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Abstract

Teacher Videotaping as a Method
of Self-Assessing Questioning Skills in Secondary Public Schools

Stephen Alan Alberts Il

Primarily this action research project was designed to hone my ability to Socratically question students by
reflecting on my teaching through the lens of a videocamera- while reconciling my own paradigm with as many
outside assessment devices as possible. The paramount consideration of my questioning/framing references w:
to incite students to think critically (sBedagogical Skills Honead chapter seven). The higher priorities of
the outside assessors, on the other hand, were more political than instructional in n&eaoe(sieng
Multiple Assessmenits chapter seven).

Scrutinizing and improving my questioning skills (the focus of the research) led to the epiphany that the larger
issue at stake was not just the sequencing of questions up and down the progressive levels of the taxonomy, bt
the sequencing of foundational skills needed for students to operate at higher abstract thinking/skill levels as
they mastered each grade level; this was accomplished by reflecting daily on the videotaped lessons within the
larger educational constructs (building, district, state and national edicts).

From my gestalt that students were having trouble answering difficult analysis level questions, came the strand
that was followed through my running commentary; students were simply having problems mastering
progressively challenging levels of the English Language: reading, writing, critical thinking and speaking.

When eleventh grade students could demonstrate abstract knowledge by providing examples (at the synthesi
level), beginning the course- it was clear that they could think about complex issues in terms of cause and effect
as well as part to whole relationships.

As the course progressed, and new, more unfamiliar vocabulary began to be layered into the literary
selections, it became clear that these students didn’t have the skills to assimilate the new terms, the within
context of the line/story (through knowledge of root words or pre/suffixes, nor could they phonetically sound
them out); the whole language programs move away from these skills. The goal of Socratic inquiry, however, is
critical thinking that leads to a differentiation of specifics (words representing ideas).

Empirical thought means proving specifics- and these students could only muster generalities (like, “stuff,
things, and you know”). The focus of my questioning then became toward textual evidence to support their
statements; herein, the second major stumbling block to critical thinking was uncovered. These students
couldn’t/wouldn’t comprehend what they had read, since previous teachers bought into their, “I don’t know’s”

and simply told students which facts to memorize for the test.

The third major roadblock wasn’t blatantly obvious from the tapings- until the student essays’ were
contrasted with the way they spoke; they didn’t write in complete sentences, only clips of vague phrases made
it onto the paper (instead of concrete evidence). Therefore, grammar needed to be remediated - in a literature
oriented course designed to teaching critical thinking skills and advanced written composition skills.

Since, advanced skill levels of the language are all inexorably tied together, and thinking skills can’t advance
without these sequential reading and writing foundations, my implications sections of chapter seven address this
breakdown of foundational skills that are out of the secondary curricular alignment picture.

The conclusions to this study reveal that not only can questioning skills be honed and improved via

videotaping, but also that larger educational concerns can be tied to individual classroom practices recursively.
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Chapter One: Rationale

Introduction

Given the dearth of research on teachers in public schools using self-assessment tools in their class-
rooms, offset by the state (report cards) and national edictdl@lioaal Teacher Examraxis Ill)
designed to hold schools (teachers) to a higher standard, it only makes sense that teachers assess
themselves and modify and improve instruction towards specifically stated standards before the oppor-
tunity is taken from them.

What we, as a profession, need to keep in mind about the future of instruction, is how our current
milieu relates to past external changes brought into the classroom through internally administrated
teacher evaluations. According to Perry ZirkId'e Law of Teacher Evaluation: A Self-Assessment
Handboolciting Harvard’s (1996) Institute on School Law, the following are administratively enforce-
able areas of a teacher’s job performance as have been upheld through case law over the past two
decades:

1. Student mastery of concepts as evidenced by tests (mastery is defined as 80% of
the class scoring at 80% or better on exams).
2. Clearly defined classroom rules, including concise instructions given on
assignment instructions and grading criterion
3. Identification of students for remediation (usually 9 mos. behind or more)
4. ldentification of illegal student behaviors, violations such as bringing a weapon,

drugs, or physical violence into the school setting (as defined by safe school

laws)

5. Compliance with school district (and building) policies
6. A well known teacher evaluation process (i.e. school district appraisal forms)
7. Respecting students rights (as defined by constitutional and case law)
8. Any action that could be construed as insubordination

These standards of evaluation made manifest by laws, federal, state and local, define our job de-
scription. The teacher, however, is afforded the latitude of interpreting how best to perform the actual
task of teaching. Aside from any specifics mentioned in one’s individual contract, and the broad legal
areas aforementioned, teachers choose the teaching style and method of delivery in achieving their
stated lesson plan objectives.

So, if we, as teachers, know that we’re expected to perform specific educational and legal tasks- that
through student success, or administrative approval, must be considered- what specific



tasks do we resist being evaluated on, and why? A small study that | conducted in December 1998 will
help elucidate attitudes towards these specific tasks - and using videocameras to these ends (a descrip-
tion of the pilot study directly follows the purpose section).

Purpose

The teaching skill focused on, during the tenure of this project is questioning/framing knowledge. The
primary purpose of this study however, is to explore videotaping oneself in action as a viable method of
metacognitive assessment (in contrast to either reflective note taking or administrative assessment- which
do not take a teacher’s methodological style or personal value structure into account).

The secondary purpose of this study is to illustrate the responsibility of a motivated teacher, as a
professional, to monitor, set goals and achieve those classroom performance improvements with little
help from outside assessors.

Thirdly, this study will act as an individually initiated staff development project, which, when com-
pleted, can be workshopped, debriefed and ultimately recreated- using other teachers’ similar personal
classroom performance improvement goals as a model.

Lastly, upon the fruition of this project, the published conclusions and findings can be shared with the
educational community at large, as part of a larger academic concerns regarding the current educational
reform movements happening nationally on multiple regional, local, and individual fronts.

Pilot Study

The results, from the 46 teacher sampling survey, reflecting local attitudes towards videotaping are
here broken down by task being evaluated. The number of positive (defined as a 4 or 5 answer on the
Likert Scale) responses to each question regarding a particular application are expressed as a percent-

age:
1. Raising standardized test scores - 23%
2. Creating consistent classroom standards - 59.5%
3. Improving an administrator’s future evaluation - 62.5%
4. Ability to accurately describe illegal behaviors - 85%
5. Quantifying (making concrete) subjective practices — 85%
6. Identifying discriminatory practices - 79.5%



7. Your ability to defend your classroom practices - 85%
8. Targeting students for remediation - 51.5%

9. Further individualizing instruction -50.5%

10. Workshopping “ best teaching practices” - 86.5%
*The complete survey is included as APPENDIX A.

From this survey, quantifying certain basic areas of teacher performance,
describing illegal behaviors, identifying discrimination, defending
classroom practices, and workshopping “best teaching practices” are areas
receiving very positive approval. Raising test scores, identifying subjective
practices, and further individualizing instruction may only receive
tertiary gains from videotaping classroom instruction. However, creating
more consistent classroom standards, improving administrators’ future evaluations,
and targeting students for remediation seem to be clear cut areas that having
immediate daily feedback on could substantially benefit the receptive teacher.

Since the purpose of this informal pilot study was to confirm and verify teacher intrepidation as
reported by Rita Jensen, Doug Smith, and Martin and Mayerson-and was not considered a telling
measure in and of itself, explication of the specific areas of resistance to this technological application
became the guiding objective to be met out through a real world application.

In addition to political-philosophical value misalignment with tangible assessment of student skills
mastered, theBoyer Commission Repgralong with every major longitudinal study done on teacher
education programs over the past ten to fifteen years, with my suggestion to lengthen the student
teaching apprenticeship to include, at minimum, a one year mentoring term. From a qualified veteran
educator mentoring weaknesses in ‘rookie teacher’ skills, these beginning deficiencies could be identi-
fied via videotaping then remediated before bestowing the rank and status of a full faculty member/
professional educator upon them. (This identification of skill deficiencies, in fact, is the airRi@btise
Il classroom performance assessment now being tooled up by ETS for national implementation for the
2001-2002 school year.)

