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Executive Summary
Teacher appraisal – the process through which judgements about teacher quality are made – has become a major focus
of educational reform worldwide. Driving this trend has been the recognition that not only does teacher quality make a
difference to student outcomes but also that it is a variable that educational systems can positively inﬂuence. Teacher
appraisal is seen as a central strategy in monitoring and enhancing teacher quality and hence improving the quality of
education students experience.
This working paper highlights issues that are central in contemporary international discussions of teacher appraisal.
Written for policy makers and others with responsibility for the design and implementation of teacher appraisal, it
reviews current thinking in relation to key decisions that must be made when teacher appraisal is being set up. These
include:
• who is responsible for teacher appraisal
• what the purposes of teacher appraisal are
• who participates in the process
• what standards and criteria teacher appraisal is based on
• which teacher appraisal strategies will be utilized
• how the teacher appraisal system will be evaluated.
Based on an analysis of these issues in the current literature on teacher appraisal, this working paper concludes that
effective teacher appraisal can be deﬁned as a multidimensional but coherent process which acknowledges the
complexity of teaching, is grounded in sound standards, employs a range of good quality measures, utilises input from
a range of appropriately prepared stakeholders (including teachers themselves), has discriminatory power , facilitates
fair decisions, gives teachers at various points of their careers appropriate levels of support, and contributes to teacher
professional development, career advancement, positive school cultures and improved student outcomes.
The working paper concludes with a series of recommendations which suggest that, in designing and implementing
teacher appraisals, policy makers and educational leaders should:
• ground proposals for reform in a clear understanding of the existing approach to teacher appraisal
• align teacher appraisal with other elements of the educational system
• articulate a clear rationale for a new teacher appraisal system
• make explicit the views about teacher effectiveness and teacher competence that will inform how teachers are appraised
• deﬁne basic parameters of teacher appraisal, such as who will be appraised, when, how often, how and by whom
• establish clear professional standards and criteria that teacher appraisal will be linked to
• ensure that key information about teacher appraisal is shared with stakeholders in an accessible manner
• adopt strategies which allow both summative and formative teacher appraisal to function effectively
• ensure that teacher appraisal is developmental and contributes to the improvement of teaching
• maximise stakeholder involvement at all stages of the teacher appraisal process
• enhance the robustness of teacher appraisals by employing multiple measures and evaluators over time
• invest in the development or procurement of high-quality instruments for teacher appraisal
• provide the training and other support that all participants in teacher appraisal require
• ensure that proposals for teacher appraisal are feasible given the target context and the resources available
• acknowledge the potential for both resistance to and the unintended negative consequences of teacher
• make student outcomes central to teacher appraisal
• include provision for the teacher appraisal system to be regularly evaluated.
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1-Introduction
Teacher appraisal – also commonly referred to as teacher evaluation – refers to the process through which judgements
about teacher quality are made. In recent years, teacher appraisal has been the focus of educational reform and debated
in a substantial volume of academic literature and educational reports. Much of this work has emerged from the United
States (USA), where federal initiatives such as Race to the Top and the Every Student Succeeds Act have created high
levels of accountability-based education reform in which teacher appraisal has been a key element. Assessing teacher
quality, though, has become an increasingly visible issue in educational debate more generally. For example, in 2018
both the journals Teachers and Teaching and Educational Assessment, Evaluation and Accountability dedicated a whole
issue to teacher appraisal. In addition to numerous reports from various states in the USA (for example, Derrington &
Martinez, 2019; Glazerman et al., 2011), several studies have analysed how teacher quality is appraised in a range of
countries. These include Chile (Avalos-Bevan, 2018), Finland (Tarhan, Cendel Karaman, Kemppinen, & Aerila, 2019),
Greece (Papakonstantinou & Kolympari, 2019), Portugal (Flores, 2018), Israel (Shaked, 2018), Australia (Clinton &
Dawson, 2018), India (Bambawale, Hughes, & Lightfoot, 2018) and Belgium (Flanders) (Tuytens & Devos, 2018)1.
These more recent studies supplement several existing analyses of teacher appraisal completed by the OECD as part of
its series of ‘Reviews of Evaluation and Assessment in Education’ (Romania is a recent example - Kitchen, Fordham,
Henderson, Looney, & Maghnouj, 2017). Africa and the Middle East, it must be noted, feature minimally in the current
literature on teacher appraisal, though a recent OECD review of education in Morocco (Maghnouj et al., 2018) does
include a relevant chapter.
This extensive body of contemporary work reﬂects the widely accepted assertion that teacher quality has a signiﬁcant
impact on educational outcomes and that, consequently, teacher appraisal is an important component of an effective
educational system. For example, OECD (2018) notes that ‘monitoring and appraising teachers is central to the
continuous improvement of schooling’ (p. 53) while Bruns and Luque (2015, p. 35) argue that ‘top education systems
invest heavily in the evaluation of teacher performance’. Analyses of recent PISA results indicate that ‘almost every
high-performing country and economy in PISA has a legislated policy of teacher appraisal for lower secondary
teachers’ and that ‘ten of the 12 high-performing countries and economies with a legislated policy framework for
teacher appraisal conduct regular appraisals of teachers’ (OECD, 2018, pp. 54-56). However, despite consensus around
the importance of quality teachers, how quality should be deﬁned and measured remain matters of substantial debate.
The objectives of this working paper are to review contemporary international perspectives in the ﬁeld of in-service
teacher appraisal with reference to public school teachers in a range of global contexts (Sections 1-5) and make
recommendations (Section 6) for the informed design, implementation and evaluation of teacher appraisal systems. It
has been written for an audience of policy makers, Ministry of Education ofﬁcers, senior ﬁgures in inspectorates and
supervisory departments, and teacher educators. A separate Policy Brief (Borg, 2019) has also been written which
summarises key issues from the more detailed analysis presented here.

2-The Rationale for Teacher Appraisal
Current interest in teacher appraisal systems is underpinned by three observations regarding the importance of teacher
quality, differentiating teacher competencies, and supporting teacher development.
The ﬁrst observation is that teacher quality is the most signiﬁcant school-related inﬂuence on student achievement
(OECD, 2013a). Various analyses of the factors that shape student outcomes (for a summary, see Opper, 2019) have
noted that, while individual student factors and family background have more impact on achievement than teaching,
such factors are also largely outside a school’s control. Teacher quality, though, is the key school-level factor that
effective policy can make a difference to. Enhancing teacher quality, then, is a central strategy in improving student
learning outcomes.
A second argument for teacher appraisal is that it is important for education systems to differentiate among teachers
with varying levels of competence (Glazerman et al., 2011). Identifying teachers who are performing well means they
1-Links to information about teacher appraisal in selected countries are provided in the appendix to this report
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can be acknowledged and rewarded, while teachers who are under-performing can be given access to appropriate forms
of developmental support. Research in the USA has found that teacher appraisal often fails to distinguish between
teachers of differing levels of competence (Kraft & Gilmour, 2017) and that teachers often receive ‘high and
compressed ratings that do little to differentiate them by performance’ (Koedel, Li, Springer, & Tan, 2019, p. 112); this
is one factor that has driven contemporary attempts to develop more effective ways of making judgements about teacher
quality.
Finally, it has also been noted that, in its conventional form, teacher appraisal often lacks a developmental focus – that
is, it is not a process which supports teachers in becoming more competent (Darling-Hammond, 2013). This formative
role for teacher appraisal is discussed in Section 3.2 but it is important to stress its importance from the outset here:
teacher appraisal that does not support improvements in teacher quality cannot fulﬁl its potential to enhance student
learning. OECD (2018) draws on the 2015 PISA results and concludes that one feature of high-performing schools was
‘teacher-appraisal mechanisms … with a strong focus on teachers’ continuous improvement’ (p. 24). This supports not
only the importance of teacher appraisal but its role in promoting teacher development.
Overall, an effective teacher appraisal system can contribute in a signiﬁcant way to an educational system by enhancing
teacher quality and, subsequently, educational provision and student outcomes.

