). However, this gtudy presented
a challenge to téachers which has not dimished with the pasging of time.
It also gives us a set of evaluation eriteria for teachers based on their
behaviour in the classroom. Beeeherl gives a few of the responses sent in
to Hart's questionnaire by pupils. It might be a good idea to reproduce
gome of them here:
I liked teacher A best because he knew exactly what he

was doing all the time. He very seldom made mistekes and was

always considerate in anything being discussed. He had com-

Plete control over his pupils, yet everyone liked him. IPf a

pupil asked him & question he would answer it fully and ex-

plain everything, if he thought the pupil was interested. He

had much patience with the pupils and no one wag afraid to

ask him anything - he was more of a "pal'" than a "bose". He

was very fair in grading students and no one ever cc:mplainedo2

In contrast to this we have one account of a teacher %:

Teacher Z lectured all the time like a phonogreph record.
Couldn't keep order in the classroom. We could put anything
over on him; even meke him believe that he hadn't given us
an assignment. He was high-hat. Called on certain few gll
the time. When something funny heppened, he would make funny
faces to keep from laughing. Why couldn®t he laugh?

One example should be given of a teacher H, who was supposed
to represent the best teacher the student had, if Teacher A did not P£ill

that capacity. Here it is:

1Dwight E. Beecher, The Evaluation of Teaching (Syracuse:
Syracuse University Press, 1949) p.57.

2Ipid., p.58

3Ibid., p.60
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She does not make me feel uncomfortable in her classes and
at all times I feel free to express my own ideas and to ask
questions. I also like very much the way she speaks to me in
the corridors. No matter how big of a hurry she is in she al-
ways has time to speak. She seems more of a pal to me than a
teacher. She_is not easy in her grading, She has good order
in her class.

Hart's study actually had 1,000 of these responses printed
in the report itself. Once again, one is struck by the shrewd insight
of the pupils concerned. It should be explained that the identity of
pupile and teachers was kept secret, so that all judgments were made
in strictest confidence.

Turning from Hart's study of teacher qualities, we next come
t0 the Commonwealth Teacher Training Study. This was a highly organized,
thoroughly financed, project to determine (in part) the traits most
esgential for success in teaching the various grade levels.

The Commonwealth Teacher-Training Study set out a master list
of teachersg' traits. Ninety-seven different people were interviewed
to discover what they believed to be the traits most essential for suc-
ecas in teaching the various grade levelg in different types of communi-
ties. Included in this large group of people were: administrators (41),
teachers (27), parents (14), pupils (10), representatives of teacher
agencies (3), professors of education (2). In the interview those being
questioned were asked to give examples of the trait as expressed by
activities which teachers would exhibit. From this, 8,800 actions in-

dicating the possession of traits were obtained. Teacher levels in-

cluded: High school (both junior end senior), Intermediate (Grades three

I Ipid.,p.59
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to six), Primary (Eindergarten to grade two), and Rural schools. Here
ie the question list on high school teachers:

1. What are the important qualities that a high school
teacher should possess? How are they shown?

2. (a) Think of the best teacher smong all the high school
teachers you have ever known. Why is he or she the
best teacher?

(b) Did he (or she) have any bad qualities? What were bthey?

3. {(a) Think of the poorest teacher you have known among your
co-workers. Why was he or she so poor?

(b) Did he (or she) have any good gualities?

4, Can you mention any traits that succegsful teachers need
in high school more than in grade school work?

5, In respect to what personal traits do success{ul women
teachers differ from successful men teachers?

Twenty-one judges “translated® the 2,800 actions into traits.
The meanings of traits were then defined by taking four different dice
tionaries (New Standard, Webster's International, Oxford, and Century),
and using the definition agree& upon by any three of the four. When
this was completed there were 83 traits defined. Such a number would
be rather impractical for ordinary use. A special staff was asked to
combine as many of these traits with eimilar meanings as they could.
This operation (known as "telescoping") was carried out with the idea
that about 85 would be a sufficiently large number of traits to be

handled by teacher-training institutes.

IW. W. Charters and Douglas Waples, The Commonwealth Teacher-
Training Study, (Chicago: The Univergity of Ghicago Presg, 1929) ppa54
55,
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TABLE 7

ON “TRANSLATION" IN THE COMMONWEALTH

TRACHER STUDYL

1.
2'
5.
4o
50
6o
7.
8,

9.
10.
ll.
12,
13,
1l4.
15.
16,
17.
18,
19,
20,
21,
22.
23,
24.
25,
26,
27,
&8.

Accuracy
Adeaptability
Alertness
Ambition
Animation
Appreciativeneas
Approachability
Attractive personal
appegrance
Breadth of ihterest
Calmness
Carefulness
Cheerfulness
Cleanliness
Considerateness
Consistency
Conventionality
Co=-operation
Courage
Courtesy
Decisiveness
Definiteness
Dependability
Dignity
Discretion
Digpatch
Enthusiasm
Fajrness
Firmness

29,
30
Sl.
32,
33,
34,
55.
360
37,
38.
39,
40,
41,
4z,
439
44,

45,
45,
47.

48,
49,
50,
51,
52,
530
54.

55,

Fluency
Forcefulness
Foresight
Frankness
Good judgment
Good taste
Health
Helpfulness
Honesty
Imaginativeness
Independence
Industry
Initiative
Insight
Inspiration
Intellectual
curiosity
Intelligence
Interest (community)
Interest
{professional)
Interest (pupil)
Kindliness
Leadership
Loyelty
Magnetism
Modesty
Morality
Neatness

56,
57,
58.
59,
60.
61,
62,
63.
64.
65,
66,
67.
68,
69,
70.
710
78.
73
74.
75.
76.
77.
78,
79,
80.
8l.
82.
83.

Open-mindednesa
Optimism
Originality
Patience
Perseverance
Pleasantness
Poise
Progressiveness
Punctuality
Purposefulness
Refinement
Reserve
Resourcefulness
Seholarship
Self-confidence
Self-control
Sense of humor
Simplicity
Sobriety
Sociability
Spontaneity
Sympathy

Tact
Thoroughness
Thrift
Unselfishness
Voice (pleasing)
Wittiness

After this, twenty-five adminigtrators were asked to rank these

traits for five types of teachers: senior high school, junior high school,

intermediate grades, kindergarien-primary, and rurel schools.
trators represented fourteen states.

marily in elementary schools, and eighteen in secondary schools.

The adminis-

Seven of them were experienced pri-

Six of

11bid, Dpp.64,65.
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the administrators were superintendentsz: four were instrucitors in
teacher colleges; seven were principals; two were supervisors of special
sub jects; two were state department officials; and four had no special
classification,

These administrators were asked to rank the twenty-five traits
in order of their importance in the judging of the five types of teach-
ergs. This was correlated with the rankings of twenty-five teachers
during the course of the study. The coefficient of correlation between
the two sets of rankings was found to be o high (.861), that the judg-
ment of the administrative officers was considered valid enough for the
study. It had been planned to do the same for other groups, such as
parents, etc., but this was not consgidered necessary after such a high
correlation was obtained. The ranking by the administrative officers
then, represents the ranking for the study.

This means that for a trait such as Adaptability, the admin-
istrators gave the following ranks: i) in Rural Schools = of first
importance; ii) in Kindergaerten to Primary Schools - of sixth impor-
tance; iii) in Intermediete Schools, and iv) in Senior High Schools -
the eighth most important trait; and v) in Junior High Schools -« the
tenth most important characteristic. It should be noted in passing thet
the "telescoped® traits were not all represented on the original table
by one word. Space limitations made it advisable to use only the main

word in the foregoing table.
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TABLE 8

RANK - LIST OF "TELESCOPED" TEACHERS® TRAITS DONE
BY ADMINISTRATORSY

Rank for Teachers of
Traits Senior| Junior| Inter- Kdg. Bural
HoSe H.S. § mediates § Prim. | School
1, Adaptebility eeceseces 8 10 8 6 1
8. Attractiveness cecscoo 17 14 9 10 15
3. Breadth of interest .. 1 10 11 15 2
4, Carefulness seeccoccoo 11 13 9 14 12
5. Considerateness covcoe 17 3 1 1 3
6o CO-Operation covoocoeoao 11 e 14 18 3
7o D@pendability 90600000 14 19 18 17 15
8. Enthusigsm ceccosoccss 9 4 5 2 11
Q. Fluency coo0oc0ce00000e0 23 24 25 23 : 25
10, ForcefulnesSs secocovcos 5 4 18 19 13
1l. Good judgment scecococo 2 1 3 4 3
12, He8lth cevcecococccoose 16 186 . 12 10 9
13. Honesty cccoevcscssscos 7 12 7 "] 5]
14, Industry cocvcccococoss 19 8 14 13 17
15, Leadershid sceccccccos 4 7 19 21 8
16, Magnetiam cccccccecoenn 11 4 5 3 9
170 Neatness ©vc0000e00000 20 16 13 4 18
18. Opermindedness scscoos 9 20 23 24 22
19. 0riginality cceocsceos 22 22 16 12 19
20. Progressiveness coccee 23 23 28 20 28
21. Promptness cecocscoccces a1 14 20 18 21
22¢ Refinement eoo0ec0000000 14 20 2 8 13
23. Scholarship ccccccesce 5 18 21 21 20
24. Self-control sesssceece 2 2 3 6 6
250 Thrift 00O G 00O 0000000 25 25 24 25 24:

As a matter of fact, the "translated" traits and trait actions
represent an enormous amount of work, occupying some twenty-one pages of

the monograph alone. Hach trait ig described in elaborate detail. One

Lpia, p.ls.
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example should guffice as an explanation. The trait Good Judgment has

about the highest ranking in Table 8, Here is its description, which

could serve as an aid to teachers in training:

a)

-b)

e)

a)

e)

£)

g)
h)
i)

i)

k)

Good judgment:

Gives good reasons when he advises that a plan or
project should be discarded.

Waits until children are calm to talk things over
with them.

Does not think that teachers are guperior to others,

Does not try to check up on every little thing that
does not concern him,

Does not spend too much time on non-essentials,

Makes an effort to know conditions back of a
gituation.

Takes criticism in the right spirit.
Wears clothes that are appropriate for school.
Distinguishes effort from scholarship.

Sees good traits in people who are not sociaily
refined. :

Seeks opinion of head of department sbout changes
within the department.

Groups students according to ability.
Does not give pupils too many liberties.

Distinguishes between good and bad work,l

This study esteblished traits or quelities which teachers re-

quire for success at any school level. These traits were based on the

expert analysis of a wide variety of opinions on sueceessful teaching.

l1via, p.232.
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Some of these qualities were considered to be more important than others.
The type of school (High Sechool, Rural School, ete.) was a large factor
in determining this relative importance. To aid teacher training, every
successful teaching act associated with each trait was also described.

In another work published at about the same time, Young pfe-
sents an extensive study of teacher rating scales in different American
cities. In most cases these scales were used to determine the teacher's
place in the salary schedule.

The introductory remarks point out that the development of
measuring and testing programmes in education, and the influenee of the
ehild-centred school, "have shifted the attention of edueation from the

teacher, the subject matter,; or the method of instruction, to the child."l

To Young, the basis of any rating plan should be "teacher seccomplishments
as measured by subject-matter test results, pupil activities, co-oper-
ative atmosphere, creative work, and self-control."2

Thirty-eight teacher rating scales were studied from different
cities in the United States. The factors found on these scales were
tabulated by Young. The frequencies of each faetor were also listed.
This was then compared with two similar studies (see Table 9, page 632)
made in 1925 (ten years earlier), and in 1915 (twenty years earlier).

It is interesting to note the changes which have occurred in twenty

LY@ung, The Administratdon of Merit-Type Teachers' Salary
Schedules, (New York: Columbia University, 1933), p.1l3.

2Ibid, Peld.
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TABIE 9
FACTORS INCLUDED IN THIRTY-EIGHT TEACHER RATING SCALES
COMPARED WITH STUDIES BY KING AND BOYCE
_ Frequency Percentages
Factor this study| This King's |Boyee's
study | study# | studyi#

Technique of instruection 37 ov 26 60
Co-operation 34 90 32 60
Personality 33 87 88 40
Scholarship as 66 56 64
Classroom management 24 63 62 -
Teaching results 24 63 58 16
Professional attitude 24 63 57 32
Influence upon character

of pupils 24 63 e -
Health or vitality 23 61 a8 22
Class discipline 28 58 37 98
Initiative 21 55 = -=
Attention to details of

school business 2l 55 e -
Daily preparation 17 45 31 26
Provieions for individuval

help 18 42
Community life 16 42
Relations with patrons 18 43
Ability to interest pupils

in work 13 34
Improvement 13 34
Judgment 12 32
Executive ability 11 29 18
Extra curricular activities 9 24
Knowledge of course of stuldy 8 21
General intelligence 7 18
Attention to duty ) 16
Participation in educational

organizations 6 16
Sense of humor 6 16
Adaptability to work 5 13
Sehoolroom atmosphere 4 11
‘Knowledge of current events 4 11
Use of educational reserach 4 11
Social balance 3 8
Social service 3 8 27
Valus to school system 2 5
Ability of pupils 2 5
Value of vacation experiencs

and travel ' 2 5
Promise of success 1 3
Years of sexvice 1 3
Conversational ability 1 3

1via., p.54

#Made in 1928

#H#vede in 1915
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yeare. The earlier scales contained factors which would not be too
difficult for almost anyone to observe in the classroom. The later
gcales show a trend toward those factors which can only properly be
observed by a person with some training in the technique. The earlier
forme tend to rate the teacher on what goes on in the elassroom. The
last forme (in particular) are moving out from the four walls of the
clagsroom to judge the teacher,

A closer scrutiny of Young's teble reveals some other perti-
nent facts. There is no mention of how many scales were used by Boyce
or Xing in their analyses. Since rating scales reached a popular high
in the thirties, they likely analyzed fewer than Young. Nine factors
were mentioned in the 1915 analysis. Yet ten years later this had only
increased by three factors. Thus very little was sdded to the list in
the ten year period from 1915 to 1925. This could indicate a lack of
interest in rating scales in that period.

From Boyce's 1915 study, Discipline was the only factor com=-
moﬁ to the rating scales analyzed (it was found in 98% of them). Tegh-
nique of Instruction and Personality were the only factors fairly com-
mon to the scales analyzed by King in 1985. Young's analysis produced
only three factors common to most scales, - Technique of Instruction,
Co-operation, and Personality. The percentages for the rest of the
factors in all three studies indicate 8 wide lack of agreement on what
should be included on a rating scale for judging teachers,

The curious thing about the study made by Young was thet,
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although 38 factors were mentioned, only 12 of these were used by more
than half of the cities reported. Seventeen of the remaining 86 factors
were found on the rating scales of less than one city in four. The new
trend to rate teachers on work done outside the classroom will be found
in those 17 factors just mentioned. Thus, only a small number of cities
rated teachers on these outside activities. The majority still confined
their rating to the earlier pattern of classroom activity.

Let us now turn our attention from Young's analysis, and follow
Barr and others' attempts to find the validity of ecertain instruments
employed to measure teaching ebility. Their study involved 66 teachers
and their classes in four school systems of Wisconsin. The average ex-
perience of each teacher was ten years. The average number of pupils
per class was 26. Gredes involved in the test ranged from two to sevene

Pupils were tested for gain in achievement, intelligence, gain
in arithmetic achievement, and for their accomplishment quotient. The
achievement tests used were the Stanford Achievement Tests. Three in-
telligence tests were used: the Detroit Primary Intelligence Test, the
Otis Self-Administering Test of Mental Ability, and the Terman Test of
Mental Ability. Gains in achievement were obtained by subtracting the
gsecond raw score on achievement from the first one made at the start of
the term. Arithmetiec achievement was obtained in the seme manner, by
takihg out the separate score obtained on the arithmetie part of the
whole test. Accomplishment quotients were obtained for each class by
dividing the meen educational age (as evinced by the test results) by

the mean mental age of the class.
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Teachers were subjected to a battery of tests including:
Social Intelligence Test (Moss, Hunt and Omwake), Psychological Exam-
ination for High School Graduatgs and College Freshmen (Thurstone and
Thurstone), The Morris Trait Index L (E. H. Morris), Aptitude Test for
Elementary and High School Teachers (Bathurst, Knight, Ruch, and Tel-
ford), New Stanford Arithmetic Teet - Formm V. (Kelley, Ruch, and Ter-
men), Personal Health Standard and Scale (Wood), Vocational Interest
Blank (E. XK. Strong), Professional Information (unpublished test by
Torgerson), and Personality as measured by an informal ten-point scale
for the rating of thirty-three personality traits drawn from the Com~
monwealth Teacher Training Study. This required four sittings of from
one and & half to two hqurs each.

In addition to these tegts, teachers were rated by the super-
visory staffs of the systems in the study. Each teacher was rated
twice on each of the following sceles: Strayer-Engelhardt Teachér Rat-
ing Cerd (Short Form), Michigan Education Association Teacher Rating
Card (Long Form), Penngylvanie Teacher Rating Score Card, Giles Reci-
tation Score Card, Almy-Sorenson Rating Scale for Teachers (cf., Appen-
dix, page 17%), Schutte Scale for Rating Teachers, and Torgerson Diag-
nostic Rating Scale of Instructional Activities (ef., Appendix, page 177} «

The investigators decided that teaching efficiency would be
determined in this study by: i) gains in pﬁpil achievement as indi-
cated by the Stanford Achievement Test; ii) a composite rating from

the seven rating scales already listed; iii) & composite score ob-
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teined from the battery of nine tests already listed; iv) a composite
secore obtained from six of the tests in the battery of nine (Personsl
Health Standard, Vocational Interest Blenk, and Personality rating ex-
cluded); v) a composite score from all of the items used in the study;
and second, a composite made up of the combined scores of two items in
pupil achievement, @even rating scales, and the nine meassures of quali-
ties associated with teaching success.
They justify these eriteria by means of a diversified argu-
ment. Mogt people would be willing to accept the fact that pupil achieve-
ment ie one characteristic which should be associated with good teaching.
The Stanford Test used to measure this has high degrees of both validity
and relisbility. Rating scales are justified as a eriterion of teaching
guccese because:
(1) the use of rating scales provides a comprehensive
measure of teacher ability enabling the rater to take
into consideration a large number of qualitiss, activities,
and achievements usually associated with teaching success;
(2) because a composite of rating scales constitubtes a
certain consensus of expert opinion as to the charscter-
ieties of good teaching; (3) because the rating scales
composing this criterion have already been widely used
in the measurement of teaching ability; and (4) because
the scales employed in this investigation are highly re-
liable (.89 to .93)1

The battery of tests was justified because they attempt to

measure items commonly associated with feaching suceess, such as in-

telligence, personality, health, etec. According to their authors these

;Barr, Torgerson, et al., "The Validity of Certain Instruments
Employed in the Measurement of Teaching Ability", The Measurements of
Teaching Efficieney, ed. by Helen Walker (New York: The MacMillan Co.,
1935), p.87.
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tests were among the most reliasble and valid instruments in use at that
time for the measurement of these characteristics. Eaeh test measures
a narrow field, but taken all together the investigators felt that they
could measure a large number of teaching abilities. The six-test com-
posite was felt to be more objective than the complete nine-tegt battery.
This is why it was used. The complete composite was chosen because, "in
the @bsence of an ideal ceriterion, a composite of a number of instruments
for the measurement of teaching ability ... probably constitutes the
most trustworthy criterion of teaching ability now available.l

The results obtained were disappointing. It was found that
correlation was uniformly low between the measures of teaching ebility
and gain in pupil achievement as measured by the Stanford Achievement
Test. That is to say, if a teacher rated a high score in the battery
of efficiency tests, it did not necessarily follow that her pupile would
have a high score in the achievement test. If both measures were valid
instruments for indiecating teaching efficiency, then both scores should
have been high. The same thing was found for the other criteria used
in the study. Correlations between different criterias were so low as to
be considered insignificant. Some tests and rating scales 4id indicate
a glight amount of validity with respect to others in measuring teaching
efficiency. But the people in charge of the study were forced to conclude
that meny of the so-called criteria which they were certain would be valid
measureg of teaching efficiency, were not when treated statistieally.

Other research workers have attempted to correlete teaching

L1pia, p.8o.
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efficiency statistically with certain traits associated with teaching

iteelf. The resultes of several such studies have been arranged in tabu-
lar form. Part of the table is reproduced herewith:
TABIE 10
COEFFICIENTS OF CORRELATION FOR TAIN TRAITS
AND TEACHING EFFICIENCY
Board- Morris Ulmen Barr Phillips Oden~
Trait men 1928 1931 1935 1935 wilder

1928 1936
Age 0342
Experience 388 1.46

'3 20—

Scholarship » 545 @ 17 888 0281
Intelligence 338 233 «15 360 0357
Professional
knowledge » 256 o1l4 035 » 256
Personality «512 026 533
Interests .02 220 0102

Nearly ell of the studies reproduced in the table show small

positive coefficients of correlation.

It hardly seems likely that there

should be such & small relationship between teaching efficiency and each

of the traite mentioned (excepting personality).

uged may not be adequate.

In some cases the correct picture may actually

The measuring devieces

%Barr, Burton, and Breuckner, Op.cit., p.376.
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bse presented. Little is done abouit professional knowledge in tescher
training institutione, 20 it can have only a small bearing on teacher
suecess. Personality in two of the studies is significant, the only
encouraging result of the whole list.

Six years after Barr's study, there appeared a small volume
by Bernice Baxter on Teacher-Pupil Belationships. This work has been
go well received that by 1950 it had been re-published six times.

The questionnaire which appears as Table 11 on the following
page wae sent to 220 teachers from four geographical regions. CGroup
one was composed of senior students in San Prancisco Stete Teachers?
College, all of whom had one year of student teaching prior to filling
out the questionnaire. Group two was a summer-school clags in the same
c¢ollege, consisting of teachers, principals and supervisors from various
parts of California. Group three consisted of teachers from schoolg in
New Haven, Connecticut, used as demonstration sehools for the State
Normal Sehool (1ocated in New Haven). Group four consisted of teachers
of the West Middle District School of Hartford, Connecticut.

The author hed two other persons with wide experience help
her classify the responses to the questionnaire. In all, they found
that all pupil=teacher situations could be placed in forty-four differ-
ent categories. The whole thing is tabulated in her monograph, and
occupies a space of five pages. The firét page of the tabulations

is =et out on the following page as Table 12.
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TABLE 11

QUESTIONNAIRE SENT OUT BY BAXTER TO STUDY PEACHER - PUPIL RELATIOI\TSl

Evidences of Pupil - Teacher Relationship
Explanation: There are evidences of the interaction of teacher and pupil

personalities in every classroom.

The effectiveness of the teacher is often
judged on the basis of observable evidences of this interplay of personslities,

Will you please list significant evidence such as any observer

might see in a classroom.
PUPIL: Reeciting, looking directly

at tescher.

The following is pressnted as the form to follow:
TEACHER: Smiling, nodding approval.

W OGS M s MR M) em S am MR TR MM W Gr T W M wr we Em G EB YR D D wn M e M Em G WS s D e a0 e

PUPIL: Scowlingly and heltingly
handing something to teacher.

TEACHER: Holding out handgd.
rigid and tense.

Boay

PART COF BAXTER'S TABLE SHOWING RETURNS TO GQUESTIONNAIRE

TABIE 12

ON PUPIL - TEACHER RELATIONSHIPS®

Frequencies
FUFIL TEACHER 11 27 3| 4 @ Totals
1, Disturbe either in- By posture, gesture of
tentionally or unin- facial expression calls
tentionally - does attention to pupil's 27 [30 139 {12 108
not 4o expected ghortcoming.
thing - makes error.
2. Happy, eeger, enthu- | Alert, ¢heerful, énthu-
giastic, interested giastic, helpful, vivid 47 138 {10} 8 103
and co-operating. facial expression.
3. Nervous, shy, timid, § helpful, leisurely,calm,
hesitent, stammering | unruffled, patient, 39 1281 74122 06
soothing. A
4, Brings in something Shows interest, commends
of interest. and shows to class. g7 121119 18 85
5s Accidentally break- Shows disapproval, cor-
ing something, not reeting firmly and 3811517 |15 85
complying, making decisively.
an error.
6. Obstinate, sullen, Impatient, losing tem-
refusing to work, per, fault-finding, 19 § 10 ¢ 11 7 47
disgruntled. eurt, sarcastic.
7. Reading haltingly, Impatient, critical,
nervous, uncertain, nervous, tapping foot 3Bl11] 0] 8 57

late in complying.

‘lBernice Baxter, Teacher ~ Pupil Relationships, (New York: The
MacMillan Company, 1950} p. 1l4.

2Ibid, p.15.
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The four groups are the ones numbered under the "Freguencies".
All of the situations are arranged in order of frequency with the ex-
ception of number 6. It should have been placed ninth in the list to
be consistent. That isz a smell point, however. The idea is that there
is presented in tsbular form a series of situzbions whieh do oceur in a
classroom. The pupil does one thing, and the teacher reacts to it.

From this questionnaire Baxter felt that it should be possible
to observe teacher - pupil relationships in the classroom, since o many
teachefs from widely separated points had agreed that many such inter-
actions did oceur. She tried doing a series of trial observations in
various classréoms, each trial in the company of one of three persons,
Yexperienced in judging teaching effectiveness."l Baxter found that her
judgment agreed almost completely with the competent persons who imew the
teachers and pupils concerned. (She had never encountered either pupils
or teachers judged before.) Satisfied that there were relationéhips be-
tween pupils and teachers which could be observed and recorded by an ex=-
perienced observer, Baxter next began a study of six teachers selected
by competent judges. The study lasted for a period of gix months. It
was carried out by direct observation.in the classroom and subsequent
recording of any relationships seen in the group.

ks it turned out, three of the teachers studied were really
competent in their work. The other three were not too suceessful in
their relationships with pupils in the clessroom. Classes tended to ab-

sorb the personality of the teacher directing them. Thus, a calm well-

LTbia,,p.20.
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organized teacher produced calm, well-organized pupils. A harsh, Porce-

ful, and rather loud teacher had a class full of pupiles who emulated her.

thus:

Baxter summarizes the characteristics of good and poor teachers

The good teachers were free from the restricting in-
hibitions and restraints common to the poor teacherg. They
sought ways to improve their teaching and were open-minded
and desirous of suggestions. The poor teachers defended their
shortcomings whether called upon or not to do so and called
attention to that which they thought would lead to commenda-
tion.

In contrast to ineffective teachers who resorted to
threats and to loud, dominating demands, the superior teach-
ers guided children by quiet, humorous, and sometimes in-
audible suggestions. ZEnthusiasm and spontaneity were found
to be prevalent in the rooms of the good teachers. In the
classrooms of the less successful teachers, nagging, apathy,
and a complete absence of zestful enterprise prevailed.

o o o There were a friendliness and courtesy in the
classroome of the good teachers but there was a disregarding
of personality as such in the classrooms of the tense and
striving poor teachers. Teachers and pupils showed a co=-
operative interest in the undertakings in the classrooms
of the better teachers. Co-operative purpose and p%anning

were conspicuously lacking in the other classrooms.

Convinced that pupil - teacher relationships gave a elear-

cut means of distinguishing strong and weak teaching, Baxter extended

her study to thirty-gix more teachers who were unselected as to the
quality of their teaching. When observations were complete twenty-

one of these teachers exhibited relationships which corresponded to

the pattern already set by the three strong teachers of the first study.

Fifteen could only be grouped as ineffective teachers.

11pid., pp.30, 31.
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Gradually it became possible to deseribe certain acts which
went on in classrooms under certain definite headings. Good teachers
exhibited what Baxter calls, "positive behaviour" to these =ituations.

Poor teachers exhibited "negative behaviour". Here is one of her ex-

amples:
INTERESTED IN PUPILS AS PERSONS

Sample(s) of Positive Behaviour:

Teacher 9. Remarks to observer: "I want pupils in my room
to be interested in edjusting to members of
their own social group rather then in doing
good work juet to please me. I try to leern
a8 much as I can about the home and background
of each child. Each child has many of his owmn
problems to Pace and solve."

Sample(s) of Negative Behaviour:
Teacher 39. "These children come from dreadful homes., I

have to treat them as I do or they would run
over me. 411 I can do is to keep them busy
and shout them down. They don't appreciate
anything else,

One complete chapter of this monograph describes in some de-
tail the characteristics of an effective teacher. The writer decides
that the effective teacher (called "Miss X.") has three prominent
-eharacteristics which are responsible for her success in teaching.

The first of these is open-mindedness or freedom from prejudice and
resgtraint. This led to the pupils being allowed to form their own
opinions about things. The classroom also lacked strain and restraint.

The second characteristic mentioned is that of resourcefulness. The

teacher had wide intereste of her own and conveyed much of her broad

I1pid., pp.71,72.
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enthusiasm to her pupils. The third characteristie of this teacher is
a genuine interest in her pupils as humen beings. She knew all about
the interests and hobbies of each one in her class.

Baxter established that for each pupil action there is a
teacher reaction in the classroom. This action-reaction pattern can
be followed by observation in the classroom.iteelf. For effective
teachers the pupil-teacher pattern was a calm, co-operative, balanced
and happy one. For ineffective teachers the pattern was usually hectic,
unco-operative, unbalanced, and unpleasant.

Teacher personality as it impinged on pupils greatly influ-~
eheed pupil-teacher relationships. A teacher who wag well-bslanced
emotionally and physically tended to pase some of her normaley on to
her class. Conversely, an emotionally upset teacher would pass some
of this imbalance on to her pupils.

Baxter felt that teachers could be partly evaluated by obser-
vation of these inter-actions in the classrooms. In the classes of good
teachers observations would show that pupils: responded to the teacher;
were friendly toward everyone; were made to feel secure; were emotionaily
stable; were taught to be. original in their thinking; and were encouraged
to be dependent on their own resources.

Next, let ue turn to enother study of teacher evaluation con-
ducted in an American state. This time the state was Michigan. The
Miehigan Cooperative Teachers Study was made by educators of that state

on teacher education. The problem was to discover ways and means of
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improving teacher education in the state. All phases of teaching were
gtudied including: recruitment, general education, professional educa-
tion, community relations, teacher supply and demand, evaluation, grad-
uate studies, extension programmes, and inter-institubtional relation=-
ships. The concern of this study was the work of the committee on evale
uation.

This committee succesded in preparing three forms to be used
throughout the entire state. Two of these forms dealt with the follow-
up programme on teacher graduates. This was found to be one source of
weakness from their study of training institutes. No unifom policy was
being followed throughout the state. The committee presented 2 standard
procedure o be followed. One of the forms devised was for graduste
students. They were asked to report on their teaching situstions to
the college from which they had graduated. This report included an
estimate of their progress in teaching, thelr problems, the type of
community, the type of school, and other informetion considered perti-
nent. The other form included in thie standard procedure was for the
use of the colleges. They were required to rate the graduate teacher
on available evidence, for the purpose of state certification.

The other form prepared by the committes on evaluation con-
tained detailed statements of competencies desired in all teachers by
the state of Michigan. As such it represented a list of eriteria or
gualities which Michigan expected would be found iun good teachers., It

was this paert of the work by the eveluation committes that merited the
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inclusion of the Michigsn study with other studies of evaluation cri-

teria.

This form was sent to every =chool and educational training

institution in the state. It was to be used by all teachers. New

tesachers and teachers in training would find the form useful because

it gave an account of the activities in which teachers were expected to

participate in the performance of their duties. In outline it read thus:

A Statement of Competencies Desired in Teachersl

I. The teacher as= a person:

A,

B.
C.
D.

Works with growing philosophy of life that con-
tributes to the improvement of his own life and
the lives of others.

Lives a rich personal life.

Develops and maintaine good social relationsghips.
Exhibite physical fitness and attractive personal
appearance.

II. The teacher as a professional worker:

Ao
B,
C.
D.
E,
F.

G
Ho,

I.

Is guided by an educational philosophy basic to
the preparation of good citizens in a democracy.
Persists in gaining and maintaining a functional
compand of his subjeet field.

Uses skilfully a wide variety of teaching methods.
Is a student of child growth and development.
Makes classroom routine a part of the learning
experience of pupils.

Carefully plans his work and makes adequate pre-
paration for it.

Pragtices democracy consistently.

Develops and maintains constructive teacher-
pupil relationships.

Participates in establishing and maintaining
co-operative and constructive relationships with
teachers and administrators,

Bvaluates pupil growth fairly.

Participates actively in matters affecting his
own growth,

lrne Education of Teacherg: Outcomes of the Michigan Cooperative

Study on Teacher Education, pp.l75-18l. Edited by David M. Trout. (Bemen
Springs, Michigan: The College Press, 1943.)
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III, The teacher as a citizen of the community:

A. Shows by his conduct an understanding of the com-
munity backgrounds, interest and needs.

B. Has skill in technigques for inereasing his under-
standing of community resources and needs.

C. Actively participates in community betterment.

D. Is an effective exponent of the school and the
teaching profession in the community.

From the Michigan study of teacher competencies, let us next
turn to the self-dirscted sgurvey of the Winnipeg schools., In this
gtudy the teachers were asked by gquestionnaire to express an opinion
on teacher appraigal. No one filling out the questionnasire was reguired
to eign this questionnaire. All they were required to do was to answer
Hyes®™ or "no" o the questions.

Although there does not seem to have ever been a 100% responge
to any of the questions; it would seem to indicate that the majority
of those who filled in the questionnaire (teachers in Grades I to IX)
favored teacher appraisal. At that time (1948), pupil teachers and
teachers who were not appointed permanently to the Winnipeg staff were
rated by principals or supervisors on their current work and on their
prospécts for eﬁccessful teaching. Judges were required to point out
‘weak points and strong points in work and persomality. The raters were
also required to indicate at what level the teacher's talents could best
be employed. A comment was also reguired on the health of the teacher

being rated,
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TABLE 13

RESPONSES TO QUESTIONNAIRE ON TEACHER APFRATSAL FROM REAVIS KEFORT
OF SELF-DIRECTED SURVEY OF WINNIPEG SCHOOLS (1948)%

Percentage
Questions Responses
Yes | No

1. I=2 a formal system of merit appraisal desirable ... 720§ 13

2. What should be the purpose of such a system?

a) Appointment to the Staff? coececcccccccccocvoose 741 2

b) Promotion within the syStem? cececececvsccscoesooes] 781 2

¢) Reprimand, transfer, or 41ismiSsal? ceceececcececef 461 ©

3. Who should prepare such & system of appraisal?
a) Administrators (superintendents,

supervisorsg, principals)? ccescccvccccccacccssos 398 11

b} Representatives of administrators

and teachers? ccovececcccossoccoscnovoosscosoocoe 597 8

4, Who should make the actual appraisal?

a) Superv:i.&ors‘? 00 0000000000000V OCCCEOC000CO000DCGOC 0O 62 3

D) Principals? ceceeccecoccccscsosscsccocososccescsces] S80I 2

¢) Fellow-t88chera? cceccccsceccocscscccaccococesae] 191 18

5. To whom should the appraisal be made?

a) The School BOard? cesccseccccssosssaccsccccssovel 141 15

b) The Superintendent? ccceccecccscssscccccccsescecoal OS4§ 1

6. When should the formal appraisal be made?

a) Annuslly for 81l te8CHETS? cceccccooceccsccosoce] Sl 17

b) Before permanent appointment? eeccecccessceccesss] 681 1

¢) At the request of the Superintendent? ceeeoceeecesf 34] 5

d) At the request of the DPrinciDal? ceecosvcececcsssl 300 6

7. Should teachere have the right to know the resulis

of hiS or her apprais&l‘? 8000000003 060050000s800600808@0 94 2

8. Do you consider the present system of appraisal

in Winnipeg schools 2atisfectory? cosccsccsvcccsccscesl] 68[ 12

Seven hundred and forty-three members of the teaching staff from
Grades I to IX, supervisors, and principals were asked to give their opinion

on twenty-four items suggested for a Teacher Appraisal Scale.