Statement of the Bblem
The problem is, even though teachers are afforded a great deal of latitude in choosing the course
materials (text selection) for their respective subject areas, they feel pressured by the outcome oriented
learning skills and objectives prescribed by most school districts without feeling enfranchised. This
problem is best addressed by understanding the expectations of the individual school district where each
educator is employed. 3




This, for me, means: ReconciliRgaxis 11l (ETS) national standards of assessment with state and
local district rubric while keeping the objectives of the course guide in mind. (All three performance
standards, as well as the course guid@foerican Literature lare included as APPENDIX B.)

Conversely, every teacher brings a multitude of personal autonomy to the classroom, in terms of
philosophical beliefs and their own classroom teaching styles. Before remediating their own skills, each
teacher needs to be metacognitive with regard to their own philosophy and practices or mis-alignment of
methodology will result in frustration of the administrator and teacher.

Every practicing teacher today must be aware of their own paradigms and methodologies through
inventories (which I will briefly synopsize in my review of literature section) or interactive reflection with
pedagogical texts. For this study, through self-assessment and introspection through videotaping, my
personal pedagogical ends- improving my questioning/framing skills, are best served through my Neo-
Thomistic Philosophy and Socratic Methodology.

Reseacth Questions

1. CarPathwisgdistrict), the State of Ohio (proficiency tests/learning outcomes),
andPraxislll standards be reconciled into one functional cover-all assessment
device that can be reflected upon dafligdressed from pp. 146-163 (specifically

answered on page 163). The follow up research suggestion is on p. 164.

2. Is public school teacher videotaping an effective method of self-assessment
documentation with regard to administrative educational afdd®ssed from pp.

164-170 (specifically answered on pages 165-167). Further research considerations
appear on page 173.

3. Can my own questioning and framing skills be honed and improved to target
higher order thinking skills, in light of the constraints that the assessment and
outcome rubrics (#1&2 from above) place on my lesson plan degigias@ssed from
pp. 173-179 (specifically answered on page 178).

4. What physical ways will | have to amend my teaching (e.g. classroom movement
and voice projection) in order to work effectively within this video medium?
Addressed from pp. 179-181 (specifically answered on page 180).

5. What technical problems will | face/troubleshoot that might be beneficial to
other educators wishing to replicate my research undertakody@ssed from pp.
180-181 (specifically answered on page 181).

6. How will my conclusions affect my administrator’s plans to implement this




technology as a staff development proje&titiressed from pp. 170-172 (specifically answered on
page 172).

Significance
The significance of this study is to build on the existing body of educational research in teacher values,

by illustrating the role that values play out in everyday educational practices in the public school class-
room through the lessons planned. Existing standards of assessment will be inculcated, by connecting the
national, state and district criteria to the personal improvement aims of a representative teacher (as a
research subject). Videotaping, as assessment, will be the medium of self-assessment, rather than relying
solely on reflective notes or outside assessors. My hypothesis then is- can questioning strategies be
improved by recursively categorizing and examining their effectiveness in aiding students (and teachers)

in the development of critical thinking skills.

Likewise, my further query is- can self-evaluation skills, as well, be improved upon by linking this
aspect of self-directed instruction to the growing body of site based faculty development plans (in
essence this project is a blueprint for a teacher guided, on site, staff development workshop allowing
‘best teaching practices’ to be shared). That philosophy (personal beliefs) mediates methodology
(teaching style) and is then reconciled with national, state and local edicts provides a rationale for this
study. If individually applied, this will benefit the teaching profession by allowing teachers themselves to
creatively, based on their own observations, improve their performance in conjunction with meeting
tougher and tougher outside standards being imposed upon the profession.

Reconstucting the Poject
The following are the progressive levels of this project’s development:
| became interested in improving classroom instruction via questioning/framing.
| collected background information through my graduate level professors.
| researched Questioning/framing and related areas (see chapter two).
| began to reconcile my own educational beliefs and methods with the research.
| conceived a hypothesis that included my beliefs and the existing research.
| created a short questionnaire to test my hypothesis on a small sample group.
From the pilot study, | conceived a study to measure the intangibles in question.
The conceptual paradigm (prospectus) was refined and modified by committee.
The appropriate approvals were garnered and consent was given via Institutional Review Board
(IRB).

© N g~ wDdRE



10. The lessons were strategically videotaped to illustrate all facets of the study.

11. I continued to research, reconcile my beliefs and practices throughout,

12. While outside assessors were brought in to triangulate (validate) my paradigm.
13. Upon completion of the information gathering stage, | began to review my journal.
14. Daily journal entries were stitched together to create emergent patterns.

15. From the patterns, categories for my concluding discussion were fashioned.

Limitations

The limitations of this study will be the small sample size of my class (only five students) and myself
as aresearch subject representative of a larger community of secondary teachers and students found in
public schools today. Conversely, since this is a qualitative ethnographic study, | was graced with both a
small class size (only five students), that all represent a different socio-economic status (SES) cross
section of the class structure present in many similar communities across the U.S.

Additionally, an almost endless array of teaching skills could be identified and focused on as perspec-
tive areas isolated for research and remediation. For this researcher, however, only outcomes associated
with videotaping and improving questioning/framing strategies shall be discussed. Also, subjectively
confined, will be to operationally define the progressive levels of questioning that | will employ while
videotaping my lesson segments according to the levels of Benjamin Bloom’s Taxonomy.

Itis important to emphasize that this research is based on a qualitative case study. In contrast to usual
surveys, breadth of coverage has been sacrificed for depth of meaningful assertions and future applica-
tions/implications of this research.

Once the levels of questioning are defined, the requisite steps will be taken to progressively improve
my teaching ability via continuous self-evaluation/metacognition- referencing the appropriate method-
ological texts (on Socratic Questioning) and modifying instruction accordingly. The only outside valida-
tion devices used to identify questioning deficiencies that will be employed are the use of the three
outside assessors (named in the methods section).

Definitions

» Action research- teacher initiated research designed to solve/explain real world
instructional problems

* Bloom’s Taxonomy- Benjamin Bloom’s ordering of objectives from simple
learning tasks to more complex ones; the elements from lowest to highest
cognitive function are:

1. Knowledge- name, define, memorize, repeat, record, list, recall, know, state, &
write
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. Comprehension- discuss, describe, give examples, explain, find, tell, & summa-
rize

. Application- translate, interpret, apply, solve, show, practice, use, & demon-
strate

. Analysis- classify, distinguish, categorize, differentiate, compare, examine, &
test

. Synthesis- originate, revise, compose, arrange, prepare, construct, develop, &
propose

. Evaluation- appraise, rate, value, assess, measure, estimate, justify, debate, &
score (Slavin, 1997)

Conceptual framework- is the philosophical, value laden frame of reference
(including a teacher’s preferred teaching style) that must be constructively rec-
onciled with any new stimulus affecting teaching practices or beliefs.
Constructivism- Lev Wgotsky’s (1978) conceptual belief that all new informa-
tion must be connected and made relevant to past information and experiences.
Critical thinking- is generally considered to be the analysis, synthesis, evaluation
levels of Bloom’s taxonomy that denote higher cognitive functioning/intelligence,
that stresses the ability to make rational decisions that either challenge or confirm
an existing belief structure.

Domains (of teaching)- i.e. content knowledge, learning environment, question-
ing strategies, and lesson efficacy/future modifications as defined by ETS (in
Praxis IIl), that are considered to be essential components of instruction
Framing skills- the teachers ability to sequentially frame an idea or question in a
manner that provides the student with enough concrete context to be answered
from the assisted point of reference

Reflection- a teacher’s ability to metacognitively think about his/her practices
Standards of assessment- generally are the result of a professional organization
reconciling their own agenda with the available research on classroom practices
and create a rubric that reflects those values

Socratic questioning- is a method of teaching wherein the instructor seeks to
lead students through a complex series of agreed upon empirical truths in order
to reach consensus (Webb, 1996).

Taxonomy- is the system of classification of interconnected levels of intelligence
to the whole.