3-Designing Teacher Appraisal
Teacher appraisal is a multi-faceted process – its effectiveness is shaped by interacting components which have been
described through various frameworks in the literature (for example, Isoré, 2009; OECD, 2013a; Santiago & Benavides,
2009). Collectively, these frameworks cover a range of key issues that need to be considered when teacher appraisal
systems are being designed, including:
• who has responsibility for teacher appraisal
• what the purposes of teacher appraisal are
• who participates in the process and what support they need
• what standards and criteria teacher appraisal is based on.
These are covered in the remainder of this section. Section 4 discusses another key decision that arises when teacher
appraisals are being designed: which teacher appraisal strategies will be utilized.
Additionally, it is important to consider how a teacher appraisal system will be evaluated, and this is covered brieﬂy in
Section 5.

3.1-Governance
Governance here refers to the degree of centralization in teacher appraisal. On the one hand, teachers may be appraised
through a nationally-mandated system. This is the case, for example, in Korea, where an appraisal framework is
designed by the Ministry responsible then implemented accordingly across the country (Kim et al., 2010). The United
Arab Emirates (UAE) also has a Federal Government Performance Management System through which teacher
appraisal takes place. On the other hand, teacher appraisal may be a rather loosely-deﬁned process which individual
schools administer in their own ways. For example, in Finland, Denmark, Estonia and Norway, ‘schools or the local
authorities that run them have full autonomy for deciding whether teachers should be appraised and how and when this
should take place’ (European Commission/EACEA/Eurydice, 2018, p. 84). Many contexts operate between these
extremes of control and autonomy: national teacher appraisal requirements exist but how these are implemented is
determined locally. This is the case, for example, in the Czech Republic and the Netherlands.
OECD (2013b) discusses the advantages and disadvantages of centralised and decentralised teacher appraisal systems.
For example, while the former allow teacher quality to be addressed nationally, they may be difﬁcult to implement in
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contexts where local educational authorities are accustomed to being autonomous. Decentralised approaches, in
contrast, can lead to highly variable practices which limit the comparability of judgements about teacher quality across
a country. On the other hand, decentralised decision-making can lead to teacher appraisal which is more closely aligned
with local educational priorities. According to Flores and Derrington (2018), the tension between centralised uniformity
and local autonomy is one key challenge that surfaces in teacher appraisal policies and practices internationally.

3.2-Accountability and development
When it is used summatively, the purpose of teacher appraisal is primarily evaluative. For example, if teacher appraisal
determines decisions about job status or promotion, it is being used summatively. Also, where the main driver for
teacher appraisal is accountability, the focus is more likely to be on evaluative judgements (such as, for example, how
many teachers meet certain standards of performance, including those determined by student achievement). As noted
by Isoré (2009), teacher appraisal’s summative function is important as it holds teachers accountable for their work and
can have consequences for teachers’ careers (including sanctions). Summative teacher appraisal can also be usefully
linked to career progression (as in Singapore and in Jordan’s new teacher appraisal framework - for the latter see
Cambridge Education, 2019). Given its high-stakes nature, though, summative teacher appraisal can be stressful for
teachers. In Portugal, de Lima and Sliva (2018) report how relationships between principals and teachers were
negatively affected by summative evaluation, while accountability-driven teacher appraisal has also been found to be
detrimental to school culture (Skedsmo & Huber, 2018) and climate (Flores, 2018). In particular, it can discourage
teacher collaboration, which is recognised as a feature of effective schools. An analysis of a new teacher appraisal
system in Belgium (Flanders) concluded that school principals were negative about summative teacher evaluation and
did not believe it improved teaching quality (Tuytens & Devos, 2018). The New Zealand Teaching Council website
reports that discussions are taking place to remove teacher performance appraisal as an accountability tool because ‘it
is not adding the value we expect’ (Teaching Council New Zealand, 2019)
In contrast, when teacher appraisal is used formatively (for a recent discussion see Gordon & McGhee, 2019), its
primary purpose is teacher development. In such cases, judgements are still made about teacher competence but the
process is a constructive one through which feedback is provided on how teachers can improve, and appropriate
developmental support is provided. As Marzano and Toth (2013, p. 14) note, ‘an effective evaluation system should
help teachers teach better’. If this does not occur, the contribution that teacher appraisal can make to improving teacher
quality and educational outcomes is likely to be diminished. The formative dimension of teacher appraisal is explicit in
England, for example, where policy describes teacher appraisal as ‘a supportive and developmental process designed to
ensure that all teachers … are able to continue to improve their professional practice and to develop as teachers’
(Department for Education, 2012 (revised 2019), p. 6). In contrast, lack of attention to professional development and
the improvement of practice was one challenge noted in a review of teacher appraisal in Morocco (Maghnouj et al.,
2018). It is also important to stress that all teachers can beneﬁt formatively from teacher appraisal and not only those
who are considered to be under-performing.
The summative and formative uses of teacher appraisal are not exclusive and can co-exist. It is clear, though, that
teachers’ concerns about summative appraisals may distort the formative dimensions of the process. For example, in
Chile, part of the teacher appraisal system has been self-assessment. However, there is evidence (Taut & Sun, 2014) that
the summative uses of the exercise encourage teachers to inﬂate their self-assessments and to render these less useful
from a formative point of view (see also Section 4.5 below). To resolve such tensions, OECD (2013a) recommends that
‘it is not advisable to design appraisal approaches that aim to fulﬁl the developmental function of teacher appraisal
through a high-stakes accountability-oriented process’ (pp. 332-333). An understanding of the conditions which support
the different purposes of teacher appraisal can also be beneﬁcial in this respect (see Box 1).
Despite consensus on the need for teacher appraisal to support teacher development, recent analyses in various contexts
suggest that, in practice, this can be hard to achieve. Avalos-Bevan (2018) discusses tensions between summative and
formative evaluation in Chile, while Lillejord and Børte (2019, p. 1) argue that teacher appraisal systems are often
‘trapped between the summative and the formative ambition of teacher revaluation’. Some recommendations for
creating a teacher appraisal system that supports teacher development are included in Section 6.
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Box 1: Formative and summative teacher evaluation (Santiago & Benavides, 2009, pp. 8-9)
Teacher evaluation for improvement purposes is likely to beneﬁt from conditions such as:
• A non-threatening evaluation context
• A culture of mutually providing and receiving feedback
• Clear individual and collective objectives with regard to improving teaching within the school as well as a
sharing of school objectives
• Simple evaluation instruments such as self-evaluation forms, classroom observation, and structured interviews
• A supportive school leadership
• Opportunities to enhance competencies as well as resources and means to improve practice
• Teacher evaluation integrated in a system of school self-evaluation and quality assurance.
Teacher evaluation for accountability is likely to beneﬁt from conditions such as:
• An independent and objective assessment of the teacher’s performance
• National-level standards and criteria across schools
• An evaluation component external to the school and more formal processes
• Well-established rules regarding the consequences of the evaluation
• Clear individual objectives with regard to all aspects of a teacher’s performance
• Well-trained, competent evaluators of teaching performance
• Impact on professional development plan
• Possibilities for appeal for teachers who feel they have not been treated fairly.