¥Report of the Directed Self-Survey, Winnipeg Publie Schools:
Reports of Core Committees, Vol. II, Part VII, Teacher Appraisal,
(Committee on Field Service, Department of Education, University of
Chicago, September, 1948), pp.86-103,
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TABIE 14

RANK OF RESPONSES TO ITEMS SUGGESTED FOR TEACHER APPRATISAL SCAIE
BY 743 MEMBERS OF WINNIPEG SCHOOL SYSTmp®

Itens Rank

Personal Traits: cecccoo [8) Emotional £8t8bility eeececciocecns 3
b) Appearance and ATESE ecececcscscsce || 14

¢) Voice and manner cosscsvessvss 2
Attitude Towards Pupils: Ja) Kindliness and sympathy ceeceececeoos 8
b) Friendliness cosecescossos | 16
¢) Fairness cevssecesneie 1

Understanding of People: {a) Handling problems of conduct eceee. 4
b} Relations with other teachers

and other members of £48ff cocococeo 13
¢) Reletions with the public ceccecos | 19
Professional Attitude: .. |a) Support of professional

organizations 6ocvs0sececo 17
b) Reading of professional
literature cceccsesosee 21

e¢) Additional professional courses .. | 23
School Activities: c.... |8) Interest in general sehool

activities 00c6cco000s 000 10
b) Intereet in extra-curricular

activities censsveossos &4
¢) Co-operation with other

teachers soovc0esasss 9

Community Activities:... @) Knowledge of social problems ceo.. | 18
b) Knowledge of community 1life ee.... | 20
¢) School and community ececovececcoes | 22
Instruction! ceoccocesccs @) Organization of WOTK ecescvcceces | 11
b) Knowledge of subject matter scccee 6

e) Contrel and interest of pupils ose 5
Routine School Duties:.. |a) Attention to rules and
regulations 900900000000 7

b} Care of school Property cececoeces | 12
e¢) Housekeoping of clasSsroom ccecesss | 15

With these responses in mind, the sub-committee presented a

suggested Teacher Rating Scale for the Winnipeg Schools. This original

Ifpia., p.oz.
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form was congidered by the prineipals and others concerned with rating
to be too cumbersome. The modified form now in use is discussed along
with other rating forms used in different cities in Chapter V.

1 was divided into four

The suggested Teacher Rating Secale
main areas: Handling of Routine School Duties, Instruction, Understand-
ing of People and Relatipns with Them, and Certain Important Basic At-
titudes. The suggested scale was a four point one. If a teacher rated
en 'a', he (or she) was, "efficient and prompt, initiates improvements®.
4 ' rating was, "efficient and prompt®. XA ‘cf rating indicated thati
the teacher, "has to be checked up occasionally". A 'd' rating indi~
cated that the teacher was, "habitually neglectful or impatient®.

Under Handling of Routine School Duties the teacher is ex=-
pected to attend to rules and regulations, take reasonable care of
school property, attend to the housekeeping in his or her own class-
room, and see that conditions for working .are as satisfactory as pos-
eible in the room itself. These itemg are of a mechanical nabture and
would be easy to check off in rating a teachsr.

Under the area of Instruction, raters are to look for a good
organization of work, an adept handling of sub ject-matter difficulties,
a good knowledge of the subjeet itself and an interest in the subject,

a firm control of pupils' work and work hebits, and a successful attain-
ment of a good standard of work in co-operation with the pupils’of the

class, This area can also be observed and measured by the rater.

Lrpia, pp.o7, 98.
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In the area dealing with Relations, the rater is required to
observe how the teacher deals with pupils, staff members, and the general
public in the daily routine which @accompanies the teaching act. This
region requires an expression of opinion on the part of the rater which
will have to be based on observations over a considerable period of time.

The lagt aree on Basic Attitudes seeks to gauge the amount of
interest the teacher has in the school as evidenced by the unsolicited
time that is put in on exbtra mctivities which will help the school as &
whole. It also seeks to gauge the amount of interest shown by the tesacher
for each individual pupil in the elass.

Bach of the items mentioned in the separate areas is given four
different descriptions, corresponding to the a, b, ¢, or 4 rating. The
rater was asked to pick the description whieh best suited each teacher,

From this questiomnaire study certain conclusgions ean be made.
Concerning the methods of teacher appraisal, the majority of those answer-
ing the questionnaire agreed that:

1. Formal appraisal of teachers was desirable.

8. Appraisal should be used for the purpose of appointment and
promotion, and not ag a bagis for dismissal, reprimend, or transfer of
teachers,

3. Teachers should help the adminigtrative staff prepare the
appraisal form.

4, ZFrincipals should do most of the appraising, supervisors =

certain amount, but teachers should not rate each other.
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5. Appraisal results should be made known to the Superintendent
and not to the School Boargd.
6. Teachers should definitely be appraised before permanent ap-
pointment to the city staff.
7. Teachers should have the right to know the resulte of the
appraigal made on them.

Coneerning criteria to be used in judging teachers, those
answering the questionnaire considered these criteria of least impor-
tance:

(1) Professional Attitude, - which involves support of professional
organizations, reading of professgional literature, and the taking of
profesgional courses.

(2) Community Activities, - which involves knowledge of social
problems, knowledge of community life, echool and community.

Winnipeg teachers did consider these criteria important:

1. Personal Traits, - involving stability, appearance, voice, and
manner,

2. Attitude Toward Pupils, - involving kindliness and sympathy,
friendliness, and fairness.

3, Instruetion, - involving organization of work, knowledge of
sub ject matter, and control and interest of pupils.

4. Routine School Duties, ~ involving attention to rules, eare of
school property, and housekeeping of the classroom.

This left the impression that opinion favoured teacher ap-

praisal of activities directly concerning school. Aetivities outegide
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of the school itself were not considered very important.

The most recent available study on criteriaz was that made by
Beecher in 1949. He obtained his criteriz from an analysis of the
studies made on pupil opinion of teacher behaviour. Thig differs redi-
cally from the Winnipeg approach, which used teachers' opinions. Hart's
gtudy of pupil opinion has already been described. Beecher describes
many others. One or two will be mentioned in his study.

Davie in 1924 obtained the voluntary responses of over 13,000
pupils in 175 high schools concerning the qualities of their best teach-
ers and the qualities of their poorest teachers. He then grouped these
responges into traits and arranged them in the order of frequeney men-
tioned. The qualities of the best teachers were: (1) Capability or
knowledge of subjeet; (2) Cheracter, force, disposition, sympathy; (3)
Feirness; {4) Good nature, humor, kindness; (5) Disecipline; (6) Ability
to hold interest; (7) Clearmess; (8) Willingness to help; (9) Person-
ality; (10 Sociability; (11) Patience; (12) Appearance. The qualities
Qharacteristic of the poor teachers were (1) Unfairness and favoritism;
(2) Failure to explain and make elear; (3) Lack of discipline; (4) Un-
interesting and uninterestedness; (5) Nervousness and lacking in pep;
(6) Overstrictness; (7) Easiness; (8) Ignoramce of subject; (9) Laeck of
sympathy; (10) Impatience; (11) Sarcasm; (12) Slovenliness.l

Various investigators have shown statistically that when the

ranking of teachers was compared with the rankings made by officials on

lBeecher, Op.cit., pp.45-47.
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the same teéehers, the reliability coefficient was high. Thus the
pupile' rankings of teachers were found to be in almost complete agree-
ment with official rankings. There is some justification in Reavis and
Cooper's remark that, "Of all persons who may epply rating devices to
the teacher, pupils appear to be in the best position to use them to

good advantage."l

From the analysis of all the significant pupil studies of a
similar nature Beecher chose six categories as the ones most frequently
mentioned in over 30,000 pupil expressions of opinion on teachers and
teaching. The six were: Indications of Fairness; Indications of Cheer-
fulness; Indications of Sympathetic Understanding; Indications of Control;
Indications of Ability to Get Pupil Response; Indications of Knowledge
and Skill., Using these as the main headings, thirty-eight eriteria were
listed for rating teacher behaviour. Each of these represented teacher
actions in the classroom. The list is contained in Table 15 on page 85,

This list wes submitted to experienced state supervisors, princi-
paleg, teachers, eand to a group of pupil teachers, for their opinions
of the items on the scale. At a later conference they all agreed that
the items on the original list were an adequate representation of what
should go on in & classroom.

Beecher established criteria of effective teacher behaviour
by an enalysis of previous studies of pupils® opinions of teaching.

These opinions were considered valid because several statistical studies

lReavis and Cooper, Op.cib., p.94e
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TABIE 15

BEECHER'S LIST OF CRITERIA REPRESENTING IDEAL TEACHER BEHAVIOUR
IN THE CLASSROOM:

Fairness

1. Does not jump to conclusions.

2. No favoritism shown to pupils

3. Regpect shown pupil opinion

4, Willing to help pupils who need
it.

5. No excessive criticism of pupils

6. Rating and grading fair and
reliable '

Cheerfulness

1. Happy facial expression

2. Never impatient

3. Never cross or nagging

4, Hag a sense of humour

5. Can laugh off trouble

8, Friendly in manner to all pupils

Sympathetic Understanding

1. Alert to individual weaknesses

R, Criticiam is comstructive

3. Shows an interest in individual
comments

4. Encourages all pupil efforts

5. Not superior or aloof in manner

Busginess-like Procedures

1. Congiderate of pupils' feelings
in presence of class
2. Poised, at ease

Business-like Procedures {(cont'd)

Se
4,

50
6.
7o
8.
e

Unquestioned authority

Pupile are not trying to get
away with something

Teaching objectives clear
Insistent on order and obedience
Hes full control

Thorough planning of work
Ingists on thorough work done on
time

Pupil Response

1.
2.
3o
4,

5o

Inspires eager pupil response
Has personal enthusiasm
Stimulates pupils

Interested in all pupil effort,
no matter how small

Never disregerds pupil interest

6. No dull, dead periods
Knowledge
1. Thorough knowledge of subject

2,

3.
4,

5.
6o

Explains lessons, answers, and
assignments clearly

Creates interest by example
Anticipates difficulties in
agssignments given to c¢classes
Assignments definite and clear
Provides for repétition of the work

had shown that, for the same teachers, pupil judgments were in agreement

with judgments of trained observers.

This author decided that pupils were looking for these abilities

in good teachers: @ fair and sympathetic understanding of all; a friendly

and cheerful apprsach to classroom situations; a business-like way of

1B eecher, Op.Cit., pPp.69,70.
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doing things; an ability to get response from pupils; a thorough know-
ledge of the subject plus an ability to put it across.

Beecher constructed a teacher rating device using these indi-
cations of ability as the core. The scale contained 38 items. To a
limited extent the author proved that it was & valid instrument in the
hands of skilled observers. He also discovered that 25 items of teach-
ing were enough to observe in order to pass judgment on a teacher. This
will be discussed in the next chapter which deals with @ctual methods

used to evaluate teachers.

Conclueions
Besides the interim conclusions which follow many of the studies

described in this chapter, these broad conclusiong can be made from all
of the studies presented:

l. Qualities, criteria, or characteristics desirable in teachers
have been well established by authoritative opinion or scientific anelysis.

2. These opinions or analyses are made by teachers, supervisors, prin-
eipels, pupils, and parents.

8. These opinions are obtained by questionnaire (Hart, Baxter, etc.),
interview (Mead, Commonwealth Study), conference (Michigan, Winnipeg),
or by analyzing the opinion of others (Young, Beecher).

4. The criteria established are found in good teachers, and are aebsent
in poor teachers (Mead, Hart, Beecher).

S. Efforts to establish objective tests as criteria of teaching success

have not been successful (Barr and others).
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6. There is no agreement on all of the criteria which constitute
the successful teaching act (iead's summery, Young's summary, etc.)

7. There is some agreement on the broad areas under which various
criteria can be placed. Mead, Young, The Michigan Conference, and the
Winnipeg survey all agree on these areas: a) Technique or meens of in-
struetion; b) The amount & teacher knows about the subject or subjects;
e¢) The interest of teachers in their profession and their attitude to
others in the profession; d) A teacher's relations with the community;
e) All personal quslities, such as hemlth, speech, menner, vitality,
etec. The Commonwealth Study mentions all of these areas except Community
Relations. Hart, Baxter, and Beecher exclude Professional Interests and
Community Relations. Since these studies deal with pupil opinion in the
classroom, it is natural to suppose that anything which goes on outside
the classroom will not be of any interest to pupils.

8. Criteris lists when established are normally used to appraise
teachers, or to assist pupil teachers. This methéd of appraisal will be
discussed in the next chapter.

9, Hart, Davis, Beecher, and others have either asgsumed or have
proved to their own satisfaction that pupils can establish criteria for
judging teachers as well as adulis.

10, Modern educators agree that competent teachers must have certain

attributes to ensure success.



CHAPTER IV

SOME DEVICES AND METHODS FOR TEACHER EVALUATION SELECTED FROM
READINGS ON TEACHER EVALUATION CRITERIA

Introduction

The purpose of this chapter is to present in detail three de-
vices and three methods which cean be used (or are being used) in teacher
evaluation. The three devices are scales. The first two were comnstructed
by Baxter and Beecher. The method of application used by each of these
authors was discussed in the previous chapter. Baxter rates a teacher
on personal effectiveness with the pupils. Beecher rates the teacher on
behaviour toward the pupils. Although there is no evidence of widespread
uge of either of these scales, they are presented as satisfactory means
of partial teaeher evaluation. The third scale is the Ohio Teaching
Record. It is not intended to be used as a rating scale, but as a2 device
to aid teachers in their work. This form has been widely accepted in
the state of Ohio. It will be deseribed in detail.

Three methods will also be described. The first of these will
deseribe the evaluation of prospective teachers and teachers-in-training
as carried out in two American training colleges. Prospective teachers
are subjected to a battery of tests and are interviewed by social workers,
peychiatrists, and school principals. From the interviews it is decided
what applicants lack the personality required for teaching. These are

not admitted to the teacher training colleges. Successful candidstes

- 688 =
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whose test results indicate deficiencies in scholarship are given reme-
dial training in their weak subjects as well as regular teacher train-
ing. By eliminating undesgirables from the profession and by using evalua-
tion to find weaknesses which cen be treated remedislly, these training
colleges hqpe to raise the standards of the teaching profesgion. The
second method of teacher evaluation is advocated by Réavis and Cooper.
This involves the use of & cumulative personnel file for each iteacher in
which will be kept available records of the teacher's training, activities,
and gbilities. Such cities as Chicago and New York use this &s a partial
means for teacher evaluation. The third method of evaeluation is the new-
est approach. It is recommended by the N.E.A. This method sdvoecates the
abolition of rating sceles or merit rating plans, and the establishment
of a council compoged of members of the community, teachers and administra-
torss This group attempts to appraise educational facilities, and to aid
teacherg in finding their right place in the community. The Community
Council seeks to guide teachers rather than to rate them one against the
other.
Devices
When constructing her rating scale for teachers, Baxter did so
with the idea that:
Too meany rating secales still glorify the academic

aceomplishments of the teachers . « . The great majority

of rating scales overlook, in their items for evaluating

teaching, the effect of the impacet of the teacher’s per-

sonality upon the mmmediate behaviour of pupils.l

She baged her gcale on the evaluation of "the effect of adult

;Baxter, Opocite, P.152.
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teaching personalities upon echildren's conductoﬂl This effectiveness
was rated in six areas: (1) In getting pupil response; (2) In creating
a friendly classroom atmosphere; (3) In establishing a feeling of secur-
ity; (4) In exerting a stabilizing influence; (5) In inepiring original-
ity and initiative; (6) In developing pupil self-reliance.

Bach of these six areas was given a five-point grading. The
points were deseribed in detail to aid a person who might use the scale
to judge a teacher. A grading of one represented the best teaching
practice in the area described. A grading of five represented incom-
petent teaching., The entire scale is set out ag Teble 16.

Baxter claims she used this scale to separete competent from
incompetent teachers. There is no mention of the suceess which others
mey have had using the same scale. The descriptions for each situation
might make it a trifle difficult to decide the precise rating for a |
teacher. Grade I and Grade 2 undér the area of Pupil Response seem to
be quite similar. The former is represented thus: “"Teacher - genuinely
interested in pupils as persons; enthusiastic, vital.® The latter, thus:
"Teacher - dynamic and purposeful;Ainterested in pupil effort." Surely

the difference is a subtle one, requiring considerable observation to

note it. In the same area there should be no great difficulty in separate-

ing Grade I, Grade 3, and Grade 5 teachers. The same eriticism could be
levelled at each area. The writer contends that this scale would be
greatly facilitated if it graded teachers on a three-point bagis rather

than on & five=point one.

lmia., p.152.




TABLE 16

A RATING SCALE OF THE TEACHER'S PERSONAL EFFECTIVENESSl

1
Teacher-genuinely
interested in pu-
pils as persons;
enthusiastic,
vital

Pupils-whole-
hearted in re-
sponse (physieal
and mental
alertness)

1
Teacher-conversa~
tional, friendly
and with a sense
of humor; seeing
~ pupils' point of
view

Pupils-meeting
teacher naturally
and freely (per=-
gon to person
relationship)

1
Teacher-encour-
aging, construct-
ive,stimulating,
confidence in-
2piring

Pupils-Willing to
try; undisturbed
by migtakes; par-
ticipating gener-
8lly and with ease

1

Teacher-Equal to
varying demands;
courteous and pol=-
ished (voice and
manner)

Pupils-Controlling
voices; eourteous;
aware of each
other's welfare

1

Teacher-Original
in manuner; in-
genious, re-
sourceful

Pupils-Respoheive
to extent of of=
fering ideas ea-
gerly and with
enthusiasm

1
Teacher-Entering
into pupile'® se=
tivities without
domination; ex-
changing ideas,
sncouraging pu-
pil decisdion

Pupils-Initiat-
ing; suggesting
ways and means:
golving problems

I, In Getting Pupil Response

a2

Teacher-dynamic and
purpogeful; inter-

egted in pupil ef-

fort

Pupils-responding
to teacher most of
the time

IT, In Creating Friendly Classroom

3

Teacher~-verying from
direct interest in
pupils to oblivious-
ness of pupils

Pupils-varying from
eager responsiveness
to wandering inat-
tentiveness

4

Teacher-more con-~
cerned with rou-

tine than pupile;
unanimated

Pupils-listless,
conforming dully;
showing little
c¢oncern for
teacher

Atmosphere

2

Teacher-friendly
with an understend-
ing adult point of
view

Pupile-respectful;
obedient, willingly
conforming

III. In Establishing a Fesling of

3
Teacher-serious, re-
served and exacting;
gtirring competitive
effort

Pupilssself-centred,
unwilling to share

4
Teacher-aloof,
"talking down to
pupile; impatient
with interruptions
or digressions

Pupile-intolerant,
strained, rude to
eafh other and to
teacher

Security

2
Teacher-construct-
ive in guiding
pupil effort

Pupils-Nost pupils
willingly partiei-
pating

3
Teacher-overlooking
opportunities for
bringing out weaker

Pupil g-Capable,gelf-
confident, monopo-
lizing opportunities;
weaker pupils not
responding

4
Teacher-permitting
pupils to laugh at
mistakes of others
or be overly
eritieal

Pupila-Uncertain;
covering up em-
barrasament in
various ways

IV, In Exerting & Stabiliwing Influence

2

Peacher-Poiged
but with evident
effort

Pupils-Generally
attentive to own
tagks; co-opera~
tive with each
other and with
teacher

V. In Inepirine Orieinality

3

Teacher-Occasionally
rughed, impatient
and discourteous

to pupils

Pupile~-At times un-
directed; gbandoning
tagke; easily dis-
tracted

4

Teacher-Indecisive,
uneertain, dis-
tracted; torn be-
tween several
demands

Pupils-Impatient
with each other;
quarrelsome,
irritable; lack-
ing purpoese

and Initiative

2

Teacher-Motivating
work through the
use of interesting
devices

Pupils-Showing in-

terest and willing-
ness to participate

3

Teacher-Using an habi-

tual procedure; pos-
sessing typical
classroom mannerisms

Pupils-Following in
routinized way;
ghowing little in-
itiative

4

Teacher-No varia-
tion in language;
dull, prosaie

Pupils-Bored,half-
hearted, without
purpose or
direction

VI. In Developing Pupil Self-Reliance

2
Teacher~Putting
pupils on their
own; guiding end
suggesting

Pupils-Accepting
responsibility
in terms of
teacher's sugges-
tions

3

Teacher-Expecting
pupils to try for
themselves but over-
solicitous; hovering,
protective; unwilling
50 trust pupil jude-
ment

Pupils- Overanxious
about results; con-
gtantly referring to
teacher

4

Teacher-In didactic
manner, telling
pupils exactly
each step to take

Pupils-Relying on
teacher; showing
little ability to
think for them-

selves; dependent

5

Teacher-apathetic,
dull; disregarding
pupil purposes

Pupils-ignoring
teacher; finding
interest in each
other; noisy and
careless

5
Teacher-critical,
fault-finding,
hareh, definitely
unfriendly

Pupils~sullen, re-
bellious or delib-
erately disturbing
to sach other and
teacher

5
Teacher-intolerant
of mistakes, de-
manding, eritical

Pupils-Afraild %o
try; self-con-
scious; resgtrained
or rebellious

5

Teacher-Flustered,
hurried, rushing;
strained, impatient,
lacking central
purpose

Pupils-Using shrill
voices; noisy,
blustering, selfish,
rude; demending
attention

5

Teacher-Wholly
lacking in ability
to intrigue pupils

Pupils-Wholly
apathetic,dull;

a prevalent "don't
care” attitude

5

Teacher-Apart, re-
moved, giving long
distance direc-
tione; demanding
conformity

Pupils-Assuming
no responsibility;
ghowing practi-
cally no concern
for their own
actions; uncon-
trolled

1
Tbid., p.1l44,
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The scale is noteworthy because it places all the emphasis
on how teachers get along with pupils. This might be too limited a
judgment to be taken as the sole one. Baxter admits that:
A scale which congiders the interacting behaviour of
teacher and pupil is not sufficiently comprehensive to make
a complete evaluation of teaching. It is suggested that
this scale be used in addition to others which are generally
used.
As such this scale is suggested as one means for the evalua-
tion of teachers,
A similar scale of teacher behaviouf was prepared by Beecher.
The method used to prepare this scale has already been deseribed (see
pages 83-86). After the scale had been prepared with the aid of edueators
of the state of New York, Beecher then used the scale himeelf to rate a
group of teachers twice to check his own consisteney of evaluation; A
gatisfactory result was obtained. He next compared his ratings using
the scale with the judgment of a number of experienced educators. The
number of experis chosen is not mentioned, but they cams from the ranks
of state supervisors, supervisory principals and superintendents. They
were selected after "extensive consultation with state department super-
visors and department heads."®
A sampling of fifty teachers was used for the test. They were
chosen from all the grade levels in the elementary and high schools,

Teachers of all the different subject fiselds were included, as were

teachers from urban, rural, end consolidated schools. Two complete

LIbid., p.151

2Ibid., po73e
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retings were made for each teacher. This required as many as five
visits to some classrooms. The teachers themselves had no inkling of
what Beecher was doing. Since he is a research associate for New York
State Department of BEducation, his appearance on any scene would not
likely arouse much curiosity. The experienced judges were asked to
prepare their retings of the teachers in terms of superior, average,
and poor., These ratings were given to the investigator after he hed
made his own ratings and converted them from scores to qualities. Bee-
cher found that at no time was it possible to check off the 38 items in
one visit to a classroom. If as many as 25 of the items could be noted,
they apparently constituted a range large enough for a raibing.

When the rating of Beecher for the 50 teachers was compared
statistically with the judgment of the experienced raters, the coeffi-
cient obtained was .88, This seemed to indicate a significant amount of
validity between the investigator's ratings using his scale, and those
made by the experienced judges.

The scale was then tried by two other persons who applied it
t0 an additional 50 teachers. When these ratings were compared with the
judgments of experienced raters for these 50 teachers, the coeffiecient
obtained was high enousgh to indiecate a significent amount of validity
(.79).

Others have used Beecher's scale, and all agree that:

1. The behaviours are easily observed.

2, The items are specific and not subjeet to any great
variance of interpretation.

L8



- 04 =
3. The attention of supervisor and teacher is foeused on
practices necessary in meeting vital pupil needs and
therefore there are some in-service training values
involved in the use of this procedure.

The use of the scale appears to be easy to understand. Sup-
pose while observing a teacher in a classroom, the rater notes that the
teacher starts a lesson in a very pleasant manner and includes all the
pupile in her remarks. Opposite each item there is space provided for
the rater to indicate "A"™ marks if the items are observed in a favorsble
light, or "-" marks if the items observed are unfavorable. In the in-
stance mentioned above, the rater would place "£" marks opposite items
7 and 12. The final "score" is the number 6f plus items observed divided
by the total number of items observed. This can then be converted to
whatever type of score is desired. It is sugeested that &t least two
vieits will be required to a classroom to get a sufficient number of
items rated to give a significant score.(85 is the suggested number of
items which ghould be involved in a secore for a teacher.)

Beecher concludes this small study with two warnings and one
sugeested use for the scale. Such & scale should never be used as a
gole bagis for a merit rating of a teacher. The scele should be used
co-operatively with teachers to help improve their teaching, and should
never be used on them. In the hands of teachers themselves, such a
scale might have ite greatest use in self-evaluation since it gives
the teacher some idea of what pupils expect from good teachers,

This secale is like Baxter®s in thet it is based on the rela-

11big, p.75.
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TABLE 17

A SCALE FOR RATING EFFECTIVE TEACHER BEHAVIOURL

Indications of Fairness

1.

2,
3o

4,

5.

6,

Praise and criticism based on fact; no
junps to conclusions,

No favoritism shown; no pete

Rating and grading of pupils fair and
reliable

Respect shown for pupil opinion and
suggestions

Willingness to help all pupils as need
appears

No excessive eriticism of individual
pupils

Indications of Cheerfulness

7
9.
10.

11.

12.

13.

14.
15,

16,

17,

8.

Smiling; happy facial expression and
voice

Never shows aggravation or impatience
Never cross, crabby, or nagging

Sense of humor; includes amusing thought
and interpretations; can take a joke
Minimizes aceidents and misfortunes of
class, self and enviromment; cam "laugh
off trouble

Friendly in manner and tone of voice %o
all pupils

Alert to individual weaknesses and

problems, never evades individusl
questions or apparent needs for individ-
ual help, sympathizes with failure due
to genuine difficulty or other reason-
able cause

All criticism construetive

Expresses interest in individual com-
mente even if irrelevant

Encourages all, indicates approval of
pupil effort at every opportunity

Not superior or aloof in manner, does
not pretend to "know everything", easy
rether than tense, conversational man-
ner in discussion with pupils

Aneedotal Record
of Observations

Anecdotal Record
of Observations

;Beecher, Opecit., PP«69,70.
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TABIE 17 (cont'd)

Business-like Procedurse
in Controlled Situations

18,

19,

20.

2l.

22,

23,

—c—  e—

Considerate of pupils' feelinge in pres-
ence of class

Poised, at ease

Authority ungquestioned

Pupils do not "ry to get away with
gom&thing™

Ob jectives clear to teacher and.pupil
Full control - acceptable pupil con-
duet without frequent reprimands
Insistence on order and obedience
Evidence of thorough planning

Insistence on thorough work done on time

Ability to Get Pupil Response

27,

28.

29,
30,
3l.

32,

Knowledge

33,

34,

38,

36 .

37

%8
\

Inspires eager responses from pupile,
many participeting

Personal enthusiasm, well-inflected
voice, vivacious

Stimulating, encourages response and
individual comment

Interest shown in ell pupil effort
even if emall

Evident pupil interest never disre-
garded

Not tied by routine, no dull, dead
periods.

and Teehnique

Evidences thorough knowledge of

sub ject

Explains lessons and enswers questions
clearly and thomoughly

Assignments definite and clear
Anticipates difficulties in assignments
and explains in advance.

Creates interest through example,
practical applications etc.

Provides for repetition

Anecdotal Record
of Observatione

| Anecdotal Record

of Observations

Anecdotal Record
of Observations
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tionships between the teacher and the pupils. It is unlike Baxter's
gcale in structure, however, being much shorter and simpler. The rating
officer using Beecher's scale has only to decide whether a characteristic
is present or absent in a teacher. He does not have to grade each item.
It might be rather difficult for any teacher to attain some of these items
all of the time. Number 7 for example, "Smiling; happy facial expression
and voice", would be a difficult assignment for every minute of the tesdch-
ing day. The rating officer presumsbly decides the average for each item.

Beecher himself feels that only 25 items would be a sufficient
number on which to rate a teacher. Unfortunately, he does not specify
which 25, His insistence on anecdotal obgervations to support ahy opinion
is an excellent idea. Such a procedure would eliminate snap judgments,
and would make hasty observations impossible.

This scale is presented as a new approach to teacher evaluation.
It has been uzed in a limited way appafently with success. It is simple
to administer, and seeks to measure something vitsl in the teaching pro-
cess. DBecause of this it is presented from the literature onm the gub ject.

Let us turn from scales prepared by individual authors to a
group effort on this matter of teacher evaluation, mede by teachers and
educators. In 1939, a representative group of faculty supervieors, pupil
teachers, and teachers from the schools of Columbus, Ohio began the ex-
ploration of the problems of evaluating teachers' effectiveness. Hundreds
of eituations were deseribed in which this group felt the qualities of

teaching competence could be observed. An attempt was made %o clasgify
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these situations under certain question headings. Five headings were
developed thus:

What procedures were employed to stinulate thinking
and planning on the part of the students?

Did the teacher identify some of the needs of different
pupils and how did he try t0 meet these needs?

What mechanies of teaching were used?

Were the processes of teaching (for pupile the processes
of learning) democratic?

Whet effects did the teacher's perSOnaiity have upon the
teaching-learning gituation?

Under each of these questions a series of speeifice facte or
activities was listed. This was completed early in 1940. Since then
two revisions of the record form have been mede, - each one with a
1ittle more detail than its predecessor. The second revised form is
the one that is now distributed on a commercisl basis.

The changes which have taken place are shown by using one
specific area as an example. This area in the present edition deals
with Pupil Problems. The original section was entitled, "Meeting Ffupil
Needs", and contained 16 different needs. The obgerver was required
to note with & check mark whether the need was met or was not met by
the teacher. A small space was provided under esch need for anecdotal
observations to support judgment. The second edition contained 26
different needs. The observer was asked to check one of three columns:
"Effieiently Met", "Inefficiently Met", or "iissed a Chanee. Space
for anecdotal evidence was provided only at the bottom of the page and

the obgerver wrote in the number of the need when he explained how the

lTroyer and Pace, Hvaluation in Teacher Education, (Washington,
DeCe: &merican Council of Education, 1944) p.30.
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teacher took care of it.
This section in the present edition has the full title, "How
Did the Teacher Help Students With Their Own Personal Probleme?" Two
pages are devoted to this question. The left-hand page contains the
regions in which the problems are considered to lie. There are eight
of these listed, and each is described in some detail. The problem

regiong are:

See¢. l. Problems Relating to Health and Physical

Development.

&, Problems Relating to Personal Temperament

3. Problems Relating to Social Dispositions

4, Problems Relating to Home and Family

5. Problems Relating to Vocations, Work and
Money

6. Problems Relating to School Activities and
Situations

7. Problems Relating to Leisure-Time Activities

8. Problems Relating to Understanding of. the
Community, the Culture, the Universe.

The right-hand page is divided horizontally into three equal
parts. BEach of these represents an observation period, and the rater
used the space for writing down anecdotal evidence. The same two ques-

tions are found in each of these three sections:

1. What personal problems were touched upon?
How were they handled?
What did both teacher and students say and do?

2. What criticiems, suggestions or comments do you have?
Defend your comments.

Thue this one section has developed from a list of needs to a detailed

account of student problems, with adequate space provided for an anec-

1The Ohio Teaching Record, College of Education, Ohio State
University (Columbus: Ohio State University Press, 1945) p.l6.

2Ipid., p.1l7.
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dotel recording of the means used by teaschers to handle them.

A Description of the Teaching Record Now in Use

The form itself is thirty pages in length. It ie divided into
four parts: Introduction, Areas of Teaching Effectiveness, Summary of
the Teacher's Effectiveness, and the Follow-up Interview. Thus it can~
not be thought of &s a handy little gadget which will fit comfortably
into 'someone's back pocket. (See Appendix, page 178)

The introduction to the teaching record contains the authors®
views on teachers and teacher training. These views are incorporated
into the record itself. Anyone who does not agree with these concepts
is advised against using the form at all.

The authors believe in democratic social values being used
and advocated in the schools. The thinking process requires greater
emphasis in the schools, and students should be given a greater oppor-
tunity to think and plan together. Not enough attention is being given
in the schools to individual problems of pupils, and to behaviour pat-
terns of groups of students working together.

The authors also disapprove the using of their record as the
sole device for evaluating a teacher. The form should be used to aid
in meking teaching better. Only teachers who approve of the form should
be evaluated hy it. This should be accomplished by the supervisor and
the teacher working together. Both should have in mind thet teaching is:

e o o & process, a co-operative inquiry, directed towards

the clarification of the beliefs of both teacher and stu=-
dents, and emphasizing . . . the development of self-
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direetion on the part of the students. The whole enter=-
prise is characterized . . o by a supremely high regard
for the perscnal worth of every individual participating.
There are eight areas of teaching effectiveness, - three more
than in the original record form. The areas are divided thus: I.
Meterials of Instruction, II. Purposes of Instruction, III. Methods
of Instruction, IV. Effectiveness of Instruection, V. Pupil Problems
(described already), VI. School-Community Relations, VII. Democratie
Relationships and Attitudes, VIII, Humen Relationships. BEach of these
oceupies two pages. The left-hand page sets out the situations, and
the right-hand page is divided into three parts for anecdotel record-
ing.
Section IX contains a guided summary. Certain questions‘are
asked about the teacher in four educational areas. These bring the
teaching act which has been observed into a sharp focus. The observer

is asked to describe the teacher's contribution in terms of:

1. Expreseing in Action & Clearly Formuleted Social and
Eduecational Philosophy.

1. Possession of an educational philosophy which
functions in teaching.

2. Representing the ideals of the profession.

3. Contributing to school and community life.

4. Helping studente to elarify their values.

5. Accepting responsibilities to the school as a
whole.

II. Effectively Promoting the Growth and Development of
Boys and Girls.

1. The conscious application of principles of
child development.

l1pid., pod.
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Dealing effectively with individual
differences among shtudents,

3. Consciously applying the principles of
. functional guidance procedures in teaching.
4, Participating construetively in the extra=-

curricular activities of the school.

III. ZExpressing in Action and Developing in Pupils
Effective Personal and Community Relationships.

1.

2o

e

4.

S

Applying the principles of healthy social
ad justment in personal living and in deal-
ing with others.

Applying the principles of healthful living
(mental and physical) to personal living
and teaching.

Interrelating school and community in
teaching.

Using the various media of communication:
oral and written expression, the fine arts,
crafts and music in teaching.

Speaking with clearness and pleasant effect-
iveness.

IV, Utilizing All Available Resources - in Men, Mater-

ials
1.

2o
Be

4.

5

6.

and Techniques in the Learning Process.

Utilizing the process of planning in daily
living and in teaching.

Utilizing proficiently a wide range of
materials and methods of instruction.
Continuously evalueting educational aims,
procesges, and results.

Control of the knowledge in the field
within which one teaches and the ability
to uge this in terms of inereasing the
gtudents' intelligence about the world in
whieh they live.

Cerrying oub appropriszte and effective
methods in the menagement of pupils in the
classroom and with "extra-curricular
activities.

