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ABSTRACT

DEVELOPING A PARTICIPATORY MODEL FOR TEACHER EVALUATION
AND PROFESSIONAL DEVELOPMENT: A CASE STUDY

GUNES SAVUL, Emel
PhD. Department of Educational Sciences
Supervisor: Assoc. Prof. Dr. Yesim CAPA-AYDIN

October 2022, 395 pages

This case study aimed to develop a participatory teacher evaluation model to promote
teachers’ professional development. A private primary school was determined as the
case, and the study was conducted in the academic year of 2018-2020. Classroom

teachers, principals, and experts working in this school constituted the participants.

The first part of the research aimed to provide an in-depth analysis of perceptions of
participants on current teacher evaluation and professional development practices. In
the second part of the study, the researcher developed an initial model in line with the
opinions obtained from the first part. Initial model was introduced to the participants
and the opinions of the participants were taken with focus group interviews. In the
third part of the study the guide of the model and the data collection tools to be used

in the model were developed in line with the opinions obtained from the second part.

The developed teacher evaluation model was aimed to ensure the professional

development of teachers in the qualifications of planning and preparation, instruction,
iv



reflective  thinking, communication and collaboration, and professional
responsibilities. Data aimed to be collected from multiple sources with the help of the
developed data collection tools (classroom observation form, pre-observation, and
post-observation interview forms, self-evaluation form, lesson plan review form, and
professional responsibilities evaluation form). Functional reports covering the holistic
evaluation of the teacher would be shared with the teacher at the end of each academic
term, giving the teacher the right to speak through face-to-face meetings with the

school principal.

Keywords: Teacher Evaluation Model, Participatory Teacher Evaluation,

Professional Development, Case Study



0z

KATILIMCI VE OGRETMEN MESLEKI GELISIMINI AMACLAYAN BiR
OGRETMEN DEGERLENDIRME MODELI GELISTIRME: VAKA CALISMASI

GUNES SAVUL, Emel
Doktora, Egitim Bilimleri Boliimii

Tez Yoneticisi: Dog. Dr. YESIM CAPA-AYDIN

Ekim 2022, 395 pages

Bu Ornek olay calismasi ile, 6gretmenlerin mesleki gelisimini desteklemek igin
katilimei bir 6gretmen degerlendirme modeli gelistirilmesi amaglanmistir. Bu amagla
bir 6zel ilkogretim okulu belirlenmis ve ¢alisma 2018-2020 egitim 6gretim yilinda
gerceklestirilmistir. Katilimeilart bu okulda gorev yapan siif 6gretmenleri, miidiirler

ve uzmanlar olusturmustur.

Arastirmanin ilk boliimii, katilimecilarin mevcut 6gretmen degerlendirme ve mesleki
gelisim uygulamalarma iliskin algilarinin derinlemesine bir analizini saglamay1
amaclamistir. Arastirmanin ikinci béliimiinde arastirmaci, birinci boliimden elde ettigi
goriisler dogrultusunda bir model tasarlamistir. Katilimcilara tasarlanmis model
tanitilmig ve odak grup goriismeleri ile katilimcilarin goriisleri alinmistir. Caligmanin
liciincli boliimiinde, ikinci boliimden elde edilen goriisler dogrultusunda modelin

kilavuzu ve modelde kullanilacak veri toplama araglar1 gelistirilmistir.

Vi



Gelistirilen 6gretmen degerlendirme modeli ile 6gretmenlerin planlama ve hazirlik,
Ogretim, yansitici diisiinme, iletisim ve is birligi ve mesleki sorumluluk alanlarinda
gelisimlerinin saglanmasi amaglanmistir. Verilerin modelde kullanilmak {izere
gelistirilen veri toplama araglari (sinif gézlem formu, 6n gézlem ve gézlem sonrasi
goriisme formlari, 6z degerlendirme formu, ders plani gozden gecgirme formu ve
mesleki sorumluluk degerlendirme formu) ile toplanmasi planlanmistir. Ogretmenin
biitiinciil degerlendirmesini kapsayan mesleki gelisim raporlarinin 6gretmenlerle her
akademik donem sonunda, okul midiri ile yapilan yiiz yiize goriismelerle

paylasilmasi ve bu goriismelere 6gretmene sdz hakki verilmesi planlanmistir.