3.3-Participants
Teachers are the immediate beneﬁciaries of the teacher appraisal process. Choices must be made, though, about who
gets appraised, how often, whether participation is compulsory and how much teachers are involved in
decision-making. For example, in terms of frequency, in 24 European contexts where in-service teacher appraisal takes
place regularly, ‘in nine education systems, in-service teacher appraisal is an annual exercise, while in another six it is
a cyclical endeavour that takes place every three to ﬁve years depending on the country’ (Commission/EACEA/Eurydice,
2018, p. 88).
In terms of teacher involvement in decision-making, at one extreme, teachers’ agency is minimal and they are subject
to evaluation procedures designed and applied by others, leading to a judgement teachers’ own voices do not contribute
to. This is what happens, for example, when a Ministry of Education ofﬁcial, such as an inspector, observes a teacher,
completes a standard checklist (which may not even be disclosed to the teacher) and gives the teacher a rating on a
nationally-used scale.
Teachers, though, can have considerably more agency in the teacher appraisal process. They can, for example, as in
Chile and Portugal, be given the opportunity to complete a self-evaluation (see Section 4.5) which carries some
percentage of the outcome of the appraisal process. Teachers can also be involved in decisions about appraisal criteria
and instruments. When teacher appraisal systems are being designed, therefore, decisions need to be made about the
degree of involvement that teachers have in shaping both the process and the outcome. A degree of teacher agency is
desirable so that teachers feel some ownership in the process and appraisal is a collaborative activity (Reddy et al.,
2018) rather than something imposed on teachers. It is also important, though, that some element of external
decision-making is retained (particularly in summative contexts or where outcomes need to be comparable on a national
level).
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Another important participant in the teacher appraisal process is the appraiser. While appraisers are often ﬁgures of
authority – such as Ministry ofﬁcials or school principals – judgements about teacher competence can be informed by
input from other sources, such as teacher colleagues, students (see Section 4.4) and parents (Section 4.6). This is
illustrated in the UAE, for example, where teacher appraisal involves principals, immediate supervisors, peers and other
teachers, students and parents (United Arab Emirates Ministry of Education, 2017). In addition to decisions about who
will contribute to teacher appraisals, it is also essential to consider the kinds of preparation they need in order to fulﬁl
their role effectively. This point will be discussed in Section 4 below when different teacher appraisal strategies are
covered, but it is worth highlighting here: the quality of teacher appraisal is a product of the competence of the
evaluators. If, for example, evaluators are required to use a checklist to appraise teacher classroom performance, they
need to be able to reliably interpret and apply any rating scales or categories it includes. Where observers lack the
competences required, this can negatively affect their attitude to the appraisal process. de Lima and Sliva (2018), for
example, suggest that principals in Portugal were reluctant to conduct classroom observations partly because they felt
they lacked appropriate training as observers.
Beyond teachers and appraisers, teacher appraisal may also have implications for other stakeholders. For example, in
some contexts, teachers’ unions have opposed aspects of teacher appraisal schemes proposed by the state (Bruns &
Luque, 2015; de Lima & Silva, 2018; Flores, 2012; Maghnouj et al., 2018; World Bank, 2018). Such concerns do not
apply to all contexts but the general point is that when teacher appraisal systems are being set up, it is important to take
into account the full range of stakeholders who will be affected by it.

3.4-Standards
An effective teacher appraisal system will deﬁne the standards and criteria against which teachers are being evaluated.
Appraisal standards and criteria may be deﬁned broadly or, as in Korea, with high levels of speciﬁcity (Perry & Johns,
2018). Standards (or at least which or how many must be met) may also vary for less and more experienced teachers.
In Ontario, for example, the Teacher Performance Appraisal (TPA) system has a component for teachers new to Ontario
and one for experienced teachers (Ontario Ministry of Education, 2019). Both are based on ﬁve standards domains from
which 16 competencies are developed. New teachers are assessed against eight competencies while experienced
teachers are assessed against all 16.
Effective teaching is recognised as being a multidimensional concept (Sandilos, Sims, Norwalk, & Reddy, 2019) and
appraisal standards and criteria will reﬂect the way in which teaching quality is being deﬁned in a particular context.
One broad distinction that is important here is that between teacher quality and teaching quality. Darling-Hammond
(2013) suggests that the former is what the teacher is capable of doing and the latter is what they are able to do in a given
context (thus a good quality teacher may, in adverse circumstances, not demonstrate good quality teaching).
In teacher appraisal, decisions need to be made about whether the focus will be exclusively on teaching (performance
in the classroom) or whether broader dimensions of teacher quality will also be included. These might include,
according to Darling-Hammond (2013):
• developing and sharing curriculum
• supporting colleagues through peer observation
• mentoring and coaching
• leadership roles in school initiatives
• outreach to parents
• sharing instructional practices.
This broader perspective on teacher quality is reﬂected in, for example, the National Board for Professional Teaching
Standards (NBPTS) used in the USA (National Board for Professional Teaching Standards, 2016). As Box 2 shows,
these are based on ﬁve propositions about what teachers should know and be able to do, and the ﬁnal two go beyond
immediate concerns with instructional performance.
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Box 2: NBPTS (Santiago & Benavides, 2009, pp. 8-9)
• Proposition 1: Teachers are committed to students and their learning
• Proposition 2: Teachers know the subjects they teach and how to teach those subjects to students
• Proposition 3: Teachers are responsible for managing and monitoring student learning
• Proposition 4: Teachers think systematically about their practice and learn from experience
• Proposition 5: Teachers are members of learning communities
The Interstate Teacher Assessment and Support Consortium (InTASC), again in the USA, has also developed a set of
teaching standards which are grounded in contemporary understandings of effective teaching and learning (Council of
Chief State School Ofﬁcers, 2013). Ten standards are identiﬁed which again cover teachers’ work broadly and include
items such as ‘professional learning and ethical practice’ and ‘leadership and collaboration’. A competency framework
developed with input from stakeholders in 11 countries in South-East Asia (SEAMEO INNOTECH, 2010) also
approaches teacher quality broadly by including, for example, items such as ‘engaging in professional development’
and ‘networking with stakeholders especially with parents’.
Further evidence of the increasingly wide adoption of a view of teacher quality that is more holistic is found in one of
the most recent set of professional standards for teaching available (UNESCO/Education International, 2019). As
shown in Figure 1, this has three domains: teaching knowledge and understanding, teaching practice, and teaching
relations, and within this last domain there is an emphasis, for example, on collaboration among teachers, collegial
development, and communications with parents and the community more generally. In Jordan, too, the new National
Standards for the Professional Development of Teachers (NSPDT) include seven domains which, in addition to
conventional concerns with teacher knowledge and instructional skills, also address ‘Sustainable Professional
Development’ and ‘Learning for Life’ (Cambridge Education, 2019). In the UAE, teacher appraisal also extends beyond
performance in the classroom and focuses on four competencies related to professional knowledge, professional
practice, professional behaviour and professional development. In contrast, a review of teacher appraisal in Morocco
noted that teacher quality was conceived of in much narrower terms: ‘evaluations are largely based on administrative
criteria to ensure compliance with national procedures and leave little room for the evaluation of pedagogical
knowledge and practices’ (Maghnouj et al., 2018, p.141 – translated from original in French).
Various additional frameworks exist which specify criteria against which teacher appraisal may take place. Some, such
as the British Council’s Continuing Professional Development Framework (British Council, 2015) have been designed
for teachers of English (as has that produced by Cambridge English - see Cambridge English, 2019) but focus on
generic teaching competences and can therefore be applied more broadly. Another framework that is widely used is the
‘Framework for Teaching’ (Danielson Group, 2013). This divides the activity of teaching into 22 components (and 76
smaller elements) clustered into four domains: Planning and preparation, Classroom environment, Instruction, and
Professional responsibilities. While this framework is often used to assess performance in the classroom, it should be
noted that the ﬁnal domain also focuses on professional responsibilities and thus reﬂects the broader view of teacher
appraisal noted above by considering issues such as:
• reﬂecting on teaching
• communicating with families
• contributing to the school and district
• growing and developing professionally (Danielson & McGreal, 2000, p.23).
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I. Teaching knowledge and
understanding
Practising teachers know
and understand:

How students learn, and the particular learning, social, and development
needs of their students
The content and related methodologies of the subject matter or content
being taught
Core research and analytical methods that apply in teaching, including with
regard to student assessment
Planning and preparation to meet the learning objectives held for students

II. Teaching practice
Teachers’ practice
consistently demonstrates:

An appropriate range of teaching activities that reﬂect and align with both
the nature of the subject content being taught, and the learning, support,
and development needs of the students
Organisation and facilitation of students’ activities so that students are able
to participate constructively, in a safe and cooperative manner

Assessment and analysis of student learning that informs the further
preparation for, and implementation of required teaching and learning
activity

III. Teaching relations
Teachers’ professional
relations include active
participation in:

Cooperative and collaborative professional processes that contribute to
collegial development, and support student learning and development

Communication with parents, caregivers, and members of the community,
as appropriate, to support the learning objectives of students, including
formal and information reporting
Continuous professional development to maintain currency of their
professional knowledge and practice

Figure 1: Global professional framework of teaching standards (UNESCO/Education International, 2019, p.6)
Deﬁning which aspects of teachers’ work will be the focus of teacher appraisal is a core task when appraisal systems
are being set up. OECD (2013a, p. 297) suggest that ‘the participation of teachers in designing standards (and
procedures) for teacher appraisal is essential to the effectiveness of any appraisal system’. When decisions are being
made about teacher appraisal criteria, therefore, meaningful opportunities for teachers to contribute should be built into
the process. In New Zealand, for example, teaching standards were developed through consultation with the teachers
and employers (Nusche, Laveault, MacBeath, & Santiago, 2012). In the interests of alignment, it is also important that
the domains of teaching that a teacher appraisal system focuses on are consistent with the curriculum teachers base their
work on.
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4-Teacher Appraisal Strategies
This section reviews different strategies that can contribute to the teacher appraisal process. Teacher appraisal is more
effective when it is multi-dimensional – i.e. when it combines different strategies and input from different sources
(Grissom & Youngs, 2016). Borg (2018, p. 21) notes that multiple measures are recommended in teacher appraisal for
a variety of reasons:
• to adequately capture the complexity of teaching (in a way that no single measure can)
• to give teachers different opportunities to show what they know and can do
• to minimise the bias and lack of reliability that any one measure may have.
The beneﬁts of multiple measures of teacher appraisal have been supported by research conducted as part of the
Measures of Effective Teaching (MET) project (see Archer, Kerr, & Pianta, 2014) and there is also frequent evidence
from around the world of teacher appraisal systems that draw on different sources of information. For example, in
Shanghai, teacher appraisal draws on lesson observations, student evaluations, analyses of examination results and
inspections of teachers’ work (Zhang & Ng, 2017). Thus, while different strategies are discussed individually below, an
effective approach to teacher appraisal will utilise – in a manner that is contextually feasible - a selection of these.

4.1-Lesson observation
Lesson observations are a widely used teacher appraisal strategy. Their primary value lies in the direct evidence they
provide of teachers’ performance in the classroom. As conventionally used, though, the observation of teaching for
teacher appraisal has been subject to a wide range of criticisms (see Box 2). Given these concerns, much recent work
has focused on developing processes and tools to improve the role of lesson observations in teacher appraisal.
Box 2: Criticisms of lesson observation (Borg, 2018, p. 23)
• Teachers ﬁnd it threatening and intrusive (King, 2015)
• Observer judgements can be inﬂuenced by their prior knowledge of and relationship with the teacher (Bell et al.,
...2014)
• Observation tools may be poorly designed (OECD, 2013a)
• Observers (often school principals) may lack the capacity and training to judge teachers appropriately
..(Darling-Hammond, 2013)
• One-off observations provide a very partial and unrepresentative picture of what teachers can do (Campbell,
...Kyriakides, Muijs, & Robinson, 2004)
• Observations tend to focus on accountability rather than professional development (Marzano & Toth, 2013).
• Observation reduces teaching to a superﬁcial set of skills and behaviours (O'Leary, 2016a)
In terms of instruments, various observation tools have been discussed in the literature on teacher appraisal. These
include CLASS (Classroom Assessment Scoring System, the Framework for Teaching), PLATO (The Protocol for
Language Arts Teaching Observation), the Stallings Classroom Snapshot, the Quality Science Teaching (QST) tool, the
Marzano Teacher Evaluation Model, the International Comparative Analysis of Learning and Teaching (ICALT) and
the Trends in International Mathematics and Science Study (TIMSS) video study (see Bell, Dobbelaer, Klette, &
Visscher, 2019 for a comparative analysis of PLATO, ICALT, CLASS and TIMSS). In every case, the instruments
deﬁne the focus of observation and also provide a scale (which varies across instruments) along which each focal area
can be assessed.
One drawback associated with many of the observation tools available is that they call for a certain level of observer
training before they can be used reliably. For example, according to the World Bank (2017), CLASS has not been used
in developing countries because ‘a very high level of sophistication and training is required to produce observers
capable of making consistent qualitative judgements’. In response, in 2019 the World Bank launched its own
observation tool, called Teach (World Bank, 2019). Designed speciﬁcally for use in primary classrooms in low and
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middle-income countries, the tool is freely available and supported by a wide range of user resources. Research has
concluded that high levels of reliability can be achieved by users of Teach after four days’ training (Molina et al., 2018).
Although the World Bank has stated that Teach is not a tool for evaluating teachers (Devex, 2019), it is meant to help
improve the quality of teaching and can therefore play a role in formative teacher appraisals.
Another criticism of existing observation tools is that they are complex and time-consuming to use. The Framework for
Teaching, for example, has 22 components and 76 smaller elements while Marzano’s tool covers 41 elements (Marzano
& Toth, 2013). In response to such concerns, much shorter observation tools have been developed, tested and debated
in the literature. One example is the Rapid Assessment of Teaching Effectiveness (RATE) tool, which includes just six
items (for a discussion see Gargani & Strong, 2014; Good & Lavigne, 2015). In the context of formative teacher
appraisal, it has also been argued (O'Leary, 2016b) that the rating of discrete skills through structured observation tools
is unhelpful and that less hierarchical and more qualitative alternatives need to be considered, such as the ‘walkthrough’
(see, for example, Protheroe, 2009). This requires observers to spend 3-5 minutes in a classroom, and notes are made
after the visit which are then used as the basis of a reﬂective discussion with the teacher.
In the context of lesson observation for teacher appraisal, another important concern is improving observer reliability.
The goal here is to limit variations both in the way that different observers rate the same lesson and in how one observer
interprets the observation criteria across different lessons. Observer training has been shown to improve the reliability
of classroom observations (Ho & Kane, 2013), while a focus during training on standardising observation procedures
can also enhance the quality of the overall observation process (see Archer et al., 2016 for a practical guide for training
observers). These points link directly to those made in Section 3.3 about the importance of ensuring that participants in
teacher appraisal are suitably prepared for their role.
The potential role of technology in lesson observations should also be acknowledged. Technology, through platforms
such as IRIS Connect (IRIS Connect, 2019) or Video-Enhanced Observation (VEO, 2019), allows lessons to be
observed remotely or to be captured on video and made available to one or more observers for analysis. Where
observers are required to travel to schools for appraisal purposes, technology can reduce the associated time and costs.
The technology itself, though, may itself carry a cost. It may also be necessary to provide observers and teachers with
the training required to ensure that good quality video is captured, securely stored and subsequently analysed in a
reliable manner. TIMSS has employed an observational component based on video-recorded lessons (TIMSS, 2019)
while the OECD’s Teaching and Learning International Survey (TALIS) is piloting a video component with the ﬁrst
results expected in 2020 (OECD, 2017). Despite the advantages of technology, though, the importance of personal
interactions between appraisers and teachers during teacher appraisal should not be overlooked.
OECD (2018) argues that observation should be a core teacher appraisal strategy and is critical of appraisal systems
where observations are not one of the strategies used (such as in Brazil and Colombia). The value of several teacher
observations over time (and by different observers) is also repeatedly stressed in the literature (Ho & Kane, 2013).
While this criterion for effective observation can be met during well-funded research projects, practical feasibility must
also play a role in determining the kinds of observation that schools are able to implement for the purposes of teacher
appraisal.