Teaching style- is the manner in which a teacher presents information that can

7



generally be defined as teacher or student centered in origin; here are some
examples of styles according to Grasha and Hicks (1995):

Expert

Formal Authority

Personal Model

Facilitator

Possesses knowledge and expertise that
students need. Strives to maintain status as
an expert among students by displaying
students-knowledge and by challenging
students to enhance their competence.
Concerned with transmitting information

and insuring that students are well prepared.

Possesses status among students because of
knowledge and role as a faculty member.
Concerned with providing positive and negative
feedback, establishing learning goals, expectations,
and rules of conduct for students. Concerned with
the correct, acceptable, and standard ways to

do things and with providing students with the
structure they need to learn.

Believes in “teaching by personal example” and
establishes a prototype for how to think and
behave. Oversees, guides, and directs by showing
how to do things and encouraging students to observe
and then to emulate the instructor’s approach.

Emphasizes the personal nature of teacher-student
interactions. Guides and directs students by
encouraging cooperative as well as independent learning
activities. Good at questions, exploring options,
suggesting alternatives, and encouraging students

to make informed choices. Overall goal is to develop in
students the capacity for independent action,

initiative, and responsibility. Works with students on
projects in a consultative fashion and tries to provide



as much direction, support, and encouragement as possible.

Delegator Concerned with developing students’ capacity to
function in an autonomous fashion. Interested in
having people become self-directed, self-initiating
learners. Students work independently on projects or
as part of autonomous teams. The teacher is available
at the request of students as a consultant and resource
person.

*It is important to note here that each style is not mutually exclusive to the others. In fact, | believe the
most effective instructors move smoothly between each style when the appropriateness of task aligns
with the instructional delivery method.

» Teacher Values- are the beliefs a teacher has that manifest themselves in practice

* Thomism (neo)- St. Thomas Aquinas’ belief that empirical reasoning ultimately
seeks to define the scientifically quantifiable complexities of Christian existence
(Webb, 1996).

* Workshopped- a teacher (or student) ‘best’ practice that is shared with col-
leagues or any hands on learning experience that teams a mentor and a protége
working together on a task

» Zone of proximal development- John Dewey’s explanation of a student’s ability
to perform only with teacher guided assistance, in a task that is beyond a pupils
intellectual ability while working on their own (Webb, 1996)



Chapter Two: Review of Literature

Introduction

The intent of this chapter is to elucidate the focus of this research by reviewing the pertinent literature.
Since teacher self-evaluation ultimately must begin with one’s own conceptual framework emanating
from a philosophy that judges practices as either positively reinforcing and constructing upon existing
beliefs or negatively impacting self-image and challenging current beliefs and practices, | will first discuss
Teacher Values

Once teachers comprehend how their beliefs affect their practices, they must make lesson plans that
allow administrative assessmestandards of Assessmémitional, state, and local), therefore will be
the second section of this chapter.

Though there truly is a dearth of informatiorMisteotaping as Assessmeanthe regular education
setting of public schools, the third foci of this chapter will cull applications of this technology that periph-
erally relate to this study; collegiate settings, the medical field, and special education in the public schools
all peripherally apply.

The heart of this chapter, and the subsequent study, will revolve &aastioning Strategies
specifically strategies that illuminate the desired concept or skill being taught as the object of the daily
lesson. The assessment devices discussed in sectiddtandgrds of Assessmemive been devel-
oped into a rubric for self-reflection that appear in the appendices; ergo, they are an amalgam of all of
the previous sections viewed through my Socratic (videocamera) lens.

Lastly, this chapter will focus on the concebelf-Evaluationparticularly as it relates to the
videotape medium. The breadth and scope of my methodological considerations will be laid as a
foundational praxis here.

Teacher ¥lues

An elusive factor to define, but nonetheless a seminal ingredient in classroom instruction, is teacher
values. Thatis, how do teacher beliefs and interests play out in classroom instruction? InGhe book
of our minds: anti-intellectualism and talent development in American schpAiimge Howley

et al. (1995) speculates on the effectiveness of issues that the national reform agenda now lays on the
table, “Teachers who consider the acceptance of established authority to be an integral part of the
educational process may feel their own values threatened under such a mandate reform”. In other
words, teachers don’t want to be judged on a value structure that is not of their own design. Yet, the
greatest debate in public education today revolves around this idea of focusing on tangible results as
witnessed by student mastery of concepts, especially higher
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order thinking constructs. Dobson and Dobsofigacher Beliefs- Practice Congruer{@983)
likewise argue that, “...values immersed in beliefs and practices are reality”, and therefore are discursive
of specific educational practices that play out in the classroom every day.

The realization that teachers align their classroom instructional techniques and course material content
with their own value structures is the focu3e&chers Goals, Beliefs, and Perceptions of School
Culture as Predictors of Instructional Practi@uck et. al. 1992); this paradigmatic
conceptualization has created myriad dichotomies in the face of the national instructional reform; the
feminist/multicultural -vs- the traditional conservatives, the outcome -vs- process oriented camps, the
postmodernist abstract -vs- modern and concrete cadre, to name just a few.

Bussis and Chittenden,@pen Education: Research and Assessment Stra{@giés) found that
when teacher reform agendas emanated from the national or state hierarchy, that were perceived as
being inconsistent with personal philosophical value structures, they were either ignored or pressed into
service with a great deal of anxiety; changes were deemed to be outside the realm of a true comprehen-
sion of student needs (as witnessed by daily interaction/observation).

Bob Butroyd’s 1997 pieceAte the Values of Secondary School Teachers Really in DEgline?
gets to the root of explicating values from content when he delves into the multitudinous facets of
subjectively evaluating teacher performance; “Strong values are often divided along political/gender
lines...Shared values that can be agreed upon are nothing more than summarily dismissed platitudes”.
Somewhere in the middle of being politically correct and dogmatic -vs- conservative and enigmatic,
Butroyd sensibly asserts, “Teacher values are a personal as well as a public matter”’(1997).

James S. Leming’s 1995 articl&égflections on 30 years of Moral Education Resé€asthength-
ens my assertion that values must not only be identified as factors that affect instruction, but also as
factors to be included as part of the classroom pedagogy. He states, “The current trend is against
teaching neutrally about values. Rather the trend is for teaching values in concert with methods of
analysis and judgment that yield answers” (Leming, 1995). Thomas Lickona shares similar sentiments
about values: “...stress the integration of cognitive development and character development (sometimes
called citizenship) through perspective taking, moral reasoning, thoughtful decision-making, and moral
self-knowledge” Educating for Character: How our Schools can Teach respect and Responsibil-
ity, 1993). By applying Likona’s rubric, integration of classroom pedagogy with beliefs then becomes
the sorting device through which all other categories are created and organized.

Perhaps, Weil Veuglers, in his 1995 AERA presentafieachers, Value Stimulation and Critical
Thinking describes the progression of integrating values, critical thinking and subject
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matter best in his insightful 415 secondary teacher poll: “...when teachers teach a value -loaded topic
they often follow a progression of steps: first not expressing their own values, then stressing differences
in values without expressing the values they find important, and finally indicating the values they them-
selves find important”.

R.C. Wylie argued, as early as 1974, that external scales, assessments, and measures seldom really
identify a teacher’s incipient value structure, in his treafige ‘Self-Concept, Revised Edition
Whether using a Likert type rating scale, an exhaustive checklist, or a Q-Sort separating responses into
categories, the free-response (self-derived/described) model is the only one that allows the respondent
to create their own patterns of response- and thus norms. As long as teachers are allowed to create the
delivery method of stated educational objectives for skills and concepts, outside teacher assessment
devices will always need to be personally reconciled with actual classroom practices.