Anahtar Kelimeler: Ogretmen Degerlendirme Modeli, Katilime1 Ogretmen

Degerlendirmesi, Mesleki Gelisim, Vaka Calismasi
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CHAPTER 1

INTRODUCTION

This chapter includes the background information, significance, and purpose of the
study. Furthermore, research questions and definitions of key terms are also provided

in this chapter.

1.1 Background to the Study

The core task of education is to ensure that students learn through school experience
and that students gain their current and future selves, so teachers' learning directly
affects their students. (Netolicky, 2020). An education system is effective when
teachers improve student performance and develop the full potential of each student.
In other words, teachers stay at the center of educational systems, and they are
reviewed as the most influential school-related force for student achievement
(Darling-Hammond, 2014; Fullan, 2011; Papay, 2012; Wiliam, 2018). Seen through
this lens, teachers matter, and the work teachers do in the classroom also matters
(Organization for Economic Co-operation and Development [OECD], 2018; Stronge,
2006; Weisberg et al., 2009). Effective teaching has been defined in different ways
throughout history. In the past, the teacher was regarded as the gatekeepers of
knowledge, and the effective teacher provided the student's access to knowledge in a
controlled manner. Today, both the research on how the brain learns and the
developments in the field of technology show that the teacher-student interaction is
important in learning and teacher who raises students that can easily access
information, learn with their own effort, and experience, and have high-level thinking
skills such as critical thinking and problem solving, is an effective teacher. Although

effective teaching has brought many different definitions over the years, it can be said
1



that the qualifications areas that an effective teacher should have determined together
with crucial contributions to students’ learning and achievement (Centre for
Development and Enterprise [CDE], 2015; Clotfelter et al., 2007; Darling-Hammond,
2006; Hanushek, 1992; Kim & Sun, 2021). The word “crucial contribution” here is
also important because the teacher influences the student not only on the current
learning process, but also on the future enjoyment of learning. As Tucker & Stronge
(2005) mentioned, when students are taught by teachers with a high-performance level
during a year, they continue to take advantage of this good teaching in the coming
years, on the contrary, the teaching provided by a low-performing teacher negatively
affects the student's learning in the coming years. Besides, it cannot be thought that
the effectiveness of the teacher is valid only in the classroom environment. The
influence of the teacher goes beyond the walls of the classroom, and teachers also
prepare students step by step for the situations that await them in the future. Teachers
also play an essential role in ensuring human power which is also an indispensable
element of today’s competitive world and worldwide societies are heavily invested in
the teaching profession (Organization for Economic Co-operation and Development
[OECD], 2019; Wiliam, 2018).

The quality of any teaching process that takes place could be as effective as the quality
of the teacher and improving teacher quality is one of the most promising and essential
strategies to enhance the quality of teaching. The idea of improving the teacher's
quality and therefore the quality of teaching has become a significant focus for
policymakers and is considered a primary tool to be improved (CDE, 2015; Darling-
Hammond, 2010; Darling-Hammond, 2014; Stronge, 2006; Sahan, 2011). Since
teacher quality has been identified as the most important factor affecting student
achievement, emphasis has been placed on promoting teacher quality through teacher
evaluation systems (Darling-Hammond, 2012; Looney, 2011; Papay, 2012). Teacher
improvement is possible through teacher evaluation because something that is not
evaluated cannot be changed or developed. In general teacher evaluation can be
defined as a systematic process used to review teachers’ performance both in school

and classroom to provide constructive feedback and guidance for professional



development (Ornstein, 1985; Danielson, 2011; Darling-Hammond, 2010). The
definition of teacher evaluation also shows us the importance of these systems, but the
teacher evaluation system is not only important but necessary (Ozbek & Taneri, 2019).
Policymakers and scholars are identifying the teacher evaluation systems as the crucial

part of improving teachers’ quality to raise the students’ academic performance

(Gordon, et al., 2006).