Applying critical reflective thinking
(seientific method) to the solution of
problems, exemplifying it, and teaching for
it in school situations.

l1bid., pp.26-29.
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The back page of this booklet provides space for a follow-
up interview where raters and teachers get together and discuss the
findings made on teachers. Any additional information sbout themselves
which teachers can supply is noted, as well ag ény information on the
use of the form itself. The last section requires the rating officer
to tell what teachers could do to improve their effectiveness.

There is a suggestion made in the general discussion in the
teaching record that teachers use’ the form on themselves after a teach-
ing session; to appraise their own efféctiveness° This would probably
be an excellent idea for beginning teachers.

The Teaching Record represents the most elaborate device for
teacher evaluation discovered in the reading on the subjeet. It must
. be accepted rather widely, because it is s=old commereially. The faect
that it has been revised several times would seem to indicate that those
responsible for its origin are using it constantly and ere aware of any
limitations as they arise. Its great bulk mekes it literally impossible
to use the Record as a quick means of teacher assessment. The purpose
of such elaboration must be to aid boﬁh teachers and administrators in
their educational thinking. Such thinking will be directed toward long
term planning rather than a short term criticism of the teacher. Be-
cause the Record is intended to help teachers more than to criticize
them, it ie presented as a device for constructive teacher evaluztion.

Methods

The School of Education of Syracuse University in 1941 published
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a monograph which contains in it a section dealing with the choice of
students who will become teschers., They justify great care in selec-
tion of future teachers thus:

1, Students in the high schools served by the School of
Edueation should be assured of worthy leadership and
companionship in their educational experiences.

2, Students preparing to teach should be assured that
regardless of extraneous factors, they will be competing
only with candidates for positions who meet a minimum
but high standard of qualifications,

3. Those who think they want to teach should experience a
guidance procedure which will either verify or call into
question their teaching qualifications. . . o

4, Through the selection of students whose qualifications
rank with the best in other professions, the School of
Education . o . may attain a position of leadership and
respects. « o

This School sets out eight criteria or groups of criteria
which are used as a basis for judging the worth of students to become
teachers., Since no mention is made of renking these, presumably they
are of equal importance. However they will be recorded in the same
order a&s they occur in the monograph. Physical stamina and vitality
are required by those who would become teachers. Xmotional stebility
ig required so that the teacher will not bring into the classroom an
unbalanced attitude due to hie or her own personal problems. A cer-

tain social competence is an important factor which will be in evidence

whenever co-cperation with others, good mamners and a smart appearance

lCurriculum Committee, School of Education, Syracuse Univer-
gity, A Functional Program of Teacher Education, pp.39-41 (American
Council of Educetionj Washington, D.C., 1941.)
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are required as part of the teaching act. Since each of these is im-
portant all the time a competent teacher will possess them to a marked
degree. Teachers should know something of the learning process so that
they can pass it on to their pupils. Good teachers are expected to be
among the leaders of the community. They should be widely read on all
matters of interest and culture. Any teacher must be able to express
hie or her thoughts both orally and on paper in a competent mammer. To
be a teacher one must have some concept of the philosophy of education,
of the great advances made in psychology of education, and of the social
trends in eduecation.

Since the'main concern of this paper is the criteria used to
judge teachers and teaching, the check-list found in the Appendix qf
this volume is of interest. It contains those charzcteristics which
the faculty at Syracuse apparently is looking for in apprenticé teach=-
ers. There are twenty in the list. The person doing the rating is
provided with a five-point scale set down beside each characteristic.
The scale ratinge are: Inferior, Below Average, Aversge, Above Average,
and Superior. The characteristies are set out in Teble 18 on the fol-
lowing page.

Some of the items would be rather difficult to judge in a
gtudent taking his or her first year training in teaching. Items fourteen
to twenty would require a considerable amount of actual teaching in
one particular school before much evidence would be available on them.

Actually the entire list looks like a good ome for teachers on probation
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TABIE 18

CHARACTERISTICS OF APPRENTICE TEACHERS AS SET OUT IN A CHECK
LIST BY THE SCHOOL OF EDUCATION, SYRACUSE UNIVERSITY!

1. Sympathetic understanding of 11, Ability to employ good English
boys and girls. expression,
2. Command of sub jeet matter and 12. Ability t0o gain the Pull
general background of teaching. co-operation of pupils.
3. Personal appearance (dress, 13. Skill in testing and other
attractiveness, posture, neat- evaluating techniques.
nessj. 14, General ability to secure
4. Initiative. desirable learning results.
5, Dependability. 15. General professional attitude.
6. Skill in teaching techniques. 16. Capacity for professional growth
7. Ability to seleet and organigze as evidenced in own school.
learning experiences. 17, Willingness t0 assume additional
8. Ability to discern and provide ' school responsibilities,
for individual differences. 18. Willingness to partieipate in
9, Ability to direct discussion : community affairs.
without dominating it. 19, Willingness to accept and act
10, Skill in social control on supervisory suggestions,.
(diseipline) 20, Ability to handle regular school
routine.

in some large system, after they have had at least a yearts training in
éome school of education.

& report in their monograph on the evaluation

Troyer and Pace
made by the education faculty of Wayne University, Detroit. Very heavy
emphasis is laid on the selection of pupils who are to become teachers,
before teacher training is begun. From the data compiled only six out

of ten who apply originally qualify for emtrance %o the faculty of edu-

cation. When the entrance procedure is examined more closely, it is not

1Ibid°, P.255,

Praoyer and Pace, 9p.cit., P.30.
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difficult to see why 40% drop out. Here ic what each student who seeks
entry must do. He must meke his own arrangements to take the following
tests: The American Council on Education Psychological Examination;
Co-operative tests in English, General Culture, Contemporary Affairs;
the Detroit Handwriting Scale, the Stanford Achievement and Dictation
Test in Spelling. He must arrange to have a general physical examination,
special tests of hearing and speech, and an interview with a psychiatrist
who will test him with the Bernreuter Personality Inventory to obtain data
on mental health. The prospective teacher muet also obtain ratings on
his probéble fitness for teaching, and on his personality from six pre-
vious instructors, four public school prineipals (one of whom he can have
had previously), his curriculum adviser from his major field in University,
from an officer in a social agency where the spudent has given service, and
from & previous employer.

The psychiatrist is provided with a rating blank on which he
ranks the candidates on: Success in Social Relationships, Significant
Experiences, and Physical Characteristies. The renking is done on &
five-point basis which ranke the prospect as: Superior, Good, Average
but Below Desired Standard, Very Doubtful, and Definitely Undesirable,

The same basis of ranking is used by all the others who interview the
candidate, with the exception of the social agency.

The social agency form has a space at the top to indieate how
long the candidate worked with them, and what he did. They use a five-

point scale for ranking ag well. It is not the same as that used by the
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others. Thig scale runs from Poor, to Low Average, to Good Average, to

Superior. Space is provided to indicate if there is no evidence on whieh

to base a judgment. The criteria they use seem pertinent.

TABIE 19

CRITERIA USED BY SOCIAL GROUP WORK AGEFNCIES ON PROSPECTIVE
TEACHERS FOR WAYNE COLLEGE, DETROIT!

I

1. Worker secures good rapport with group; gets on well with all
members; secures confidence and is Yat home® with then; is
pleasant and patient.

8. Willingness to learn; open-minded and adaptable; has good
attitude in using suggestions of supervisor.

3. Studies and respects personalities of all members of his group;
aids them in adjusting, even outside the specific group situation.

4. Uses co-operative and democratic rather than dictatorial methods
in group leadership.

5. Conscientious and responsible in matters of record-keeping and
other necessary administrative or routine matters.

6. Seems to have proper balance in his own emotional life as it
relates to group or supervision.

7. Stimulates individual or small group to creative work; resource-
ful in aiding them to plan, execubte, and evaluate their projects.

8. Has a desirable combination of interest in the children and in
the program of the group.

9. Consistent in policies in administering necesgary disciplinary
control within the group.

10. Appearance and appropriate grooming.

11. Vital and energetic; uses own personality to the best advantage
of the program.

12. Analyzes job and considers implications of his work.

The results of all the tests and interviews are summarized in
a profile chart for the dean of the college. More than half of those

who were accepted had to be given remedial treatment for deficiencies

11pid., p.35.
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which had been exposed in the selection process. liarks already ob-
tained at the University were also used in judging academic competence,
Teaching success was found o be highly correlated with recommendations
from faculty advisers, psychiatric ratings, and soecial worker ratings.

From a glance at the ratings used by those in social work, it
should appear rather obvious that there is very little difference be-
tween the goals set up by those in social work and the goals desired by
those in educational work. It would seem to be an excellent testing
ground for those who might want to become teachers,

The methods of these two colleges are mentiomed in connection
with evaluation because they indicate a trend. The trend is toward a
greater emphasis on evaluation as an eliminative and corrective process
at the start of teacher training. Many of the faults of teachers, if
obgerved at an early stage, can be corrected or eliminated. Many of
those who could weaken the teaching profession will be guided out of it.
Thus the standards of the profession will be raised by preliminary evalua-
tion,

Of the two, Syracuse represents a conservative approach to this
preliminary evaluative process. Wayne University, however, has set out
such an exhaustive entrance procedure that one cennot help but feel that
the enthueiasm to eliminate undesirables from entering the teaching pro-
fesgion has been carried too far. The number of tests to be taken by
prospective teachers is appalling. On the obher hand, the use of the

psychiatric interview and (more particularly) the social agency report
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on those seeking to be teachers, represent sound practice. Teachers
ghould be mentally healthy. Insistence on previous experience in soeial
gervice work will help to orient the prospective teacher.

The other two methods of teacher evaluation represent the
attitude toward this subject which is held by two men, Reavis and Cooper;
and by the N.E.A. of the United States, one of the offiecial educational
bodies of that country. The former present their suggested method in
detail. The latter have come forward with an entirely new idea, whieh
is not described in too great detail. Both sources reject most of the
run-of-the-mill methods which have been used to evaluate teachers and
teaching.

In spite of considerable research on the problem there is little
objective information available on what constitutes teaching efficiency
or on the eriteria associated with it. There is an sbundance of opinion,
mostly conflieting. BHEven scientific studies have failed miserably in
determining what constitutes teaching success. Reavig and Cooper think
that the reason for this is the false assumption that the same pattern
can be applied to all suceessful teachers and their téaching. There are
too many other conditioning factors, such as type of community, maturity
of pupils, etc.

The same authors hold the view that persons responsible for
teachers in each school system should decide what general factors and
what specific factors are prerequisite for the suceess of teachers in

a particular position they may hold within the system. The factors or
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eriteria required for teaching succees in one system may not be gquite
the same for another.

Those who do pase judgment on teachers within school systems
often spend too much of their time rating teachers on method, and not
enough time in determining how much pupils are actually learning from
the teacher. In faet pupil ratings, and the effects produced on pupils,
other teachers, and parents, are all factors which could be used in the
rating of a teacher.

The collecting of evidence about teachers is another phase of
teacher rating or evaluation. This cumulative record procedure will
provide an adequate source of evidence with which administretors can
make valid judgments of teachers. This evidence can be usedé

o o o« {1) to refresh the memory when judgment is being
passed; (2) to compel evaluators to inguire into the
facts; (3) to prove to critical teachers that the facts
are available; (4) to give top @dministrators a more
adequate meens of control over subordinate administrators;
{5) to facilitate reporting on personnel to the school
board; (6) to provide continuity of evalustion through
changes in administration; (7) to enable school systems
to conduet a continuous study of their personnel problems.

When such evidence is collected it facilitates any reporting
which administrative officers must do either to their superiors or to
the public. School systems persist, although administrative offieers
change. In order to have a continuous record of personnel, & cumula-

tive system should be installed. This will then preclude the neces-

8ity of a new administrative officer having to go over ground which

1Reavis and Cooper, Op.cit., p.109,
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has already been thoroughly covered by his predecessors. Changes in
working conditions, policies, school populations, and the like, are
always going on within city school systems. New bteschers in particu-
lar like to know as mueh as possible about the school to which they
are assigned. A continuous survey of the entire sysetem is required
to have this information available, and to anticipate changes which
may be required.

It is suggested that the evidence whieh ean be collected econ-
cerning the professional staff should contain items concerning the work
done by the teacher; items whieh will indicate the respect that the
teacher commands from pupile, other teachers, and parents: and items
which will indicate how well the teacher is trying to keep abreast of
the latest developments in his teaching field. Items of teacher pro-
ductivity can be obtained from various sources., The following means
are suggested:

1. Scores made in standardized tests and derived scores from
gtandardized testsz.

2. Reports of efforts to accomplish results in areas not
eagily measured by standardized tests - special projects
undertaken, special methods developed, and speeial facil-
ities Provided.

3. Reports in extra-curriculum activities - respongibilities,
gchedules of extra~curriculum activities, programs of public
performances, photographs of displays.

4., Reporte of services as member or chairman of committees and
special responsibilities on school staff,

5. Copies of reports and materials produced in the performance

of faculty responsibilities, 1
6. Reports of community activities undertaken by the teacher.

l1bid., pp.110,111,
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The pupil-testing programme should bevof wide range, and-should
be varied from time to time to prevent the teachers teaching for the test
rather than for mastery of the subject. In areas of pupil development
not easily measured by tests (responsibility, initiative, etc.), reports
of teacher projects to develop these characteristics should be placed on
file by supervisory officers.

The teachers themselves can furnish a list of the extra-curricu-
lar activities in which they participate for the sake of recording it in
the cumulative file. The fact that teachers serve on éommittees should
be duly noted by the ecentral administration, and placed on their respective
files. Such work constitutes service for whieh there is no remuneration,
end credit should be given for it.

Turning from the realm of teacher productivity to that of
prestige or respect, it should be noted that the successful teacher hag
the respect of at least four groups of persons. These are: the pupils
they teach; the parents of the community they serve; the other teachers
with whom they work; and the administrative officers who must rate them.
Rating is a solicited measure of the respeet a teacher has gained from
a superior. This respect or prestige is often formed from rating secales
with a lot of superfluous factors listed on them. As measures of prestige
these scales should allow the rating officers to indicate whether the
experience of visiting a teacher's room was pleasant or not. They should
also allow the rater to indicate how easy or how difficult it was to work

with the teacher. Most scales do not have space for these items on the
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list, but there is adequate room at the end for remarks. Many rating
officers use this space to note such general impressions as have just
been mentioned.

However, if it is possible to obtain unsolieited measures of
a teacher's prestige, these are more desirable. The spontaneous reac-
tion to & teacher's personzlity can sometimes tell those in positions
of authority more about a teacher than the carefully prepared reports
of rating officers. Communications containing commendation or eriticism
of teachers might be kept on the files of the teachers concerned. Such
expresgions of approval or disapproval would require careful analysis
by administrative officers so that items having no basis of faet would
be excluded from files,

Teachers are part of the schools today. However, "Schools may
be good today, but it is part of the American dream that they shall be
better tomcrrow.“l This means that teachers will never be done with
improving their own efficiency. This can be done in two ways. They
must see that their health remains unimpaired; and they must keep abfeast
of the developments in their special fields of instruction. Most school
gystems have some definite records on the health of the teachers kept on
file. Evidence of professional growth should also be placed on each
teacher's personal file. This may be expressed in a number of ways.
Courses of study taken at Universgity summer schools, plenned travels
(especially for those teaching social studies), and special jobs done
in the so-called vacation period which will increase the teacher's know-

ledge of his (or her) special subject field, should all be placed in the

Lbig., p.119.




- 115 =

file,

It is suggested that the evidence collected in these cumula-
tive persomnel files be used only when neceseary decisions concerning
new appointments for teachers must be made. As yet, there has been no
way found to eliminate the making of these decisions on the basig of
opinion. The opinion should be made only after a full examination of
the evidence. But someone has to make it:

To argue that an evaluation system remain sensitive to

the personal judgments of those in authority in a school

gystem is not to say that the basis of evaluation ghall be

whimsical and indeterminate. The policies which ghall govern

evaluative decisions shall be stated as precisely and as com-

pletely as possible. Furthermore, those policies may repre-

sent highly co-operative effort by the entire staff. But

policies should operate to guide rather than to bind the

hands of responsible officials. . . (however) Personal judg-

ment must remain ag the final arbiter.

Systems can appoint representative committees of teachers.

These committees should be permitted the right to recommend on matters
of teacher appointment, dismissal, transfer, and promotion. Such &
group would not likely be given powers of decision whieh belong to
administrative officers. This would tend to take some authority away
from these officials.

To introduce the idea of a cumulative persomnel system of
teacher evaluation, administrative officers could explain the broad
plan t0 the teachers and leave them the task of working out the finer

details., Such a system should be as simple as posegible, and evalua-

tion procedures should have the co-operation and approvel of the

11via., p.122.
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teachers. All data on each teacher should be located in one central
place, and should be kept as private a matter as possible.

Measures of any kind which are used to judge teacher compe-
tence are hased on opinion. Reavis and Cooper point out that there is
no universal agreement of opinion on those eriteria which ghall be used
to judge all teachers. These authors suggest that something besides
opinion can be used to augment teacher evaluation. This is a cumula-
tive personnel file system. A file for each teacher will contain: an
accurate acecount of the teacher's ability to impart knowledge to gtudents:
an account of the educational contributions made by the teacher within
and also beyond the school system; and an account of attempts on the part
of the teacher to improve his teaching by additional study.

Such a system will require a staff to administer it. This
will confine its use to urban and highly centralized rural areas. It
is used successfully by many large cities (New York and Chiecago, to name
only twoj. For this reason it is presented as an aid to teacher evalua-
tion which attempts to minimize opinion, with one proviso. This is that
those using the files to evaluate teachers place first emphagis on teach-
ing gbility. No ofher activity should be allowed to impair.a teacher's
ability to impart knowledge to pupils.

The N.E.A, pamphiet, "Better then Rating" contains the most
recent (1950) summary on the methods used to evaluate teachers in the
United States. The booklet also suggests another approach to the rating
problem. For these reasons its contents will be included.

The authors of the pamphlet state that the function of teacher
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evaluation:
+ o o is %0 enable people to improve their living by
helping them better the quality of their choices as
they work together in classroom, school, and community.

Present rating plans do not fulfil this funetion. 4 deseription
of these plans will show why this is the case,

Most teacher rating schemes require the judgment of one or two
individuals. In some school systems the principale rank the teachers on
their staffs in order of their effectiveness. Teachers ranked in the
lower portions of school staffs have to be reported on individually to
the central authority. Ir other systems rating officers give teachers
an over-all merk on their competency. No analysis is made of the teach-
ing at all. Some educational systems require a written statement concern-
ing the efforts of the teacher being rated. Fomms are often provided %o
guide the rating officers in forming their opinions. The majority of
systéms analyzed, however, use the rating secale. These scales were found
to contain as few ag four factors and as many as forty. Reting officers
are expected to grade teachers on each factor separately.

Some eduecational centres have abandoned the idea of reting
teachers from the judgment of one or two persons. In one city teachers
gerve for a period of eight years. If their work has been satisfactory
up to that time, further promotion or salery increases will depend on
the judgment of a special board of evaluastion. Thig board has teachers

on it as well as administrative officers. The idea seems to be that

LAssociation for Supervision and Curricular Development, Better
Than Rating (Washington: National Educational Association, 1950), D.66.
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when crucial matters of salary or promotion are involved, a large group
of people will meke a more impartial judgment.

In New York at the end of the sixth, ninth, twelfth, and fif-
teenth years of service, the teacher's career is reviewed by an advisory
committee. This group contains teachers ag well as administretors. They
make use of the cumulative record file on each teacher to help them in
their judgmente. If the review of the file proves to be satisfactory,
advancement to a higher salary bracket and to & high teaching status takes
place,

All of these schemes use rating to determine salary and pro-
motion. Three types of rating forms are mentioned in this pamphlet which
do not have this Pfunction. The first kind is the self-evaluation form.
Teachers are encouraged to use this type of form to asgess their own
strengths and weaknesses. Such a form ig described on page 76 of Chap-
ter III (The Michigan Cooperative Conference). Some school systems use
a joint evaluation plan. This involves a comparison of ratings between
the teacher (who rates himself), and the supervisor (Who rates the teacher).
Such a plan is used by Cincinnati, and is described on page 144 of Chapter
V. The third form mentioned by the authors of the pamphlet is the Ohio
Teaching Record. This has already been described elsewhere in this chap~
ter.

According to the N.E.A. the eorrect function of teacher evelua-
tion is: (1) to improve the teaching profession by helping those in it

find their proper place; and (2) to encourage cooperation between society
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and the educational system toward that goal. Consider how the practice
of merit rating fulfils this function. Teachers are often compared to
gome ideal teacher who exists only in the mind of the rating officer.
Such an unrealistic approach will improve no one. Many rating officers
have very definite ideas about certain educational procedures. Teachers
know that if they follow these ideas they will receive a good rating,
and hence an increment in salary. Rather then use their own ideas (which
will help them find their proper place) they realize thet it is more
profitable to use someone else's. Rating one teacher against another
(i.6., ranking them) breaks down co-operation between teachers them-
gelves. Instead of trying to help one another, they try to outetrip
one another in order to curry favour. Merit rating echemes are often
imposed on teachers by administrative officers., The instructionsl

gtaff is given no chance to offer advice or to make suggestions. Such
a procedure is neither helpful nor co-operative. In general, then, the
N.Z.A. feel that the practice of merit rating ie not a function of
teacher evaluation,

Bvaluation procedures which are not of the merit type seem
to heve a useful function. They are co-operative ventures which help
teachers in their work. None of them, however, give the community any
part in the venture. The N.E.A. feel that the community should play a
part in teacher evalvation.

School people or citizens or both will want to know how to

go about finding a better way to help teachers grow professionally.




Thie requires a comprehensive programme of educational appraissgl, as
distinet from mechanicel types of rating devices. To initieste such an
eppraisal progremme en organization must be developed which will be in-
clusive enough and specific enough to represent the school commnity.

Planning should help the school discover its place as a vital
and living part of the community. The orgenization best suited to
avolve a programme of educational appraisal in public schools is that
created for the purpose of co-operative curriculum development. This
could be called a School Community Couneil.

It is suggested that this Council keep the following prin-
ciples in mind:

1. The process is to be a co-operative enterprise involving pupils,
school people and lay citizens,

2. The programme of appraisal etarts where teachers are and goes
on from there.

3. Evaluetion must be an integral part of the school community's
programme for improving the educational process, never an end product,
nor imposed by administrative order.

4. The programme of appraisal is continuous asnd comprehensive.

5. Methods and procedures for evaluating teaching services muet
be co-operatively and locally evolved, since objectives set by one
group will not be exactly similar to those set by another group.

6. Techniques must be developed for gathering evidence of indiv;d»
ual growth and development.

7. An evaluation process makes intelligent use of objective test-
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ing instruments which are available or csn be conatructed.

This then is the suggested answer to the rating of persons
in education.

The writers of this pamphlet contacted selected achool sys-
tems to ascertain teacher evaluation practices. The me jority of these
gystems use a rating fom containing & list of qualities which are
supposed to be associated with effective teaching. Teachers are rated
on the presence or absence of these qualities. Ability to detect these
qualities in teachers rests in the hands of principals, supervigors or
other administrative officers. On their judegment (mede at intermittent
intervals) the teacher's pay and position depends. This is merit rat-
ing, and the N.E.A. are opposed to it.

Opposition is based on the interpretation of the function of
evaluation. As practiced, its function is to determine salary, pro-
motion and tenﬁre. This is not enough. Its prinecipal funection should
be to make teaching in any community a more pleasant job. This can be
accomplished by helping teschers in their work. This help will come
from administrétive officers, other teachers, and members of the com-
munity in which the school system is situeted. This greup will be
called the School Community Council.

Bech community should decide whet it wants from its eduecational
gystem and from the teachers in the system. Everything should then be
done to attain these goals. This will be the task of the Couneil.

Whether the community should be allowed to delve so deeply

into educational affaire is another matter. As long as the lay members



of the School Community Council were sufficiently informed on all
matters of education, their advice and co-operation would be a great
help. But in areas where such members might be of limited background
their advice and activities might be of great harm. Presumably it
would be tried first in areas vitally interested in education.

This chapter hes described devices and methods but has also
shown that:

1. A teacher rating scale can be constructed on the basis of
the inter-action between teacher and student personalities, and such
a scale can be gimplified by reducing it from a five-~point to a three-
point seale.

2. A teacher rating scale can be constructed on the bagis of the
conduct of teachers toward those whom they teach, and again such a
scale cen be simplified by reducing the number of items from 37 to
25.

3. Scales are only partial devices for the evaluation of teachers
and should be used in conjunction with other means to obtain an aceu-
rate evaluation of a teacher.

4. Teachers can be evaluated by using the Ohio Teaching Record.
This device involves an entire philosophy of education based on the
use of democratic social values in teaching. It ié widely used to
guide teachers in their work. Its bulk makes it a difficult deviee
for hasty evaluation of teachers, but an excellent one where considered
judgment is required.

5. Some teacher training colleges ere trying to raise the stand-
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ards of the teaching profession by making it more difficult for pro-
apective teachers to gain admittance, and by insisting on a high degree
of scholarship in successful candidates.

6. There is no universal agreement on & set of standards by which
all teachers may be judgedo A fair assessment can be made if a file
is kept on each teacher. This file will contain acecounts of the teacher's
contributions to the school in which he is working (pupils® results in
standard tests, extra-curricular activities, etc.), judgments onm his
work (rating seales, etc.), and records of attempts to better his know-
ledge in his own subject field by further study or travel. When judg-
ment has to be made on a teacher, those responsible for such decisions
will use this file.

7. The use of rating scales for the purposes of determining teacher
galary, tenure, and promotion is the only evaluation precticed in meany
educational systems. A better concept of teacher evaluation would be
to meke it a co-operative project to help teachers £ind their proper
place in the aschools of the community. This eould be carried out by
a School Community Couneil consisting of laymen, teachers and admin-

istrators.



CHAPTER V

A QUESTIONNAIRE STUDY OF EVALUATION PRACTICES

In addition to the book studies, it was decided to prepare
an original questionnsire to be sent to Canadian cities end to teacher-
training institutes atteched to Universities acrose the Dominion. This
wag later expanded to inelude some American cities and teacher-training
institutes, and also a few in Britain. The purpose of the questipnnaire 44444
weas to present a list of criteria about teaching to each of the systems
or institutions and to ask them for an opinion of this list. Twenty
eriteria were listed. All edueational organizations contacted were in-
vited to add to the list. They were also asked to renk the eriteria in
order of importance.

Included as well was a list of five suggested methods used
to apply these criteria. OSpace was provided for any additional methods
which might be used by the party conecerned. To this was eppended a brief
list of devices which might be used in the actual appraisal. Space wes
also provided for additions to this.

The eriteria list was prepared from the form used by inspect-
ors of schools in the province of Manitoba o evaluate teachers. Raeisl
Origin and Religious Background were added to the list to see if certain
prejudices still existed. Health was also added to make a total of twenty

items. This was considered to be an adequate number of eriteria without

any further additions.

e
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CRITEHTIA

Omnosite each item place a check mark in the appropriate column, The order
of importance of each item will be indicated by the column chosen, Thus A
will indicate primary importance,® will indicate that the item in your
opinion should be excluded,and columns B to D will indicate a decreasing
order of importance intermediate between A and T.

Criteria A B C D B
Manner . - [ * ® ’ * L) . * . ® e o 1 d \'7 * * [ [ ¢ * * . ’ . 4 o
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Classroom Managemaent o« o o « o o s o ofe o o o of o oo o o e
Discipline o o o o o o ¢ o 0 o 0 0 0 afe oo s oo e o o o o
SpeeCh of 'the TeaChGI‘ e« o © o ¢ @ # o % @ o o o |o o el o e jo o o
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Knowledge of the Subject « o o o o o oo o fe o of o oo o o o o
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General Effectiveness . ¢ ¢ o ¢ o « e o s e de e 4l e el o o

Neligious Background « o+ o o o o o o olo oo o o o ol 0wl s o
Please o o ° * ] ° - , » ' » * . L4 a e 4 » ® [ * Ed R4 " Ll £l L4 L4 ® .

add E 4 L L4 L - ® L4 . * L L4 * 14 L e L4 4 L4 e R4 L4 L4 L4 * ’ L4 » L4 ? L

O.thers < o * 9 4 -* » * L4 * L * . » L4 * L L] * . *® - e L4 4 - L » ¢ e

L4 L4 2 L4 < L4 » L4 o [ 4 L] ° [ L) ’ o L4 14 . . * . 4 R4 i4 L4 * * o L

METHODS

Please place a check mark in the appropriate column to indicate frequency
\ of method used to apply criteria.

Method Freguently Sometimes Never

peacher self-appraisal . o o s s o o o o e e e e e s sl v e e e e g e 0 e
Pupil appraisal of teacheT . . + « « o o ¢ o o e o e ele e e e e g0 e e
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Please do the same to indicate the frequency of the device used.

Device ' Frequently Sometimes Never
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Form letters {see page 127) were sent out with the question-
naire (ses aleo page 185) to nine Canadian, four American end two British
teacher colleges attached to universities. These institutions were also
agked to sgend along any of their own gpecial devices for studemt-teacher
evaluation. Seven Canadian colleges, thres American colleges, and one
British college filled in the questionnaire. These were: Dalhousie Uni-
versity, University of New Brunswick, Laval University, Ontario College
of Edueation, University of Manitoba, University of Saskatchewan, Uni-
versity of Alberta, Wayne University, Syracuse University, Teachers® Col-
lege-Columbia, and the University of Birmingham in England. One Canadisn
University (British Columbia) sent élong all the forms it uses, but_failed
to £111 in the questionnaire. An Ameriecan college did not answer at all.
One British university answered by mail, but did not £ill in the question-
naire.

Turning to the eities, fifteen spread acrose Canada were mailed
questionnaires and form letters. Six in the United States, and two in
Britain were aleo included in the list. Ten Canadian cities filled out
the questionnaire. Five Americen cities also obliged. One British city
answered very politely, but neither city on the other side of the Atlantie
would f1l11l in the questionnaire. Hbfeiis the list: In Canada,- Victoria,
Edmonton, Calgery, Regina, Winnipeg, Toromto, Hamilton, Quebec city, Hali-
fax, St. John's,Newfoundland, In U;S.A.- Los Angeles, Denver, Phoenix,
Cinecinnati, and Chicego.

This meant that in all, eleven colleges and fifteen eities

filled in guestionnaires. The basis of seleetion for mailing should be
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Dear Sir:

AS o M.Ed, thesis project I am making a study of teacher evalug~
tion criteria in some of the larger educational centres of Canada, the
United States and Great Britain,This is being sponsored by Dean Scarfe
of the Faculty of Education at the University of Manitoba. '

Most educational centres have some system which is used to eval~
uate teachers when they are on probation,and later,to judge their prog-
ress, Generally,it is applied to all teachers,no matter at what level or
degree of specialization.This may be administered by inspectors,princ-
ipals(headmasters)or other special officers, C

Fnclosed is a rough check list to indicate the sort of thing
we are seeking.Please place a check mark beside each item to indicate
your opinion of its importance as a criterion in judging a teacher,
Space is provided for additional items which you feel should be inclu~
ded, Your completion of this would be greatly appreciated.

‘ In addition,if you could inform us on this same form of your
methods and enclose whatever forms are used to implememt them,we would
ibe most grateful.

YQQTS truly,

Fig.8,-~Form letter which accompanied questiomnaire to cities

Dear Sdir:

As & M.Ed. thesis project I am making a study of teacher evalua~
t+ion criteria in some of the larger educational centres of Canada, the
United States and Great Britain,This is being sponsored by Dean Scarfe
of the Taculty of Bducation at the University of Manitoba.

Almost all teacher training institutes have some sYstem which
is used to evaluate teachers in training and which is administered by
members of the staff,

Tnclosed is a rough check list to indicate the sort of thing
we are seeking.Pleases place a check mark beside each item to indicate
your opinion of its dimportance as a criterion in' judging a prospective
teacher, Space is provided for additional items which you feel should
be included, Your completion of this would be greatly appreciated.

In addition,if you could inform us on the same form of your

methods ond enclose whatever forms are used to implement them,we would =

| be most grateful.
Yours truly,

Fige Be==Form letter which accompanied guestiomnaire to
faculties of edueation.
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mentioned before proceeding further. In Casnada, two cities per province
were mailed forme (where there were considered to be two of sufficient
size). One university per province (Newfoundland was excluded) received
the guestiomnaire. In the United States those cities which we knew from
previous work were interested in educational studies, were mailed forms.
Teacher training colleges which were interested in teacher evaluation {as
evinced by publications sponsored by them), were also mailed forms. The
British cities and colleges were suggested by Dean Scarfe, recently ar-
rived from Britain.

Some institutions and cities did not £ill in the questionnaire,
but replied rather exteneively. The nature of their response is worthy
of note because it represents another side of the picture. In part, the
Chief Inspector for the schools of London, England, states: ". . .We do
not . . .base our assesement of teachers on assessments of separate quali-
ties. . . .any such method generally produces the Wrong aneswer. . » nl

Incidentally, there is no explanation of how they do base their
assgessment of teachers in that area. Surprisingly enough, the same sort
of answer came from the city of New York, where we were assured thet:

. o oWe have in the public school asystem of New York

City no standard scales for rating teachers or evaluating
their work. Our teachers are rated as either Satisfactory
or Unsatisfactory. . »

Thie also seemed to miss the point. What we wanted to know was

the basis used for the Satisfactory or Unsatisfactory rating. If they

lpart of = letter from A.G.Hughes, Chief Inspector, London,
England.

aPart of & letter from J.Greenberg, Associate Superintendent
of Schools, New York City.
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did not use rating scales, there was room on the questionnaire for them
to indicate that fact. The majority of cities contacted got the ides
right away.

The University of Edihburgh answered by air masil, but did not
£ill in the questionnaire. They kept it instesd. FPart of their reply
will indicate their position on the matter:

o o oAg you will understend, we aim at appointing to our
supervisory staff people who know good teaching when they
see it, and I am sceptical whether any analytical account
of what good teeching consiste in quld do much to improve
the quality of their intuition. .

The letter does not explain how these people know good teache
ing when they see it. Judging teaching by intuition seems to be a
highly dangerous state of affairs.

The rest of the correspondence came from those who anewered
the gquestiomnaire. It will be introduced into thé discussion when
appropriate.

Half of the cities and colleges answering the questionnaire

sent along the supplementary materiel which they use to avaluete teach-

ers and teaching. Cities doing thie were: Chicago and Cinecimnati in

the Us.S.A.; St. Joln's, Halifax, Toronto and Winnipeg in Canada. Teacher

training institutions complying with the request were: Wayne College and
Syracuse College from the U.S.A.; and the education faculties at British
Columbia, Alberte, Saskatchewan, Toronto, end New Brunswick in Canada.

These devicee will be discussed in the latter part of the chepter.

lpart of a letter from John Pilley, Professor of Edueation,
Moray House, Edinburgh University.
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Replies to the Questionnaire

When the questionnmires were all colleected the replies were
summarized. Opposite each of the twenty criteria five columns were
arranged@. Those answering were asgked to gréde each criterion from A
to E. The choice of A for a eriterion would indicate that in the opin-
ion of the correspondent that eriterion was of first rate importance
in judging teaching. The choice of E.would indicste thet in the judg=-
ment of the person answering, that perticular eriterion should be omitted
from any judgment of teaching. Choices of B to D would indicete a de-
creasing order of importance.

From the results obtained (see Fig. 4 on page 13l), no eri-
terion obtained 26 A choices; nor did eny eriterion receive 26 E ratings,
& few criteria received a large number of A choices. These were: At-
titude toward Work (24), Personality (22), Spirit of the Classroom (19),
and Stimulation of Initiative (19). As was expected, Recial Origin
was given a large number of E ratings. Twenty-two of those answering
indicated that this criterion should be rejected. Only half of those
replying would reject Religious Background as an important quality in
a teacher (13). Of this number 9 were from the U.S.A. where s teacher's
religious backeround apparently is not given any weight, This means that
in only four Canadian questionnaires was there an indication that Relig-
ious Background would not be used as partial Judgment of a teacher.