4.2-Student outcomes
As noted in the Australian Teacher Performance and Development Framework (AITSL, 2012), ‘improving teaching is
not an end in itself. It is directed at improving outcomes for students’ (p. 4). Such outcomes, therefore, should be
considered when teachers are appraised. In discussions of teacher quality, student outcomes most commonly refer to
achievement, and this will be the focus in this section. It must be noted, though, that other forms of student outcome can
be considered as part of teacher appraisal. Examples are student engagement (Cinches, Russell, Chavez, & Ortiz, 2017),
student well-being (Timperley, 2011), happiness and effort in class (Ferguson & Danielson, 2014), motivation and
attitudes towards a subject.
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However, it is achievement, typically deﬁned as test scores, which has been the dominant focus in discussions of the
links between teacher quality and student outcomes. According to OECD (2013b, 2015), student results contribute to
teacher appraisal in a range of countries such as Mexico, the Slovak Republic, Singapore, Chile and England. The use
of student learning in teacher appraisal has also been reported in China (Zhang & Ng, 2017) and Japan (Katsuno, 2016).
Most research and academic debate, though, has emerged from the USA, where substantial funding has been provided
to develop teacher appraisal systems in which student achievement is a key component. According to Amrein-Beardsley
and Holloway (2019), in 2016, 44 US states were using student results in appraising teachers.
Establishing direct causal links between teacher quality and what students learn, however, is a complex matter that has
been the subject of intense discussion. It is clear that, while teachers are a signiﬁcant inﬂuence on learning, many other
variables also affect student achievement. Judgements about teacher quality that depend solely on student results,
therefore, are problematic. One proposed way of addressing this problem is the use of value-added models (VAMs Braun, 2005 provides an accessible introduction). VAMs are complex statistical techniques that estimate the impact on
learning that teachers have. According to Ferguson and Danielson (2014, p. 101)
What distinguishes value-added measures from simpler test score growth measures is that they are adjusted for between-classroom
differences in student characteristics. Many analysts prefer value added for measuring teacher effectiveness because, if implemented
properly, value added approximates a condition in which there is no difference across classrooms in the characteristics of the students.
Hence, value added for any particular teacher is an estimate of how much that teacher adds to students’ skills and knowledge.

One beneﬁt of VAMs is that they focus ‘the discussion about teacher quality to where it belongs: centered on increasing
student learning as the primary goal of teaching’ (Braun, 2005, p. 15). However, many concerns about the use of VAMs
in teacher appraisal have been expressed. Borg (2018, p. 26) draws on a range of sources (Braun, 2005; Corcoran, 2016;
Darling-Hammond, 2013; Grissom, Loeb, & Doss, 2016; OECD, 2013a; Raudenbush & Jean, 2014; Steele, Hamilton,
& Stecher, 2010) to summarise these concerns as follows:
• test scores are affected by a range of variables not directly associated with the teacher
• VAMs can only be used for subjects that are assessed via standardised achievement tests.
• VAMs do not provide information that teachers can use to improve their teaching
• value-added ratings for the same teacher may vary signiﬁcantly from year to year (especially for teachers receiving
...very high or very low ratings)
• differences in teachers’ value-added ratings are affected by the composition of their classes
• VAMs are not reliable measures of broader facets of teachers’ work such as contributions to school leadership and
...building relationships with colleagues
• VAMs may encourage teachers to teach to the test
• VAMs require considerable data and technical expertise and are therefore costly to implement.
Amrein-Beardsley, Pivovarova and Geiiger (2016) discuss these problems with VAMs under the headings of reliability,
validity, bias, transparency and fairness. A range of methodological, logistical and consequential concerns regarding
VAMs continue to appear in the teacher appraisal literature today (for example, Amrein-Beardsley & Holloway, 2019).
Student achievement can contribute positively to the process of teacher appraisal. However, it is important that the
‘assessment of teachers’ contributions to student learning should rely on multiple measures of student learning, not a
single test or value-added score’ (Darling-Hammond, 2013, p. 88). Evidence of student learning, therefore, should be
obtained in different ways, including those that show learning over time (see Tucker & Stronge, 2005 for examples). It
is interesting to note that, based on the most recent PISA results, only two countries (England and Singapore) specify
that student outcomes must be considered when lower secondary school teachers are appraised (OECD, 2018).
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4.3-Teaching Portfolios
A teaching portfolio (also called a teacher portfolio) is deﬁned by Goe, Bell and Little (2008, p. 30) as:
a collection of materials compiled by teachers to exhibit evidence of their teaching practices, school activities, and student progress …
portfolio materials are collected and created by the teacher for the purpose of evaluation and are meant to exhibit exemplary work … The
materials gathered are intended to demonstrate fulﬁllment of certain predetermined standards, and often portfolios are designed to promote
teacher reﬂection and improvement in addition to being used for evaluation.