Teacher evaluation has a long history and many attempts that take their roots from
past educational reforms. The magnitude of the teacher’s influence on student
achievement has led to a continuous change in teacher evaluation systems. Therefore,
high budgets have been allocated to teacher evaluation reforms (Dee et al., 2021). The
changing education policies and the reforms (e.g., Race to the Top, Teacher Incentive
Fund, the Measures of Effective Teaching Project, No Child Left Behind waivers, and
Intensive Partnerships for Effective Teaching) put forward have caused the teacher
evaluation systems applied in schools to be updated or restructured (Dee et al., 2021,
Donaldson & Woulfin, 2018; Garrett & Steinberg, 2015). As in the United States,
reforms proposed by every government have led to the design and implementation of
new teacher models in most states and school districts (Steinberg & Donaldson, 2016).
Recently most districts and schools are implementing intensive and high-stake (threat
of dismissal based on an evaluation) teacher evaluation systems, including classroom
observations, supervisory conferences, test scores of students (Donaldson & Woulfin,
2018). Reforms or implications conducted to develop educational system and for more
effective teacher evaluation models were not as effective as expected. Besides teacher
evaluation reform as a system that is still in progress and many states struggled to
implement a teacher evaluation system (McGuinn, 2012). One of the most important
reasons why this effect is not at the expected level is giving more weight to normative
measures such as value-added scores rather than criteria-reference measures (Kraft &
Gilmour, 2017). While the incompetence in field of evaluation and lack of training of
the people who made the evaluations reduced the impact of these reform. Furthermore,
making evaluations in order to determine the failure of the teacher and to impose

sanctions on the teacher caused the reforms to move away from the aims aimed at



work. On the other hand, in 2016 “Every Student Succeeds Act (ESSA)”, signaled
states can have more freedom in changing teacher evaluation policies and states are
given local control over teacher evaluation. States also allowed districts to develop
and implement more specific teacher evaluation systems. Thus, the states began to
look for ways to alleviate the heavy burden of the Value-Added Models. Many states
today offer more alternatives to teacher evaluation by measuring the relationships
between student achievement and teacher effectiveness and state teacher evaluation

plans also include more formative teacher feedback (Close et al., 2020).

Research and reports on OECD countries help to have an idea about teacher evaluation
models in these countries. According to the “Teachers for the 21st Century Using
Evaluation To improve Teaching” report, it was revealed that some OECD countries
have relatively poor evaluation structure, teachers cannot benefit from any feedback
given to improve their instruction, and evaluation processes do not take place in policy
frameworks (Organization for Economic Co-operation and Development [OECD],
2013a). When we look at the process in Turkey, it can be said that the foundations of
teacher evaluation go back to the first years of the Republic. To the recent past from
those years, the teacher evaluation initiatives in Turkey were carried out with external
evaluation mostly, with the evaluation of the inspector appointed by the Ministry of
Education (Education Research and Development Department, 1995; Pehlivan et al.,
2001). In the following years, many attempts were carried out to determine effective
teacher qualifications and the behaviors to be measured. Over time, inspectors were
prevented from making classroom observations by limiting the external evaluations
because their competencies might not be suitable for evaluation (Bulug, 1997).
However, the inability to replace the inspectors with anyone who will observe the
teaching in the classroom and the failure to propose a model that can systematically
evaluate teacher performance has caused the teacher evaluation studies in Turkey to
lose their effectiveness with each passing year. Furthermore, OECD reported that in
Turkey, a quantitative approach is used for teacher appraisals meaning that teachers
do not always receive qualitative feedback to guide improvement (Organization for
Economic Co-operation and Development [OECD], 2020b). Both teacher evaluations



and school supervisions are not yet fully used to support the development of the
teacher and it is crucial to build capacity among school teams to ensure that teacher
evaluation, school inspection, and systems evaluation are aligned with national
priorities that result in progress (Organization for Economic Co-operation and
Development [OECD], 2020a).