If these criteria are ranked by giving each A choice s weight
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SUMMARY OF REPLIES ¥ROM THE 86 CITIES AND
TEACHER TRAINING COLIECES ANSWERING QUESTIONNAIRE®

CRITERIA

Onmosite each item place a check mark in the appropriate column, The order
of importance of each item will be indicated by the column chosen, Thus A
will indicate primary importance,f will indicate that the item in your
opinion should be excluded,and columns B to D will indicate a decreasing
order of importance intermediate between A and E.
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Please place a check mark in the appropriate column to indicate frequency
of method used to apply criteria.

. Method Trequently Sometimes  Never
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Please do the same to indicate the frequency of the device used.
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&rotals do not always come to 8 for each item. This is because -
some eities and colleges failed to express an opinion on these items. ~ o
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of 4 points; the B's a weight of 3; the C's a weight of &; the D'z a

weight of 1; and the E's a weight of 0, their ranks will be:

TABIE 20

RANK OF CRITERIA AS DETERMINED BY TEACHERS®
COLLEGES AND LARGE CITIES

Criteria City Rank Faculty Renk
Monner coceccesecsccccsscscccaccosso 17 10
VOLCE cocovosvccovsscscsccocascsses 18 15
Pel‘sonality 609000000000 00000000020¢0 l 3
Perszonal Appearence® cececccceccccccso 15 12
Tact GOOVG OO OVAOOOOOCOO VOO0 QY OCo oo 12 ll
Spirit of the Clasgroom ecescccecess 7 5
01a88r°0m Management 0 e 00000 0G00 0D 7 15
Discipline QO OOO0CPOO ODO OO0 OO0 000 BOY O 10 18
Speech of the TeaCher e000000000008 0 14 7
Attitude toward Work eccccecoccsossoco 3 1l
EKnowledge of the Subject cecececccse 6 2
Te&Ching Methods ©0000000000606000000Q 5 9
Pupils?® Interest scoccccceoccocessces 2 7
Pupile' Expression cecccccoscccesscs 9 13
Stimulation of Initiative ceccescces 4 2]
Sympathetic Contact sceeccocecccccvos 10 3
Racial Origin escoceccsccocssoccocoos 20 20
Health G000 0900608030 COCOOO0R0OCOOCOOGLOO0CO 16 17
General Effectiveness ceccecccccsccee 13 13
Religious BaCKground ev00cceo000cc000 19 19

There is some agreement in the two rankings. Both would ignore

Racial Origin and Religious Background in judging teachers.

teria are ranked by both types of institutions within the first ten, al-
though not in the same order. To both groups Personality, Spirit of the
Classroom, Attitude toward Work, Knowledge of the Subject, Teaching meth-

odg, Pupils® Interest, Stimulation of Initietive and Sympathetic Contact

Bight cri-
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are criteria desireble both in teachers and in pupil teachers.

The wide divergence in rankings of some eriteris (8o,
Discipline) may be due to the difference in the teaching act as it
is carried out in training institutes and in actual classrocms. Dig-
eipline would scarcely enter the picture as a determining factor at the
college, whereas in the city classroom it will be present. The same
will be true for Classroom Menagement. How can it be ranked in a train-
ing college when the pupil teacher never has a classroom to menage for

any appreciable length of time?

TABLE 21

QUESTIONNAIRE SUMMAKY ON FREQUENCY OF METHOD USED TO
APPRAISE TEACHERS IN 26 CITIES AND TEACHER TRAIN-
ING COLLEGES IN CANADA, U.S.A., AND BRITAIN

Mefhod Used Not used No opinion
Teacher sppraises 8elf ececcoeco | 17 9 =
Pupil appraises teacher ce.cces 6 18 8
Principel appraises teacher ... 24 1 1
Supervisor appraises teacher .. | 22 g 2
Ingpector appraises teacher ... | 14 5 7

Twenty-four out of tweniy-six systems or institutions indi-
cated by their answers to the guestionnaire that the prineipal should

appraise the teachers on his staff. Almost the same number concurred
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with respect to the supervisor. School inspectors are a vanishing breed
in many American localities, thus seven questionneires ignored his funec-
tion entirely. The encouraging part about the replies is that seventeen
of them indicated a willingness to permit teachére to appraise themselves.
Such & reaction indicates that the rating act itself is being thought of
more and more ag & device for the guidance of the teaching staff. Certain
forme (e.g., the Ohio Teaching Record) are excellent devices for teacher
self-eppraisal. They permit teachers to assess their own strengthe and
woaknesses.

In spite of the fact that several studies show that pupils can
evaluate teachers accurately, very few of the questionnaires indicated a
willingness to allow this to be carried out. Perhaps there are too meny
administrative problems to be overcome, (guarding identity of pupils,

willingness of teachers, stec.)

TABIE 22

QUESTIONNAIRE SUMMARY ON FREQUENCY OF DEVICES USED TO APPRAISE
TEACHERS IN 26 CITIES AND TEACHER TRAINING COLIEGES IN
CANADA, U.Se.A., AND BRITAIN

Device ‘Used Not Used No Opinion
Check liste and rating scales .. 17 9 -
Personal observetion in class .. 28 - =

Stendard tests on professional
Bubjects Q0000206000 90000 ©00Ce 00O 14 6 6

Interview and econference cococcoe 25 - 1
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All answering the questionnaire agreed that personeal observa-
tion in the claseroom was necessary for adequate appraisal. Interview
and conference between the teacher and the administrative officer con-
cerned with the appraisal was &l=0 chosen by nearly everyons. This would
be the natural follow-up in the process of construetive supervision,

Check liste and reting scales did not fare as well. About one-
quarter of those answering the questionnaire indicated that they did not
use thesgs devieces. An analysié of the responses (Appendix, pages 178-181) .
reveals that only Canadian institutions did not mske use of sueh deviceso
Thus, for the sampling of the questionnaire, check lists end rating scales
are usged more extensively by Ameriean then by Canadian institutions.

Why such a large group failed to express any opinion on tests
on profesﬁional subjeets is difficult to explain. Several possibilities
come to mind. Certainly no test has yet been devised which will yield
a satisefactory result. Those answering may not have known what was meant.
In any case only fourteen indieated that they used such tests at all.

Only one of that number used such a device frequently. It is s bit 4iffi-
cult to imagine that someone who could get a high score on child psychol-
ogy (as applied to education) would automatically be rated as an excel-
lent teacher. OSueh knowledge might help to make a teacher better, but
could only be used as a partial basis for judgment of the complete teacher,

Table 23 was prepared to show the Canadian viewpoint with re-
spect to the questionnaire criteria. To both groups such criteria as:

Personality, Spirit of the Classroom, Attitude toward Work, Knowledge of
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RANK OF CRITERIA AS DETERMINED BY CANADIAN CITIES
AND FACULTIES OF EDUCATION

Criteris

City Rank

Faculty Rank

MBNNOGY svccccooccssocsossccccccascsoses
Voice 00000000000 0000000090000 000000000
Porsonelity cccecccocoscsccososcssscces
Personal ADDESTENEE ccesssccscccscccss
Tact D0 0000000 OGCODOBOOCOO 000 0G0 COGT OO
Spirit of the Claﬁs'.!’OOm c00p0000000008 0
Clagsroom Man2gement ceccccoccocoscsoss
Discipline, 0000000006006 0800000060000¢
Speech of the Teacher c.cccceccsscscsocs
Attitude toward Work e.cceeccscccsccos
Konowledge of the Subject ccecsccceccccco
Teaching MethoA8 . ceccscoccccccssccscans
Pupils® Interest scccceccccecocssccccss
Pupile' Expression cceeccccscscscsovcss
Stimulation of Initiative .cccoececcccss
Sympathetic Contaet ccoccvcsccccccoscs
Racial Origin  cceccecvcccocccossnasvos
Health. 0000000000 CE00A00000000C00CGEGES
General EfPectiveness .ceceoccocovosco
Religious Background cccccesccececccos

13
15

1
17
12
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the Subject, Teaching Methods, Pupile®' Interest and Sympathetiec Contact

are placed within the first ten in rank,

Thie ie exaetly the same (al-

though not necessarily in the same order) group of criteria as were

placed in the first ten by the whole group (Canadian, American and

British combined, e¢f., Table 20). There is one other criterion given a

ranking within the first ten by Canadien institutions only, and that ie

Speech of the Teacher.
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Two other points of interest erise out of Teble 23, One is
the great divergence of opinion on the eriterion Stimulation of Initia-
tive. Cities remk this as second. For some inexplicable reason faculties
of education rank this fourteenth. The other point is the large amount
of agreement found within the faculties with respect to importance of
each criterion. This becomes apparent when the items are given a weighb
and then ranked. Many criteria were found to have exactly the same weightg
For exemple, Mamner, Personal Appearance, Taet, and Spirit of the Class-
room were each given four A.choices, two B choices and one C choice. Us-
ing the weighting sugggsted gives each of these a value of twenty«fbur
points. Therefore they are all of equal rank. The eriterion Voice also
garnered twenty-four points, but this was composed of only three A ehoices.
Thue it was ranked below the other four. Such fine distinctions were only
needed in déaling with the results ohtained from Canadisn universities.
In the first sixteen criteria the point spread after weighting was only
from twenty-eight down to twenty~-ome points. Such unanimity was unex-

pected. It would also seem to indicate that in such a situation, ranking

is not necessary since so many eriteria are given almost equal importance,
TABIE 24

QUESTIONNAIRE SUMMARY ON FREQUENCY OF METHOD USED TO APPRAISE
TEACHERS IN 10 CITIES AND 7 TEACHER TRAINING COLLEGES

IN CANADA
Method Used Not Used No Opinion
Teacher appraises 88Lf ccoscecse 10 7 -
Pupil appraises $62Cher cccceses 2 14 1
Principal appraises teacher cc.. 18 - 1
Supervisor appraises teacher ... 17 - =
Inspector appraisez teacher .o.. 11 2 4
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By comparing this table with the composite one on page 133 it
becomes apparent at once that it is the Canadian institutions which mske

up the large majority of opinions against the teacher rating himself, or

the pupils rating the teacher.

TABLE 25

QUESTIONNAIRE SUMMARY ON FREQUENCY OF DEVICES USED TO
APFRAISE IEACHERS IN 10 CITIES AND 7 TRACHER TRAIN=-
ING COLLEGES IN CANADA

Device Used Not used No opinion
Cheek lists end rating =¢aleg ccccos 9 7 1
Personal obgervation in ¢lase ccseoee 17 - -
Standard tests on professional

Subjeets PG OP0OP0DE0 0000 CeG%a 000000 10 5 2

Intefview and conference ccccoccssse 16 = 1

By comparing this table with the composite ome on page 154»it
is interesting to note thet all seven of the institutions not using check
liste and rating scales are located in Canada. Thus all the suspicion of
an itemized analysis of teaching seems to be centred in Cansda., There is
the possibility of course that certain educational ereas in our dominion
have not yet considered such a device.

A few correspondents added other eriteria to the list of twenty
which appeared on the questiomnaire. These were: Mental Health (the only
one suggested more than once); Rapport between Pupile and Teacher (Spirit
of the Classroom gurely is the same thing); Willingness to go beyond Obli-

gation {Attitude toward Work covers this); Psychology of Learning and
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Philosophy of Bducation (Teaching Methods and Knowledge of the Subject
imply these}; Ability to earry through on an assignment (here Attitude
toward Work would aleo apply). There are several not covered by those
in the questionnaire. These were: Relationships with Other Teachers,
Relationships with Community, Elicits Parents® Co-operation, and Flexi-
bility to Adjust to New Situations.

The first three mentioned in this last group are criteria which
will be found outside the c¢lassroom. Judgment of a teacher should include
these relationships with colleagues, with parents, and with the community
at large. A casual visitor would not be sble to determine how well a
teacher fills these eriteria. They are important elements to teaching

sucgese.

Devices Used for Teacher Eveluation

i. By American Cities

Two Americen cities sent forms for teacher evaluation which
proved to be very interesting., " These came from Chicago and Cineinnati,

The Chicago fomm for teacﬁgr appraisal consiste actually of
two forms. The long form contains eight pages and must be made out in
duplicate, - ome copy to be retained by the teacher and the other to be
filed in the school office. The short form is a summsry which is kept
in the central offices. The long form is to be used, "primarily as a
means of helping teachers to improve their effectivenessék It is used
only for teachers on probation. Perusal of such a form by these teachers
ghould give them & good idea of what is expected of them in Chicago

gchools,

1Appraisal of Services of Teachers in the Chicago Public
Sghools, Chicago Publie Schoole, Department of Persomnel, October,
1952, p.2:
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Principals are required to acquaint probationary teachers
thoroughly with the form. Teachers are encouraged to self-rate and
self-evaluate, using the form.

Chieago advocates keeping an evaluation file on teachers to
provide evidence which will help in the finsl appraisal.

In this file will be included various kinds of meterial,
such as copies of articles or books published; summaries of
gpeeches made; descriptions of creative work; records of
suceessful teaching experience; accounts of travel; or records
of sgervice in the school, the district or the community. The
teacher may wish to include alsgo scholarship records or data
on professional activities, Either principal or teacher may
add corresporndence or accounts of ineidents in journal form
with specific data.

The form itself lists seven areas for appraisal. They are:
Personal Qualities as They Affect Class Management, Instructional Skills,
Teacher-Student Relationships, Teacher-Parent Relationships, Community
Relationships, Teacher-Staff Relationships, and Professional Growth.
Each area is fully described on the form so that the person doing the
rating will not be in doubt as to what is wanted.

One of the areas is deseribed thus:

1. Personal Qualities as They Affect Class Management

Mental and physical poise

Good grooming

Good posture

Pleasging quality of voice

Evident love of teaching

Dedication to demoeratic principles

A spirit of enthusiasm

Resourcefulness and initiative

Habits of punetuality

Habits of handling routine practices effectively

llbid., Po3e



= 141 -

Habits of keeping records accurately
Habite of maintaining an attractive clagsroom

OUTSTANDING: All personel qualities listed in noticeable
degree with several qualities in highest degree of excel-
lencs.

UNSATISFACTORY: A conspicuous lack of one or more of the
desired personal gualities, with no compengating super-
iority in any other quality.

CHECK ONE

OUTSTANDING COMPETENT UNSATISFACTORY

At the end of the form space is provided for a General Rating
which will be either Outstanding, Competent or Unsatisfactory. The
Tirst three areass are to be weighed heavily in the General Rating. To
be rated as Outstanding a teacher must be outetanding in these three
areas (Personsl Quelities as They Affect Class Management, Instructional
Skills and Teacher-Student Relationships). To be graded as Unsetisfactory
a teacher must be rated as unsatisfactory in these same ereas.

On the back of the form space is provided for the teacher to
write any comments and sign them after reading the reting made by the
prineipal. Such a form leaves very little to chance. ZEach area to be
appraised is rather thoroughly described, so that the appraising offi-
cer knows exactly what is wanted. For teschers using the form as @
gelf-appraising device the seme thing may be said to apply. They ean

" read for themselves what their system expects to be done in the teaching

Lbid., pod.
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act. It seems to be quite clear that once a teacher passes the pro-
bationary period the form will be used to measure self-improvement.

Cincinnati ié using for the first time this ysar a revised
appraisal procedure. In the report sent with the appraisal form, the
Cincinnati Bureau of Governmental Research recommended to the Board of
Education that, "salery schedules be related to teacher merit as estab-
lished by appraisal".l The professional staff rejected this idea and
urged the Superintendent and Board to do likewise. (The reason might
be that the professional staff felt that in paying by merit the teacher

who has demonstrated that he ies not worthy of a pay increase often

stays on the school staff with no increase in pay. They advocate rather

that an attempt be mede to help such a teacher, and that if he does not
respond to such assistance, he should be fired.) The Board agreed with
this recommendation of the professional staff but decided that in any
case the teacher appraisal system needed a complete overhauling. This
was done by an Appraisal Procedures Committee chosen from the Pro-
fesgional staff. In agreeing with the teaching staff thet merit rating
should not be connected to salary schedules, the Board held the posi-
tion that:
s o oréther than to justify inferior teaching by pro-

portionally lower pay, its obligation is to insiet that =211

pupils have instruction of high merit. Toward this end,

the Board believes that it should comtinue its poliey of

expecting its teachers. . .to effectively discharge the

full responeibilities of their assigmmente; failing which,
geparation from serviee should be guick ahd certain.’

1o Progress Report on The Revised Appraisal Procedure for the
Cineinnati Public Schools, pele

*Ibid, p.t-
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The form for evaluating teacher performance is composed of
four pages. The first pege contains the instructions for the use of
the form. Space is also provided for the indication of: when self-
appraisal wag carried out by the teacher; when & conference wag held
between the teacher and the principel; when the principal appraised the
teacher; and what recommendations were made by the principal concerning
the teacher.

The appraisal form itself covers three areas: Persomal Guali-
ties and Performence, Teaching Performence, and Professional Quelities.
Personal Qualities and Performence has three sub-areas: A, Staff Re-
lationships; B. Community Relationships; and C. Appearance and Manner.
Teaching Performance deals with: A. Teaching Techniques; B. Classroqm
Environment; C. Pupil Growth. Eight characteristics are listed under
Professional Qualities.

In all there are forty-four items to be evaluated. One column
is provided beside these items for the teacher's self-appraisal. The
gecond column is provided for the use of the principal. The comment
colum is provided for interpretations of qualities which either the
teacher or prineipal mey wish to add. Fig. 5 presents part of page two
of this form.

More than a page of space is provided for the teacher %o in-
dicate supplementary informetion. This will concern extra-curricular
activities engaged in, and extra instruction being taken by the teacher
t§ obtain higher academiec qualifications. Space is also provided for

the teacher to indicate the nature of help given by the supervieory



Code for self-appraisal; to
used in Column (1)
¢ = one of my strongest
characteristics

0 = neither one of my strong-
est, nor one of my weak-

- egt characteristics
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be Code for principal’e appraisal, if

any; to be used in Column (2)

satisfactory
needs help
uneatisfactory

BaBw

no opportunity to observe

performance in this ares

= = one of my weakest char-

acteristics (one whie

h1l

would like to improve)

COMMENT ‘ I, PERSONAL QUALITIES AND PERFORMANCE

(1)

(2)

1.

-

e
4.
5.

6.

7e

8.
9.
10,

11,

12,

13.

14,

A. Staff Relationships

Promotes friendly intra-school
relationshiDe eccccecoscccocvos oo
Ad juets easily to changes in pro-
cedure; does not econsider his own
Programme 8ll-important seeecceos
Carries a fair share of out-of-
class responsibilities cececscoos
Accepts ceriticism or recogni-
tion gracefully ceccocccscocccccs
Aceepts group decisions without
necessarily agreeing ccecocsscsoss
Uses diseretion and consideration
in speaking of his school or eol-
1eag‘les 0...0..0!0.0000.00.0.00'0
Co-operates with immediate admin-
istrators and 2upervifors s.ceeee

B, Community Relationshipse

Works understandingly and eo-op-
eratively with parents cceccecsecso
Supporte and participates in
parent-teacher groups ccesceccceo
Participates in community activi-
tiee ©0000000000600000000000006 608
Interprets the school's program
and policies to the community as
occasion permitf. esocvccscocccons

C. Appearance and menner

Dresges appropriately; is well-
groomed angd Poised seccceccccovos
Speaks clearly, using good English
in a well-modulated voice cceocces
Shows genuine respeet, concern and
warmth for others, both child end

aault 0002000000000 0000000060600 0

FigeB.~=Part of the second page of An Evaluation of Teaching

Performance for the Publie S

-

chools of Cineinnati.
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officers to make teaching more effective. Stress is laid on the fact
that the code is designed sepecifically, ™o prevent comparison of one

teacher with another“.l

ii. By Canedien Cities

Four Canedien cities were obliging emough to provide thé forms
which they use to evaluate teachers. Two of these (Toronto amd St.
John'a) are forns which inspectors of schools complete. The other two
(Helifax and Winnipeg) are forms completed by school prineipals.

The simpleet forms are those used by the inspectors. In the
Toronto achools, four items are to be graded: Behaviour Guidance, In-
gtructional Skill, Contribution to Life of School, and Professional
Growth. Top grading for eamech item is "I". Space is also provided
for the inspector to note any special skills (sub jecte, teaching method,
extra-curricular work, etces) whieh the teacher maey possess.

The form from St. John's cen be used on teachers and also on
teaching prinecipals. It represents a summary'of what has already been
observed by the inspector and sent in detailed form to the teacher con-
cerned. Ratings are: Excellent, Good, Fair, and Poor. Space is also
provided to indicate that there is no evidence of the ability under
consideration.

Teachers are observed: in terms of the activities which go on
in their clawsrooms; by the orgenization and management whieh their
work possesses; and (if they are principale) by the way in which they
conduct teachers’ meetinge, keep school records, and sﬁpervise thelr

teachers. Rating of activitiss is to be directed toward: teaching

An Evaluation of Teaching Performence for the Cincinneti
Fublic Schools, Cincinnati, Ohio, p.l.
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ability, direction of seat work, and the work that the pupils do
themselves. Organization and management of: records, routine tasks,
and the physical education programme are to be évaluated by the in-
spectors. Space is aleo provided on this form for any comment whieh
the rating officer may wish to make.,

No explanation is made of the meaning of any of the terms
used by either of these forms. Presumably all inspectors are fully
informed &s to what iz wanted in each case. Let us hope that they,
in turn, explain it all to the teachers.

The Principal'’s Card for Supervision, provided by the Halifax
schools, has greater detail than those forme already mentioned. The
form itself rates teachers in four areas: Routine Details, Room Con-
ditions, Class Discipline, and Organisation of Work. The first two
deal with the mechanics of education. The largest area is covered
by Organization of Work. The first seetion in this arem asks the
principals to rate the presentation of a lesson by answering slevean
questions whieh are set out to direet their eupervision. Pogsibly
they represeﬁt a lot of ground to be covered in one lesson period.

Here is the particular section as it appears on the ecard:
(1) Lesson: Subject Topiec Minutes

(2) Is lesson related t0 pupils® iNterestS? ceecoceccssococoss
(b) Bas there been a rewiew Of Previous WOTK? ceeccecscsccss b
(¢) Have explanations been 236QUALET ccceceooscscscsccoscsocsso
(4) Have teaching aids been USEAT sccccsesceccccscesscosscsose
(e) Wag an attempt made t0 check success Of 10S80NT ceecevccos
{f) Were the questions Well CHOSENT coceococscecsosscscsss oo
(g) Were questions well distributed among Pupils? cecocccvccos
(h) Did the class enjoy the 1ess0n? ccceceecscccccscevococposse
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(i) Is written work carefully checked for nesiness

8N BACCUIECT? ovossecococccceosescacooceosssstovcsnsoeossa
(j) Does teacher encourage careful enunciation? coceccsccses
(k) Is reasonable time devoted t0 0ral ATI11? cececoceccsscs
(1) Other work observed during the period:l

The remaining sections under Organization of Work deal with
lesson assignments, understanding of children, pupil response to the
teacher, and general remarks which can be made in the teacher's favour.
Space is then provided for suggestions and recommendations by the prinei-
pal. A note at the end states that these suggestions, etc. must be made
known to the teacher. The teacher is also given the right to review the
entire form at any time (presumably with the prineipal).

There is no way of knowing how the form used by Halifax prinei-
pals was derived, but the Winnipeg form was one of the outgrowths of the
Reavis survey of Winnipeg schools. The work of the teacher committee on
evaluation has already been discussed in Chapter III., The form used at
present is a much simpler one than the original. It is very brief and
to the point. Teachers are rated on three categoriss of efficiency?
Attention to General School Duties, Instruetion of Pupile, and General
Cless Control and Relations with Pupils. These are summerized by a
General Rating of the teacher. Principals are asked to indiecate teacher
improvement or growth since the last time of rating. This must be sup-
ported by written evidence. vSpace'is provided for the prineipals to

indicate the steps that have been teken to aid teachere with difficul-

1Princip§l’s Card - Supervision, Board of School Commissioners,

Halifax, N.S.
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ties or weaknesses. Under the heading of Genersl Comment or Sugges-
tione, special abilities of teachers are to be noted. Relations with
other staff members and with the public are placed under the seme
section. o
At the bottom of the form, directions are given concerning
the frequency of rating. Principals will rate: when they have changed
their opinion of teachers since they rated them last; when they have a
new teacher; when they are new to the school themselves; anmmally for
teachers on probation. Otherwise, rating is to be done every three

years.

Evaluation Devices for Pupil Teachers
i. In American Teacher Colleges

The two teacher traeining colleges which sent their devices
used to evaluate pupil teachers were Wayne University of Detroit, and
Syracuse University. Both of these colleges have elready been men-
tioned in the diseussion, (Chapter IV).

The form used by Syracuse is an anecdotal report on whieh are
listed fourteen different aspects of teaching. Under each one of these
a description is given, so that the reporting teacher will have sn idea
of what the faculty of educetion want. The first two of theee read as
follows:

I. COMMAND OF SUBJECT MATTER

(Mr. N. was well informed in Biology and kept close
track of eurrent developments related to the subjeet. He
. wae week in Physies.)
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2, INTEREST IN AND UNDERSTANDING OF THE LEARNER

{Mr. N. made no noticeable attempt to become acquainted
with his pupils as individuals but treated them as & group. On
one ocecasion when a pupil was recovering from an illness he
showed real sympathy and understanding. This was the exception
during hies teaching.)

& considerable space is left underneath each of these examples
of the type of anecdote desired. Teachers filling this out are asked to
do it near the end, or at the end of the practice teaching tem. They
are asked for specific facts about the student's teaching. These go in
the emnecdotal spaces. The fourteen aspeets of teaching on which comment

is desired are presented in table forms

TABLE 26

ASFECTS OF TEACHING AS THEY APPEAR ON'SYRACUEE
UNIVERSITY'S PUPIL TEACHER EVALUATION FORM

1. Command of Subject Matter 2. Interest in and Understanding
of the learner.
3o Skill in Seleeting and Di- 4, Skill in Managing Group Pro-
recting Learning Experiences ceases
5. Skill in Evaluating Pupil 6. Hebits of Industry end Depend-
Progress ability
7. Professional Motivation 8. Pergonality Adjustment
9. Relations with Co-Workers 10, Handling School Routine
il, Skill in Communieation 12. Personal Appearance
13. Role in Community (for 14, Cless Leadership

extra-mural teaching only

On the last page of this form there is a space for an over-

all appraisal, for edditional comments, or for both. There is space

lForm for Reportin on Work of Student Teachers, Form C, School
of BEducation, Syracuse University, Syracuse, New York, p.l.

®1pia,
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provided also for the reporting of any informetion to the faculty whieh
the evaluating teacher might wish to withhold from the student teacher.

Wayne University College of Education have both & long and a
short evaluation form for reporting student teaching. Copies of the
long form are given to supervising teachers &nd to the pupil teachers
in their charge. This form contains a detailed description of each
characteristic under the four categories which are to be appraised.
Bach characteristiec is deseribed in terms of three levels of teaching,-
low, middle, and high. At the end of the practiece teaching time in a
school, student teachers make a self-appraisal of their own sbtrengths
and weaknesses in the space provided at the end of this long fqrm. The
shorter form is a summary and is completed by the supervisory teacher,
who gives the student a mark and sends this along to the faculty.
| This instrument of evaluetion:

e . o omay serve: (1) @s an aid to students in continuous

.self-evaluation; (2) as & guide in co-operative efforts

of all concerned with the development of student-teachers;

{3} as a guide in making recommendations for subsequent

placement of students; and (4) as a source of informstion

regarding student's capabilities and competencies in class-

room situations.l.

The four categories on which student-teachers are to be eval-
uvated are: Relationship with Children; Effectiveness in Developing
Learning Bxperiences; Relationships with the Community; and Relation-
ghips with the Profesgion, Self-Adjustment, Integration. There are
thirty-two characteristics under these four castegories. The complete

third category will be reproduced on the next page to give an idea of

whet Wayne College is trying to do.

lEvaluation Form for Reporting Progress in Student Teaching,

Wayne University, College of Education, p.l.
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TABLE 37

THE THIRD CATEGORY OF CHARACTERISTICS DESIRED FOR PUPIL TEACHERS BY WAYNE COLLEGE

OF EDUCATION

11T, KELATICNSHIPS WITH THE COMMUNITY
A, Bxtends Class Activities to School-Wide Levels Where Such Interaction Is Benefiecial

From Toward
Conducte clasgs activities Becomes acquainted with total Sees school as & co-operative com-
independently of larger school program; follows own munity; co-operates in inter-elass
achool groups class of children through at and school-wide activities; util-

least one total school day

B. Utilizes Community to Enrich Children's Learning

izes school resources for profit-
able learning.

Seems unaware of community; Becomes aware of home and

does not use resources: community backgrounds and
or resourceg; makes some jus-

Sees community as a limit- tifiable use of such in~

ing factor rather than as formetion.

a chellenge.

C. Guides School Work Upon Community Problems

Mzkes of the community a learning
leboratory. Uses superior judgment
in taking purposeful field trips
and bringing people and meteriale
into school o further children's
understanding.

Selects traditional learn- 1Is aware of community
ing experiences unrelated problems; suggesta appli-
to commumnity problems cation of material learned

Do Elicits Parent Co-operation (under the direct supervigion

Understands soeial and economic
problens of living as a challenge
to the school; centers learning
experiences upon community probleme

of supervising teacher)

Does own "job" and expects Courteous and helpful to
parents to do their; ae- parents; invites their
cepts verbally the need co~operation

for co-operation but does

nothing to further it.

Seeks parent interest and partic-
ipation in the school to the end
that all work co-operatively for
maximal development of children

= 1¢T -
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There are five pages of material arranged in a similar menner
to describe each characteristic of the four categories. Such & device
indicates an enormous amount of work on the part of the edueation faculty.
They have made their idea of good teaching practices absolutely clear for
the benefit of all concerned.

The form itself does not pretend to measure all those intan-
gibles which go into the teaching act. It is to be uged merely as a
guide. Thus the mark given by the supervisory teacher to the student
teacher doees not have to be precisely related to the Pindings on the oute-
line form. Possibly the best thing ebout such a form is that it gives
student teachers & fairly precise ideas of some of the desirable practices
in teaching.

ii. In Oansdian Teacher Colleges

The following Canadisn Universities very kindly sent the mate-
rials they use to appraise pupil-teachers: British Columbia, Alberta,
Sagkatehewan, Toronto, and New Brunswick. Only one of the five did not
have an evaluation form for use on pupil teachers. Thie was Toronto.
They do uee an interview rating form, but steadfastly have refused to
use a teaching rating form. The Dean, by way of explanation in the coier»
ing letter states:

o o o oIn general I have three mein factors (which go to meke
up the capable teacher):

(1) Personality

(2) Knowledge

(3) Training
o o o oOrities sometimes find it difficult to evaluate the
student and ask for a scale by whieh they should mark. ¥We
have steadfastly refused to provide them with such a yard-
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gtick, ZEach student during the year will have 7 or 8 differ-
ent critics so that we have evaluations from & number of
eritics as well as an evalustion by each member of our staff.l

Toronto's interview rating sheet is & standard one. Candi-
dates are rated on Personel Appearance, Expression, Self-Confidence, and
on the General Impression they create. The interviewing officer rates
them on e five point basis from Very Poor to Exeellent.

The remaining Universities have forms for evaluating pupil
teaching. These are all so similar that one deseription will suffice‘
for them all. The most elaborate one comes from Britisk Columbia. The
moet comprehensive one comes from Alberta. Generally epeaking, evalua-
tion 1= carried on in three areas. These are sometimes not given quite

the seme tltles, but the meaning is almost identical when the charac~

teristics under the main headings are exemined. Personal Fitness, or

Personal Qualities, or Student Teacher is one area under which is con-

sidered personality, scholarship, co-operation, voice, expression, etc.
Lesson Preparation is another aree used by all faculties in whieh evi-
dence can be placed on the amount of work pupil teachers put into les-

sons before they are taught. Instructionel skill, Presentation of

Lesson, or Procedure is the other heading into which development of
lesson, questioning, use of aids, etc. can be placed. Pupil coxtact,
classroom management will also come under the heading of procedurs.

Only one faculty asks for a general comment and not a specifie

letter rating, All the others with evaluation forms require either a

;Portion of a letter received from A. C. Lewis, Ontario
College of Education.



- 154 -

three point quality judgment or a three to five point letter judgment
on each pupil teacher. Saskatchewan was the only University to mention
in their correspondence anything about student teacher self-appraisal:

In addition we place very great stress upon student
teachers' self-appraisal. The student uses the form and
examines his own personal fitness for teaching, his lesson
preparation, and hie instructional skill in the 1light of
the points stressed on the form. . .The student is often
asked to give an orasl appraigal of his own lessons &and
of the methods which he uses, and the students are en-
@oura§ed and given direction in evaluating each other's
work.

No doubt other faculties do the seme thing, although none men-
tioned it in their correspondence.

If all seven rating forms are examined, it is possible t0 group
the main factors into seven areas. Some are repeated on more then one
form. They can be arranged as a table with those having the greatest
frequeney at the top.

TABLE 28
AREAS BY WHICH FUPIL TEACHERS ARE EBVALUATED

IN SEVEN TEACHER COLLEGES OF CANADA AND
THE UeS.4.

1. Qualities and Persgonal Characteristiecs

&, Countacts Mede with the Pupils Taught

3. The Actual Process of Teaching

4. Ability to Fit into the Teaching Profession

5. Knowledge of the Subject Being Taught, and
Bvidence of Care in Lesson Preparation,

6., Ability to Handle Routine Matters of Sechool and Classroom.

7. Raelationshipes with the Community

1Part of a letter from Prof. Toombs of the Faculty of Education,
Saskatchewan University,

-’
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Only American teacher colleges give the seventh item any space
on their formms. Perheps the Canadian faculties feel that this area will
scarcely be touched in the pupil-teacher year. There ig no doubt, how-
ever, that success in teaching is often greatly influenced by teacher-
community relations. This will be especially true in 2 smell community,

which used to be the place where most teachers got their first start.

Conclusions from the Questionnaire

On Criteris

1. These qualities in a teacher were considered more important
than all others: Attitude toward Work, Personality, Spirit of the
Clasgroon, and Stimulation of Initiative.

2. The Racial Origin of a teacher is one quality which all twenty-
six who anewered the questiomnaire indicated would not be taken into
account.

3. In Canada, the Religious Background of a teacher is of im-
portance in some areas of the country (Quebec, Edmonton). It is given
no consgideration in the United States.

4, Teacher training colleges and cities showed agreement in
eight out of the first ten qualities which they desired in teachers or
pupil teachers. These were: Attitude toward Work, Personality, Spirit
of the Classroom, Stimulation of Initistive, Knowledge of the Subject,

Teaching Methode, Pupils® Interest, and Sympathetic Contact.

On Method (Who Should Evaluate?)

5. DNinety percent answering the questionnaire favoured the ap-



- 156 -
praisel of teachers by principals and supervisors.

6. Seventeen out of twenty-six favour teachers evaluating them-
selves, Of those who are not in favour of this method, seven come from
Canade. Thus Canadian institutions represent the bulk of those opposed
%0 such a practice.

7, About 82% of those answering favored pupils appraising the
teachers or pupil teachers. This indicates that for the institutions
canvassed, pupil appraissl is not a common practice. Those who said
they made use of such a device were in the ratio of three American to

ons Canadian.

On Devices (How Bvaluation was Carried out)

8, There was a 100% agreement on the use of personal observation
of the teacher or pupil teacher in the classroom @s & means of deter-
mining his worth,

9. Twenty-five out of twenty-six indicated that interviews ang
conferences were used extensively aé devices for teacher evaluation.