Expanding on ideas from Goe, Bell and Little (2008), Box 4 gives examples of the kinds of materials that a portfolio
could include (without suggesting, of course, that all of these would need to be present).
Box 4: Portfolio materials
• development plans and goals
• lesson/course plans
• assignments and assessments
• samples of student work (including with feedback)
• videos of classroom instruction
• reﬂective writings
• notes from parents
• special awards or recognitions
• feedback from students
• evidence of professional development
• evidence of contributions to the school
Teaching portfolios (traditionally print-based but today increasing digital – see Xerri & Campbell, 2016) thus provide
not only evidence of what teachers have achieved but also of their ability to reﬂect on and learn from experience. They
are a ﬂexible strategy for teacher appraisal which can provide evidence of teacher development over time. Alwan
(2007), for example, discusses her use of portfolios in the UAE to supplement the existing teacher appraisal system
based on annual observations and principal reports. She felt that portfolios provided a better understanding of teachers’
work over time and also gave teachers more involvement in the appraisal process. In Chile, too, portfolios carried 60%
of the teacher appraisal score and were completed according to detailed instructions provided by the Ministry.
Avalos-Bevan (2018, p.300) describes the process in Chile as follows:
The portfolio has two sections: (1) a teaching unit involving eight 45-min lessons, the sample of an assessment instrument actually used for
the unit taught and responses to a series of questions that indicate reﬂection about what was achieved after teaching the unit and (2) a video
recording of one lesson taught, along with written information about its nature and objectives.

Jordan is another context where portfolios have been included as one of the tools in a new teacher appraisal system
(Cambridge Education, 2019).
Despite their potential, teaching portfolios can create challenges for teachers and appraisers, and, drawing on several
sources (Alwan, 2007; Gelfer, ‘O’ Hara, Krasch, & Nguyen, 2015; Goe et al., 2008; OECD, 2013a; Quirke, 2007; Steele
et al., 2010), Borg (2018, p. 28) makes the following suggestions for using portfolios effectively in teacher appraisal:
• Provide clear guidelines about the purpose, format, length and content of the portfolio.
• Specify how portfolios will be assessed, including the assessment criteria.
• Provide adequate training for evaluators.
• Deﬁne the weight that portfolios carry in the teacher evaluation process.
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• Ensure that teaching portfolios have a formative not just summative purpose.
• Give teachers the support they need, particularly with the reﬂective component of the portfolio.
• Use portfolios to document what teachers’ typically do rather than products created especially for the purposes of
...teacher evaluation.
• Ensure that the time and costs associated with the completion and evaluation of the portfolios are commensurate
...with the resources available.

4.4-Student Evaluations
Asking students to evaluate the quality of teaching they receive is a common activity worldwide. However, in state
school settings in OECD countries, student evaluations are often a source of informal feedback to teachers and do not
play a signiﬁcant role in teacher appraisal (OECD, 2013b). In the USA, in contrast, according to Geiger and
Amrein-Beardsley (2019), in 2015 student evaluations were a required component of K-12 teacher evaluation
classrooms in seven states and an optional component in a further 25. Most of the literature on student evaluations (see
Hammonds, Mariano, Ammons, & Chambers, 2017) comes from research in university settings, but its conclusions are
of more general relevance.
In terms of beneﬁts (see Benton & Ryalls, 2016; Borg, 2018; Geiger & Amrein-Beardsley, 2019), student evaluations
provide teachers with feedback that can enhance the quality of teaching. They also give students a role in the evaluation
process. Student evaluations, because they typically rely on questionnaires (often online – see Treischl & Wolbring,
2017) are also efﬁcient to collect and analyse.
Concerns have been raised about the validity of student evaluations of teaching (for example, that more demanding
teachers get lower evaluations) but, according to Benton and Ryalls (2016), such concerns are based on misconceptions
about student evaluations. One factor, though, that is recognised as a common shortcoming, is poor instrument design.
A particular problem relates to the content of evaluation tools, and the advice from the literature is that students should
only be asked to evaluate aspects of teaching which they are qualiﬁed to judge (Benton & Ryalls, 2016). There are
aspects of teacher effectiveness, such as their knowledge of the curriculum, which students are not qualiﬁed to assess
and should not be asked about. In contrast, students can evaluate issues such as teacher attitude, course organisation,
rapport with students and clarity of instruction (Benton & Cashin, 2012).
The Tripod tool (Ferguson, 2012) focuses on three domains of effective teaching – content, pedagogy and relationships
– and examines students’ perceptions of these. An evaluation of this tool (to which its developer contributed) concluded
that ‘we are learning that well constructed classroom-level student surveys are a low burden and high-potential
mechanism for incorporating students’ voices in massive numbers into our efforts to improve teaching and learning’
(Ferguson, 2012, p. 27). However, in their review of six student evaluation instruments available in the USA (including
Tripod), Geiger and Amrein-Beardsley (2019) note that these were generally characterised by a lack of peer-reviewed
research into their effectiveness.
In some contexts, such as China, it has been reported that student evaluations of teaching are linked to teacher salary
(Liu & Zhao, 2013). The advice in the literature is, however, that student evaluations should not carry signiﬁcant weight
in summative teacher appraisal, and they should be just one of several strategies that are used. Further considerations to
note regarding student evaluations is that they need to take into account the age of students and the potential they have
to negatively impact teacher-student relationships. This is particularly important in contexts where teachers are not
accustomed to being evaluated by students and may have concerns about the consequences that student evaluations will
have.
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4.5-Self-Evaluation
Self-evaluation (also called self-assessment) is the process through which an individual assesses their own competence.
In the context of teacher appraisal, self-evaluation requires teachers to form a judgement about their own effectiveness.
Various educational systems around the world include self-evaluation as a component of teacher appraisal. In Scotland,
the General Teaching Council provides a ‘self-evaluation wheel’ which teachers can use to assess different aspects of
their work. More formally, teachers in Chile (where teacher appraisal is currently being reformed) complete a
self-assessment tool on which they rate their performance in a range of areas on a scale which goes from ‘unsatisfactory’
to ‘outstanding’ (Santiago, Benavides, Danielson, Goe, & Nusche, 2013). Jordan is introducing self-evaluation as part
of a new teacher appraisal system while in Portugal ‘self-appraisals are the only source of information’ for regular
teacher appraisal (OECD, 2018, p. 57). This lack of external assessment was not seen as a positive feature of teacher
appraisal in this latter country (Santiago, Donaldson, Looney, & Nusche, 2012).
One beneﬁt of self-evaluation is that it involves teachers in the appraisal process and this in turn can have a positive
affect on teacher motivation (UNESCO-IICBA, 2017). Concerns do also arise, though, about the validity of teacher
self-evaluation and while there has been limited research into this issue (see Borg & Edmett, 2019), some analyses from
Chile do suggest that there is a tendency for teachers to assess themselves overly positively (Taut & Sun, 2014). Writing
about this context, Avalos-Bevan (2018, pp.305-6) concludes that ‘it is now being recognised that the teacher’s
self-assessment by its very nature cannot provide a valid input to the overall evaluation of a teacher and should really
not form part of the system’. Teachers are, of course, more likely to over-rate themselves when teacher evaluation is a
high-stakes activity.
Given such concerns, self-evaluation should not carry signiﬁcant weight in a teacher appraisal system, particularly one
that has primarily summative purposes. Teacher self-evaluation may in fact be much more useful in formative contexts,
where teachers know that their responses will be used to support their development.