Standads of Assessment

According to the American Federation of Teachers (AFT), every state in our union is in the process
(in 1999) of developing or revising their teaching standards. National, subject driven, standards are
likewise being published by entities such as the National Council for Teachering of English (NCTE) that
reflect the concerns of the field, as well as the National Board for Professional Teaching Standards
(NBPTS), that not only develop standards, but creates assessment instruments while providing for
professional development opportunities. Moreover, domain driven, pedagogical/methodological/political
concerns are being tooled up for implementation by the federal government’s US Department of Educa-
tion (such as&oals 200pand by testing corporations such as Educational Testing Service (ETS). The
aim of this section is to point out the overlap of many of these assessing bodies, the power (or lack
thereof) of these referendums, and contrast the aforementioned with the actual classroom assessments
that take place in the public schools regularly as administrative concerns.

National teacher unions, such as the AFT or NEA are primarily support oriented. As such, they are
great clearinghouses for statistics that quantify teaching; they make available (market) myriad teacher
resource materials. They are not, however, either committed to, or capable of censuring teacher behav-
iors.

The subject/field driven organizations such as the National Council of Teachers of Mathematics
(NCTM) or the NTE are also vast clearinghouses primarily dedicated to new methods of teaching
course content within that particular field, and occasionally to the logical dissemination of new informa-
tion to the rank and file teachers in the public schools. These organizations are
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most influential in the writing, developing, and approving of new texts being marketed by publishers.

Only at the collegiate level (teacher preparation programs) are these bodies able to affect instruction via
their influence over accrediting agencies such as The National Council for the Accreditation of Teacher
Education (NCATE).

Accrediting agencies, though powerful in academia, have little formal power in modifying teacher
assessment standards in the public schools. NCATE is currently calling for higher academic standards as
part of their teacher education graduation requirements. Even though their revised standards have been
in effect since 1987, real world changes to teacher education programs have come, most recently, from
the Interstate New Teacher Assessment and Support Consortium (INTASC). Principles developed by
this governing body now must be evidenced by authentic assessment works in student teacher portfolios
at many universities.

With the previously mentioned organizations working towards loftier teacher standards of assessment
since the mid-eighties, the federal government made grant monies available @ahl$2000:

Educate America Acthis program offered federal tax money directly to local school districts in the
form of block grants to create rigorous academic standards, to align the curriculum with instruction and
teacher education programs, as well as the purchasing of new textbooks if compliance with the new
benchmark standards were met.

If the previously mentioned organizational bodies have shaped assessment standards over the past 15-
20 years, the following have defined teaching standards, and as such, are the focus of my own assess-
ment rubric that will be implemented (to varying degrees) in this study. These are: the National Teaching
Examination (NTEPRAXIS 1) created by ETS, the individual state edicts for teacher/student assess-
ment standards, and traditional local school district performance assessments done by building level
administrators.

The NTE (now labeled thraxis Seriek in effect since 1993 as a paper and pencil test, directly
affects the level of academic preparation needed to pass this national teacher proficiency exam. Both
subject matter and pedagogy are tested by this ETS test series. The uptamsill classroom
performance assessment (to be implemented in 2002) will have a direct impact on classroom perfor-
mance since national certification will hinge on passing this authentic assessment device. Similarly, most
states in turn now have raised their standards for entry into the teaching profession either by asking for a
higher academic attainments (college grades and NTE scores) or are willing to hold off professional
licensure until an outside agency certifies proficiency (such as ETS).

Once in the profession, current standards allow working autonomously in a classroom. Under this
model, most novice teachers only have to pass a minimal (read competent/incompetent)

13



performance standard for their actual building level administrator, possibly having to show evidence of
remediating/amending individual performance deficiencies. These last three assessment standards, along
with questioning strategies, will be the basis of my methodology for this self-assessment study.

Since as many as one-fifth of the major teacher education programs of study currently use videotaped
lesson segments (of student teacher classroom performance) as the primary method of both student
teacher metacognition of their own performance (mini-lessons), as well as the faculty critique assessment
of said performance, why not extend this type of analysis to a veteran teacher’s performance?

Mdeotaping as Assessment

“Videotaping Teachers in Action: A View from the back of the Rbpidartin and Mayerson,
looks at the college teaching environment in terms of instructional self-awareness. Feeling that most
professors don’t accurately judge their own teaching abilities (since research is weighted more heavily in
academia), Martin and Mayerson (1992) state, “Formal and informal student evaluations and formal
observations by supervisors are rarely used as tools for self-discovery. Instead they must rely on their
own intuitive perceptions about what occurs on a regular basis in their classrooms”. Getting to the
eventual outcome of any student evaluation the authors point out that basically students have a horrible
time of extricating the ease/difficulty of a course with an instructors ability. This explains why difficult
professional degree programs, such as medical or law, seldom poll students regarding professor effi-
cacy/popularity.

On the other hand, Martin and Mayerson (1992) tacitly state, “Politics and threats to ego also play a
part whenever a colleague or supervisor enters your class”. The bottom line, these authors say, is, “With
current videotape technology, one can effectively and easily see oneself from the student’s point of view”
(Martin and Mayerson, 1992).

Doug Smith similarly delineates the ego conundrum, when videotaping is introduced, in his article,
“Peer Coaches; Problems with Videotape Recording for Teacher Obsetv&tioith’s 1996
guery into this medium epitomizes the stand pat dismissals of videotaping teacher performances as being
twofold: first, teachers fear administrators’ unethical usage of videotaped classroom lessons (primarily),
-and- teachers fear their own perceived inadequacies of instructional acumen (secondarily). Unfamiliar-
ity with the video equipment was given superficially as a rouge for these two previous concerns, Smith
intimated.

In his summary, Smith offered five areas to be addressed, in an effort to change negative initial misgiv-
ings about videotaping as a teacher self-assessment tool: 1. Ethical issues of control must
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be addressed. 2. An awareness of possible self-image conflict must occur with properly trained instruc-
tors. 3. Training to overcome technical problems must be addressed up front. 4. Coaching through
human problems and fears must be provided, and 5. Experienced staff, familiar with all aspects and
problems inherent in this assessment medium, need to be cultivated and put in place beforehand.

Though no research model is available to compare in the regular education classrooms of public
schools, in Self-Evaluation of Instruction: A protocol for Functional Assessment of Teaching
Behaviof by Gunter and Reed, we find teacher videotaping used as a tool for recognizing and modify-
ing teacher behaviors that lead to unwanted student behaviors in special education. Focusing primarily
on classrooms for children with behavioral disorders, and the lack of strategies designed to deal with
teacher self-improvement, Gunter and Reed state that, “...teachers need to learn to ask questions about
their teaching practices” (1993).

Once alesson has been videotaped, Gunter and Reed suggest watching the video once for each of the
seven areas they described to be coded/recorded. After presenting the mathematical analysis for
assessing the lesson’s effectiveness, they speculate that an 80% compliance rate of teacher commands
given translates into effective instruction wherein the course content (not- off task behavior), is the
primary focus of the time spent in the classroom.

For most new topics, they assert, negative and positive reinforcement will need to be adjusted in the
form of questioning difficulty; simply stated, when disruptive behaviors are positively enforced, the
lesson is derailed and/or incomplete, but when students are experiencing success by positive feedback
given from the instructor, the lesson maintains its integrity of focus-and it becomes much more likely than
the students will reach concept attainment.

Gunter and Reed conclude that because the teachers themselves are using personally formatted
(video) assessment of their own behaviors towards their own needs (and rewards) they are more
responsive to positive instructional change. An additional boon to using this tool is that teachers can
create tapes to be evaluated by their administrators using lessons of their own choosing. Administrators,
in turn, can choose the most exemplary models to workshop during in-service proceedings. Ultimately,
Gunter and Reed reflect my sentiments when they recommend, “The protocol presented provides a
simple and inclusive format to guide the consistency of self-observation measures with the bonus of
providing a functional assessment of child behavior” (1993).

Glenda Clyde likewise made a strong case for incorporating videotaping into daily assessment (for
pre-service teachers) when she addressed the 1994 Annual Meeting of the Speech Communication
Association; entitledssessment is Epistemic and Heuristic: The Role of Videotape in the
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Public Speaking Coursbasically postulates, “...the process of formulating assessment methods is
also a process of researching the learning process”.