10. Sixty-five percent of those canvaessed used check lists and
rating scales. All institutions which indieated that they did not use
guch devices were in Canada. This came to & total of seven institu-
tions out of the greand Canadian total of sixteen. Thus for the Cana-

dian institutions canvassed, these devices are definitely not popular.

On Criteria Added to the Questionmnaire
1l. Most of the suggested additions ecould be placed in one of the

twenty criteria already there. Therefore, the list as it was first
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made out seems to be fairly adequste.

12, TFour exceptions to thie indicate & new trend in teacher
evaluation. These were: Relationships with Other Teachers, Relation-
ghips with Commmunity, Elicits Parents? Co-operation, and Flexibility
to Adapt to New Situations. The first three mentioned indicste the
trend. Institutions are using qualities whieh will not be exhibited
in the classroom, but outside of it, to evaluste their teachers and

pupil teachers,

The reader should keep in mind the fact that these conclusions
apply only to those cities and institutions in the United States and
Canada which answered the questionnaire. (Plus one British teacher
‘training college.) It might be safe %o say that as such they iﬁdieate
certain trends. But it would be most unwise to assume that the con-
clusions apply to all educational institutions in this country, in the

United States, or in Britain.




CHAPTER VI
CONCLUSIONS

The dsta and arguments presented in this thesis favour the
practice of ecareful and continuous teacher evaluation. It is necessary
in school systems for the following reasons: (i) Teachers applying for
appointment to educetional systems have to be assessed in some way be-
fore being given & permanent appointment. (ii) In these same systems
teachere on the permanent staff need to be evalusted and a reeord kept
of their work for promotion purposes and to protect them from unfair
practiess which changee in administration sometimes produce. (iii)j A
sound principle for educational administrators is to keep themselves
geientifically informed of the calibre of the teaching staff in a
gchool system. This cen only be done when there is an adequate and
Just assessment made of each teacher. (iv) The prime consideration
of any education system, however, is the welfare of the children. An
adequate teacher evaluation programme will protect this welfare by de-
tecting those teschers who may be harmful.

The orgenizastion and implementation of a programme of teacher
evaluation is, of course, a diffiecult matter raquiring great taet and
considerateness on the part of edministrative officers. GCertain pro-
ceduree have been highly successful when followed by systems with
teacher evaluation schemes. The writer believes that these steps
should be followed by any eystem which hopes to have an evaluation

progremme which will function. The steps to be followed are:

- 158 -
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(1) Cities should first convinece teachers and the publie that
such a programme is necessary and beneficial.

(2) When this has been accomplished, teachers should be given an
opportunity to help construet the measure which is t0 be used to as-
certain their effectivenecss,

(3) The measure evolved should depend on sub jective opinion as
little as possible, and give the same results when used by different
rating officers on the same teacher. These secales ghould be intel-
ligible to teachers and help them kmow the type of ability and quality
which rating officers are seeking.

{4) Each teacher ghould be assessed in these cities by several
competent judges so that a teacher's position in the system will not
depend on one person's judgment only.

{5} School systeme shoulgd recognize that all factors involved in
teaching cennot be easily measured at any one time. To get as complete
a picture of the teacher as poesible they should have an individual
filing system and place in it all of the items concerning a teacher’s
activities Both inside and outside the classroom.

(6) When rating is actually cerried out in these cities rating
officers should try to be as friendly as possible to thoge whom they
judge, and evaluate teachere only when necessary.

(7) They should impress on the teachers thet they are trying to
help them a&s well as assess them.

(8) These rating officers should not attempt to judge & teacher

on work which they do not fully understand themselves.
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(9) They should try to give each teacher an honest picture of their
findings after the rating has taken plsce.

{10) In successful city programmes of evaluation, reting officers
should keep in mind that the purpose of te2cher rating is to obtain
informetion on & teacher which will enable the administrative staff
(1f necessary) to set up & remedial programme for improving the calibre
of a teacher’s work,

{11) Rating officers should also take into account the teaching load
when evaluating a teacher's work. Teachers with heavy programmes have
not as much time for preparation as those with a lighter teaching load.

(12) Finally, these rating officers should meke no judgment of a
teacher without sufficient evidence. They should therefore spend
enough time with eaeh teachsr and use enough different devices to ob-
tain a wide range of conerete evidence of ability.

Perusal of the literature on the subjeet of teacher evalua-
tion in various types of school systems has shown that when a gcheme
for evaluation has been started and has then broken down, the failure
can be traced to the omission of one or more of the procedures out-
lired irn the preceding paragraph. The reader will note however thet
the calibre of the administrative officers was the first thing men-
tioned in the paragraph. On these the ultimate success of an evalua=-
tion scheme will depend.

Mention was made in the implementation of a teascher evaluation

programe that teachers and administrative officers should work to=
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gether when constructing sn evaluation deviee. It was algo suggested
that the device when completed should be relisble and valia. Nothing
wasg said however about what should be evaluested. To find this out the
writer turned to the large number of studies on teacher evalvation eri-
teria. From the different studies he chose those eriteria used most
frequently by different authorities. Briefly the studies nay be de=
geribed as follows:

Méa&l choese a list of qualities which in his opinion were
associated with good teaching. Rating officers who used this list
confirmed this by associating more of the qualities with goed teachers
than with poor ones,

Hart?

canvasged a large number of high school students to
find out why they liked some teachers and disliked others. In general
he found that students were favourably impreesed by teachers who were
helpful, cheerful, interesting, and who had control of the classroom.
They did not like teachers who were ecroes, unhelpful, partial, and
unfair,

The Commonwealth Teacher Training S’cudy3 established a series
of traite required by successful teachers at all school levels in dif-
ferent types of schools. This was done by interviewing eduecators and

those interested in education and obtaining from them deseriptions of

activities or traits 2ssociated with suceessgful teaching. It was found

1See pages 44-51.

aSee pages 51-65.
Ssee pages 55-61.
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that the importance of these teacher traits depends on the type of
gchool in whiekh they eare to be used. Breadth of Interest wae ranked
&8 the most importamt trait for High School teachers. Good Judgment
was ranked firet in the Junior High. Considerateness was the most
important trait in Intermediate, Kindergarten, and Primary teachers.
A Rural School teacher's most important treit was Adaptability.

Youngl

sought eriteria which were used in teacher evaluation
by agalyzing the rating scales of different American cities from 1915

to 1933, He found only three eriteria in common use in a large number
of rating scales. These were: Technique of Instruction, Co-operation,

and Perscnality.

Barrg and his co-workers tried using s standardized testing
programme to evaluate teachers. The results of subjeeting teachers to
a battery of teste were supposed to give a picture of their abilities.
The pupils whom they taught were also tested before instruction and
after to discover their achievement quotient. The investigators hoped

that this programme of testing would be an adequate means Por reveale-

ing a teacher's ability., The results indicated that a testing programme

by iteelf is not an adequate means of evaluation. Other inveatigators
heve found the same thing. Tests are invaluable aide in helping %o
assess teachers, but cannot be used as the sole means of evaluation.

In her study on teacher-pupil relationshipg, Bernice Baxter ®

lSee peges 61=64 3399 pages 69-74
Zsee pages 64-69
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suggested that for each pupil action there is a teacher reasction which
ie observable in the classroom. With effective teachers these resec-
tions are calm, co-cperative, balanced, and pleasant ones; for inef-
fective teachers they are precisely the opposite.

In an attempt to improve teacher education in the state of
Miehigan, a representative committee of educatorsl prepared a list of
competeneies which in their opinion were desirable in teachers. Theae
competencies centred about the areas of: (i) personal life and hsbits
of the teacher; (ii) the professional ability of the teacher; and (iii)
the contributions made by the teacher o the community. Syracuse and
Wayne Tescher Golleg952 alego sought to improve the calibre of their
teachers in treining by raising the entrance requirements and by mein-
taining a higher level of scholastic attainment among the students.
Evaluation techniques and devices were used to implement both of these
projeets. At the time such a procedure mey have been an admirsble one;
but the writer feels that the shortage of teachers today unfortunately
necassitates the ebandonment of euch a pProgramme.

During the Reavis Survey% the teachers of Winnipeg were asked
to express their opinione by means of a questionnaire on methods of
teacher appraisal, and on the importance of eriteria %o be used in

Judging teachers. The responses indicated a favourable attitude to

formal appraisal of the teaching staff by prineipals and supervisors

1For degcription see pages 74-77 5See pagea 77-83
3560 pages 103-110
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to determine teacher appointment end promotion on & form prepared by
teachers and administrators. Personal Traits, Attitude toward Pupils,
Ingtruction, and Routine School Duties were chosen by the Winnipeg
achool staff as the most important criteria when meking assessment of
teachers.

Baeeherl

deeided from an analysis oﬁ_earlier gtudies thet
teacher evaluation criteria could be based on pupils® opinions of
teacher behaviour toward them in the classroom. He grouped these
criteria of behaviour into five areas: Understanding of All Pupils;

A Friendly Classroom Attitude; Efficient Classroom Procedures; Ability
to Get Pupil Response; end 4 Knowledge of the Subject.

A1l these studies show that criteria which are desirable‘in
teachers can be established by authoritative opinion and scientific -
analysis. These opinions and anélyses have been made by administra-
tors, supervisors, prineipals, teachers, pupile, and parents. They
have been expressed in questionnaires, interviews, conferences, and
analyses of the opinions of others. Some of the studies indicate that
the eriteria are present in good teachers and are not found in poor
teachers. Efforts to use the results of objective tests as the sole
criteria of teaching succese have been a failure. The evaluation
process must still depend (in part) on the use of criteria established
by the opinions of competent authorities.

Unfortunately these authorities do not agree on the specifie

1See rages 83-86
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eriteria which should be used to assess teachers. Most of the gtudies
however show some agreement on broad areas from which the criteria may
be chosen. The areas of agreement are: Techniques or Means of Instruc-
tion, Knowledge of the Subject, Professional Interest and Attitude,
Relations with the Community, and Personal Qualities (health, etec.).
A new area was also revealed in some of the more recent studiss on the
subject (including the questionnmire study which will be mentioned
later), that of Relations with Pupils. In the writer's opinion, these
8ix areas of activify represent what should be evaluated,

If teachers and administrators are to get together in g
system ard comstruct a device for the partial evaluation of the teach-
ing staff (as wag suggested earlier in thies discussion) they might or-
ganize it around these gix areas of teaching activity. Since no twé
gystems are exactly alike, each system would have to chooge gpecific
criteria to be included under each area.

Two of the areas of teaching which authorities agreed should
be evaluated were Professional Interest ang Attitude, and Relations
with the Community. Neither of these could be assessed by a rating
officer in a classroom because they sre activities which usually take
place elsewhere. To obtain this informetion some means would have to
be used other then a rating sesale.

This suggests that even a cerefully constructed device con-
taining criteria pertaining to the six areas agreed upon cennot give
complete teacher assessment. Authorities on teacher evaluation (such

as Reavis and Cooper) agree on this point. This author therefore
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maintains that along with = Qonstrueted rating scale other devices
and techniques should he used to assist in teacher evalustion.

Accordingly this thesis contains descriptions of several
devices and techniques (e¢f. Chapter II, also Appendix Ij whieh have
been used with success to evaluate certain phases of teaching. Some
of these devices and techniques were given greater space than others
{ef. Chapter IV) because they were new or because they were considered
to be of greater importance. Among these were ineluded: Baxter's and
Beecher's Rating Scales, The Ohio Teaching Record, The Teacher Person-~
nel Filing System, and The School Community Couneil. It is the writer's
contention that a teacher evaluation programme should make use of some
of these devices and proecedures if it is adequately to assess its teach-
ers.

Either of the rating scales constructed by Baxter or Bescher
should be used because they contain the only adequate description of
the activities to be used in judging teacher-pupil reletionships. Bax-
ter's scale (which is more thorough then Beecher's) rates a teacher's
personal effectiveness in these activities: (i) getting pupil response;
(ii) creating a friendly classroom; (1ii) making pupils feel gecure;
(1v) producing emotionally stable pupils; (v) inspiring pupil origin-
ality; and (vi) developing pupil self-reliance.

Every school system should use The Chio Teaching Record for

the guidance of its teachers end rating officers. This device com-

pletely describes teaching procedures in all of the areas already

agreed upon in thie study (although the wording mey not be quite the
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same). It also indicates what constitutes good rating practices. As

such it is a device which can be used extensively for inserviece train-

ing of both teachers and rating officers. The great length of the de-
vice mekes it a rether awkward document for evaluating all of the teachers
in a system. It could be used very effectively, however, on teachers who
require special help in their work.

It has already been established that such devices as are de-
geribed here and elsewhere in the thesis should be used o aid in the
assessment of teachers. There must be some way, however, of bringing
the results of all of these separate assessments together when a complete
judgment of a teacher has to be made. This can be accomplished by using
the personnel file system. A private folder is kept in a central offics
on each teacher and contains: (i) evidences of the tescher's ability %o
impart knowledge; (ii) evidences of the teacher's contributions to edu-
cation within the school and beyond it; (iii) evidences of the teacher's
attempts to improve his teaching ability by additional atudy. When
teachers have to be evaluated the total evidence aceumulated on such s
file i2 used by the administrative officers. This writer subseribes to
the use of such a method in large educational systems where there is an
adequately trained staff to keep it in operation.

In smaller communities where it is not possible to maintain
such detailed records, the School Community Council {consisting of ad-
ministrators, teachers, pupils and citizens) is a suggested means of
helping in teacher evaluation. This Council decides for themselves

what will be required of teachers in their community and then helps



= 168 =

the teachers meet these requirements. This plan ie a good one in that
it attempts to pet the community actively interested in education.

All of the preceding discussions of teacher evaluation were
based on literature on the subject dating from 1929 to 1950. To as-
certain up-to-date teacher evaluation practices & questionnaire study
waes made of selected cities and tescher training colleges in Canads,
America, and Britain. Thirty-seven cities and teacher training in-
stitutions were contacted in 1953, and twenty-six replied.,

This questionnaire contained twenty criteria which might be
used to evaluate teachers. Institutions contacted were asked to choose
the most important of these oriteria. Four qualities were considered
more important then all the others by those replying., These were: At-
titude toward Work, Personality, Spirit of the Classroom, and Stimula-
tion of Initiative. When rankings of these criteria made by cities and
teacher training colleges were compared it was found that the two groups
agreed on eight of the first ten eriterisa. Besldes the four already
mentioned other eriteria were: Knowledge of the Sub ject, Teaching Meth-
ods, Pupil’s Interest, end Sympathetie Contact. It came &8 & refresh-
ing surprisze to find such closs agreement on the most important evalua-
tion eriteria.

Space was provided for the addition of other eriteria whieh
correspondents thought should be ineluded on the 1ist. Thise produced
three eriteria dealing with teacher relationships between themselves,

the community, and between parents. ZEach of these emphasizes the fact
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(mentioned already in this study) that teachers are being evaluated
now by educational centres for their work outside of the clasgroom as
well as in it.

Two criteria were placed on the list to see if certain pre=
Judices still existed when the merits of a teacher were under consid-
eration. .These were Religious Background apnd Raeial Origin. Sad to
relate Religious Background is considered of some importence in parte
of Canada. It is given no consideration by the centres contacted in
America and Britain. Racial Origin was given no consideration in
teacher evaluation by any of those aneworing the questionnaire.

The questionnaire also asked for expressions of opinion on
who should judge teachers. Ninety percent of those replying agreed
that principals and supervisors should evaluate teachers. About one
third of those contacted indieated that there was no purpose served
by teachers evaluating themselves. It is interesting to note that
almost all of this group were Cansdian. Very few (about ome in five)
agreed that teacher evaluation could be earried out by pupils,

The final section of the questionnaire dealt with means
used to evaluate teachers. Everyone replying agreed that personal_
observetion in the ¢lagsroom is one means. All but one reply agreed
that interview and conference between the teacher and the rating of-
ficer were other adequate rabing devices. American centres all fa-
voured the use of check lists and rating sceles. About one-half of

the Canadian replies indicated that they did not use such devices.
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From the literature and the queationnaire study'the following
course of action when evaluating teachers is suggested:
1. Teachers should be evaluated in the following areae by these
means:
(a) Techniques or Means of Instruetion can be rated by
uging check liefs, certain commercial rating scales (Ohio
Teaching Record, Almy-Sorenson Rating Scale, ete.), obazerva-
tion in the classroom, and the use of various means for asg-
certaining pupil achievement., -

(b} Knowledge of the Subject can be appraised by observa-

tion in the classroom if it is carried out by a person who
knowe the subject well and is trained to observe and assess
teaching.

(¢) Professional Interest and Professionsl Attitude ean
be evaluated by keeping on a central file the records of
professional courses taken, along with records of positions
held on teacher organizations. The esteem of fellow teachers
and eo-workers can also be estimated by rating officers.

(3) Relations with the Community can be estimated by keep-
ing a record on file of activities carried out by the teacher
in the community and of positions of responsibility held in
community.

(e} Personal Qualities (health, etc.) can be assessed by

physical examinations, interviews, conferences and by keeping
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on file the results of certain fairly reliable tests of in-
telligence, personality, leadership, etec.

(f£) Relations with Pupile can be evaluasted by a qualified
observer in the classroom using a scale like that suggested
by Bescher or Baxter, or some scale which helps him assess
classroom atmosphere,

&. Teachers should be evaluated by more than one adequately trained
person.

3. If evaluation locates certain weaknesses in a teacher, a remedial
programme should be instigated to cure these weak points.

4. Where a school system wishes to produce a device of its own for
the partial evaluation of its teachers, both teacher and administrators
should work together on its construetion so that it will fit the needs
of the system.

5. Evaluetion of teachers should be a continuous process and not
an intermittent ome. Records.of the evaluations of each teacher should
be kept in a file available to administrative officers.

6. This record should be used: (i) Before appeinting a teacher to
a permenent position on the staff; (ii) Before recommending a teacher
on the staff for promotion to & higher position; (iii) Before imple~
menting a remedial programme for a weak teacher, and after the Pro=
gramme is completed; (iv) Before dismissal of a Heacher.

From the weight of the date and the cogency of the arguments the

author is in no doubt that evaluation of teachers is practical, necessary

and beneficial both to the teachers and to the educational system.
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‘ ALMY-SORENSON RATING SCALE FOR TEACHERS
Name of Teacher Rated ‘ Position
School ' ' City and State
Name of Rater. S _ ‘ Position.....
School | City and State '
Date eienins : Remai-ks

1 Resourcefulness-—Means for meeting sltuatmm and overcommg them

10 9 8 - 7 8 [ 4 3 2 1 g

Bagsis for Judgment Score

Skillfally Usually equsl BSuceesaful =~ Rather mechan- Una.ble to cops

i RN i
Definite General Inadequate ( ’ )

meets every * to every in most + -ieal. Often - with dificulties. :
diffeulty. difficulty. - situations, overcome. . Eagily ‘‘floored.”’
2. Enthusiasm—Lively manifestation of zeal and earnestness.
10 5 8 7 [ 5 4 3 2 1 0
| [ ! | [ A [ 1 1 ,
Shows lively  ¢‘S8elf starter.”’ Is moderately = Quite dead and ~ Dead. . Definite General Inadequate
interest, Usuelly gealous, indifferent. Inanimate. ( )
intorested. i

3. Leadership—Capacity or ability to instil into action.

10 9 8 7 6 8 4. 3 2 1 0

1 ] | I ‘ i !
Children manifest Very seldom does  Ordinarily Ineffective in Children not

i i T 7

Definite General Inadequate ( )

whole-hearted teacher fail to children are conducting - responsive.
response. activate children.  respomsive. children. - Ignore teacher.
4. . Cooperation—Collective and concurrent effort or labor, -
10 ) 8 7 8 5 4 3 2 T 0
o | ) P ! ; RN L ] R O 1 S, BRI
. Works splendidly .  Works well Usually “¢¢Bolo worker.”’ Completely individ-  Definite General Inadequate = /i)
with others for with othera. cooperative, Reluctant in  ualistie. Neither : N
" . eommon objeetive. common endeavor. gives nor takes.
5, Trustworthiness—Worthy of confidence—Can be depended upon.
10 9 8 7 [ 5 4 3 2 1 0
. i i I A ‘ i ] et 1 1 1 S
. Always de- Very seldom Generally Uneertain. . Unrelisble. ~ Definite General Inadequate )
perndable.. Does : fails to do work to be - Spasmodis, =~ Can’t aceept . : :
work 100%. properly. trusted. ‘trust or duty. i ‘
" 6. Honesty—Freedom from deception or trickery. p
10 9 8 7 6 5 4 3 2 1 o
] b 1 ] ‘ | ] a 1 i 1 g
Alweys ‘‘in the Satisfactory. Not Average. Gives Often 8 Deceptxve En Definite General Inadequate ( )
open’’ and * thought of in little or no little .. gages in : . .
¢‘ahove-board.’’ - - this respect. trouble. - - ‘¢foxy.?’? . trickery. -
7. Fairness—A state or condition of impartiality and justice.
10 9 8 7 6 B 4 3 .3 1 L0 - —
] l ‘ I I [ l , ] l - 1 - I 1 (N 1 ‘ !
Gives no . "Very seldom Generally  ¢‘Discriminates.”” = Has Definite General Inadequate ( ) '
undeserved - unjuet. : fair and Plays . pete. o )
favors. impartisl favorites.
8 Sympa.thy—Fellow feehng—-—Appreclatlon of another’s feelings and dlﬁicultxes.
7 [ 4 3 2 1 0

| N 1 | ,. i - 1
Always wisely - Is thoughtful of Reasonably ~ Quite eold and  Entirely immuns

i I R

Definite General Inadequate ( . ) o

responsive to . - others’ diffi- responsive, indifferent. to others’
othera’ feelings. culties. ~ feelinga. -
9. T&ct——Ablhty to deal with others mthout glvmg oﬁense. ’
10 9 8 7 8 8 4 2 1 0 :
| ' R I e g i i T T N
Dmlopé " Very geldom Ordinarily gets Often ‘“zubs Antagonizes Doflnite Qeneral Inadequate ( )
friendliness gives offenze. along with - the wrong nearly every
by contact. othera. way.’’ one.
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Answers for Published b the

Morris Trait Index L ﬁ‘ Eﬁg@ §g§g@@§ ngjﬁﬁgg}@gﬁg @

Bloomingion,lilinois

Printed in U. 8. A, ANSWERS
Pogs 2 Pags 3
5 5
g g . A
gg 4 g5 &
SECTION I 28. (LM)
1. (LM) 29. (DM)
2. (LM) 30. (DM)
3 (L) 3i.  (DM)
4 (LM) 52. (L)
ANSWERS FOR 5. (L) 33 (L)
MORRIS TRAIT INDEX L 6 (L) Csa (L)
By
ELIZABETH H. MORRIS, Ph. D. 7. (N 35, (LM)
PTOf€880‘T of Education, 8. ( L ) 36. (LM)
New York State College for Teachers
9. (L) 37.  (LM)
10. (L)) 38. (L
The answers are so spaced that they match the test exer- » LM
cises. By folding along the vertical lines, the answers may B ( )
be brought close to the test exercises. 12, (LM)
Give one point credit for each answer that agrees with the 13, (LM)
one given in the answer key.
. . i4 (LM)
. It is suggested that more accurate and rapid results are
obtained if the scorer completes one page of all the test papers 15, (N )
before proceeding to'the next. 6. (N
A space is provided at the end of each section of the test . L
for recording the score on that section. For Sections I, ITI, ( )
a‘md IV, there are also provided spaces for recording the sepa~ 18, (LM) SECTION II
rate scores for the five types of answers. 10 (LM)
Transfer the score on each section to the upper right-hand ' 1 (3)
corner of the front page of the test booklet. 20 (LM) 2 (1)
Tor further instructions for scoring, see ‘‘Directions for 2l (LM) 3 (1)
Secoring,’’ on page 3, and ‘‘Supplementary Suggestions,’’ 59 (LM) 4 (23
on pages 5-7 of the Teacher’s Handbook. - '
23.  (LM) 5. (3)
2. (LM) 6. (4)
7. (5
25 ( L)
8. (6)
26. ( N)
9. (4)
2. (N 10. (3)
1. (2)
12. (4)
13. (6)
i4. (4)
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ANSWERS FOR MORRIS TRAIT INDEX L (Continued)

Page 4 Page 5 Page § 7 Page 8
g s % 25 % B ;“'; g % For CoMMENTS
= = mE_ 4 52 <
SECOTION 11X SECTION IV Iv.
i} 1. (
1. (5) 1. EZ) 31. (E) . C)
2, ~
2. (4) ) 5. (E) 3. (X)
3. (A)
4.
8 (4) 4. (C)H 33. (D) €
4 (3) 5 ¢
’ 5, (D) 6. )
5. (3) 6. (B)
6 (D 7. (D) V.
7. (2) 8. (D) 1. )
o (B) 2. )
8. (3) : 3. (X)
10 (B) & ¢
) 5. ¢ )
0. (1) 11. (D) 6. ()
L. (1 12, (C)
13. (B)
il 1 14, (5B)
() ‘_ SEQTION V VL.
15. (8) ) : 1. ()
12. (1) L
il (B ‘ Lo ) 2. ()
3. (2) 7. (B) 2. () . ()
18.  (B) 3 () 4 (X)
14 (3) 19 (C) & ()
’ ’ 5. (G 5. ()
15. (5) 20. (E) 6. ) 6. ¢ )
, 21. (B)
16. (4) 09 (B) VII.
. [ II- 1 ( )
23. (D) 1. (X) o ¢ )
2.  (C) 2. () 3. ()
2. (D) i' E ; ¢ ()
: 5. (X)
2% (A) 5. () P
27. (A) 8. ¢
28. (C)
99. (E) TII.
1 )}
30. (D) 2. (X)
3. )
4, (G
5. )
6. (G
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Instructions for Filling Out Class Record Sheet

The use of this record is optional with the teacher.

1. The record sheet provides spaces for recording the scores of each member of the class. It is suggested
that after the test has been given and scored, the students’ papers be arranged according to their total scores,
from the highest to the lowest. This arrangement will show the standing of each member of the class.

2. To fill out the class record sheet, proceed as follows: Record the name of the first student on line
numbered 1. Place his total score on the entire test in the “Total Score” column.

3. Next, record the score on each section for this student. These scores are obtained from the upper
right-hand corner of the test booklet.

4. Next, record the information called for in the last four columns. This information is obtained from
the end of Section I and Section IV of the test booklet. A large number of N answers indicates a lack of emotional
breadth. The number of LM’s, DM’s, A’s, and E’s together give the total number of extreme answers, indicating
emotional intensity. A large number of C’s indicates a lack of assurance. See page 7 of the Teacher’s Handbook.

5. Each student’s scores are recorded in a similar manner.

6. When the scores for each student have thus been recorded, the class average may be determined. To
determine the class average, add up the number of scores in each column and place the number opposite “Sum of
Students’ Scores.”” Divide this sum by the number of students, and place the average thus obtained after “Average’’
on the record sheet. The averages for total score are given on page 4 of the Teacher’s Handbook. Averages for
the separate sections, etc., have not yet been computed.
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Most people ave, of conrss, leaders at some timeg and habituelly fol-
jowers in other situations. In discovering their individual differences,
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DIRECTIONS FOR GIVING

1. Trait Index L is self-administering becavse of the insiructions on
page 1 of the booklet and the fact that there is no time limit. It may be
Alled out individually or in groups. The group gituation has the advantage
of discouraging undue deliberation over particular items or asking un-
necessary questions. ‘

9. About 40 minutes should be allowed for filling out the booklet, since
few people complete it in less than thirty minutes and few need more than

Atty.

3. Atiention may be directed to the importanee of sincere expression
of personal attitudes by saying, ¢ Ag you note in the directions on the first
page, this is not a test of kmowledge. Therefors do noi give answers prin-
cipally in terms of your reasoned conclusions, but sincerely choose the
answer which most nearly represents your usual feeling or attitude. The
value of your answers depends upon the degree to which they indicate your
own attitudes. One good way to be accurate about your feelings is to
indicate as nearly as possible the way you have most often felt in the past.””

4. Those in charge of having bookleis filled out should nof suggest
that the Index is & measure of qualities of leadership. They may indicate,
however, that the purpose of the Index is to find out about characteristics
which differ from intellectual traits.

DIRECTIONS FOR SCORING

1. There is just one scorable answer for each item. It should be
remembered that the scoring is diagnostic, not descriptive. Often the scor-
able answer is not that which is most characteristic of strong teachers; but
it is the answer which serves to distinguish the strong from the weak
teachers. (Cf. p. 19-26, ¢“Pergonal Traits and Success in Teaching.””)

9. The score is the number of answers like those of the scoring key.
Tnter these scores at ends of sections and on front page.

PRESENT STANDARDS

Total scores may be compared with Graph I which gives the distribu-
tion of 317 scores made by college freshmen in New York State College for
Teachers, who had made an average of 84 or more in Regents’ Examinations
in high schools.
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VALIDITY AND RELTARILITY

Index I: was, of course, difficult
because of the lack of g satisfactory criterion of leadership. Since the
Index was espeeially propared for use with stadents preparing to teach in
high schools, scores have been compared with the students’ grades in prac-
tice teaching.

Determining the validiiy of Trait

That Trait Index T, indicates probable suceess in teaching is shown by
the faet that, for students ranking in the highest sixth of the elass grades
in practice teaching, the average score™ was 115 compared to 103 for the
lowest sixth. The higher average for strong praetice teachers oceurred con-
sistently in each of the six sestions of the Index, the greatest advantags
being in sections I, IiI, V, and VI, For a group of students for whom
detailed estimates of teaching ability were available, the average score wag
114 for those who “‘win cordial codperation’ of pupils, and only 104 for
those not mo rated. This validation ig subjeetive but significant, sines
cordial e6Speration of pupils is an indieation of ieadership on the part of
the teacher,

A probability table is someiimes s bstier indication of the value of
certain measures than is the coeffieient of correlation, because of corre-
spondence between measures in cerigin paris of the series even though
there is diserepancy in other parts. A soore in the upper two-fifths of
Trait Index resulis was found o mean 2 64% chanee of similar rank in
Dractice tesching for the group iniensively giudied, Only 6% of those
whe seored in the top fifth in Trait Tudex seores were in the lowest 82:h
in practice teaching,

¥ On the original form of the test, which had 2 poseible total of 925 poinis,
4

&

freshmen
B for i

section [ as given by experien:
scoring answers seem inapproprial

v

or rescored and resulls considered

3. Whether because of %
preperation for teaching, or be
ugnally score a few points higher 4

4. Answers in Trait Tndez ¥
analytical treatment. It may hs 7

D sugpost

5. The most usetul treatment .
bag been the making of profi P
shows a student’s rank, sompared 1o others :
ship in general, socin} attitudes, soeisl feelings, soe
assuranee, emotional intensity, and emotional hreadth,
especially significant when combined with +those in
emoiional stebility, scouvacy, and sverag
Individual differences are mers marked
than in terms of step-intervals for the

9

=)
&,
M
[t

> gan,
.

o
of course, be approximated and esn be includad in a rauge of ¢ix or sig!
fr:..:

e
H

ranks if it iy desired to diferentisic less i som

[o)

much or little influence on the eomposite score,
Use of this device helps in lgeating the warious ase

TET . : &7
Within ths
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differences are of much less significance. To score ranks cutside of this

widdle range would penalize or eredit ily, henece aceuracy is not
’7°1~hte3 :rf the composite profile zeore. It mpo%ani as a part of the
pmmre, however,

Relative consistency in rankings in the different measures makes &
more favorable profils than great voristy of rankings. Furthermore, it has
spaatedly appearsed that even if diserepausy ocecurg, it i3 more sericus
soms instances thap In others. A studeni who has & rank of only 2

ieliigence but § in smotional stabilily hag better chances for success in
hing than snother student who has only 2 in emoiional stability and
9 in intelligence. (This refers, of course, to rank within the student group.
A rank of only 2 in intelligence does not meen low intelligence compared
10 neople in general.)

T_"J
&
o)

in
in

Graph II shows how profiles vary for two promising students (one rep-
resented by a suceession of dash-dots — - - — - - —, the other by dagshes — —
s e —) 210 h v hoth differ from that of one who seems to lack leadership
for teaching {represenied by a solid ling ————). The summation and

HiND OF ‘-é SCORES

MEASURE =3

LEADERSHIP ] 4
FETTUDES RE
FEELINGS ]
JUDGMENT ' §
AGSUASNCE §
2. IMTENSITY B e e P o
£ BREADTH - G ] 2 ‘
INTELUGENCE <;\ A B 2 |4
HEALTH - ‘“”‘:':s’:_fj 2 2
e 8 e e
£, SYABILITY H e H ¢
ACCURACY ,2,., e e I
REGENTE' IR 1
AVERAGE
PHOR SUMMATION | 2 {14
PROFILES G
IIITIITTe000 L FiLE 5cm§s{comm5w& 12

eomposiie scores are for the student represented by dashes. Because of
probability of growth, it seems well in profiles for freshmen to credit ranks
8§ through 10 in scores on sectiong 11T and IV bui not to penalize for ranks 1
through 5. Trait Index I, furnishes the following possibilities for sep-
arate measures:

L
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Morris Secti
Trait Index L ) ' : Section Score I g%éo?s Section II1
I N 1
II LM 2
MORRIS TRAIT INDEX L
By I DM 3
a - ELIZABETH H. MORRIS v 4
] Profesgsor of Hduogtion,
New York State College for Teachers v 5 .
— iMoM—
Total C A E

Pill out all of the blanks, giving all information &s accurately as you can. Write plainly.

Name

Age

Place . : Date

Teaching experience.

Directions

The purpose of this trait index is to find out how you feel about a number of things. It is #o! like an
intelligence test in which only certain answers are right, nor like an information test requiring specific items of

knowledge; bul is a chance for you to show what you think and feel.

There are five sections of this trait index. For each section you will find a sample situation and response

as an illustration of how you are to follow directions for that section.

Where you can choose a response from the pupil’s standpoint, consider yourself as a pupil. In the other
situations #maegine yourself in the position of teacher or other person indicated, and choose the response you

feel would be the best.

Each ﬁme read the various possible responses very carefully, then mark carefully to give the correct in-
dication of your attitude. Answer promptly but do not feel hurried, since you will not be restricted to e defi-

wite time lemat.

DO NOT OMIT ANY ITEM IN THE FIVE SECTIONS.

IF YOU HAVE ANY GENERAL QUESTIONS, ASK THEM NOW.

Pablished by the

%ﬁbﬁwmﬁ@ﬁ lishing G

Ioomzngin, inois

Printed in T, 8. A.
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Ezplanation of marking: S
LM means ‘“‘like very much.’’
I means ‘“like.”’
N means ‘‘neither like nor dislike.”’
D means ‘““‘dislike,”’
DM means “‘dislike very much.”’

SAMPLE of use:
1, (DM ) Being unfairly treated.

- l’?ﬁu

3“; eai’ll “i “e “)” Wﬂ!g [i W!’” i g [ ie e“ei' r l ers ‘ e e 881 i CalLe (11954

18,

2. ( L ) Kindly people.

feeling :
L ¢ ) Btudying. (in general)
2. ( ) RBeading, ¢ < X
3. ¢ ) Games, AL
RN ¢ ) ‘Travel. € e
8 ) Work, ¢ é¢
X3 ( ) Directing others.
7. ( )  Being alone.
8. ( ) Having responsibility.
8, ( ) People between 1 and § years of age.
70 ¢ ) People between 7 and 11 years of ago.
BT ¢ ) People betwesn 12 and 18 years of age.
12, ( ) People between 25 and 35 years of age.
13, ( ) People betwgen 50 and 80 years of age.
:14. { ) Bright pupils,
15, ( ) Slow pupils.
16, ( )} Meeting emergencies.
17. ( ) Variety.
( ) Being with people.
18, ( ) Following directions explicitly.
20. ( ) Making good grades in your own work.
21, ( ) XKnowledge.
22. ( ) ZReflnement.
23. ( ) Others’ good opinion.
24 ( ) Intellectually curious pupils in & class you teach.
25. ( ) Obedient pupils as class mates.
26. ( ) Talking to strangers.
27. ( ) [Entering into other people’s hobbies and interests.