4.6-Other Strategies
Five core strategies for teacher appraisal have been discussed. Box 5 summarises some additional options which can be
considered when a teacher appraisal system is being developed.
Box 5: Other teacher appraisal strategies
• Teacher tests. This strategy involves the formal assessment of teacher competence through some form of written
or performative task. For example, foreign language teachers might be required to take a language test.
Performative assessment requires teachers to complete a concrete task, such as producing a lesson plan. Asking
teachers to take formal tests can be met with resistance, especially by experienced teachers, and must therefore be
approached sensitively. According to OECD (2018), teacher tests are used as part of teacher appraisal in the UAE.
• Professional conversations. Teachers can be invited to meet school principals for a periodic discussion which
focuses on their goals, performance, and plans. Such meetings allow for in-depth discussion with a formative
focus, though they can also be time-consuming for principals to complete. In Finland, for example, ‘teachers go
through a rather dynamic and ﬂexible evaluation process usually during meetings with principals or colleagues’
(Tarhan et al., 2019, p. 45).
• Peer evaluation. In peer evaluation, teachers are assessed by colleagues. This can take the form of peer
observation (reciprocal lesson visits by teachers in the same school) or even where teachers from one school visit
another (see OECD, 2013b for an example from the Netherlands). Peer observation is a powerful source of
formative teacher appraisal but for it to work effectively a culture of teacher collaboration and openness to
observation and feedback must exist.
• Parent feedback. In some educational systems, such as Korea, parents contribute to teacher appraisal by ﬁlling
in questionnaires (Kim et al., 2010). It is important that appropriate questions are asked and that parent
perceptions of teacher quality not be allocated too much weight in the teacher appraisal process. It is also
important that parent feedback is not just a formality and that parents are empowered to make a meaningful
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5-Evaluating Teacher Appraisal Systems

It is important that teacher appraisal systems be subject to periodic evaluations, both internal and (less frequently)
external. Without systematic and transparent evaluation processes, it is not possible to ascertain whether a teacher
appraisal system is functioning as intended and if it is meeting its goals. Evidence from a range of stakeholders and
sources should be included in the evaluation of a teacher appraisal system, such as:
• documentation related to the appraisal process, such as objectives, participants, procedures, criteria and tools
• actual appraisal results
• any reports produced by the department or unit responsible for teacher appraisal
• samples of the work which is used to appraise teachers (for instance, examples of portfolios or of student
...evaluations)
• feedback (quantitative and qualitative) from key stakeholders, especially teachers and evaluators.
Stakeholder perceptions have been an important theme in recent research on teacher appraisal, with particular attention
given to the role of school principals in the appraisal process (see, for example. Derrington & Campbell, 2018; Flores
& Derrington, 2017; Lavigne & Olson, 2019; Reid, 2019; Shaked, 2018; Tuytens & Devos, 2018). Various challenges
that principals face have been highlighted (such as managing the workload associated with teacher appraisal or
reconciling their roles as both colleagues and evaluators of teachers). Insight has also emerged into the factors (such as
a desire to maintain good relationships with staff) that inﬂuence how principals implement appraisals. Studies of
teachers’ perceptions and experiences of teacher evaluation have also been conducted (for example, Flores, 2012;
Hopkins et al., 2016; Pressley, Roehrig, & Turner, 2018; Robinson, 2019). Stakeholder analyses of this kind provide
insights that can make a valuable contribution to the evaluation of teacher appraisal systems.
A recent report on teacher careers in Europe notes that ‘while appraisal is regulated in the vast majority of education
systems, top-level authorities rarely monitor the outcomes. In countries where appraisal is a matter of local or school
autonomy, this never occurs’ (European Commission/EACEA/Eurydice, 2018, p. 85). This is problematic since
systematic evaluation is the only way to determine whether teacher appraisal systems – which may look very good on
paper – are being implemented effectively and having the desired consequences.

6-Recommendations

Based on the analysis presented in this working paper, a deﬁnition of effective teacher appraisal is presented in Box 6.

Box 6: A deﬁnition of teacher appraisal
a multidimensional but coherent process which acknowledges the complexity of teaching, is grounded in sound
standards, employs a range of good quality measures, utilises input from a range of appropriately prepared stakeholders
(including teachers themselves), has discriminatory power2 , facilitates fair decisions, gives teachers at various points
of their careers appropriate levels of support, and contributes to teacher professional development, career advancement,
positive school cultures and improved student outcomes
According to OECD (2013a), while there is no single model of best practice for teacher appraisal, systems are more
likely to be effective when they:
• establish teaching standards to guide teacher appraisal and professional development
• resolve tensions between the developmental and accountability functions of teacher appraisal
• involve regular developmental appraisals at the school level, based on multiple sources of evidence, including
...frequent classroom observations conducted by competent evaluators internal to the school
• ensure that teacher appraisal feeds into professional and school development
• establish periodic career-progression appraisal involving external evaluators
• prepare teachers for appraisal processes and strengthen the capacity of school leaders for teacher appraisal.
2-Discriminatory power’ refers to the manner in which effective teacher appraisal differentiates between different levels of teacher competence.
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With speciﬁc reference to establishing links between teacher appraisal and professional development, Goe, Biggers and
Croft (2012), suggest that the following elements must be present:
Three Domains
Ten Standards
• high-quality
standards for instruction
• multiple standards-based measures of teacher effectiveness
• high-quality training on standards, tools, and measures
• training to interpret results and make professional development recommendations
• high-quality professional growth opportunities for individuals and groups of teachers
• high-quality standards for professional learning.

One ﬁnal list of recommendations that can be noted here comes from Liu et al. (2019), who are particularly interested
in the links between teacher appraisal and improving teacher performance. They suggest that an effective teacher
appraisal system requires:
• evaluators with a deep knowledge of the evaluation system
• access by teachers to support from a mentor
• frequent oral feedback, followed by written feedback, several times a year
• high levels of consistency among evaluators
• training that enables evaluators to provide feedback that helps teachers connect teacher appraisal and their work in
...classrooms.
The three sets of suggestions above reinforce key points presented in this working paper. They also inform the list of 19
recommendations for developing an effective teacher appraisal system in Figure 2. Key challenges to anticipate in
designing and implementing teacher appraisal are also noted here.
1. SITUATION ANALYSIS
The introduction of a new approach to teacher
appraisal must be informed by a sound
understanding of the current situation. This can be
derived from a situation analysis which describes
and evaluates the current status of teacher
appraisal within an organisation or educational
system. This would focus not only on existing
policies and practices but also on prevailing
attitudes to teacher appraisal and the readiness of
the system generally to transition, if necessary, to
a new approach. When teacher appraisal reforms
are implemented without a sound understanding
of the existing situation, there is a risk that the
new innovation will be ineffective.

4. TEACHER COMPETENCE
Teacher competence is multi-dimensional and it is
important for the purposes of teacher appraisal to
deﬁne what the focal domains of teacher quality
will be. Classroom performance (which in itself
presents several instructional foci to choose from)
is the most obvious aspect of teacher quality to
address, but various other issues related to
planning, assessment, subject knowledge,
reﬂective capacity, student outcomes,
contributions to the school, involvement in
professional development and engagement with
colleagues and parents can also be considered.
The focus of teacher appraisal should derive from
and be consistent with a clearly articulated view
of teacher quality.

2. SYSTEMS APPROACH
Teacher appraisal must be conceptualised in a
manner which is consistent with the education
system it is meant to serve. A whole-systems
approach, through which different components of
the educational system are aligned and consistent
with core underlying principles, is a key element
in making teacher appraisal work. For example,
when assessment systems in an educational
system are punitive and deﬁcit-oriented, it can be
difﬁcult to establish teacher appraisal which is
constructive and development-focused. If teacher
appraisal promotes ideas that are not already
embedded in a system there is scope - without
sufﬁcient preparatory work - for misalignment
and ineffective implementation.