While all of this research provides the requisite positive backdrop to comprehend videotaping in
different environments, they are also illustrative of the same external pressures to change in a pre-
determined fashion. Conversely, were this technology to be accepted on a widespread basis, as a
positively viewed tool for self-improvement, and each individual teacher was allowed to identify his/her
own teaching style, outlining the major skill areas to be mastered within their chosen teaching style/
technique, then ethical administrative input could be garnered towards improvement.

Questioning Strategies

All of the national, state and local assessment evaluation rubric uses Benjamin Bloom'’s terminology as
the idiomatic currency of this sub-genre of education. For this reason, | do not feel it would be a fruitful
educational pursuit to significantly deviate from this literature and practice. The remainder of this section
of chapter two ergo, builds on, and supports Bloom’s venerable taxonomic device, specifically higher
order thinking skills such as the analysis and synthesis levels.

Socratic Questioning, the method of instruction predominantly used in law schools in the united states
is designed in “...exact opposition to the sophistic reduction of values to arbitrary artifacts established
by convention” (Brumbaugh, p,105, 1982). In reviewing Alfred North Whitehead’s venerable educa-
tional constructs, Brumbaugh goes on to delineate Socratic precepts, “...wisdom comes in part from
removing conceit and false opinion...(p,106). Essentially, a shared inquiry mode of operation, the
Socratic method seeks to dismiss the facile and superficial attempts at explanation in lieu of consensus
concerning agreed upon truths. Brumbaugh extols, Platonists (followers of Plato and Socrates’ teach-
ings) “ ... see no virtue in pretending that philosophical arguments can exist in a vacuum” (p, 102).
Dennis gray’'s 1988 discoursgpcratic Seminars: Basic Education and Reformgtenaps best
defines the tenets of the modern public school application as, it, “(1) emphasizes rigorous thinking, not
mastery of facts; (2) stresses that a leader’s questions should promote serious conversation, not evoke
correct answers; and (3) engages students in a collaborative quest for information”

Cathleen Galas’ inquiry based (1999) method of engaging critical thinking skills in students is pro-
posed as,The Never Ending Story? Questioning Strategies for the Informatidn ladkis
model, Galas describes the classroom situation as one where, “The students categorize and explore the
guestions; explain and hypothesize about the experience; develop a rubric for evaluation; compare to
other class discussions; define the intended users; give evidence supporting their research design;
articulate their commitment to the question, research plan, and finally visualize and evaluate their own
and others’ projects” (Galas, 1999). With the focus of this classroom model on open- ended questions
and locating resource materials (such as the internet), these strategies may only be appropriate for
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layering depth into the stated course objectives, at, or near, the end of a unit or course that emphasizes
process over content knowledge (breadth). Nonetheless Galas’ model will be applied to this study
when/where time constraints (of material mandated for coverage) permits.

“The Effects of Questions on Visualized Instruttjd@71) by Dwyer involving the most time
efficient way of presenting material that must be quickly/accurately memorized and correctly charted on
a performance based (visual labeling) assessment. This research uses the ‘time is valuable’ axiom to
define the quandary most public school educators face (yet many of our collegiate counterparts ignore);
does internalized student questioning strategy schema greatly aid in the recall of essential (as defined by
state/local objectives) information that students will be tested on? Dwyer says no- at least for straight
memory recall.

Though a plethora of related studies were drawn in to define the pupil performance -vs- time spent
instructing issue, Wager and Mory (1992), in their artlededback, Questions and Information
Processing-Putting it all Togetherame to this conclusion: “Fixing the time frame to restrict the
amount of interaction with the questions, or allowing students the freedom of setting their own time
frame to interact with questions, showed no differences in achievement”. On the other hand, Denner and
Rickerts inA Developmental Comparison of the Effects of Provided and Generated Questions on
Text Recal(1987) found that, “Questions helped focus students’ attention on the important aspects of
the message and helped them to use study time more effectively”. Again, research can’'t get away from
the issue of trying to help students internalize a study strategy that is personally meaningful, without
spending valuable (sometimes highly restricted) class time helping less receptive/motivated students find
the connections and categories, prior to disseminating the information (to be later recalled on standard-
ized performance tests).

The next few empirical studies build on the latest research on the brain’s ability to store new informa-
tion (and the ability to recall said information). These authors all based their conceptualizations on the
idea that schema (a pre-existing category) is available in all human brains, in which every individual can
construct (Wgotsky’s constructivism) relevant connections to/with new facts. In literature there are
multiple levels of comprehension available- based on the ability a student possesses to get away from
the factual recall and into the realm of reconciling new knowledge with past paradigms. Unfortunately,
with regard to lower -vs- higher ability students, Rosenshine’s 1976 &ticent Research on Teach-
ing Behaviors and Student Achievemimnind that lower ability students do better with textually
explicit questions that don't stray far from the literal concrete, whereas higher ability students function
best in an atmosphere of (Socratic) probing and re-directed questions; real world teaching affirms this
truth. Martin’s 1979 researchhe Effect of Teacher Higher Order Questions on Student Processes
and Product Variables in a single Classroom Statystudent attitudes towards high/low level
guestioning also bears this dichotomy out, “...a negative correlation (exists) between the use of high
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order questions and the (lower functioning) student attitude toward the teacher”.

Similarly, Garner and Alexander identified a wide gulf between the ability of students and the benefit of
pre -vs- post reading questions to be answer8trategic Processing of Text: An invitation of the
Effects on Adults’ Question- Answering Performad&82). Basically, Garner and Alexander
found that higher functioning students who could activate schema (create their own question categories)
did better with pre-reading (organizing) strategies. Concomitantly, lower functioning students were
overly stressed with trying to activate and create a schematic that was not of their own origin, and they
subsequently spent all of their time referring back to the advanced organizer (i.e. post- selection ques-
tions were answered from short-term memory rather than an internalized schema connection).

The issue of actively engaging students in the learning process is functionally expressed by Bonwell
and Eison in their (1991) articleAttive Learning: Creating Excitement in the Classrtygro be
involved, students must engage in such higher-order thinking tasks as analysis, synthesis, and evalua-
tion”. The authors, citing Penner (1984) suggest such activities as class time spent on note consolidation
(three times per lecture) and simple listening activities (without taking notes) wherein the main ideas and
details of the lecture are to be recalled later in a group discussion. These activities, they stress are
inestimable in value. Though nothing profound was gleaned from this text, the end note- asking faculty
members to self-reflect and explore alternative approaches to instruction, offers sage, time tested advice
for improving instruction by targeting higher levels of Bloom’s Taxonomy.

According to Cardellichio and Field’s 1997 articlBeVen Strategies that Encourage Neural
Branching, which specifically delineates questioning strategies designed to overcome the brain’s
natural tendency to limit information, “...neural branching, or extending the neural networks...” is accom-
plished by asking students to think hypothetically. The seven specific strategies that the authors advocate
are:

The use of reversal (putting yourself in the negative situation to resolve the problem)
The creation of the student’'s own symbol system to classify information

The use of personal analogies created by students to constructively connect information
The completion of unsolved/unresolved problems

The web analysis to physically chart the relationship of parts to the whole

The creation of point of view charts that explicate factors leading up to beliefs

The individual creation of personal hypotheses to explain disparate anomalies

The authors go on to lambaste questioning strategies that never reach these higher levels of the tax-
onomy, even though essential comprehension of a given concept may have been met. The caveat to not
using critical thinking is that, according to Cardellichio and Feild, neural pruning occurs in the brain since
not enough data was assimilated to challenge lower order thinking misconceptions (i.e. students continue
believing incomplete and inaccurate ideas- or- they simply memorize the new answers without fully
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comprehending their extended implications).

Self-Evaluation

This self-evaluation discourse (conceptualized for this study), in addition to meeting the criteria
specified in the “Standards of Assessment” section of this chapter, also draws its strength from the
growing body of teacher self-empowerment literature that is emergent in defining deficit to competency
based teacher self-improvement. This approach stresses professional growth through metacognition of
ability and the commensurate self-reliance needed to improve one’s teaching delivery.