[

“

28. ( ) Xeeping at 2 thing.
29. ( j Ungremmatieal English,
80. ( ) Inmceuracies in mathematics.
31 ( ) Doing work merely well enough to fit the occasion.
32. ( ) Knowing about other people’s experiences.
33, ( ) ZEnabling a music-lover to hear g concert.
34. ) B8eientific experiments such as thoss in physics or chemlsiry.
35. ( ) Iaterpreting historical events.
Score, Section T....vvoiaiiieonnees cee
36. ( ) Justice. 17 O R R R
37. ( ) Having high ideals. P R R R R
S () Folloring cmoms end osmonis N
DM e oo e

Go right on with the other seetions:

SECTION II

Many good teachers are careful to word comments in various ways for different kinds of pupils. Some of

the different kinds of pupils are:
i—bright ones
2—dull ones
3-—careless ones

4 —lagy ones
5_bluffers’’

§-—conscientious oues.

Read the following SAMPLE:
{2) Now that you understend the proble
the whole problem tomorrow.
ed in the parenthesis before the statement to ind
he dull ones than for any other kind of pupils n

proper number to indicate one of the six kinds of pupils, you are to
comments might most appropriately be made:

m, go over sach step glowly and carefuily agein se thab you will still understand
Vou notice that number 2 is plac ieate that the sample staternent
ig probably more suitable for t amed above.

By writing in the parenthesis the
show to which kind you think each of the following

is more importent than quantity.

1. ( ) In your case quelity

2. () We expect oxceptional achievement from you.

3. ( ) These mistakes are ¢¢jntelligent’’ ones but unpardonablel

4, () Itises important for you to find out why your smswer is wrong as for you to learn the correct answer.
5. ( ) Think twice %o recite oncel

8. ( ) Your work is passing, but not satisfactory because not nearly as good work as you can do.

7. () ““You pay for everything you get in this world.”’

8. () ‘“All work and no play makes Jack & dull boy.’’

9. () Merely satisfactory work isn’t enough.

16. ( ) Be sure you’re right, then go sheadl”

11, () Work for clear ﬁnderstanding more than for speed in solving these problems.

18. () Were the quentity of your work up to its quality, you might have & good record.

13. () Selection of the best references for your purposd will bo wiser than the reading of all suggested references.
14. () ¢‘Practice makes perfect,’” you know! Try going over things you are to learn an extra time or two.

! Seore, Seetion ITT.....cvveenes

[Wh)
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SECTION IiI
SECTION IV

School situations may sometimes be characterized as:

Explanation of marking:
means ‘‘always true.”’

means ‘‘usually true.”’
means ‘‘sometimes true, sometimes false; just as apt to be one as the other.”’

1-—amusing
2—embarrassing
3—necessitating firm control
4-—interesting ) .
means ‘‘rarely true.
means ‘‘never true.’’

HUaowk

S5—necessitating correction of mistake

SAMPLE of use:

{B) Clear directions are followed better than aro eareless ones.

Read the following SAMPLE :

{£) At the beginnin i ass : i
) should like ten iln(ﬁltfz gt]fhd;lms ihpu?ﬂ %v;‘ ] %, beforo wo take today’s questions summerising Ivanhos wo
e issue: solved th i . e qe . . .
ed that Sir Walter Scott holds & place of high importance among Indjeate whether you consider the following ststements true always, usually, sometvmes, rarely, or REVET,

historians.’’
‘ kY that b : by writing the appropriate letter in the parenthesis preceding each statement :
ou see that number 4 is placed in the i :
parenthesis before the statement to indi i i ’g i iosi
- O n “« ; . 1. Tt is easy to arouse other people’s interest and curiosity.
ably the best characterization of the sample statement dicate that ‘interesting”” is prob- . ¢ 7 peop v
- ’ g2 ( )} When one way of solving 2 problem fails, & atudent should try snother method.
For each of the followi i i ; .
haractorive the Situstion fng s;';uat;oni% write the correct number in the parenthesis to show how you would 3. () A poor xecitation is masatisfactory 5 & piece of work.
CLeT rom the standpoint of the - s
shan one way, indicate the one which youpfe°1 W{’)u}d iseac;;; #. If the situation could be characterized in more 4 ( ) High school pupils prepare lessons because they are assignod rather than because of interest in the content.
8 Y - 1 ) ually represent the chara izati . ]
leacher: cterization you would make as 5. ( ) How long it will take is the most important thing to know about an assignment.
I PO Pupils call ion £ . 8. ( ) Tt is interesting for the teacher to prepare legsons.
e ) D all attention to the fact that a word which the teacher has written on the blackboard is mi .
2. () A student who has had an airplane t oard is misspelled. 7. () It is hard for me to recite.
airplene trip during the summer deseribes i .
to hear a book report. v degeribes it 88 o surprise for the elass, who had expected 8. ( ) 1Itis hard for me to listen in class.
3. { ) Pupil ssks a question related to the work but beyond the teacher’s kmowledse 2. ( ) I am apt to look up related articles or other information when assigned material doesn’t moke clear the problem
4 . o Al for atudy.
‘4. () 1In botany class & pupil reads ‘‘pats’’ for “‘pots’® and the rest of th . . . N . . .. i .
5. () Pupil e pupils laugh uproariously, i0. Tn meking a recitation one should think of the way he expresses tnd point he wishes to maks.
upils ‘‘keep step’’ with an o .
o () on yone who goes to the front of the study hall to use the dictionary. 11, Pupils should explain to seachers that they eouldn’t get their lessons because they didn’t have time,
9. class-day the seniors pr
. 9 present a keen and exaggerated ‘‘take-off’’ of the teachers’ peculinrities; 12. When marking papers, the teacher should know whose paper he is marking.
7. () After a meeting held by 3 s ’
, y the pupils constituting the athleti ; . . .. \ .
scraps of paper and disearded ballots seattfred aboutetm board, Mr. Y. enters his room with & visitor, and finds 13. Pupils are apt to have a real interest in preparing lessons.
8 GQirls i P . . . i4. Competition for academic honors iz enjoyable.
¢ ]f 17;111 a certein high sehoql go to their teacher of sewing with the frank objecti . - L. . L.
should have to wear commencement dresses made in the d t jection that they don’t see why they 15. Tt is interesting to explain ideas to other people.
; whatever clothes they choose. omestic art department when the boys are free to buy 16 Tt i to interest ot} in what T doi
‘ ‘ . i8 easy to interest others in what I am domng.
9. { ) Class laughs as the tallest b ; ’
; : oy takes his seat, unconscious of a ¢‘Fr i ; 17 T like to work to & top-notch position
0. ¢ g resh Air Fund fo_r Babies’’ tag pinned to his back. . WOT P position.
18. To keep work up to date is easy for me.

) The teacher insists ou a boy’ ; ;
‘boy’s removing his coat f i " :
because of a much patehed shirt, g or brief gymnastic exercises, and finds that his objection had been
The motives and reasons for other people’s sctions puzzle me.

(
(
(
(
(
(
(
(
(
19. (
(
(
(
(
(
(
(
(

vvvvvvvvvvvvvvvvvvvvv

1L () TIn chemistry e
iRt y class after the professor had said, ‘‘Pl o
o snid, ¢“Yes, 88 we pass out.’’ g ease notice the deadly odor from the chlorine generator,’’ one pupil 20. Sarcastic comment by the teacher is a good mesns of checking the over-confident pupil.
‘:‘12‘ ( ) A popular member of the class walks in, unconscious that a black . 21. High school pupils adopt certain ideals and ‘“heroes’’ more conseiously than do pupils in the elementary grades,
i s A ? at a black mark i . . ’
ical expression. Some pupils laugh, ark on his nose and cheek gives his face a com- 22, Successful teachers conform in some degree to the standards of the community in which they teach.,
18. ( ) 'The principal :
“§iss 1§a , who has been in the room half of the class period, says to the teacher in th 23. To remember ventilation and proper lighting as well as the subject matter of a lesson is difficult for a teacher.
‘ , you ask too many questions requiring memory rather than thought.’” e presence of the pupils,
4.7 () Pupils im ought. 24. Tt ig difficult to keep appointments promptly.
pose upon some freedom the teacher has allowed as to when themes sh s ;
15. () The replies which " es should be handed in. 25. 1t is difieult to continue to recite when a visitor has come into the room.
S P pupils make to questions asked by the visiting principal, indicat i i i fenti in I iati
; on the work. pal, cate that they have not had emough 26. Tt is more important to stress exact facts in scientific study than in literary appreciation.
‘16. ( ) After the physi a . . . \s in i . £ . . . .
: physics teacher has deseribed . . 27. ass discussion does more to help high sehool pupils in interpreting facts than in securing aceurate information,
complete description of a dyna:mo designed to generate direct electrical eurrent, Harry J. gi
ption of the one he has seen in the city light plant. 4 Ty J. gives a more 28. ( Tndustrious dull pupils surpass bright careless omes.
- - 29. ( Tt is all right for the teacher to laugh when a pupil says something funny in order to be ¢¢gmart.’”’
Score, Section III..
y, Seetion TIT............ 30. ( Being shown how to teach a lesson is more interesting than thinking out a method of my own.

4
: 5



31.
¢ ) thxsl a lfellcl)v'v membe.r ofi the class doesn’t understand a point which I
grasp clearly, I find it difgeyyt to see why he fails to get the point.

32. ¢ ) Good teachers are more interested in the

than in the amennt hog puptls oo, control they have over pupils

SECTION ¥

Under the same circumstance i t to f Ty differ I S h
S dlﬂ’erent people are a y diffe ently Ometimes t ey would do
A ‘p p 0 ee] Ve £ i
the same mmg because of custom or courtes , but they would FEEL d'iﬁere%tly a1;011t i :
y it.

N 2Read the sample given below, ang note that response No. 1 might
0. 2 or No. 5 or any of the rest woulg deseribe the feeling of another
BAMPLE:

A lecturer hag just made the statem
ent, ‘‘Boys and gi
Members of the audience might feel: ’ 7" end it

Tepresent the way one person feels, whereag
berson under the same circumstances -

of high school age should be taughs in geparate schools, ??

( ) Idon% agres with that,

() Yes indeed! By all meansi

( ) My experience would Support the opposite opinion,

() I wonder whas his reasons are.

( ) I doubt it; but I reserve judgment until he gives his reasons
( ) There are 5 good many prog and eons, '

I At

E« T eg ) E h f 17 3 34 £3 e - E o }g‘ M :' k Fe :
T eacn o t & 10 i0W lng sev €1 SiLHaElOﬂS Dlace 2 ¢er GSS m w Icaey X1 one o i he Six E) ?‘e!li i!e pr.os
Ox L&

: which idea would probably ocenr 1
() The only way I know to review ig Just to go over the work again, o e

{ ) Repetition is essential for learning,

() Usuvally T learn something new when I Teview.
{ ) Ilike frequent chanses ¢o go over work,

{ ) ZRBepetition ig tedious,

P o s

IL If agked (because of & recent law) {o include

in your Wagl i i
you probalty thien o o 2 your Haglish work gome teaching concerning ﬁre-preveni:ion, what weuld

Lo () I can think of ine ¢

o () T — tiev;r)ai I\j;;:y.to combme. the two g0 as not to get behind in onr xfegular English work,
8 () It will be diffieult to meke that interesting to high sehool i

4 () It will take too much time, l " P

8 () I’ need suggestions of ways to combine the two,

6 () That wil furnisk good new theme topies,

¥ T3 fimy s .
I, Your teacher hog 82id, ¢‘Beside the assigned work I ghall &ive ome additional referene
£ S,

helpful.”?  You fes; not requived bug interesting and

L. () That’s fun; and ¥ mey find more materia} wygolf]
& () @oodl That means more material if T have ﬁme for it; but I don’s
H 14 ]

3 (. ) o . .
;hese adthtmnal asslgnments make me f_'led. T
118 Other
( ) I Cel’t&mjﬁ 15 don’t })[HPOSG to d() mors 'ﬁiaﬂ requ'lredf

() Wiy not make essignments definite} Now we don’t ky
{ ) Im g0ing o agk whether the tescher thinkg I’d better do ¢

6

have to feel burdened,
5 enough to do; pug theze ¢“net required’’ cmes arg

S oo

IV. Supposs that it iz your second week of teaching school and that a lesso

V. Tu working with three or four others, decorating for

= 176 «

n you had carefully planned ¢‘went fiat.’® TWhish

would probably be your feeling?
I. ( ) I wish somebody would tell me what was wrong.

2. () I've got to find out why that lesson was POOT.
3. () What new can I learn§ L.et’s sco—did that lesson go ‘“flat’’ becoune I did the talking instend of the pupils;

or beeause they weren’t ready for it, ete.?
( ) That cerieinly was discouraging! ¥ don’t know what to iry next.
( ) XU chow those pupils nex} time that they’ve got to do better even if they do think me ‘‘green.’?
( ) Xot so fatal for a beginner; but I musin’ let it happen again!

& oo

& bazear, you think of a different and very attractive way to uge the

colored streamers. You feel:

) If I proposed something different the chairman might think me forward.

) I’ tell them I think something different would be better.

) I'1 ask if they wouldn’t like to try this other novel arrangement.

)y I wonder whether to suggest a different arrangement or just help with this.

) Might a8 well do what is proposed! That’s easier, gnd besides I don’t want any friction.
)

Lo(
2. (
3. ¢
4 (
5.«
8. ( Let’s do it another way! I’ll show you.

Buppose that as a high school junior (expected to spend one hour in preparation of a math. lesson) you worked from
8 to 9 P.M. and got all but one problem which you tried twice. Because you were in ‘¢training’’ for a basket-ball con-
test you were supposed to go to bed at 9:30. Tudieats the way you probably would have felt about working 15 minutes

more on the refractory problem:

1. () 1I’e done the required araount, 80 I’m entitled to stop. Besides,
than most of the class will do.

( ) 1t would be much more fun if T could get that fifth problem too. I’ try one more way.

( ) I cuppose I ought to keep at Number 8§, but I really don’t want to!

( ) Guess I’ just have time to try Number § onece more! If I take o fresh sheet I ought fo correct any mis-
take I may have made before. ’

( ) T can’ think of another way to try that problem, so it’R have to gol

6. () Horry not to have Number 5; but cen’t help it!

T have all but one problem; that’s better

o o

Buppose the principal unexpectedly asks you to hand in & certain report before you go home., Would you:

1. ( ) Yeel that you must say, ‘“Very well’? though you were really thinking, ‘I have t01°°%
Feel that you had to refuse, because you had to eatch a train immediately after class?

2. ()

3. ( ) Decide to accept the situation, but feel that you were treated unfairly¢

4. () Think you must ask to he sxzcused

8. ( ) Decide to explain your special haste this time, and ask if you could give him the report mext day?
6. ( ) -Enjoy this proof of the demands made upon teachers?

Heore, Bection V....vv........
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we ¢an select ndividuale fited for particular kingg of Ieadership. There
8eems 1o ho ng single “éea.eh:éng Dersonalis but ceriain combinationg ang
Proportiong of varions, Somewhai measurable +

iraits ave g

Morris Trajg Index 1,



Torgerson D
Teacher Rating Scale of
Instructional Activities

By

T. L. TORGERSON

School of Education, University of Wisconsin
Madison, Wisconsin

Published by

PUBLIC SCHOQOL PUBLISHING CO
BLOOMINGTON, ILLINOIS
Printed in U. S. A.

Torgerszon's Teacher Diagnostic Rating Scale

886-8p




The Measuvement of Teaching Success

The measurement of teaching sucecess is to-day being considered from sev-
eral points of view. Valid and reliable measures of the efficiency of teachers will
serve the following purposes: (a) a basis for the selection of teachers to be
irained, (b) a basis for determining the effectiveness of the teacher training
program, (¢) a guide in the placement of teachers after training, and (d) a
scientific hasis for the improvement of teachers in service. It is now generally
felt that training in service is not only of paramount importance to the begin-
ning teacher but that it is the basic problem in a supervisory program for the
entire teaching staff.

The Torgerson Diagnostic Teacher Rating Scale of Instruetional Activities
is a valid and reliable instrument for the measurement of teaching efficiency.
It is especially adapted to a program for the improvement of teachers in serviee.

Criteria of Teaching Success

When is a teacher a successful teacher? The answer to this question will,
in a large measure, depend upon what we consider to be the true function of
the teacher.

1t is generally acknowledged that the all important function of
the teacher is to produce desirable changes in her pupils.

‘What these changes
should be will depend, in some measure, on the objectives formulated by the
school. It is generally agreed, however, that a teacher is a successful teacher
from the standpoint of instructional skill when she has produced satisfactory
pupil growth in achievement. With gain in pupil achievement as a criterion,
once may readily determine the validity of measuring instruments used in rating
teachers.

Instead of measuring the teacher and what she is, a more valid and di-

reet method of measuring her suceess is to measure what she does.  In other words,
measure the effectiveness of her teaching practices.

In solving this problem, the
factor of utmost importance is to secure a valid and reliable criterion.

A wvalid
and reliable method of measuring gain in pupil achievement is afforded by the
use of standardized achievement tests, if care is taken to select tests that have
a high curricular validity and a high reliability.

Validity and Reliability of the Scale

The original form of the Torgerson Diagnostic Teacher Rating Secale of
Instructional Activities consisted of forty aspects of teaching based upon tra-

ditional teacher rating scales and the literature of educational method. Under
each aspect of teaching was listed five statements of teacher or pupil activities.
These statements deseribed activities or practices on different levels of merit as
judged by the opinions of a group of experts. Tach of the forty groups of
statements was given rank values from one to five but the statements were not
designated on the scale.

arranged in order of merit nor were the rank values of the different statements

In rating a teacher, the supervisor checked the one statement under each of

the forty aspects of teaching listed in the seale that best described the character-
istie behavior of the teacher or her pupils.

The scoring was done objectively by
a key which gave the rank order values for each of the statements. The scale
thus provided for a possible range of scores from 40 to 200.

Two criteria of teaching success were set up in order to validate each aspect
of teaching as well as to determine the validity of the entire scale.

criteria used were:

The two
gain in pupil achievement and supervisors’ rankings of
the instructional skill of their teachers. Gain in pupil achievement was deter- :
mined by applying a standardized achievement test to the pupils near the be- ‘
ginning of the year and again near the end of the year. Rankings of the instrue-
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This teacher rating scale sets forth sixteen aspects of teaching. Under
each are five statements of teacher and pupil activities. Supervisors will find
the scale a yaluable means of diagnosing and evaluating objectively the work
of their teachers. Teachers will nd it a useful diagnostic check list of their
instructional activities.

Mhe supervisor in using the scale, should consider carefully the five
activities orf procedures ¢or each of the aspects of teaching listed and place
an X on the dotted line before the statement that best describes the general
practice of the teacher. Take the Assignment, for example. § the character-
istic method of the teacher in assigning lessons is to say, For tO-MOTTOW'S
fesson, study the next five pages or the next chapter,” then item b of this

aspect of teaching should be marked as shown below :

Assignment.

............ a. Indefinite assignment.

X b Number of pages in a textbook.
............ c. Topical assignment from textbook.
............ d. Problem assignment.

............ e. Problem-project oF unit assignment.

The supervisor in analyzing the work of a teacher should disregard any
potion he may have of the general merit of the teacher. He should concentrate
on one aspect of teachingat a time, and, if he is thoroughly familiar with the
work of the teacher, he will readily be able 0 select the statements that best
describe her teaching practices. 1f the supervisor is not familiar with certain
phases of aspects of 2 teacher’s work; he should not attempt to check these
aspects of her work until he has had opportunity for further visitation. Valid
ratings cannot be made on the basis of general impression.

The teacher in analyzing her own teaching procedures chould concentrate
on one aspect of teaching at a time. She should check under each aspect

of teaching the statement that best describes her teaching practice.
784-4p



1. Discussion Period.

@
ep
............ a. Class discussion limited to brightest pupils. %ﬁ w2 E
............ b. Majority of pupils participate in the discussion. f%% N
............ c. Majority of pupils show lack of interest in the discussion. %f@é < 2 g
............ d. Teacher discourages discussion or questioning. g"%&ﬁg s B ep
............ e. Discussion period seldom provided. E%*& 4 % 'é
' S e b5}
2. Pupil Diagnosis. _ §,%§ E ﬁ 2
a. Only class difficulties analyzed. szl ® g s 3
b. Only obvious difficulties of class given any attention. %E»%m Zij w8
............ c. Special attention given to retarded pupils only. = 2 2 g
............ d. Individual pupil difficulties basis for remedial teaching. L & o o3 +
............ e. No attempt to analyze class or pupil difficulties. o P 3 A e | a
3. Remedial Instruction. 6 s %{ """" o B LI S 9 e
............ a. Reviews and reteaching based upon individual pupil diffi- w 2T E b
; : 2] [S ) R .
culties. = m U I 4 c. | 5 €.114
R b. No reviews or reteaching provided. - r% j R B R e R 1 o a
............ ¢. Carefully prepared class reviews with additional help for = g4 ;r:‘; !
dull pupils. 23 5
............ d. Occasional class reviews. 28 e |
............ e. Carefully prepared class reviews. oE ’i
v © 4
4. Drill Material. ‘ © 2 ; i
............ a. Teacher makes up supplementary drill material. ,:; s g |
............ b. Drill material rarely ever used. : r?; Y =
............ ¢. Standardized drill practice exercises generally used 7S 5
. d. Unsystematic use of drill material. g;c; %’
............ e. Standardized drill practice material used at times. & E, ‘2‘
2o o
5. Measurement of Individual Differences. :; 2 (fp
............ a. Teacher estimates each pupil’s ability. 2.5 é
............ b. Individual differences not measured. 2% 8
............ c. Only extreme differences recognized. Céfj Z
............ d. Objective achievement tests used. e
............ e. Objective achievement and intelligence tests used. ER
. O
6. Provision for Individual Differences. 3 é g §
............ a. Ability grouping with subject matter and standards of at- UC;D = : rg
tainment the same for all. 3 2< 9
............ b. Ability grouping with differentiated subject matter for each g & %E %3
group. g g =
............ c. Special attention given to dull pupils only. E {g 5{2 =
........... d. Differentiated assignments or individual instruction. g¢ 3
............ e. Subject matter and standards of attainment the same for 38 >
all punils in the same course and orade |




7. 'Technique of Measuring Results.
............ . Traditional essay examinations supplemented with occa-

sional use of ob jective tests.
b. Objective examinations with occasional use of standardized

achievement tests.
............ c. Only traditional essay examinations used.
............ d. Essay, objective, and standardized achievement tests used.

............ e. Objective examinations always used.

8. Typesof Criticism.
a. Pupils indifferent to general class criticism.

............ b. Pupils resent criticism offered.

............ c. Many pupils are stimulated to improve by criticism.

d. Criticism may be constructive or destructive depending upon
the mood of the teacher.

e. Pupilsare stimulated by criticism and shown how to improve.

9. Pupil Attention.
............ a. Only a few pupils attentive.
b. Passive attention. Tack of sustained active attention.

c. Active attention demanded and secured.
d. Pupils show enthusiastic and spontaneous attention.

e. Teacher frequently calls for attention with little result.

ro. Results of Motivation upon Pupils.

4. Sustained interest lacking.

............ b. Interest present and well sustained.

............ c. Sustained interest and spontaneous enthusiasm for work.
d. Only brightest pupils in the class are interested.

e. Majority of the class indifferent and uninterested.

11, Pupil Activity.

a. Pupils show purposeful activity when directed closely by
the teacher.

............ b. Pupils show spontaneous, purposeful activity.

............ ¢. Unguided, imisdirected activity.

4. Group activity and initiative discouraged.

e. Purposeful activity carried on by the ma jority of the class.



L2, . . .
Attention to Heating, Lighting, and Seating.

b. Serious maladjustments reported.

............. Z ‘g;ry slight attention given to these items
.......... e. Ad{y extreme maladjusiments given any attention
. justments made are only those under immediate control

13. Use of Instructional Materials.

9 Lipnarie 5 C. t
] con

b. Mater?als used extensively but not economically
z. I‘Iv{Iatenals conveniently placed and used efficiently
---------- e. . jrelly uses available supplementary teaching matf;riais '
. pplementary materials not ready for class when neﬂ;led

14. Control over Pupils,

............ a. Very little control.

o . .
nly occa.s.lonai necessity for exercise of authorit
............ ¢. Forced military control. "

No disciplinary problems arise.

15. Method of Handling Problem Cases in Discipline.

a ) ..
. Frequent recurrence of disciplinary cases
. Problem cases referred to superior officer

c. Slight attempt to anal
ze ia)
. yze each case and apply remedial treai-

d. Prob i
lem cases studied carefully and corrective treatment

applied.
e. Each case promptly punished.

16. Corrective Measures.

............ a. Punishrrxent which inhibits but does not correct
........ b. gorl:ectwe treatment rather than punishment. .
3 Cl;?:i}::::ttwhich reﬂect.s partiality and favoritism.
reatment which tends to eliminate discipli
problems. e

Puni .
unishment which cauces rezentment

tional skill of his teaching staff were obtained from each gupervisor and these
ranks were then transmuted into linear scores. Gain in pupil achievement was
measured by the Otis (lagsification Test and the Stanford Achievement Test.

The validity of each of the forty aspects of teaching originally listed on
the scale was determined by dividing the teachers into three groups on the basis
of their eriterion scores and computing the mean seore on each aspeet of teach-
ing for each criterion group. Those aspeects of teaching that failed to show suc-
cessively higher mean seoves for the low, average, and high eriterion groups
were eliminated from the scale because they failed to diseriminate between
teaching of known degrees of merit. The present scale contains the sixteen
aspects of teaching that did discriminate between pOOT, average, and good
teachers. The validity coefficients for the revised sixteen-point scale are set
forth in the following table.

Validity Coefflcients

CORRELATION OF TORGERSON DIAGNOSTIC TEACHER RATING SUALE SCORES
wWirg CRITERIA OF TEACHING SUCCESS

School Experimental Lo

Systems Teachers Pupils Grades Period Criterion r
A 37 1,134 4-6 14 weeks (iain in Achievement 507
A 37 4-6 Supv. Rankings 749
B,C,DE 88 3,080 2-6 24 weeks Giain in Achievement 325
B,C,D,E 88 2-6 Supv. Rankings 651
F 52 4-6 I Supv. Rankings 648

The above validity cocfficients, obtained by using gain in pupil achievement
as a criterion of teaching success, are attenuated by differences in the mean intel-
ligence of the various classes. When gain in pupil achievement is used as 2
criterion, it is essential that the mean Tevel of intelligence and the variability
of intelligence for each class be approximately the same. This -was not frue
in the above reported study as ability grouping was in use in many of the
classes. Dull and bright classes were next eliminated from the study by exclud-
ing all classes with mean intelligence quotients below 90 and above 110. The
correlation of the Diagnostie Teacher Rating Scale with gain in pupil achieve-
ment for classes with mean intelligence quotients between 90 and 110 was +.671.
Another serious attenuating factor is the unequal £amiliarity among super-
visors with the work of their teachers. The average supervisor 1s not suffi-
ciently familiar with the work of his staff to pass valid judgments on the
gpecific practices and activities called for in the scale. Later studies con-
ducted by the author indicate that the validity of the scale is increased very
materially when it is used by a supervisor who has had opportunity for extended
supervisory visits keeping in mind the teaching activities included in the scale.
‘While the above coefficients are anusually high when considered as validity co-
efficients, they are considerably lower than the true validity of the scale as an
instrument for measuring the instructional skill of teachers.

A statistical measure of the objectivity of the scale was obtained by having
two sapervisors rate the same staff of twenty-five teachers independently with
the scale. The coefficient of correlation between the two sets of ratings was .986.

A gtatistical measure of the reliability of the scale, obtained by having the
supervisor in ity B with twenty-eight teachers and the supervisor in city C
with thirty teachers rate their teachers a second time after an interval of sev-
eral weeks, yielded coefficients of reliability of .86 and .89.

CGeneral Nature of the Scale

The Torgerson Diagnostic Teacher Rating Qeale is basically a check list
which permits an inventory to be made of the instructional activities of the
teacher. The scale sets forth sixteen aspects of teaching, each of which is de-

3



fined by five statements of teacher and pupil getivities. Supervisors will find
the scale a valuable means of diagnosing and evaluating objectively the work of
their teachers. Teachers will find the seale a valuable means of diagnosing and
evalnating their instructional piocedures. The scale is 2 reliable and valid in-
strument for measuring the instructional skill of both elementary and secondary
gehool teachers. While the scale was not designed to serve as @ valid measuring
instrument for special teachers, it may readily be adapted to their needs.
The scale has been validated experimentally by determining its relationship
{0 certain eriteria of teaching success. The subjective clement in teacher rating
hag been largely climinated. The teacher is rated by taking an inventory of her
teaching practices in aspects of teaching that permit diserimination between
good and poor teachers, and evaluating these practices objectively by means of
a standardized key. The eighty statements of procedures 0T practices listed on
the scale are observable activities of teaching practices. {n using the secale, the
supervisor simply checks the statements that tell what the teacher does without
any attempt to determine the worth of the activity. When all of the sixteen
aspeets of teaching have been checked, the scale chould be scored by applying
the objective seoring key which gives a possible range of scores from 16 to 80
The teacher may use the scale in a similar way +o analyze her own teaching
procedures by checking the statements which are deseriptive of her common
practices, after which she may apply the objective scoring key in order to evalu-
ate these practices. The sam of the scores on each aspect of teaching will eon-
otitute the teacher’s total score. The total self rating score OT {otal supervisory
rating score may be transmuted into a percentile score by referring to the per-
centile norms on page 7. The scores for each aspect of teaching may be
transferred to the profile chart in order to provide a graphic representation of
the teacher’s strength and weakness in instructional skill.

.

CGeneral Directions

The supervisor in using the seale should consider carefully the five activi-
ties or procedures for each of the aspeets of teaching listed and place an X on the
dotted line before the statement that best deseribes the general practice of the
teacher. Take the Assignment, for example. 1f the chavacteristic method of
the teacher in assigning lessons is to say, ‘‘Tor to-morrow’s lesson, study the

next five pages, or the next chapter,” then statement b should be marked as
shown below:

Assignment.
AU Tndefinite assignment.

"X .... b Number of pages in a textbook.
.......... . Topical assignment from textbook.
.......... d. Daily problem agsignment.
.......... e. Problem-project or unit assignment.

The supervisor in analyzing the work of the teacher chould disregard any
notion he may have of the general merit of the teacher. In taking an inventory
of the teaching activities of the teacher, he should concentrate on one aspect
of teaching at a time, and, if he is thoroughly familiar with the work of the
teacher, he will be able to select the «tatements that best deseribe her teaching
practiees. 1f the supervisor is not familiavr with certain phases or aspeets of 2
teacher’s work listed on the seale, he should not attempt to check these aspects
of her work until he has had opportunity for further visitation.

Valid ratings
cannot be made on the basis of general jmpression.
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Suggested Steps in a Program for the Improvement
of Teachers in Service

1. The principal or supervisor should eall his teachers into eonference at the
beginning of the year and place in their hands the Torgerson Diagnostic Teacher
Rating Scale.” During this conference, he should analyze the scale carefully
and make clear to the staff its general nature and purpose. He should instruet
his teachers to analyze their teaching procedures carefully during the next
week, keeping in mind the sixteen aspects of teaching set forth in the secale.
During the following week, the teachers should take an inventory of their teach-
ing practices by checking on the scale the activity under each of the sixteen
aspects of teaching that best typifies their own procedures. If the activities
that characterize the work of a teacher vary with the subject taught, she should
use a separate scale for each subjeet.

9. The principal or supervisor should inform the teachers that he also will
rate them, using the same scale, and that the two ratings will be compared.

3. The supervisory officer should rate the teachers only after careful study
of their work. Each supervisory visit should extend, if possible, throughout an
entire class period with the attention focused upon the aspects of teaching
listed in the rating scale. It must be emphasized that, unless the principal
beeomes thoroughly familiar with the work of his teachers, his ratings will
have no validity.

4. When the supervisory officer has completed his ratings, he should call
each teacher into private conference for a comparison of the two ratings. In
cases of disagreement, an attempt should be made to agree upon the procedures
which are most characteristic of the teacher’s teaching. TFurther visitation may
be necessary before final agreement can be reached. Up to this point, the 0b-
jective has been to reach an agreement as to the facts of the case; there has
been no attempt to evaluate what the teacher does.

5. After an agreement has been reached between the supervisory officer and
the teacher about the facts in the case, that ig, what the teacher’s teaching activi-
ties actually are, the scoring key should be applied in order to evaluate these
teaching practices.

6. The total score on the scale should then be transmuted into a percentile
score and the scores on each aspect of teaching transferred to the profile chart
and a duplicate made for the teacher.

7. Those aspects of teaching that have the lowest scores should be selected
for special study by the teacher during the following month or remainder of
semester. The teacher should select the references given in the manual pertain-
ing to the special aspects of teaching in which she is weakest and make a careful
study of this material. The objective of the supervisory officer should be to guide,
direct, and help the teacher in every way possible to strengthen her particular
weaknesses.

8. The self ratings and the supervisory ratings should be repeated at the
end of the semester and again at the end of the year.

9. Summary of program: (1) oultine the program for the teachers, (2)
have the teachers use the scale to make an inventory of their teaching activi-
ties, (3) the supervisor should use the scale to make an inventory of the
teaching practices of each teacher, (4) the supervisor and teacher should eon-
fer and compare ratings, (5) score the scale after an agreement has been
reached, (6) prepare the teaching profile, (7) select the aspects of teaching in
which the teacher is weakest for special study, (8) consult the special list of
references to be used as a basis for study, (9) the supervisor gshould direct an
improvement program for cach teacher based upon her weaknesses, and (10)
cameat the 1se of the rating scale at the end of the training period in order
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SUMMARY OF REPIIES FROM CANADIAN CITIES
CRITERIA
Oryosite each item place a check mark in the appropriate column, The order

~of importance of each item will be indicated by the column chosen, Thus A

will indicate primary importance,B will indicate that the item in your
opinion should be excluded,and columns B to D will indicate a decreasing
order of importance intermediate between A and .

Criterin A (B L Cc D 7w
MENNET o o o o o o o o o o o o o o o b3 Q.80 L4 =] 7.
VOICE o o o o o o o o o o 06 o o« o o o b X J.7, 03 4 =], 7.
Personality e o o 5 o o o o o 0 o o o b @ 4 Ll ® L emse P o
Personal ADDPEATance o o o o o o o v o b % of «90 0o o o=afs T
TACT o o o o o o o o o o o o o o o 0 oS, WD 4ol S L=
Spirit of the Classroom o o o » » o o 4 © o 48, 0.1 o o=, |, 2 &
Classroom Management o o o « o o o o ofofe o 3 of B, 1L T 4 .=,
DisCipline o o v o o o o o o 0 o 0 o 0|2 2 4L 0L T L=,
Speech of the Teacher « o o o o ¢ o o b 4 of %200 8 o o=ols 7 o
Attitude toward Work » o o o o o o » o8, 8 4 o=. 0 5 4 .=,
Knowledge of the Subject « v v o o o 0|90 [0 4 of o0 o 9 of o=s
TeaChil’lg M‘e-thOdS ] e o 9 < v [ & ° ? I 369 < 46: L o“c o T 'u'
Pupils! Interest o o s o o o o o o o ol eDefo F o o®0 1o 2 of o=
Pupils! DXPresSSion o o o o o o 5 o o o] o0 fo 3 of «Bo |0 v o o=
Stimulation of Initiative , . ., o . 8 of B4 |0 3 ol 6= o T
Sympathetic Contact » » o ¢« o &« o » « 8 o 3. 0. % o .=, % .
Racial Origin o« o o v o o o v 0 o v o bw S 2.3 =00 2,
Health o o » o o o o o o o o a o o o oalslafo T of Lo o3 of o=
General Bffectiveness . . o o o o v » ¢+ 3 4 8. 0.4 =0 le T o
Neligious Background « o+ o o ¢ o o o oo o % J .1, . & .| .5,

Please . ., , Attenpion Fo Gemeral , ., , , .|, . L . . . b . J . L]

add e o o oS@hpol Dpdieg , . . . ., L. . L. L. o b ..