5. KEY PARAMETERS
A teacher appraisal system should clearly deﬁne
basic parameters regarding whether appraisal is
compulsory or voluntary, who will be evaluated,
when and how often, by whom, how, and how
appraisal outcomes will be used. While there may
be variations in the parameters that apply to
different categories of teachers or types of
appraisal, teacher appraisal – given its focus on
educational improvement – should be seen as
relevant to all teachers irrespective of
competence, experience or qualiﬁcations.

3. CLEAR RATIONALE
It is important that a teacher appraisal system be
underpinned by a clear rationale which explains
why teacher appraisal is important and what
principles will guide its use in a particular
educational system. A cornerstone of any
rationale will be the belief that the quality of
teachers makes a signiﬁcant difference to student
outcomes and that monitoring and improving
teacher quality are essential activities within an
educational system.

6. STANDARDS AND CRITERIA
Effective teacher appraisal is not possible unless
the standards and criteria against which teachers
will be assessed have been clearly deﬁned. These
may vary according to the stage of a teacher’s
career (for example, beginning teacher or
experienced teacher). Appraisal standards and
criteria should be grounded in a broader
conception of teacher quality and be implemented
in a way that is aligned with the curricula teachers
are expected to deliver.
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7. PURPOSES

8. DEVELOPMENT

9. DIFFERENTIATION

Teacher appraisal can fulﬁl important summative
(for accountability) and formative (for
development) purposes but the processes through
which each is addressed need to be differentiated.
International experience suggests that a
summative focus in teacher appraisal may have
negative consequences for teachers and schools,
or overshadow more formative concerns.
Nonetheless, summative teacher appraisal can be
motivating when it is linked to career progression.

An effective teacher appraisal system will be
developmental, most obviously for teachers but
no less importantly for their schools. Teachers
require not only constructive opportunities to
identify relevant areas for growth but
opportunities to engage in high-quality
professional development activities which target
these areas. Teacher appraisal that does not foster
improved teaching will not enhance student
outcomes.

10. STAKEHOLDER
INVOLVEMENT

11. MULTIPLE
PERSPECTIVES

12. INSTRUMENTS

Stakeholders should be involved in the teacher
appraisal process. The primary stakeholders are
teachers and they can, for example, be involved
during planning (when the teacher appraisal
system is being designed), implementation (by
having some say in the appraisal process) and
evaluation (by being asked for feedback on the
process). Scope for meaningful involvement of
other stakeholders, such as school principals,
teachers’ associations and parents should also be
considered at different stages.

Teacher appraisal should not rely on one-shot
measures; in particular, the limited value of a
single annual classroom observation must be
recognised. Teacher competence can be
understood more holistically when information
from different sources and contexts is collected
over time. Appraisal will also beneﬁt from the
involvement of multiple, appropriately prepared,
evaluators.

The quality of teacher appraisal is signiﬁcantly
affected by the quality of the instruments which
are employed. Irrespective of the strategies being
used to assess teachers, instruments – such as
observation schedules, interview protocols,
evaluation forms and questionnaires, and portfolio
instructions – need to be designed in a manner
that is contextually appropriate and technically
competent.

13. TRAINING
Individuals involved in teacher appraisal need to
be suitably prepared to discharge their
responsibilities. For example, evaluators who
conduct classroom observations must be familiar
with the instruments being used and able to use
these consistently. They must also be
knowledgeable in the ﬁeld they are assessing.
Training needs to be provided for everyone
involved in the teacher appraisal process,
including those who are responsible for
interpreting results.

14. FEASIBILITY
An effective teacher appraisal system will create
demands that are feasible given the time, human
resources (such as availability of trained
evaluators and of technical expertise) and funding
available. Especially at the early stages of
implementation, organisations should provide
appropriate support to ensure that those tasked
with enacting a teacher appraisal system are able
to do so without excessive workload or (for
pragmatic reasons) feeling the need to make
unintended adjustments to the system which
reduce its robustness. Teacher appraisal systems
which are theoretically sound but unfeasible in
the target context will not achieve their goals.

One key purpose of teacher appraisal is to identify
teachers who are not meeting the required
standards and to provide them with the support
they require to improve. A teacher appraisal
system which fails to distinguish between more
and less effective teachers is not fulﬁlling its
potential to contribute to educational
improvement. The focus of teacher appraisal,
though, should not only be on under-performing
teachers; excellent teachers should also be
acknowledged.

15. SCHOOL CLIMATE
Teacher appraisal should enhance the climate
within a school. It has the potential to create more
positive attitudes to professional development and
to stimulate enhanced professional dialogue about
teaching and learning. There is evidence, though,
particularly when the stakes are high, that teacher
appraisal can have a detrimental effect on
collegiality, morale and relationships. It is vital,
then, that potential risks to school climate be
anticipated when teacher appraisal systems are
being designed. School climate should also be a
focus when appraisal systems are evaluated.
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16. RESISTANCE
Educational reform is often met with resistance
and an effective teacher appraisal system will, at
the development stage, anticipate, seek to
understand and consider ways of minimising
potential sources of resistance. Resistance is more
likely in educational contexts where a culture of
teacher appraisal is lacking and where limited
attention is paid to teacher accountability and
professional development. Effective
communication and consultation at the design
stage of a new teacher appraisal system can
reduce resistance.

17. STUDENT OUTCOMES

18. COMMUNICATION

Ultimately, teacher appraisal should be driven by
a desire to improve student outcomes. Learning is
a core student outcome, but others, such as
attitudes to learning and motivation, may also be
considered when teacher quality is being
assessed. Also, while an analysis of what students
learn should be an essential element in teacher
appraisal, attempts to use Value-Added Models
(VAMs) to establish direct links between teaching
and learning have been the subject of much
criticism.

To promote a shared understanding of all aspects
of teacher appraisal, it is recommended that key
information relevant to the process be made
available to stakeholders. This would include, for
example, the appraisal standards and criteria,
appraisal procedures (including for different kinds
of teacher or appraisal), appraisal tools and
reporting forms, and an explanation of appraisal
outcomes and their consequences. This material
can be usefully compiled in a teacher appraisal
website or online handbook. Communications
will be more effective when information is
accessible and user-friendly.

19. EVALUATION
Teacher appraisal systems should include provision for regular evaluation (both internal and external). The purpose of such evaluation is to determine
whether the appraisal system is meeting it goals. Input from a range of stakeholders, in addition to the analysis of the appraisal process and its results,
should contribute to the evaluation process. Results should be made public and the evaluation should generate actionable recommendations for further
improving teacher appraisal.

Figure 2: Recommendations for effective teacher appraisal
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Appendix
Teacher Appraisal Systems
The links below provide freely available and recent information about teacher appraisal in selected international
contexts.

Context

Source

England

https://assets.publishing.service.gov.uk/government/uploads/system/uploads/attachment_data/ﬁle/786
143/Teacher_appraisal_and_capability-model_policy.pdf

Ontario, Canada

http://www.edu.gov.on.ca/eng/teacher/appraise.html

Chile

http://repositorio.uchile.cl/bitstream/handle/150676/2250/Teacher-evaluation-in-Chile.pdf?sequence=
1&isAllowed=y

Australia

https://www.aitsl.edu.au/tools-resources/resource/australian-teacher-performance-and-development-fr
amework

New Zealand

https://teachingcouncil.nz/content/teachers-appraisal

Scotland

https://www.gtcs.org.uk/professional-standards/professional-standards.aspx

Europe

https://op.europa.eu/en/publication-detail/-/publication/435e941e1-c3b11-e-8ac01-73aa75ed71a1/lang
uage-en/format-PDF/source-search.
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