In the document,Changing Conceptions of Teaching Influence: The Future of Staff Develop-
ment”, Smylie and Conyers (1991) suggest this advice to perspective administrators: “Providers of
inservice programs need to consider, however, that teachers have little time during the school day to
pause, reflect on practice, or conduct research. Ways need to be found to provide practicing teachers
with such time”. Smylie and Conyers go on to say, “...experiences are perceived as professional
resources...This paradigm shift addresses one of the most pervasive conditions of the classroom-
teacher isolation, or the inability to learn and communicate with colleagues in the place where it counts
the most- the school” (1991). The decentralization movement in public education, these authors report,
has given impetus to, “...professional development, inservice in particular, increasingly being conducted
in, and by, school systems rather than in colleges and universities” (Smylie and Conyers, 1991), where
greater personal meaning can be discussed in an open forum.

In * Self-Evaluation of Instruction: A Protocol for Functional Assessment of Teaching Behav-
ior”"(1996), by Gunter and Reed (previously discussed in the “Videotaping as Assessment” section of
this chapter) we find a useful guide for self-assessment, particularly of the video medium: First, our
authors suggest that the initial recordings be used simply as a baseline for technical adjustments having to
do with camera angles and sound quality. The bonus here is that this time also acts as a buffer to desen-
sitize students to the presence of the equipment in their environment.

Next, Gunter and Reed recommend isolating periods of academic instruction, based on the function of
that time allotment. Logically, instructional time breaks down into administrative concerns such as the
taking of role and anything else that has nothing to do with didactic concerns. Once these concerns are
addressed, new concepts introduced, skills to be mastered, individualized instruction (seat work), and
discussion of the text, in addition to concept attainment (of the unit) can all be broken down into mean-
ingful instructional segments according to their particular function.

Finally, these authors (Gunter and Reed) advocate coding specific areas of concern (for this study;, |
have created a list of questions to be reflected upon). They note that while observing these areas of
particular concern, careful attention should be paid to the time immediately pre/proceeding these en-
deavors. After the coding has been defined, Gunter and Reed believe that grouping like items together
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for schematic/topical purposes will yield the best (read, least time wasted). These categories, in turn,
can be viewed as separate areas of concern to focus on in each sitting (tape review). A further break-
down, in this study, might be to first mark/note the specific question (and answer) that fits the criteria,
and then follow up with a second viewing with the road markers in place. For more specifically coded
research, a final quantification of on/off task ratio of student or teacher behaviors may be developed as
an interfacing device with quantitative research; for the purposes of this study, the patterns that emerge
from the qualitative research will be discussed as part of my conclusions section, once the study is
brought to fruition.

With the exception of not being a pre-service teacher, trying to internalize a rubric for self-assessment,
but rather a professional wishing to improve/fine tune his own performance, this study roughly follows
the research model utilized by Rita Jensen et. al. as described in their 1994 presentation to the ATE. In,
Fear of the Known: Using Audio-Video Technology as a Tool for Reflection in Teacher Educa-
tion, Jensen set up a study and control group of student teachers and successfully showed that the study
group, “...demonstrated they were better at assessing their interpersonal skills and instructional manage-
ment competencies than at assessing their use of questioning strategies”.
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Chapter Three: Methodology

Theoetical Framework

The theoretical foundation of this study rests upon the values of the teacher instructing; these incipient
values either allow modification to instruction (or block improvement) that take into consideration the
philosophical outlook and teaching style of the instructor. The teacher, given educational objectives to
perform in the classroom, based on national, state and local assessments- in turn, either performs up to
expectations or modifies objectives to meet their own value laden paradigm of operation according to
Blumberg and Jonas’ (1987) arti€®termitting Access: The Teacher’s Control Over Supervision.

Teachers themselves are the best judge of their own instructional effectiveness (if they are made aware
of their own beliefs and have a specific outcome to improve upon in mind)- not outside administrators,
that may have divergent ideas about how to meet the same objectives. The University of Michigan’s
Institute for Social Research identifies three distinct models for recondihidyidual Goals and
Organizational Objectivésn Barrett’s (1970) synopsis of the study of the same name. They are: The
“Exchange Model” that operates on a reward system for teachers doing their jobs according to a
supervisor’s view. The “Socialization Model” wherein a teacher is expected to accept and internalize the
organizations objectives in order to fit into the existing social strata. The most effective model identified
by the study however was labeled the “Accommodation Model” because it takes the teacher’s philoso-
phy and teaching style into account first and then amalgamates those preferences with the organization’s
standards and objectives.

Videotaping pressed into service in lieu of an administrators outside (of a teacher’s philosophical realm
of) assessment then makes the most empirical sense. In the privacy of one’s own home, after the
instructional day has ended, a teacher can, according to their own rubric, assess their own performance.
Arther Blumberg (1980) defines the following as integral to teacher/administrator collaboration: a) both
teacher and administrator should reach agreement on objectives that are consistent with both teacher
and district goals for instruction, then, b) decide what data is necessary for a teacher performance
evaluation.

Once a specific area of instruction has been targeted, such as questioning strategies, a conscientious
teacher, motivated to personally improve their own performance can begin to collect information regard-
ing the changes they wish to bring about. From literature on teacher performance, categories can be
created for specific analysis (as described in the self-analysis section). After improvements have been
targeted and specifics for improvement have been discussed with a building administrator, these tapes
can be evaluated based on a shared criteria checklist that meets both the district standards as well as the
particular areas that the teacher values. Ultimately, if the teacher and administrator agree upon the
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performance criteria to be evaluated then, tapes can be workshopped as part of a faculty development
process. The findings section of this completed study, denoting exact quotational references and specific
phrases may aid greatly in the workshopping phase.

Qualitative Reseah

Since qualitative research, to a great extent, rests upon the extant sensibilities of the researcher, to not
only have reasonable constructs comparable to other similar work in the given field, throughout the
tenure of this project, | will continue to discuss, review and consult outside sources for methodological
input. However, the actual reflection upon my classroom teaching practices will be limited to my own
arrangement of information and perspectives discussed in the proceeding section. Though | do not have
statistical weighting to convince novice educators of the validity of this action-research project, the
seminal points made and means of explanation made are likely to ring true to the professional educator
currently dealing with the issue of personal assessment as it relates to personally defined teaching
effectiveness.

In this connection, it is useful to acknowledge that all research is interpretative, and that all interpreta-
tions are subjective in the sense that they are produced by people who are culturally distinctive, rooted
in a particular time and place, and inevitably imbued with a socially acquired frame of reference. The
frame of reference, moreover, is both illuminating and distorting. Without it, however, interpretation is
impossible, because there’s nothing to use in the interpretative process — there’s nothing to think with.

Paradigmatic Constructs

Student teacher preparation programs routinely use videotaping as a method of improving pre-service
instructional techniques, either in a university classroom, or in actual student teaching placements; | will
likewise use this technology to evaluate my teaching techniques weekly (for at least 12 consecutive
weeks).

Furthermore, administrators sporadically observe both novice and veteran teacher alike (even less
frequently in the case of the latter), in order to insure instructional proficiency. | will focus on the rubric
of not only my building administrator, but also the assessment criteRatmyise
mentor in my school, as well as the criteria set forth irthis 11l (ETS) NTE standards (to be
evaluated by an outside, of the building/district assessor).

Triangulation of Assessment
Teachers seldom receive any metacognitive feedback regarding specified areas they want to improve,
other than briefly reflecting on their own lesson plans. Therefore | will ask the three aforementioned
outside assessors to specifically evaluate, and discuss ‘questioning’ improvement strategies with me.
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COMMENTS

COMMENDABLE
EFFECTIVE
NEEDS TO IMPROVE |
NOT SATISFACTORY |

10 OBSERV

RELATIONSHIP WITH PUPILS

1. Respects, understands, and likes
children,

2. Maintains professional rapport
with students.

3. Maintains established classroom
and school discipline policies.

4. Promotes respect among students
and towards learning.

5. Maintains a consistent and fair
approach in dealing with students.

NNNN

6. Encourages independent thinking
and problem solving. v//

STAFF_RELATIONSHIPS

1. Works cooperatively with col-
leagues and administrators.

- 2. Assumes fair share of responsi-
bilily for schoolwide activities.