OtheTr'S & & 6 o & o s o o & o o « o o o sle oo o of o oo o of o oo

° 9 9 ¢ @ o 2 2 - o L] L ® ¢ L4 o £ 1 ] £ o > '. o L4 9 L4 o o o o

METHODS

Please place a check mark in the appropriate column to indicate frequency
of method used to apply criteria.

Method Trequently Sometimes Never

Teacher self-appraisal . + o o + » « « +» » . . % . . . . .5 ., ., .8
Pupil appraisal of teacher . . . . . . . . . . =% . . J. o oL . 8.
Principal(headmaster) appraisal of

teacher + + « . . . . .8 2 Y
Supervisor appraisal of teacher . . . . . « . 7. . oL . . B -
School inspector appraisal of teacher . . . . 2. . . L . . 8., .. .1
Please , . Superintendent gppraises feacher. . . . . + + b o o 1

0 e ° ° oV ]
dd
a ® » L] L] ” L] ° . v ° ° '3 - o o ° . . L4 ° . ’ ° * 0 ° e L e 0 L] % 0 0
5
il
O‘thbls v ] L] ° ° e o o * . L] ° e . e . . v L] e » L] ° L] v ° . L] L ° ° v ¢ L]

Please do the same to indicate the frequency of the device used,

Device : Freguently Sometimes Never

Check lists and rating scales « ¢« « o « o+ .
Personal observation in the class . - . . 1
Standard tests on professional

subjects o + + 4 . . o . 2. . L. .8 L . 8 .
Interview and conference .+ . + +v o + o o« o .9 @
PleasSe « 4 o o v 6 s o o ¢ & o ¢ o o o o a o o 6 o d 0 6 4 o s ole o s s
add e 4 o 6 e 5 s s 4 o s 4 4 4 6 4 e 4 0 o o al e e e b o ¢|ls e o »

Others o 2 v . e . @ ° . ’ K . v @ ° e . . ¢ ° ° » . L] . ’ L . . . . ° .

L] ® ¢ e ° ° ° . . . ° . o . . . . 4 e e » . ’ ° . ¢ ° e . o [ [ e . L e L

= €31 =
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Sunmary of Replies from Canadien Faculties
of Bducation
CRITERIA

Opposite each item place a check mark in the appropriate column, The order
of importance of each item will be indicated by the column chosen, Thus A
will indicate primary importance,B will indicate that the item in your
opinion should be excluded,and columns B to D will indicate a decreasing
order of importance intermediate between A and I,

Criteris A 4B ;C D B
MANTIET o o o o s o o o o o o o o o o L& 4.8, 1. 0 .al. 2.
VOICE o o o o o o o o o o 6 o o o o o b3 J & lo 9 doslss
Personality o o o o o 0 0 0 0 0 o0 o b8 LAl w sl T
Personal APDPEarance . o o o o o o o » b4 o B le X Joals T
TACE o o o o o o o o o o o o« 0 o o o ]4. 0 & J 2,1 =4 .=,
Spirit of the Classroom o+ o o o o o « b % o 2. L1 030 9%
Classroom Management o o o o o o o o o8B0 o % of 2o s = o=,
Discipline + o « o o o o o o o o o o ol R8s e B o 2o lo = .=,
Speech of the TeacheT « o s o o o » o § B o o®8clo % of o %l T
Attitude toward Work o o o o o o o o o B o le® od 20 |0 =4 o=,
Knowledge of the Subject « + o o « o« 4|70 0% of =0 o = .=
Teaching MethodsS » o o o o v o o o » o695 |0 & o ™0 o oo o=,
Pupils! Interest o o o o o o o o o s o190 o & of 20 o ™o o+
Pupils! DXPresSsion o o o 4 o o o o o o &Falod of Lol 2o o=
Stimulation of Initiative » « » o » « 4 3 o = b b o=l % .
Sympathetic Contact o o o v o o o » « + 9 o B0 u =% .= T &
Racial 0rigin « v« v v o o o o o o v « b= =l .51 8,
Health o o v o o6 o o o o o o o o o o 1840018 o =, . 1. .=,
General Fffectiveness , o ¢ o o o v » B o .6 & o % |0 9 .
Geligious Background . . I P S . I - N O

Plenss ., Mepbtsl Health (Eqotiopal sability). |, . B N ! I

add . Rapport, between pupils gnd, teacher , 1, ., ., . L. . b o. oW . . e

OLNET'S o o o o s o o + o o o o & o o o sle ole o ol ¢ oo o o o oo

Ll o L 14 L 4 2 o L] L) o L] L4 ¢ ¢ e o 9 1 14 'l - ’_ td L td 4 o ° @ L

Please place a check mark in the appropriate column to indicate frequency
of method used to apply criteria.

Method Frequently Sometimes Never

Teacher self-appraisal . o o o o o v o o o« o 2 o o .. 8, . .1 .8,
Pupil appraisal of teacher . . . B T P I S
Principal(headmaster) appraisal of

teacher . « o + + o . .9 3 @
Supervisor appraisal of teacheT + + +» + « « . % . . o b . SL L L L. X,
School inspector appraisal of teaeher . . . . 7 3 i
Please ., #pprgispl by teacher, with whom , . . . . . ¢« . b o o 4 4 4 ole 0y s

~ add [ os.t‘gaeontl i§ Rx.alctjo'eipgc e ° a ° (] L . L] % . . [ » o ° wv o0 ¢ 0 e @ a’a o v

O'theI’S 3 Aeaaﬁmiﬁ Beqordﬁ‘ . v » o ‘ ° ¢ e v ° e e L ° 3 v ° » ° ° » e » .

°
o

Please do the same to indicate the frequency of the device used.

Device Freguently ‘Sometimes Never

Check lists and rating SCALeS o o « » « o e o o 4] o o Dos o ol o B4 o
Personal observation in the class « » + v +7s o o ol ¢ o 20 o o b o &4 .
Standard tests on professional ‘

subjects v v v 4 4 e 0o 0 T o o ol . .9
Interview and conference « « « o + « o « o 0 v o o b o L o, L L=,
Please . . - Student JOg BOOKS: « o o « o o « o o 4 o f o+ 0 0 6 o ole o s
add . s ohcademic Recard® . . . . . 4. 4 4 0 4 4 el e e e s e e|e e o
OFheTS o ¢« o o 6 4 o o 4 o o o o o 6 4 4 4 4 e 4 4 de e e e e el e e

L] ° < L e ° ° 2 . o ° ° ° . ’ . ° 8 ° . . ° ’ » ° . 0 4 L e . » lo ° e e °

= %81 -
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Summery of Replies from 15 Cities

Onhosite each item place a ¢heck mark in the appropriate column, The order
of importance of each item will be indicated by the column chosen, Thus A
will indicate primery importance,f will indicate that the item in your
opinion should be excluded,and columns B to D will indicate a decreasing
order of importance intermediate between A and E.

D B

Criteris 4B L0
MENTIET o o <o o o o o o & o o o o o o L 8. .70, 3 0 .= .
VOice e o @ o § © # e & 4 2 o e s o ¢ P '2 ° 110 ° ]0 o o B |o T .
Personolity ¢ o o o o s o 0 0 2 e s o} B, 2,00 @ of » 2 {e ¥ o
Personal ADPDEarance « o o + » o o o o p & Tole b o2 T o
TACE o o o o o o s 0 o o o o o o o o A0 @ =l T T
Spirit of the Classroom o s o o » o o 4 .2, . 4. % .
Classroom Menagement « o o o o o o o of ok 1o & Bale T 7
DiSCIipline o o o o o o o o o o o o o ofle DL 4 | I, 2 =
Speech of the Teacher . « ¢ o ¢ ¢ o o ¢ S, 8.8 J.le 7 o
Attitude toward WOTK o o « o o« o o o of 48 L Lo o= o oo o=
Knowledge of the Subject « « ¢« o « o oo B lb % of male 2 o=
Peaching Methods » « o o o o o o o o o| 20 s S el o~ e
Pupils! Interest o o + o o o o o o o o AL L4 | e, |0 = oo
PUpils! TXDTeSSion « o o o o o o o o of+ S| 6 . Lol S o=
stimulation of Initiative » « o o v o J B o 35 [0k ol o3 e %
gympathetic Contact » « « + « « « o = S 4.0 L Je=les .
Racial OTigin o « s o o o o o o o o PR S P -SSP M DR X
Health o o » o 2 o o o ¢ o o « o o ¢ |2 3 1,10 . L. |, . T
General Effectiveness + « o o « o v 8 0B LK . 0 . e
Neligious Background . . o o « s o o ofe® o= Bk 2., .8,
-
R 1Ny I M D D A DA
others . ,Bchool dutles = = e e e e e e

o o @ 14 ° L4 o 9 L4 ] L4 o L4 £ ¢ © ¢ ’ L4 d L4 . L4 L L4 o e L4 4 4

METHODS

Please place a check mark in the appropriate column to indicate frequency
of method used to apply criteria.

‘Method : Trequently Sometimes Never
Peacher S61f—apPTAisal « o o o o o o o 0 0 o P . .0 . .4

Pupil appraisal of teacher . . . « « o . . o 0 T e el $
pPrincipal(headmaster) appraisal of

teacher « « « ¢ o+ ¢ o R IR o« o e
Supervisor appraisal of feacher . . . « . . . B
school inspector appraisal of teaeher . . . . .8 3
Please . nperintendent gppraigal of , . , . . . . . 4 s s e o o e elo ov s
add ., . . teagher

O_thers v ] ° L] ° ° o ° . . ¢ ° e . . ’ ° » ° e ° L] e 9 9 ° ° o ° ’ L] v L] °

° ° ° e - F ] * . . e * o ’ ° . o ° v e o 2 0 ¢ 9 LI

Please do the same to indicate the frequency of the device used,

Device Freguently Sometimes Never
Check lists and rating scales « « o« » S - S A T

. .6,
Personal observation in the class . « . T I S A
Standard tests on professional
SUDIOCES « b 0 o o e . Bl B
Interview and conference . « . « « » « - W o ook . L, 0. .. e
PLEASE o o o o o o o o o s & e e e e e e e e e e s fooe e e e s e)e w00
add ”.00.0‘0‘!00‘0‘04'000"00‘.0‘000

O_thers e e ° ° ° [ ° ° . ’ K4 . . ° ° e , L ’ o . » o L] . L] L] e . . . . .

° v L] ° ° ° . ] . . . . ° . . e . ° ° . L] . . . . o o v . - 4 e 4 L ° ¢ °

Note: Totale do not always come to 15 for each ivem. This iz bekause
gsome cities failed to express any opinion on some of the items
listed.

-I8L -
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SECOND REVISED EDITION

This record form is intended for use in a co-operative
inquiry carried forward by teachers and competent, in-
formed observers, whose purposes are concerned with the
improvement of teaching.

Copyright, 1945
COLLEGE OF EDUCATION
OHIO STATE UNIVERSITY

COLUMBUS 10, OHIO

Copies of THE OHIO TEACHING RECORD may be purchased from the
Ohio State University Press, Columbus 10, Ohio. Single copies,
25 cenis; orders of 100 or more, 15 cents each




PREFACE

Three editions of this work have been produced and used widely in the schools of Ohio and many other
states. More than 1,000 teachers have used the booklet and several thousand prospective teachers have studied
the material it contains and have used it as a tentative guide for observations of classroom practice. The
present edition is not the work of a single author; many persons have suggested improvements which have
been incorporated in it.

The user should bear in mind that forms of any kind are dangerous. They are not flexible enough to
meet the detailed requirements of any particular situation. They are used stupidly when they are followed
slavishly. They are used most intelligently when they serve as guides or points of departure. So used this
form will provide a frame of reference for observing the teacher at work in her classroom. If that is done
the Ohio Teuching Record will have been successfully used.

CONTENTS
Page
Description of Situation........ ... .. . i il N 1
Brief General Picture of Observations. ... ... ... i i i i et cii i aas 2
Introduction to the Use of the Record. ... ... ... i i i i e 3
LR (e 1= e 7
Observational Guides

Part
I. What Were the Materials of Instruction?. ... ... . . . i i it iie e 8
II. What Was the Funection of the Subject Matter?. .. ... . i i i i i ittt ineenenn 10
I1I. What Methods of Instruction Were Employed?.. .. .. i i e eir e 12
IV. What About the Effectiveness of the Materials and Methods Employed?.................. el 14
V. How Did the Teacher Help Students With Their Own Personal Problems?.................vvl, 16
VI. What Was Done to Promote Better School-Community Relations?............ ... .. ..ot i8
VII. How Were Democratic Attitudes and Relationships Fostered?......... .o iiiiiiiiiiiianenn.., 20
VIII. How Were Good Human Relationships Furthered? . ... ..ottt iireeennnss 22

Summarizing the Anecdoial Evidence

Summarizing Your Evidence in Terms of the Observational Guides. . ..... ... oo it 24
Summarizing Your Evidence in Terms of Some Major Factors in Competency for Teaching.. .A ........... 25

Follow-up Interview Data and Recommendations.......oo ittt ianneans Back Cover



DESCRIPTION OF SITUATION

Name of Teacher Observed

Place (City or County)

Name of School

Subject or Area

Age or Grade Level

Number in Class or Group

Characteristics of Situation (Seating Arrangements, Room Equipment, Heating,
Lighting, Ventilation Facilities, ete.)

Characteristics of Pupils (All One Sex, Race, Age, Economic Status, etc.)

Other Descriptive Data:

1)



BRIEF GENERAL FICTURE OF OBSERVATIONS

Running Account of Observation 1:

Observer: Date: s e Time: From To

Running Account of Observation 2:

Observer: Date: Time: From To

Running Account of Observation 3:

Observer: Dates v e Time: From To

(2)



INTRODUCTION TO THE USE OF THE RECORD

“It is not possible or desirable for all teachers to be alike. While all teachers need to be competent, different
ones will develop competency in varying ways and to varying degrees, in accordance with their individualities
and the areas of service for which they are making preparation. No two will show the same pattern. Similarly,
we must recognize that the programs of different institutions will vary in accordance with the circumstances
within which each operates. Each institution, in ways appropriate for it, should work at the task which is

common to all.”

Many observational forms are so designed thag
users may only record final judgments. This form
was designed in a manner which requires the record-
ing of observations on which the judgment is to be
based. Many forms are thought of as complete eval-
uative instruments in themselves. This form was
projected to aid in collecting such evidence about
classroom teaching practice as will ground or war-
rant judgments of that practice.” Teachers and su-
pervisors together, it was assumed, would study that
evidence and would do the evaluating. No device can
perform that funetion.

Many makers of evaluative devices declare that
their instruments are “neutral” so far as social out-
look is concerned. These evaluators make the point
that values enter into the educational picture only
when the data collected are acted upon. The makers
of the present form do not subscribe to that doc-
trine. Our values are in this form and we would not
want it otherwise. We are concerned that democracy
as a way of life shall flourish. We believe that stu-
dents and teachers should practice democracy in
their daily living, that teachers should teach for it
and sheuld make students consciously aware of dem-
ocratic social values. The form, we believe, empha-
sizes this point of view. Moreover, we believe that
people who differ from us in this respect cannot and
should not use the form.

We believe that a greater emphasis should be
placed on the thinking process in our schools, that
ideas should have a more central position, that plan-
ning should be a much more common activity—in
short, that students should have more freedom to
think and plan together. We believe that “thinking”
has been restricted all too frequently to problems
whose answers are already known; we believe that
good thinking cannot be done unless all of the im-
portant values involved are considered, and that it

. . . Some Major Factors in Competency for Teaching

College of Education, Ohio State University ; May, 1941
(Mimeographed)

is every bit as dangerous to leave any important
value out of the picture as it is to overlook an im-
portant “fact.”

We believe that not enough attention has been
given in our schools to the personal problems of in-
dividual students and that not enough emphasis has
been placed on the development of more co-operative
patterns of behavior on the part of groups of stu-
dents working on common tasks. Because we hold
these values high, they are emphasized in the form.
Here again, those who take a significantly different
point of view cannot very well use the form to
advantage.

Notwithstanding our care in the construction of
the form, despite our advice not to use the instru-
ment unless our values are esteemed, it is certainly
possible for individuals to use the materials for ends
which we think are vicious. We disapprove the use
of this single device for evaluating teaching. There
are many points to consider besides those in this
form. Other evidence is needed.* Then too, the
worth of the data collected through use of this form
would depend upon the adequacy of the sampling of
teaching situations observed. We believe, too, that
the form should be used primarily to aid in the im-
provement of teaching and not merely to pass judg-
ments upon the teaching observed.

We believe that this observational form should be
used only where its use has been approved by the
teachers who are to be observed. We believe, too,
that teachers who are observed should have an op-
portunity to discuss at some length the records made
by the observer and that final evaluations should be
the result of a co-operation on the part of teacher
and supervisor. We believe, that is, that the form
should be used with teachers, not on teachers.

* See Page 7.
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Recording Observations

Every observer sees with his own eyes, hears with
his own ears, and is directed in that seeing and hear-
ing by his own particular purposes. What he sees,
what he hears, will be dependent upon his back-
ground of experience, his alertness in the classroom
situation, the techniques he uses in recording his
notes (much will be gained if the observations are
recorded on the spot, or shortly afterwards) and the
conceptions held by the observer of what constitutes
teaching and learning., A detailed statement of the
factors in ecompetency for teaching as conceived at
Ohio State University is a part of this record and is
to be found on pages 25 to 29. Underlying that
formulation, in the opinion of the writers, is the
conviction that teaching is a process, a co-operative
inquiry, directed toward the clarification of the be-
liefs of both teacher and students, and emphasizing
throughout the development of self-direction on the
part of students. The whole enterprise is character-
ized, perhaps even conditioned at times, by a su-
premely high regard for the personal worth of every
individual participating.

Learning may be and has been defined in a num-
ber of ways, and legitimately so. Although the pres-
ent form allows observers to record learning of many
different types, it is here acknowledged that an em-
phasis has been placed upon learning as the seeing
of relationships. A student is learning when he sees
relationships between what he is now doing or what
he now believes, and certain beliefs or practices
which formerly he cherished, disavowed, or was ob-
livious to. He s learning when he sees relationships
between what he is now doing or what he now be-
lieves and certain probable future consequences of
his present actions and beliefs. The student is in an
excellent position to learn when the environment
calls to his attention certain inconsistencies or con-
flicts between belief and action, belief and belief, or
action and action. As was stated in the previous
paragraph, in this form we have emphasized the
need for teachers to aid students to identify their
beliefs, and to help them in the never ending process
of further clarifying those beliefs. The writers would
be among the first to admit that the confusions in
our present social structure are among the pressures
which make necessary this emphasis on teaching and
learning in our schools today. A good teacher, in
our estimation, will strive hard to bring béliefs out
into the open, will motivate students to relate their
work to their convictions and to the probable future
consequences of any plans of action.

This emphasis may cause some inconvenience to
supervisors of student teaching, or to supervisors of
teachers in service, if they happen to minimize the
importance of these aspects of teaching and learn-
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ing, and yet wish to use this form for purposes of
improving the teaching in their situations. They
will probably make less frequent use of some of the
guides which bear upon these points, but outside of
that, there is no reason why they cannot make effec-
tive use of the record form.

The usual advice to observers is to record only
those things heard and seen which are significant
and not much more can be added in the present in-
stance. The word significant needs clarification: if
what is seen or heard can be acted upon in a way to
Hluminate good teaching or to improve the teaching,
then it is significant and should be recorded. What
you write in the booklet should be a basis for dis-
cussion with the teacher and if acted upon should
improve the quality of teaching, or reassure the
teacher of the soundness of her practices. It follows
then that the most competent recording of observa-
tions will be a produet of those who have an hypothe-
sis of what constitutes teaching and what constitutes
learning. Without such hypotheses observers would
have no ecriteria for selecting noteworthy things.
Recording would be a hit-or-miss matter and dis-
cussions of the observations with the observed
teacher might lead nowhere.

This does not mean that everyone must develop a
detailed outline of what constitutes good teaching
before he attempts to utilize a form of any kind.
Everyone concerned with teaching and learning has
some conception which guides him, even though it
has never been consciously or comprehensively ex-
pressed. An individual may be aided in the develop-
ment of a better conception of what constitutes good
teaching through using various forms and discussing
his observations with others more competent than
himself. It is easily possible that through the use of
this present form as a point of departure, many of
the users will emerge with a conception of good
teaching much at variance with the one expressed
here. Nevertheless, an observer who has not formu-
lated for himself what he believes to be the essentials
of good teaching is warned not to attempt to improve
the teaching observed through a discussion with that
teacher of his recordings. We repeat that it is prac-
tically impossible to write a consistent series of an-
ecdotes, significant anecdotes, unless one has a rea-
sonably clear conception of what he conceives good
teaching to be.

One does not just record everything, and even if
he tried, he would be selecting what ke saw or heard.
As an observer continues work with a teacher, as he
makes repeated observations, he may decide to focus
his observations upon certain particular aspects of
teaching competency and may decide o record only
those items which have relationships to these selected
points. The observer may frequently omit the writ-
ing of anecdotes which are for all practical purposes



exact duplicates of events already described, but if
he does omit them, it will be wise to indicate the
frequency of this type of happening in the classroom.

It will be obvious to the users of the form that
we believe that the effectiveness of teaching in the
classroom can be fairly well ascertained by directing
inquiry (co-operative inquiry) along the lines of
eight major questions:

1. What were the materials of instruction?

2. What was the function of the subject matter used?
3. What methods of instruction were employed?
4

. How effective were the materials and methods em-
ployed?

5. How did the teacher help students with their own
personal problems?

6. What was done to promote better school-commu-
nity relations?

7. How were democratic attitudes and relationships
fostered?

8. How were good human relationships furthered?

Two pages in the booklet are devoted to each of
these questions. One page is given over to a series
of SECTION HEADINGS which cover what we be-
lieve to be the essential points if the major question
is to receive the serious consideration it deserves.
Each of the section headings is in turn supplemented
by a series of questions which, we hope, give opera-
tional meaning to the respective sections. While
many questions and suggestions are associated with
each section, it was impossible to inelude all of the
questions or suggestions which conceivably belong or
relate to it. What is now there is only illustrative.
Those who use the form will find many additional
illustrations in their observations of classroom prac-
tice, and undoubtedly too, observers may wish to
make and write in additional section headings. Do
not be bound down by the form. Use it in any way
that will contribute to the improvement of teaching.
Add to it, subtract from it, change it, if that will
contribute to our major purpose.

Opposite each page of Section Headings, the user
will find a page divided into three approximately
equal parts. Here the observer is expected to record
significant anecdotes relating to the questions on the
page of section headings. One space is to be allowed
for each of three different periods of observation.
Here again, the form is not something to be followed
slavishly, If your notes of one day’s observation
take all of the space reserved for three observations,
then tuck in a blank paper and record future anec-
dotes on that.

Using the Record Form

In 1940-41 the first edition of this observational
guide was tried out experimentally in 41 public
school systems in Ohio. Approximately 600 teachers
participated in this experiment. A plan was devel-
oped whereby each of these 600 teachers was ob-
served once each week over a period of ten weeks.
We then studied the question of the number of ob-
servations which should be made of each teacher if
an adequate basis for making recommendations for
changes in teaching practices was to be provided.
On the basis of a study of the filled-in booklets, and
after discussions with supervisors who were inter-
ested in the question, we came to the conclusion that
we did not need ten observations of every teacher
and that, in general, we could have done equally well
with six. This does not mean, of course, that every
teacher should be observed six times. That is a rea-
sonable point of departure, however, and observers
are cautioned not to place too much weight upon the
results of one or two periods of observation.

During the experimental try-out all supervisors
agreed that the observer should be in the classroom
for at least one full period; the periods varied in
length with the age and grade of the children and
the particular subjects studied. It was also agreed
—and this was very important—that no teacher
would be observed who objected in any way to use
of the form. Another point of agreement between
teachers and observers was that the time of observa-
tion would not be announced in advance, that it
would vary with respect to the time of day and the
day of the week,

As might have been expected, the follow-up in-
terviews between teacher and observer constituted
the greatest value of the experimental use of the
observational form. The teachers were not very
much interested in the improvement of the instru-
ment. They were interested in improving their own
teaching. They reported a feeling of satisfaction
with their own growth, they felt a distinet improve-
ment in their relationships with their administra-
tors, and they approved heartily the participation of
faculty members from teacher-education institutions
in the process of improving instruction in Ohio.

Some observers took the form into the classroom
and wrote their notes in the booklet while class ac-
tivities were going on. Others jotted notes on blank
paper and transcribed them to the booklet at a later
time. Most of the teachers in the experiment indi-
cated that they would not mind the introduction of
the booklet into the classroom and they didn’t mind
the writing of notes in the booklet while they were
teaching. Notwithstanding their judgments, there
are many supervisors who oppose vehemently this

method of using the form.
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A number of teachers used the form “on them-
selves.” After a period of teaching they would write
down from memory the items which they believed
were significant. After securing a collection of these
items, pondering on them, and raising questions
about their own practices, they had interviews with
their supervisors and discussed the data and the
questions.

A small number of teachers asked to be observed
by their colleagues. They preferred to have their
friends observe and record, and they followed up the
procedure by discussing the observations at a later
hour. Where teachers invite and prefer this prae-
tice, it i1s undoubtedly all right, but as a general
policy it probably has numerous dangers.

The most general practice in the experiment was
to have a teacher observed by her supervisor, by her
principal or superintendent, or by a supervisor from
a neighboring university. In some instances it was a
very difficult matter to work out a plan whereby all
the teachers participating could be observed once
each week over a period of ten weeks. Here and
there it was impossible to adhere rigidly to that plan.

Besides its use by supervisors for the improve-
ment of teaching, the original form was used rather
extensively in introductory courses in education. The
topics listed in the form were the subject matter of
discussions centering around the question: What
constitutes good teaching? Students were asked to
observe experienced teachers at work and to record
their observations in the form. These observations
were reported in class and summaries were made of
the discussions which followed.

The relationships between teachers and their su-
pervisors ordinarily are, and always should be, di-
rected toward the improvement of teaching. To
improve teaching a supervisor must have a reason-
ably clear conception of what he considers to be good
teaching and he must have dete bearing on the prac-
tices of a particular teacher or group of teachers. A
competent, informed supervisor is one who has for-
mulated for himself the major factors in teaching
competency and with this as a basis for his observa-
tions, has collected relevant evidence and has used
this evidence with the observed teacher in ways
which will further that teacher’s growth. Without
a formulation it is impossible to collect evidence that
has meaning. In fact, observations or facts become
data only when they are related to some hypothesis,
and in the observations of teaching practice that hy-
pothesis is concerned with what constitutes good
teaching.
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This brings up the question of how the recorded
anecdotes will be used in the follow-up interview
with the teacher. Space does not allow the discus-
sion of this point, which would necessarily be long.
Perhaps there is no need for the warning that great
care should be exercised in choosing what portion
of the record to emphasize in the interview. A sec-
ond warning is important: there is always the ten-
dency on the part of an observer to believe that he
has recorded “the facts.” You did “see” the things
you recorded—otherwise you would not have com-
mitted them to the record—but these recordings
should not be classified immediately as facts. They
are judgments in part, and hence should be regarded
as hypotheses which will be tested in the follow-up
discussions with the teacher.

To some users there may appear to be at least
one curious dichotomy in the materials. On the one
hand we have set up eight major questions to direct
observations in the classroom, and on the other hand
we ask the observers at one point to summarize their
findings under the headings of “Factors in Compe-
tency.” These two sets of categories are very closely
related to each other. The faculty of the College of
BEducation of Ohio State University has postulated
certain factors as essential in competency. These,
it is assumed, are necessary in the preparation of
good teachers. But it must not therefore be assumed
that they are ends in themselves.

If the teacher has been well trained, if she has
made substantial achievement in these factors in
competency, she will discharge the functions of a
classroom teacher well. What are these functions?
The more important ones are related to the eight
questions posed in the booklet. Suppose, however,
that she does not perform these functions well, Sup-
pose that she does not foster democratic attitudes
and relationships very consistently or very well and
that the booklets contain overwhelming evidence to
that effect. It does not follow that “being told about
it” will help the teacher to improve. Even telling her
what she might have done in that particular situa-
tion, in several or many situations, may be of prac-
tically no help. The more reasonable assumption,
from our point of view, is that there is some defici-
ency in the factors of competency. Improvement
will probably come about if the observer is more
concerned with what underlies this teacher’s defec-
tive practices. It is wiser to relate the defect to this
more fundamental cause (weakness in competency)
than to proceed on the basis that talking about the
unsatisfying incident will by itself suffice to remedy
the situation.



CAUTIONS TO BE OBSERVED IN USING THIS RECORD

The results of one observation have some
significance. The results of several are more
valuable. Evidence which comes from a large
number of observations, sampling different
seasons of the year, different times of the
day, and different teaching situations would
be the best foundation for judgments on
classroom teaching effectiveness.

What you see and what you record repre-
sent your selections from all the happenings
which went on in your classroom visits. Your
interpretation must therefore be carefully
drawn. If you make a judgment which is
somewhat beyond the evidence, say so. Qual-
ify your interpretations wherever necessary
but don’t hesitate to make qualified interpre-
tations. If they are advanced cautiously and

are thought of as tentative and as a basis for
further study and exploration, they may in-
deed be an excellent basis for improving the
quality of teaching.

Do not try to evaluate the teacher with
only these observations as a basis. To do
that you will need to know many more things
about the teacher and her work. These things
which you do not know about her are prob-
ably best shown by your summaries under
the various factors in competency. Undoubt-
edly, you need further information on many
of these factors. In addition you would prob-
ably want to have data bearing on the growth
of the children in various ways during their
work with the teacher.
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Sec. 1.

Sec. 2,

Sec. 3.

Sec. 4.

Sec. 5.

Sec. 6.
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PART 1. WHAT WERE THE MATERIALS OF INSTRUCTION?

Visual Aids Employed: (1) Bulletin boards, clippings, ete.; (2) Exhibits of materials, products, ete.;
(3) Exhibits of health records, test results, ete.; (4) Maps, charts, globes; (5) Motion pictures; (6)
Still pictures of all kinds; (7) Slides, film strips, radiomats, ete.; (8) Flash cards; (9) Blackboards;

(Write in others) (10) ; (11) ; (12)

Awuditory Aids: (1) Phonograph; (2) Piano; (8) Radio programs or transcriptions; (Write in others)
(4) ; (5) i (6)

Research Aids: (1) Library books in classroom; (2) Mimeographed or duplicated materials; (3) News-
papers and magazines; (4) Pamphlet materials; (5) Textbooks; (6) Workbooks; (7) Dictionaries; (8)
Encyclopedia; (9) Almanac; (Write in others) (10) ;
(11) ; (12)

Miscellaneous Equipment Resources: (1) Scientific equipment; (2) Home-made equipment; (8) Student-
made equipment; (Write in others) (4) ;
(5) ; (6)

Community Resources: (1) Excursions (planning or follow-up); (2) Visiting speakers; (8) Visits to

places within the school; (Write in others) (4) H
(5) ’

Personal Resources: Did the teacher employ procedures which brought into play her own special
capacities? Did she attempt any procedures which called for personal resources in which she was
noticeably lacking? Did she employ as subject matter her own previous experiences? Did she draw
upon her knowledge of the students’ home and family backgrounds? Were there evident weaknesses
in her personality of which she seemed unaware?



ANECDOTAL EVIDENCE FOR PART |

_ OBSERVATION 1
1. Describe briefly the materials used.

2. What materials would you recommend to replace or supplement those which were used?

OBSERVATION 2
1. Describe briefly the materials used.

2. What materials would you recommend to replace or supplement those which were used?

OBSERVATION 3
1. Describe briefly the materials used.

2. What materials would you recommend to replace or supplemént those whicﬁ were used?

(%)



Sec. 1.

Sec. 2.

Sec. 8.

Sec. 4.

Sec. 5.

Sec. 6.
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PART Il. WHAT WAS THE FUNCTION OF THE SUBJECT MATTER?

Were the Materials of Instruction Themselves the I'}nporta,nt Thing? What was the place of the text-
book, course of study, page by page assignments, facts, rules, formulas, memorizing, “correct’” answers,
authorities, ete.?

Was the Subject Matter Used to Promote Pupil Thinking? What was done to develop inferences, hypothe-
ses, generalizations, applications of principles, larger problems, distinctions between facts and assump-
tions, recognition of errors in logic and definition, awareness of complexity of cause and effect relations,
realization of limitations and shortcomings of rules and principles, sensitivity to propaganda, compari-
son of authorities, and the habit of open-mindedness and suspended judgment, ete.?

Was the Subject Matter Used to Promote Pupil Planning? What was done to lead pupils to set up their
own goals, to plan ways of reaching them, to anticipate consequences, to note conflicts and inconsistencies,
to see relationships, to utilize many resources, to try a variety of ways of solving problems, to be alert to
difficulties, to relate current activities to “big ideas” or larger purposes, to realize that a “plan” is a
flexible guide and not a fixed way of doing something, to develop self-diseipline, ete.?

Was the Subject Matter Used to Promote Valuing? How were controversial issues discussed? How
were pupils given opportunities to make important choices, to see what they “really believe,” to express
likes and dislikes, to ask questions they desired to discuss? How were they led to be sensitive to new
problems, helped to realize that ends and means or processes and results cannot be separated? How
were they helped to clarify their beliefs about war and peace, religion, economic relationships, esthetic
standards, social inequalities, minority groups, Bill of Rights, science and scientific methods, labor and
industry, conservation of resources, ete.?

Was the Subject Matter Used to Promote Greater Personal Effectiveness? Skill in using materials,
tools, machines; wise use of goods and services; occupational experience and information; familiarity
with economic problems and procedures; reading, writing, or number skills; effective oral expression;
expanded interests; ete.

Were Pupil Beliefs, Convictions, Comments, Questions, and Activities Treated as Subject Matter?
Were they related to other values or generalizations, used to suggest other illustrations? Did the
teacher treat them with dignity and utilize them in the teaching-learning process?



ANECDOTAL EVIDENCE FOR PART 1l

OBSERVATION 1

1. What were the major purposes of the instruction as you could infer them from your observation? Justify
your statements by records of what you heard or saw.

2. What are some criticisms you would make of the purposes domwiuacing "o Classroom acw  Fag?

OBSERVATION 2

1. What were the major purposes of the instruction as you could infer them from your observation? Justify
your statements by records of what you heard or saw.

2. What are some eriticisms you would make of the purposes dominating the classroom activities?

OBSERVATION 3

1. What were the major purposes of the instruction as you could infer them from your observation? Justify
your statements by records of what you heard or saw.

2. What are some criticisms you would make of the purposes dominating the classroom activities?

(1D
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PART Ill. WHAT METHODS OF INSTRUCTION WERE EMPLOYED?