‘3. Accepts and profits from super- : v/’
vision.

NN

PARENT-COMMUNITY RELATIONSHIPS

1. Demonstrates wi]]ingnessjto
communicate with parents about 0//
students' educational experiences.

2. Communicates positively with the
community about the school, the
district, and the educational
program.

3. Supports school and/or community
activities,

NN

APPRAISAL RECORD, FORM 2
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3.
4.
S.
" 6.

2.
3.
4.
5.

PROFESSIONAL ISM

Observes district and building
policies, regulations, state and
federal laws, statutes, and
minimum standards.

Follows ethical standards of the
teaching profession.

Models consistently professional
behavior, ’

Seeks professional growth and
development opportunities.

Maintains memberskip in profes-
sional associations.

Serves on district and building
committees.

Performs assigned duties and
complete reports accurately and
on time. ‘

Uses correct English and appro-
priate language as part of pro-
fessional responsibility.

PERSONAL QUALITIES

Exhibits positive attitude toward
teaching.

Exercises self-control.
Is prompt for work.
Is regular in attendance.

Is reliable in performing non-
instructional duties.

Maintains sound, mature emotional
Judgment.
Dresses appropriately - is neat

and well groomed.
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* [ have received a copy of all of this appraisal record that has been completed *
to date and ] wish to have any additional statements of my own '
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'lnc'ludgd with this record at this time.

. | < 6-8-559
* TDOATE EMPLOYEE'S SIGNATURE "WE'—“E

APPRAISAL RECORD, FORM 3
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SUMMARY OBSERVATION REPORT *

Protége: M Observation Date/Time:  // / 7/ 29
i ntor: [)an L. T4t 0 Conference Date/Time:
7 B ntin 7 _Tegchi haviors to Im
- TP
‘ A -~
71 cletmiles apAi_ Nore nro¥e

She ws "L‘;" Observer e/%

Shide tls M ed("?/:::—'w/c

) ( / C%um-ﬂ .
vt pevievai as M%
(Prngi s botka Fo Claes,

Nove note Ao -’.W -

W ok
Hho gre?
P AT
V\S‘uagff’""ft by ko o

b et wher) 27

fr i S
Ot tA- i

Menter's Signature

Protege’s Signature
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SCHOOLS
UHECKLIST FOR TEACHEk EVALUATION

Teacher 2/ Alb I Date f//;/ *s ,/{4/ i / /::/ o
Subject/Grade Observed_owu~—r _ B School Year_//ff-Lo04C
e ann

* RATING SCALE DEFINITIONS -

COMMENDABLE - Above what is routinely expected of all staff

EFFEC;:VE - At the level of performance that is routinely expected of all
sta ’

NEEDS IMPROVEMENT - Generally of“;cceptable quality, but in some aspects
improvement is needed

NOT SATISFACTORY - Generally below what is routinely expected of all staff

NO OPPORTUNITY TO OBSERVE - Evaluator has not been able to observe this
particular area enough to make a judgment

* -
- -
CLEE
] &
2 E|g(8
SE[S(5 COMMENTS
il B
] é; 1
INSTRUCTIONAL EFFECTIVENESS gy
z —
1. Possesses and demonstrates a sound | | .| [
knowledge of subjects taught. | /£

I
|
I

2. Prepares lesson plans which follow
district guidelines and curriculum
guides, ‘ A

3. Plans and prepares instructional

activities to meet individual
differences. e

4. Maintains organized lesson plans
and adequate records of students' A
progress.

5. Establishes instructional
objectives and goals for daily . |,
lessons and long range units. V]

6. Provides clear explanations

and instructions. v
7. Uses varied and adaptable

teaching techniques, W/
8. Has clear evaluation procedures. ‘ A
9. Provides frequent feedback to L

students.

10. Provides an environment that
encourages learning.

APPRAISAL RECORD, FORM 2

<K
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NOT SATISFACTORY |
NO OPPORT
r8 ogss v

l

.1
l

COMMENTS

COMMENDABLE
EFFECTIVE |
NEEDS TO IMPROVE |

RELATIONSHIP WITH PUPILS

1. Respects, understands, and likes
children.

2. Maintains professional rapport
with students.

3. Maintains established classroom
and school discipline policies.

4. Promotes respect among students
and towards learning.

5. Maintains a consistent and fair
' approach in dealing with students.

~

NENN

6. Encourages independent thinking
and problem solving.

<<

STAFF_RELATIONSHIPS

1. MWorks cooperatively with col-
leagues and administrators.

2. Assumes fair share of responsi-
bility for schoolwide activities.

3. Accepts and profits from super-
vision.

NN

PARENT-COMMUNITY RELATIONSHIPS

1. Demonstrates willingness to
communicate with parents about
students' educational experiences.

2. Communicates positively with the
community about the school, the =
district, and the educational V/
program. '

3. Supports school and/or community V//
activities.

APPRAISAL RECORD, FORM 2
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COMMENTS

COMMENDABLE
EFFECTIVE

[NOT SATISFACTORY

NEEDS TO IMPROVE

PROFESSIONAL ISM

1. Observes district and building
policies, regulations, state and
federal laws, statutes, and
minimum standards.

2. Follows ethical standards of the
teaching profession.

3. Models consistently professional
behavior. '

4, Seeks professional growth and
development opportunities.

5. Maintains membership in profes—
sional associations.

6. Serves on district and building

SIS

NS

S

committees. v

" 7. Performs assigned duties and
complete reports accurately and q//
on time.

8. Uses correct English and appro-
priate language as part of pro-
fessional responsibility.

N

PERSONAL QUALITIES

1. Exhibits positive attitude toward
teaching.

2. Exercises self-control.

3. 1Is prompt for work.

4, Is regular in attendance.

5. Is reliable in performing non-
instructional duties.

6. Maintains sound, mature emotional
Judgment.

7. Dresses appropriately - is neat
and well groomed.

SIS KISS L

APPRAISAL RECORD, FORM 2
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WHAT EXTENUATING CIRCUMSTANCES EXIST?

.

AREAS OF STRENGTH:

bptanitine) o Hosurb) . I wTilndle) wirie curtod)
Cho Accaun. Z"“*"‘_’U J 4 X o Mu.‘/u?a
Ay Aokt vt ’

AREASWNEEDING IMPROVEMENT,, SUGGESTIONS FOR IMPROVEMENT, AND PLANS FOR SUPERVISORY
FOLLOW UP:

COMMENTS BY TEACHER:
G, ot otandin) ety § aee v Jid Wo Bod f Uo Clany

% . 8 **3
I have received a copy of all of this appraisal record that has been completed *
to date and I wish to have any additional statements of my own

DO / DO NOT
included with this record at this time.

» *:

' ¢ sl I ' J-/) 44
‘ EMPLOYEE'S SIGNATURE — DATE
g EVALUATOR'S STRATORE ol

APPRAISAL RECORD, FORM 3
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June 12, 2000
Observations for Al Alberts
Direct Observations vs. Video Observations

My name is and I am the Assistant Principal of o '
School. We ~ are not only thrilled to have Mr. Al Alberts as part of our
staff, but are likewise thrilled with his desire to involve new and innovative ways of
doing what we have always done the same way! Al spoke with me early in the
school year about his plans for video taping his classes. His idea at that time was
to not only use it as a way that he would be able to observe himself and make
adjustments with his presentation and mannerisms, but to also allow the Principal
and myself yet another tool to use in the observations of teachers. Throughout
the school year, Al was able to tape his classes and make his own personal
adjustments. . the Principal, observed Al on a number of occasions. I
was not able to do such an observation. IfI had been, perhaps I would have been
able to make more use of the video classroom.

With making this tape the initial observation and having no baseline data observed
in a direct way available, the video taping was not inclusive enough for an
administrative observation. Again, had I observed Al teaching personally, I would
have found the taping to be much more advantageous. As it was, I was not able to
observe the classroom atmosphere, the student reaction, and the learning
environment. This three areas are crucial in the overall observation of a teacher.

However, such tapping can be tremendously advantageous to the classroom
teacher. How wonderful such a tool could be if the teacher is willing to put in the
time and energy to not only make such tapes, but review the tapes and make
necessary adjustments. Al has indeed demonstrated such an eagerness to take such
a challenge. Al has also ignited such a spark in several other teachers! We are
planning on allowing Al the opportunity to enlist other “recruits” in this arena
during In-Service opportunities in the coming school year.
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APPENDIX G: STAFF DEVELOPENT: VIDEOTAPING (MODEL)
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APPENDIX G

THE MIRRORED EYE ON ME

EDLS 331
Summer Session 1999

Principles of Supervision
Staff Development Committee:

Al Alberts
Bernie Boice
Glenna Clutter
Joseph Oliverio
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Mirrored Eye on ME

L. Introduction: Our school was selected by the county to field test the practice of
videotaping instruction in order to improve teaching. We have decided to conduct the
initial in-service during a full day faculty senate meeting in October. The in-service
day(s) set aside in August will be changed to a general meeting, building administrator
meetings and teacher prep day(s).

A

B.

C.

D.

Title: Mirrored Eye on ME

Description: A timely seminar on the metacognitive reflection of classroom
techniques as they relate to your own personal teaching style.

Rationale: Every instructor can benefit through a physical, psychological, and
situational analysis in their delivery of instruction.

Target Group: All classroom professionals. No prerequisite skills needed. A
positive attitude towards self-improvement is desired.

Objectives:

1. All teachers will discover their philosophical outlook.

2. All teachers will analyze their teaching style.

3. Receive literature associated with philosophy and style for contrast and .
comparison.

4. Improve teaching skills, techniques, and methods through synthesized
video taped self-analysis.

5. Learn to value the collaborative model by sharing results and
information learned from the Video taping experience.

Assumptions: Cost- $600- $800
Participation- Required for in-service, voluntary for
implementation.
Knowledge- Some will have a working knowledge of topic.
Presenter’s Expertise:” A trained administrator will present.

Location and Time: First full day faculty senate meeting in October. The
in-service will begin at 10:00 a.m. and conclude at 2730 p.m. The commons
area will serve as the location. The training will be conducted at this time,
due to the distractions involved with conducting seminars/training during the
days before students retum to school. Distractions include: getting room
prepared, bulletin boards, copying various forms and papers, text book and
locker issues, etc.

Preliminary Information: Since attendance is required, information sent prior
to the meeting, will take the form of a graphic flyer describing the major
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tenets one week prior to the initial meeting. A general description of the in-
service will be given during the building meetings in August.

I. Administrator support and involvement: A trained administrator will conduct
the in-service. The same administrator will be involved in all follow-up
activities.

II. The Plan

A. Overview:
10:00-10:40 Administer Philosophy Inventory (HUG model)

10:40-10:55

10:55-11:35

11:35-11:55
11:55-12:55

12:55- 1:25

1:25- 1:40

1:40-2:10
2:10-2:20

2:20-2:25

2:25-2:30

Discuss each of the five major categories
Provide literature to teachers in regard to their own results

Break

Repeat the process for administration of T.S.Q.

Discuss results

Provide literature

Discussion: How do the two inventories relate to each other?

Lunch

Presentation on advantages of vxdeo taping for expressed purpose and
self-evaluation.

Answer any questions.

Give video handout. (See attached)
Show example of video taped teaching with teachers taking notes.

Discuss the tape and information recorded on the handout.
Demonstration of how to use video equipment.

Ask for two volunteers who are willing to video tape themselves and
then share the information they learned at the next meeting.

Explain and distribute questionnaire. (See attached)
In-service complete.

B. Activities: The inventories are being done in order for the teachers to leam
about themselves in regard to their teaching style and philosophy. (Obj. 1,2)
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Liverasurs ia being provided in erdzr foz teachers ta develop a decper
Understanding of dheir philosephies and styles. (Oh. 23

The video sample is being showr in veder for leachers Lo learn about Lhe process
of video Tapioe. Along with learning the process, leachers will lear aow o wse
the infottiaton gaimed in improving inadmetion. {Obj, 4)

Tezchem will share whet they Yeamed from the videg raping proctss during cach
follaw-up. This shafing of ideas crestes an etmosphert of coltaboraton. (Ohj.
5

. Resources: Trained adrsinistearor, two video camers (with th-pods), vides
lapes, sampls videotapsed tnimi-lessons, extension cocds, phiosephy (Hue] 2nd
teachung style inventorics (T.5.00.), scademic backproumd lilzrulure oo
philosophy wod atvles, TV ACR, handouts {feedback rubre?,

. Hamdouts: See AHached
. Evaluation strimeent: Ses Atached

. I"Djlu"-l-'-up: There will be 4 Tollow-up session during each of these facaloy
senuls meetings (Mov., Jan., Feb,, Mar, Apr., Mey), The follow-op will ko
vt hour, The following will provide the sel-up for each fellew-up meeting.

1, EMstuss guestionnaite from the previous ceeting. 10 mie.

"2, People who have uged the video taping will share their experience
(verbally), 20 min.

3. Show 3 videoluped segment of instruction. Teackers who videa ta.;pn-d
thetrgelves e nal required i Eh*a..n, but miay if they wish. Pags out
abagrvarion sheel, 16 mm,

4. . Brizeuss the wape and 19 obsarvetion sheat. anuest winluptesres [or she rexd
meeting 13 nui,
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Video Observation Handaoet

Please give feedback with regard 1o the following:

1. Teacher’s belicf or phildmph}':

2. Teacher's teaching style:

3. Teacher s classroom climate:
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Evaluation Of In-gervice

Picasc anewer the following lhree questons:

1. What insights did you gain from the information provided?

L. List three concerns you had concerning this in-service and/or the
mformation presented?

1. How do you ]:l-lan on Implemanting this practice?
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Objecﬁvé:

Professional:

Edﬁcatiou:

Experience:

413 B Harrison Ave. Phone: (304) 258-2268
Berkeley Springs, WV 25411 or; (304) 599-7061

S. Alan Alberts II

To effectively communicate current educational
objectives/pedagogy/methodology and curricular theory to pre-
service teachers

Professionally NTE (Praxis) certified in English/LA 5-12
Praxis Il , domain driven classroom assessment trained

Team member for district curriculum mapping committee

Ed.D. action research: “Self-Improvement Videotaping”

Researched an “On-Line” lap-top secondary school in WV
Supervised graduate level (WVU) student teacher training
Participant- Ed.D. workshop on grant preparation process
Developed software evaluation scoring/usage rubric
Familiar with state data programs WVEIS & MOLE
Prepared students for proficiencies; CTBS & ACT to NTE

Bachelor of Arts in English 1994 @ Marshall University (WV)
- 66 core hours completed in creative writing specialization
Master of Arts in Teaching 1997 @ Marshall University (WV)
-36 core hours in educational pedagogy 3.8 GPA

Ed. D. in Curriculum & Instruction 2000 £d.4d Minor @ WVU
- 80 core hours beyond Master’s completed 3.9 GPA

Three years as English 9-12 teacher (West Virginia & Ohio):
Vinson H.S. 1997-1998 Huntington, WV

Watkins Memorial H.S. 1999-2000 Pataskala, OH
Berkeley Springs H.S. 2000-2001 Berkeley Springs, WV
Plus, one year supervising student teachers at WV University
West Virginia University 1998-1999 Morgantown, WV

* References and transcripts may be requested directly from:
WVU Career Services Center. P.O. 6008, Morgantown, WV
26506-6008 Ph: (304) 293-2221

222



		2005-02-21T12:25:16-0500
	John H. Hagen
	Removed access embargo; originally approved fall 2000


	3: 2000
	2: Morgantown, WV
	1: Keywords: Teacher Videotaping, Self-Assessment, Questioning Skills