See. 1. Methods Which Ordinarily (not always) Focus Attention on the Teacher in the Teaching-Learning
Process: (1) Teacher demonstrations; (2) Lectures; (8) Drill; (4) Giving tests or examinations 5 (5)
Reading by teacher; (6) Overview or preview of a unit; (7) Storytelling by teacher; (8) Preparing
for tests and examinations; (9) Assignment of homework; (10) Assignment of seatwork; (Write in

others) (11) ; (12) ..

i (13)

Sec. 2. Methods Wkich Ordinarily (not always) Focus Attention on the Teacher and Some Individual Student
in the Teaching-Learning Process: (1) Pupil demonstrations; (2) Lecture discussion; (8) Diagnosis
and remedial teaching; (4) Oral reading by students; (5) Recitations; (6) Review; (7) Individual ae-
tivities or projects; (8) Interviews; (9) Reports by members of the class; (10) Question-answer; (Write

in others) (11) ; (12) ; (13)

Sec. 3. Methods Which Ordinarily (not always) Focus Attention on Group Activities in the Teaching-Learning
Process: (1) Committees at work; (2) Discussions; (3) Dramatizations; (4) Games, contests, stunts;
(5) Panel discussions; (8) Planning sessions; (7) Group projects; (8) Division of class into groups;

(Write in others) (9) 3 (10) ;o (1)

Sec. 4. Methods Which Ordinarily (not always) Bring the Teacher
ship with Emphasis on Privacy: (1) Teacher going from
ual students going to teacher for help; (3) Making

time; (Write in others) (4)
(5) e 5 (6)

and the Student into ¢ Tutorial Relation-
pupil to pupil around the room; (2) Individ-
appointments for private interviews at some other

2

(12)



ANECDOTAL EVIDENCE FOR PART Ili

OBSERVATION 1

1. List the methods used in today’s activities and briefly indicate how they were decided upon and followed
through.

2. What methods would you have recommended for today’s work and how would you have selected them? Why?

SAOHLIW
‘i

OBSERVATION 2

1. Igst the methods used in today’s activities and briefly indicate how they were decided upon and followed
through.

2. What methods would you have recommended for today’s work and how would you have selected them? Why?

OBSERVATION 3

1. IiuiSt th}(;, methods used in today’s activities and briefly indicate how they were decided upon and followed
through. :

2. What methods would you have recommended for today’s work and how would you have selected them? Why?




PART IV. WHAT ABOUT THE EFFECTIVENESS OF THE
MATERIALS AND METHODS EMPLOYED?

. What is the probable effectiveness of the materials and methods in promoting the ability of students to
think and plan for themselves?

.In terms of other available materials and methods, what do you think of the appropriateness of those
used today?

.How effectively did the materials and methods secure the interest, attention, and participation of
students?

. Were the materials and methods reasonably well suited to the maturation of the students?

. Were the materials and methods modified to meet the needs of various individuals or subgroups
within the class?

. Did both teacher and students share in selecting the materials and methods and modifying them as
they were used?

. What ak‘;out the poise, confidence, and skill displayed by the teacher in utilizing the materials and
methods?

. Did the materials and methods involve students in such activities as will probably help solve per-
sonality difficulties of many individuals within the group?

. Would the materials and methods used seem likely to increase the sensitivity of students to new
problems, sensitize them to conflicts in values (their own, other students’, social groups’)?

.Did the materials and methods appear to evoke a variety of student behaviors (feelings, reflection,
activities, co-operation, purposing, reading, writing, discussion, ete.)?

. Was there opportunity for students to summarize their experiences and thus become aware of the
materials and methods employed?

. How suitable were the materials and methods in terms of available time and space and other resources?

. Did the materials and methods allow opportunities for the teacher to become an intelligent observer of
the behavior of students?




ANECDOTAL EVIDENCE FOR PART IV

OBSERVATION 1

1. Comment on the significantly strong or significantly weak points in the effectiveness of the materials and
methods, Substantiate your judgments by recording behavior and conversation of students and teacher.

OBSERVATION 2

1. Comment on the significantly strong or significantly weak points in the effectiveness of the materials and
methods, Substantiate your judgments by recording behavior and conversation of students and teacher.
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OBSERVATION 3

1. Comment on the significantly strong or significantly weak points in the effectiveness of the materials and
methods. Substantiate your judgments by recording behavior and conversation of students and teacher.




PART V. HOW DID THE TEACHER HELP STUDENTS WITH
THEIRR OWN PERSONAL PROBLEMS?

1. Problems Relating to Health and Physical Development: physical handicap; poor posture; over- or
under-size; skin disorders; sleepiness; undernourishment; refarded growth; colds; weak eyes; poor
hearing; unsuitable clothing; lack of cleanliness; headaches; disinterest in physical activities; bad
teeth; sickness; glandular disorders; bad eating habits; ete.

2. Problems Relating to Personal Temperament: nervousness; irritability; temper; moodiness; impul-
siveness; dogmatisms; fears; forgetfulness; day-dreaming; erying; complaining; confusion of desires;
lack of confidence; lack of aims; lack of sense of humor; lack of imagination and creativity; etc.

3. Problems Relating to Social Dispositions: unfriendliness; jealousy; overaggressiveness; boastful-
ness; vulgarity; tactlessness; pugnacity; argumentativeness; cheating; lying; showing off; lack of
manners; shyness; oversensitiveness to criticism; irresponsibility ;, peculiarities; lack of taste in dress;
inability in dancing, games, or other social skills; lack of interest in same or opposite sex; overinterest
in same or opposite sex; sex irregularities; bad reputation; confusions on “right” and “wrong”; etc.

4. Problems Relating to Home and Family: foreign family; minority race; poor family; broken home;
only child; more able brother or sister; irresponsible parents; family discord; over- or underdiscipline;
delinquency; parents drinking; rebellion against parents; fear of someone in family; member of fam-
ily in penal or psychopathic institution; schism in parent-school relations; ete.

5. Problems Relating to Vocations, Work, and Money: naive vocational aims; lack of vocational aims;
lack of self-analysis with respect to vocational abilities; confusion in selection of courses to prepare
for vocation; lack of work experience; too many or too few home duties ; need for part-time job; too
much outside work; desire to quit school to work; little sense of value of money; insufficient money
for school lunches, books, clothes; ete.

8. Problems Relating to School Activities and Situations: weakness in written or oral expression; restive-
ness in class; failure to concentrate; dilatoriness; fear of speaking up in class; failure in use of
library; overconcern for examinations; slow reading; failure in subjects; emotionalized reaction to
grades; dissatisfaction with grade placement; poor place to study; too much home work; difficulty in
understanding textbooks; antagonism to teacher; conflicting schedule; inability in use of numbers;
confusion in a new school environment; ete.

7. Problems Relating to Leisure-Time Activities: inability in sports; indifference to natural phenomena;
naiveté in musie; failure to develop use of hands in handicraft; lack of good hobbies; poor choice of
movies; immature use of radio; poor reading habits; playing in streets and alleys; over-allegiance to
gang; lack of companions of own age; no time for play; lack of big-muscle diversions ; ete.

8. Problems Relating to Understanding of the Community, the Culture, the Universe: ignorance of com-
munity facilities; prejudice against community groups; lack of sense of historieal significance of com-
munity; naive beliefs in virtue of war; race hatred; ignorance of economic forces; perplexity about
origins of humanity, function of religion, the after life, the will of God; disregard for law; failure to
sense proprietorship in public property; distorted philosophy toward W.P.A. and other social agen-
cies; overpatriotism; crusading impulse; confusion of democratic right with license; ete.




V. PUPIL
PROBLEMS
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PART VI. WHAT WAS DONE TO PROMOTE BETTER SCHOOL-COMMUNITY RELATIONS?

See. 1.

Is There Evidence That Studies Were Made of Community Conditions, including field trips to courts,
factories, housing projects, industries, museums, art galleries, farms, ete.; locating occupational infor-
mation and facts on local labor market; considering many local community problems in class work and
discussion; making community surveys; learning about local government, public officials; learning about
customs, traditions, and interesting community love; ete.?

Is There Evidence That Community Resources Were Utilized to Promote Learning, including using
visiting speakers to address the class; using many illustrations from the local situation to illustrate
the principles being studied; studying local industrial processes and products; using local newspapers
and other publications; securing exhibits and displays from local sources; basing curriculum mainly
on direct study of local community; etc.?

Is There Evidence That Steps Were Taken to Promote a Betiter Understarding of the School, includ-
ing encouraging parents to visit the school; sponsoring school (or room) exhibits, open houses, fairs,
ete.; arranging for favorable school publicity; writing letters and reports to parents; organizing par-
ent groups; sending out bulletins of information; ete.?

. Does It Appear That Services Were Rendered to the Community by the School, including the organi-

zation of pupil committees which function as service groups to the community in cleanup campaigns,
safety drives, etc.; aiding needy pupils with school lunches, supplies, medical and dental services, ete.;
providing consumer information to pupils and parents; promoting adult education, evening classes,
study groups, ete.; providing services such as library facilities, recreational equipment and facilities,
baby clinies, nursery schools, ete.; using the school building as a community center; having pupils play
an active part in community activities and organizations and supporting community projects; ete.?

Is There Any Evidence That Steps Have Bzen Taken to Develop Joint Responsibility on the Part of
School and Community for the Educative Process, including the organization of school-community
groups such as community councils, PTA’s, co-operatives, ete.; school concern for the out-of-school life
of pupils; co-operation with other educative agencies in the community such as the YMCA, settlement
houses, ete.; teachers’ visits at the homes of pupils; evaluations in terms of changes in the community
and changes in the lives of pupils; development of pupil vacation projects; drawing parents into active
participation with teachers in the educative process; ete.?

Is There Any Evidence That Services Were Rendered to the School by the Community, including the
participation of parents in school luncheon programs, donations or loans of materials and exhibits; the
services of parents in decorating or otherwise maintaining school plant and equipment; the participa-
tion of parents in helping with recreational programs, evening programs, assemblies, dramatics, musi-
cal activities, donation of books and magazines, the teaching of arfs, crafts, or skills which otherwise
could not very well be taught by the regular teaching staff; ete.?




ANECDOTAL EVIDENCE FOR PART Vi

OBSERVATION 1

1. What was done to promote better school-community relations? Record relevant activities and conversations.

2. Could this aspect of the teaching be improved? How?

OBSERVATION 2

1. What was done to promote better school-community relations? Record relevant activities and conversations.

2. Could this aspect of the teaching be improved? How?
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OBSERVATION 3

1. What was done to promote better school-community relations? Record relevant activities and conversations.

2. Could this aspect of the teaching be improved? How?




PART VIl. HOW WERE DEMOCRATIC ATTITUDES AND RELATIONSHIPS FOSTERED?

See. 1. Was there any evidence of the teacher’s honest liking and sincere regard for the boys and girls? Did
she treat the pupils with dignity? Respect? Was she pleasant in meeting them? In dismissing them?
How did she react to tardiness, to incompleted assignments, to noise and confusion, to work which did
not meet her standards; ete.?

Was there evidence to indicate a belief on the part of the teacher that the classroom was a place to
learn and not merely to report what had been learned elsewhere? This attitude implies patience with
boys and girls who are in the learning process, a tolerance of what may seem irrelevant to the teacher
but relatively important to the students; ete.

. Was there any evidence that the teacher had faith in the thinking process as a method for solving our
more complex social and personal problems? Did the teacher want to solve problems only in terms of
her own values? One, two, or only a few values? Or did she regard the neglect of any human and social
values involved just as seriously as she would the neglect of “facts” in solving the problem? Was the
teacher determined to allow the children the privilege of coming to a conelusion through their own
processes of thinking, or did she “interfere”—want them to do it in “her way”? Did she place high
valuel on ;aach student’s “thinking through” his beliefs and convictions? How did she handle conflicts
in values?

How was LEADERSHIP conceived? Were individuals singled out for leadership experiences? Was
“followership” implied? Was the election of committee chairmen, or of local, state, or national repre-
sentatives conceived as the choosing of leaders? Were the voters then thought of as having surrendered
their leadership? Were the rank and file thought of as inadequate for leadership? Was leadership
thought of as “the planning which emerged from group thinking”? Was every one concerned with,
encouraged and expected to contribute to, the solution of a common problem? Was every student ex-
pected to maintain his own qualities of leadership, expressing that leadership wherever he participated?

How were AUTHORITIES utilized? As “experts” who have the answers to the problems facing the
class? As possessors of ‘“the truth”? How many authorities were examined with reference to a single
question? Were these statements of the authorities used as starting points for further exploration—as
hypotheses which would get their real test only when they were tried out? What did the teacher do
when authorities differed?

In what ways, if at all, did the teacher show any concern for the economic side of democracy, including
decent standards of living, adequate wages, reasonable hours of labor, health protection, old-age insur-
ance, labor organizations, participation of employees in determining policies, unemployment relief, com-
pensation for sickness and accidents, provisions for promotion and tenure? Was there a desire to im-
prove society by creating such conditions of living as would free more and more people to realize their
potentialities?

In what ways, if at all, did the teacher show any concern for the political aspects of democracy, includ-
ing the relationships of government and business, of government to good living, of government to pres-
sure groups? How did the teacher help to preserve and extend freedom of speech, of assembly, of re-
ligion; freedom from search and seizure; freedom to change the forms of government in ways thought
wise by the generation now living? Was there evident desire to improve our society by creating the
freedom required if all individuals are to realize their potentialities?

Was “group work” a mere bow to fashion, o form, a formala, a tradition, a requirement, “busy work,”

or was there evidence of a fresh, vigorous, and intelligent group action on problems important to the

group? Was the co-operation of a kind you could call “reflective,” or was it the pulling together of

gllango irg’(}ividuals who know better than to raise problems or questions which in this class might “rock
e boat”?




ANECDOTAL EVIDENCE FOR PART Vi

OBSERVATION 1

1. What was done to foster democratic attitudes and relationships? Record relevant activities and conversations,

2. Could this aspect of the teaching be improved? How?

OBSERVATION 2

1. What was done to foster democratic attitudes and relationships? Record relevant activities and conversations.

2. Could this aspect of the teaching be improved? How?

OBSERVATION 3

DEMOCRACY

1. What was done to foster democratic attitudes and relationships? Record relevant activities and conversations.
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2. Could this aspect of the teaching be improved? How?




PART VIll. HOW WERE GOOD HUMAN RELATIONSHIPS FURTHERED?

There are some unique requirements for competency in every field of teaching. These relate to specialized
knowledge and specialized skills. Nevertheless it must be said that these specialties are requirements only be-
cause they can contribute to the education of young people. A primary requirement of all teachers is associ-
ated with the improvement of good human relationships. When we state that a teacher should have control of
the knowledge and the skills in the field in which she teaches, when we ask for the ability to use this knowl-
edge and skill, we are asking for such use, such control, such skill as will promote the quality of living every-
where. The other seven sections of this record all bear upon this point in an indirect fashion. Here the
opportunity is presented to synthesize the work of the teacher as it bears upon furthering good human rela-
tions; upon meeting human needs.

Sec. 1. How did the teacher help others to see what they were after and what they were doing? Essentially the
techniques we use for promoting self-direction are “revealing” in nature. We help the other fellow
reveal to himself what he is worried about, what he wants to accept, what his attitudes are, ete. We
try to help him see more clearly what his problem is, the thinking that he has done, the values toward
which he is striving, and the attitudes, opinions, biases, or prejudices that may be the bases of his
actions.

Sec. 2. How did the teacher earn the respect and the confidence of others? Respect and confidence are often
gained when others are assured of our competency, training, and experience; when they see that our
opinions are informed opinions, i.e., that they are based upon reliable information; when they see that
our judgments are not unduly influenced by our own desires or prejudices; when they see that we are
genuinely sincere and interested in the process or idea which is under consideration; when we do not
betray confidence of others.

Sec. 8. How did the teacher secure co-operation? Co-operation implies working together on a problem or proj-
ect. It is not obedience. In a genuinely co-operative enterprise people work with you, not for you. To
work together effectively, all workers need a clear sense of the problem or activity. They need also a
feeling of having something to give. You must do your share of the work. The suggestions made by
those whose help is solicited must be given serious, thoughtful, appreciative consideration. Aid should
be fully acknowledged.

Sec. 4. How did the teacher create good will as a resource valuable in itself? We can do many things to create
good will and we need not do this for ulterior purposes. We can do it because we prize good human
relations and because we are creating conditions which favor possibilities of future co-operative efforts.
By being interested in people and their experiences, by sharing our own experiences with them, through
rewgrd§llof many kinds, through enrichment of the environment in which we work, we can help to create
good will.

5. How did the teacher control conflict situations? Sometimes we attempt to “stall off”” the conflict; or we
try to divert consideration to another and less fiery issue; or we try to “save face” all around by point-
ing to the substantial grounds on which each position rests; or we apologize for the enthusiasm and
force with which we presented our own view and challenged others; or we show that any small agree-
ment which does exist is the important thing. Sometimes we coneclude that the best way to handle the
situation is to fight it out or to ignore it.

6. How did the teacher persuade, constrain, or compel others to do what she wanted them to do? Some-
times there are things we want the other fellow to do. Sometimes we want to stop him from doing
things. Under this general attempt to pre-determine the thinking or action of another person, we use
authoritative techniques, conditioning techinques, pressure techniques, and “shutting-off” techniques.
Other people use these technigques on us. We do these things consciously at times and very often uncon-
sciously. These techniques of pre-determination are not always bad; sometimes, in fact, they are the
only appropriate ones if life itself is to be protected.

7. How did the teacher develop common concerns through the free enmtertaining of ideas? We do this

through eliciting beliefs, values, and attitudes; we help to transform the original statements so that
evidence can be applied to them; we make clear the significance of likenesses and differences; we for-
mulate statements that represent greater unity than was present initially; we apply this new formu-
lation to the problem which initiated the inquiry and perhaps to allied problems; and sometimes we
intellectualize the whole process.




ANECDOTAL EVIDENCE FOR PART Vili

OBSERVATION 1

1. Human relations are furthered when human needs are met. In what ways did the teacher meet the need for
affection and belongingness? For achievement and recognition? For an adequate standard of living? For
freedom from guilt and freedom from fear? For a society which aims for the growth of all people every-
where?

2. Could this aspect of the teaching be improved? How?

OBSERVATION 2

1. Human relations are furthered when human needs are met. In what ways did the teacher meet the need for
affection and belongingness? For achievement and recognition? For an adequate standard of living? For
freedom from guilt and freedom from fear? For a society which aims for the growth of all people every-
where?

2. Could this aspect of the teaching be improved? How?

OBSERVATION 3

1. Human relations are furthered when human needs are met. In what ways did the teacher meet the need for
affection and belongingness? For achievement and recognition? For an adequate standard of living? For
frﬁedo?m from guilt and freedom from fear? For a society which aims for the growth of all people every-
where?

2. Could this aspect of the teaching be improved? How?
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Method I
SUMMARIZING YOUR EVIDENCE IN TERMS OF THE OBSERVATIONAL GUIDES

While there are an infinite number of ways by which you may summarize your evidence, we feel that two

methods deserve special prominence. In the first you may examine your anecdotes and summarize them in
terms of the major headings appearing on the pages opposite your written records. The second method, which
appears in the next section of this booklet, requires you to relate your written anecdotes to some of the major
factors in competency for teaching. To follow out the first method read the directions below:

1.

[

What Were the Materials of Instruction? On the basis of all of your observations of this teacher, what sub-
ject matter does she emphasize? What does she neglect? You may be helped in writing a brief summary by
relating as best you can your written anecdotes to the section headings which appear on page 8.

. What Was the Function of the Subject Matter? No one can exactly determine purpose through observa-

tion, but what was the teacher trying to accomplish so far as you could see? After writing what seemed to
you .to be her major purposes, be sure to check your judgment against her own comments in the follow-up
interview. You may be helped in interpreting your anecdotes by a re-reading of all the sections on page 190.

. What Methods of Instruction Were Emphasized? What methods were used over and over again? What

methods which to you seemed appropriate were not employed? A study of the section headings on page 12
may aid in writing a brief summary.

. What About the Effectiveness of the Materials and Methods Employed? Is there a general trend in the

anecdotes you have written in this section? Or was the teacher erratic—good and bad within a single period,
varying much from day to day, etc.? What were strengths and weaknesses as revealed in your THREE
periods of observation? Here again reference to the printed sections on page 14 may be helpful to you.

. How Did the Teacher Help Students with Their Own Personcl Problems? Did the teacher neglect oppor-

tunities to help students with their personal problems? Did she tend to pay attention to problems of one
kind or a few kinds? Did she handle certain problems relatively well and others poorly? Relate your anec-
dotes on page 17 to the section headings in Part V and briefly summarize your findings.

. What Was Done to Promote Better School-Community Relations? Do your written anecdotes indicate that

the teacher is conscious of the importance of relating school and community? What did she emphasize?
What opportunities did she overlook? Do your records reveal any sensitivity on the part of the community
to needs of the school? Relate your data to the sections on page 18 and briefly summarize your findings.

. How Were Democratic Attitudes ond Relationships Fostered? In re-reading all of your anecdotes cover-

ing three periods of observation, what ecan you say about this teacher’s relationship to the democratic way
of living? Did the teacher practice democracy? Did the students live democratically in school? Did the
teacher make the students conscious of democratic and authoritarian tendencies in their daily living? Study
the section headings again on page 20 before summarizing your anecdotes.

. What Evidence Was There of Furthering Good Human Relationships? Do your anecdotes reveal significant

strengths and weaknesses so far as training in the special area is concerned? Is there some relationship
among the strengths, among the weaknesses, between the strengths and weaknesses? Is the teacher compe-
tent in her specialized area? Incompetent? Why?

(24)




Method II

SUMMARIZING YOUR EVIDENCE IN TERMS OF SOME MAJOR FACTORS IN COMPETENCY
FOR TEACHING*

INTRODUCTORY REMARKS

“The following statement of some major factors
in competency for teaching was prepared for the con-
sideration of the faculty and students of the College
of Education of the Ohio State University. There is
no implication that the list of factors here given is
final or complete. The present statement is intended
merely to indicate what we now recognize as some of
the more essential characteristics of the teacher
whose purpose is to function within the democratic
purpose. These are proposed as hypotheses for the
achievement of this purpose. As hypotheses they
are, of course, subject to testing and hence to change.

“Each of these factors must be thought of not
merely as arising out of a fundamental purpose
which underlies the whole school and teacher-educa-
tion program, but as intimately related to each other.
The whole is not equal merely to the sum of its parts.
In other words, these are not separate competencies
but factors or elements in competency for teaching.
These factors in competency do not exist as static
entities. Rather, they mark off characteristics of a
process, and hence, are themselves in constant pro-
cess of development. For this reason, there is no
expectation that within a period of four years these
aspects of competency will be developed in a com-
pleted sense. Nevertheless, the teacher-education in-
stitution can and should (1) aid students in gaining
control of these competencies, and (2) guarantee to
the schools that its graduates are not too deficient
with respect to any of them.

“Competency, in the terms in which we conceive
it, is a never ending development. Hence, gains ‘on
the job’ should be as normal as those ‘in the schools.’
This suggests the obliteration of many present em-

* Some Major Factors in Competency for Teaching. College of
Education, Ohio State University ; May, 1941. (Mimeographed.)

phases between pre-service and in-service training.
The teacher-education institution should not only
provide the opportunity for these aspects of compe-
tency to be gained through study, but it should also
exemplify them in its procedures. The work of mem-
bers of the faculty should be characterized by them
and the students should be encouraged to develop
them. through practice.

“It is not possible or desirable for all teachers to
be alike. While all' teachers need all these kinds of
competency, different ones will develop them in vary-
ing ways and to varying degrees, in accordance with
their individualities and the areas of service for
which they are making preparation. No two will
show the same pattern.

“Similarly, we must recognize that the programs
of different institutions will vary in accordance with

the circumstances within which each operates. Each.

institution, in ways appropriate for it, should work
at the task which is common to all. The factors in
competency as here stated provide ample opportun-
ity for different individuals and groups to work for

their achievement in a variety of ways appropriate .

to their respective abilities and functions.”*

We believe that the observations recorded in the
booklet take on greater significance when they are
related to some formulation of what constitutes good
teaching. Given this relationship, it becomes possible
for the observer and the teacher observed, to act
upon the anecdotal evidence in a manner to elarify
and illuminate “good teaching,” or to improve the
teaching, or both. Under each factor in competency

there is a question to be answered and space for

your comments, Obviously, these judgments of yours
are tentative. The evidence should be sufficient to
risk the judgment even though not sufficient to
“prove” or completely substantiate it.

(25)
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1. Expressing in Action a Clearly Formulated Social and Educational Philosophy

1.1 Possession of an educational philosophy which functions in teaching. It is essential that a teacher should have a
vision of a total program of education and the vital service it should render to the modern world. This implies,
among other things, an understanding of the relation of the school to the culture of which it is an element, of the
historical development of education as an aspect of cultural development, and of the conflicting ideologies of the
present. In a democracy (as contrasted with a totalitarian state) it is not required that every teacher be of the
dominant ideology. But a devotion to freedom of thought and an attitude of open-minded honest inquiry regard-
ing such questions are essential to those who are concerned with education.

1.11 What can you say about this teacher’s educational philosophy?

1.2 Representing the ideals of the profession. The teacher should exemplify in her practices a devotion to the ethics
of the profession., This implies an adherence to approved practices in her relationships with other members of
the profession and with members of the community generally. An additional implication is that the teacher not
only will be aware of what constitutes competency in the profession but will see to it that all of her relationships
with students are guided by those standards of good teaching. Furthermore, the successful teacher will be
sgnsitive to the need for a continuing study of good teaching practice and for continuing efforts to improve
that practice.

1.21 From all your observations, what can be said about this teacher’s attitude toward the profession?

1.8 Contributing to school and community life. Teaching offers notable opportunities for usefulness and devotion to
human welfare. Only the person who finds deep satisfaction in such usefulness and devotion, particularly with
children and young people, should enter teaching. She must believe in the public schools as a basic means of pro-
moting and maintaining a democratic way of life. The teacher should participate with administrators, teachers,
students, parents, and the community in efforts to improve the quality of social services. This implies not only
willingness and desire to work with people from all social, economic, and racial backgrounds, but also such teach-
ing practices as will promote effective, co-operative planning to meet the needs of the entire community.

1.31' What does your evidence show with respect to contributions to school and community life?

1.4 Helping students to clarify their values., Valuing has many points in common with planning. Values are revealed
whenever a choice between alternatives is made. Values are also revealed, however, when choices are made with-
out planning. An important characteristic of a good teacher is that she is not only aware of her own values, but
able to see the values that are important to her students and to suggest ways of making these values clear to
the student. It is possible, in terms of the philosophy here expressed, to say that education is the process bv
which students should be helped to clarify their values.

1.41 Did this teacher carry on this process? What does your evidence reveal?

1.5 Accepting responsibilities to the school as a whole. Too frequently teaching is regarded as a simple classroom,
pupil-teacher relationship. This proposition is intended to emphasize that the good teacher should have a wider,
dependable loyalty to the school as a whole, and should perform a series of functions that have meaning only as
they comprehend a wider view of the teacher’s obligations. The good teacher is ready and willing to participate
in the development of the curriculum and in the formation, development, and selection of school policies; and to
perform a fair share of the routine or administrative tasks involved in such activities as schedule making, record
keeping, and committee service.

The teacher should realize and act in accordance with the principle that the pupil experiences provided in her own
classroom are to be planned to supplement and integrate with other experiences which her pupils are having in
connection with all the various school activities. To this end the teacher needs to be familiar with the objectives
and program of the school as a whole and with the pupil experiences which are being provided in every other
area, and to modify her own program accordingly.

1.51 Was there evidence of this integration with the whole school program?

(26)



2. Effectively Promoting the Growth and Development of Boys cand Girls

2.1 The conscious application of principles of child development. It is essential that the teacher have a scientific broad
knowledge of the processes of development and learning in childhood and adolescence in much the same way that
it is necessary for a doctor to have a broad background in physiology. .

2.11 Does your evidence point to strengths or weaknesses in this factor?

2.2 Dealing effectively with individual differences among students. The modern school recognizes each pupil as an
individual and tries to deal with each according to his needs. A teacher should thus know about both usual and
exceptional types of cases in their various ramifications and about ways of dealing with them.

2.21 Was the teacher sensitive to individual differences and did she make adequate provisien for them?

2.8 Consciously applying the principles of functional guidance procedures in teaching. Bach teacher should recognize
guidance services as an integral part of the total educational program, not something distinet and apart. She
needs to be familiar with the breadth and scope of guidance, and with the special skills and techniques involved.
She should know how to assume her own guidance responsibilities to her pupils and how to make use of special-
ized services according to the needs of individuals.

2.31 How successfully did this teacher carry on guidance?

2.4 Participating constructively in the extra-curricular program of the school. The total development of the pupil
involves his social and recreational as well as his academic activities. The teacher must be informed about such
activities, and their important place and functions in the schools.

A teacher should be competent to further and constructively supervise extra-class activities. She should partici-
pate in various personally satisfying social and recreational extra-class activities, which should give experience
bearing on the supervision of such activities in schools and communities.

2.41 In the elassroom activities and discussions, what evidence was there of the teacher’s interest or participation
in- the extra-curricular program? .
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3. Expressing in Action and Developing in Pupils Effective Personal and Community Relationships

8.1 Applying the principles of healthy social adjustment in personal lHving and in dealing with others, Teaching is
eminently a social profession, involving not only contacts with pupils and other teachers, but also with parents
and community. The teacher-in-training should demonstrate ability to get along with persons of both sexes, in-
cluding contemporaries, as well as older and younger people. She should be at ease and poised in social situa-
tions, and give evidence of ability to lead and to co-operate. She should enjoy social contacts and exhibit balance
in her social program.

3.11 From your observations of this teacher, what can you say about her social adjustment?

3.2 Applying the principles of healthful living (mental and physical) to personal living and to tewching. Only those
persons who are emotionally ‘balanced,” and reasonably free from disabling physical and sensory handicaps
can ordinarily provide normal adult associations for young people. The teacher needs to keep a nice balance
between work and recreation; between physical and mental activity; between contacts with youths and adults;
between male and female associates. She needs many interests, and personal contacts with a variety of people,
not all of whom are associated with the schools. In other words, she should have a ‘“zest for living” and be an
individual in her own right.

3.21 What does your evidence reveal about the living habits of this teacher?

3.8 Interrelating school and community in teaching. A teacher must have a diseriminating knowledge of communities
ranging from local to international. She must be able to think eritically and constructively about current social,
economic, and political problems. She should know the problems and backgrounds of her local community. She
should participate in, and contribute to, its culture and help the school take its place as a force in the community.

3.31 Was there evidence of this interrelating school and community?

8.4 Using the various media of communication: oral and written expression, the fine arts, crafts, and music in teach-
ing. The teacher should assist children, through various art media, in the interpretation of their experiences.
Therefore, she herself must have had one or more successful. experiences in fields of expression beyond those
of verbalization, This implies that the teacher will make use of art media in interpreting, illustrating, and vivi-
fying her own experiences, and will guide pupils to utilize creatively art products and processes to the end of
more adequate self-expression and communication.

3.41 How did this teacher reveal this requirement for good teaching?

3.5 Speaking with clearness and pleasant effectiveness. Of great importance also is ability to write clearly, cor-
rectly, and forcefully. Especially desirable should be proficiency, whatever the grade or subject, in teaching
- reading, vocabulary, and other study skills.

3.51 From your observations, what can you say about this factor in competency?
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4. Utilizing All Available Resources — in Men, Materials, and Techniques — in the Learning Process

bR 124

4.1 Utilizing the process of planning in daily living and in teaching. “Planning,” “thinking,” “inquiry,” are essen-
tially synonymous—and essential in a teacher. The person who is planning is clarifying goals and getting more
clearly in mind his reasons for wanting to attain these goals. He constantly weighs alternatives—values, pur-
poses, courses of action. He analyzes the gaps between what he is or does, and what he wants to be or do. He
sets up tentative hypotheses which seem to have possibilities and elects those which seem promising. He §elects
resources from within himself and in his environment. He formulates step by step a program of action. He > 7es
possible results, and prepares to meet difficulties which seem likely to appear. Finally, he puts his prograll i.ito
action, continuously modifying goals and precedures in terms of proposed outcomes. One who plans well knows
what he is doing and why.

1

4.11 Was the planning process characteristic of the classroom work?

4.2 Utilizing proficiently a wide range of materials and methods of instruction. Modern research, theory, and prac-
tice have yielded a fund of rich and varied materials and techniques for providing experiences for boys and
girls. It is essential that a teacher should have a clear comprehension of appropriate materials and methods
for use in achieving desired outcomes and a skill in utilizing these. The use of certain general materials and meth-
ods should be the “stock-in-trade” of a teacher in any area. Such might include skill in the effective use of visual
and audio aids, of supplementary reading and reference materials, of directed study, of special topics and reports
by pupils, of guide sheets, of group discussion, and of community problems and resources.

In special areas and at different levels teachers should be familiar with, and give evidence of skill in utilizing, the
materials and techniques uniquely appropriate to the desired outcomes for a particular group. These might in-
clude proficiency in the use of demonstrations, of laboratory procedures, of field trips, of tools and instruments, of
dramatic presentations, of source units, and of various specialized devices and techniques, They might also include
familiarity with, and intelligent and discriminating use of, the variety of resources available, both natural and
human, particularly in the local community.

4.21 What about this teacher’s proficiency in utilizing a wide range of materials and methods of instruction?

4.3 Continuwously evaluating educational aims, processes, and results. A modern program of education calls for eval-
uation of objectives, processes, and results. Only by means of competent evaluation can it be determined whether
or not the objectives of the school are being realized. Teachers should be alert to use the common and the newer
evaluation devices in their own teaching and have the disposition to co-operate in the larger school-wide evalua-
tions. Skill in interpreting and using the results is an obvious eoncomitant,

4.31 Does any of your evidence peint teo strengths or weaknesses in this factor in competency?

4.4 Control of the knowledge in the field within which one teaches and the ability to use this in terms of increasing
the students’ intelligence about the world in which they live. There should be understanding of the contribution
which such knowledge can make to the education of young people at the level where the student plans to teach.
There should be such understanding of the proposed areas of instruction as will make her competent to guide
the experience of pupils in these areas, and also to participate in, and contribute to, thinking about those fields
in the community. In this connection there is need for a teacher to keep constantly in touch with current knowl-
edge, to think critically, and to develop in the pupils, capacity for critical thinking.

Teaching in elementary or secondary schools calls for breadth rather than concentration of scholarship. Thus a
teacher needs some acquaintance with all the areas as well as intensive knowledge of one, and appreeciation of the
interrelation of different fields of knowledge, There should be scholarly competence with respect to the materials
and techniques of teaching in the subject-matter fields at the level at which the student plans to teach.

4.41 On the basis of your observations, what can you say about this teacher’s control of the knowledge within her
field and her ability to use it wisely with her students?

4.5 Carrying out appropriate and effective methods in the management of pupils in the classroom and with “extra-
curricular” activities. Efficient management includes appropriate provision for lighting, ventilation, heating,
routine attendance, as well as ability with respect to the use of supplementary reading and reference materials,
laboratory and project materials, and progress records. It also includes appropriate pupil-teacher relationships,
effective and co-operative leadership, and participation by pupils in establishing and carrying out policies.

4.51 Do your observations point to strengths and weaknesses here?

4.6 Applying critical reflective thinking (scientific method) to the solution of problems, exemplifying it, and teaching
for it in school situations, If teachers are to guide girls and boys in the use of the “method of intelligence” so
essential in reaching decisions concerning educational, social, and political problems in a democracy, it is desirable
%hathi;hey themselves understand its power and its limitations and put it into practice in their daily living and
eaching.

4.61 What judgment do you have to make on this point?
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FOLLOW-UP INTERVIEW DATA

This form ean be used effectively only when teacher énd observer have opportunity to discuss the record. The
observational record should not be considered “complete” until an interview has been held. If the interview reveals
additional significant information about the teaching or about the record form, report such information below.

EXPERIENCES RECOMMENDED FOR THIS TEACHER

In the light of all your observations and your summaries, what experiences would you recommend to this teacher
as fruitful ways of improving her effectiveness?