Recognizing the importance of teacher evaluation, reforms, practices, models, and
initiatives have been proposed by different countries and districts of United States
contributed to improve the teacher evaluation process. Perhaps the most important
contribution of the practices made in line with these suggestions is that they help
determine some basic components that should be in an effective teacher evaluation
model. Although it is not possible to talk about a single and effective teacher
evaluation model, establishing detailed standards or criteria by which teacher efficacy
is clearly defined, conducting standards-based teacher observations throughout the
year and using multiple measures to collect evidence credible teacher evaluation
systems can be developed (Darling-Hammond et al., 2012; Weisberg et al., 2009,
Putman et al., 2018). Teaching is a highly complex, interactive, structured process that
is unlikely to result in the absolute success of students, and a performance assessment
based on multiple data sources may yield more objective results when assessing the
performance of teachers undertaking such a multidimensional task (Kahya &
Hosgoriir, 2020). Besides, it is also possible to say that the purpose of successful and
strong teacher evaluation models is tied with the professional development of the
teacher to identify areas in which a teacher is performing well and areas which a
teacher needs to improve (Putman et al., 2018). All in all, it was evident that the
evaluation process, which is based on the development of the teacher, provides timely
formative feedback, offers teachers to participate in the evaluation process, conducts
data collection procedures by collecting evidence from more than one source is more
effective and stronger (Danielson, 2013; Darling-Hammond, 2012; Derrington &
Brandon, 2019; Marzano, 2012; OECD, 2013a).

Establishing the purpose of the model and developing the design of the model in
accordance with this purpose takes part at the beginning of these important features.
5



Teacher evaluation can have both individual and organizational levels and two
purposes: accountability and improvement (Hopkins et al., 2016). The view of
predicting teacher success with the help of the scores of students’ success obtained
from standardized tests, which is mostly carried out for the purpose of accountability,
also known as value-added systems, has remained popular for many years. These
systems do not support the evaluation of teachers who do not evaluate with
standardized tests (Toch & Rothman, 2008). Moreover, since multiple-choice tests are
only used to measure low-level thinking skills, ignoring how the teacher gains high-
level thinking skills has caused these systems to lose their popularity. The use of such
measurements for high-stake decision-making, such as teacher termination, merit pay,
and denial of teacher tenure also raises serious questioning of the value-added system's
purported usefulness (Amrein-Beardsley & Geiger, 2017). To evaluate teachers fairly,
accurately, and credibly the aim of evaluation systems should be linked with
professional development not using the poor performance evidence to dismiss teacher
(Weisberg et al.,, 2009). Teacher evaluations should connect to growth and
development, and it is essential to design evaluation systems to provide opportunities
for professional learning for teachers (Danielson & McGreal, 2000; Darling-
Hammond et al., 2017; Tarhan et al., 2019; Weisberg et al., 2009).

It has been known for many years that it is necessary to evaluate the teacher in order
to improve, but the important question we need to ask here is what kind of evaluation
will make effective and fair judgments. Undoubtedly, it is an indispensable and crucial
step to determine the qualifications to be developed in ensuring the development of
the teacher through evaluation. Moreover, if an evaluation is made to improve the
qualifications of the teacher, it is necessary to examine in detail which qualification
areas will be evaluated and to include explanatory criteria in order for the decisions to
be taken by this evaluation to be effective, fair, and acceptable or justifiable by the
evaluated person. Every teacher’s needs for professional development are different,
and teachers should be provided with ongoing opportunities to learn new skills and
continually improve themselves in the profession by setting standards that reflect the
features of effective teaching to guide evaluation (Darling-Hammond et al., 2017,



Derrington & Brandon, 2019). Teacher evaluation systems will not be as effective if
the evaluation criteria used miss important components of teaching qualifications that
could aid teacher development or more effective staff practices (Master, 2014).
Undoubtedly, it is an indispensable and crucial step to determine the qualifications to
be developed in ensuring the development of the teacher through evaluation.

Another critical element of an evaluation that supports the professional development
of the teacher is conducting the effective feedback process (Kane et al., 2014;
Organization for Economic Co-operation and Development [OECD], 2009b). It is
essential to distinguish teachers who are succeeding and struggling; furthermore, an
effective teacher evaluation model should provide feedback and continuous
improvement (Darling-Hammond, 2014). The feedback process should include
constructive approaches, conducted with valid tools including specific criteria, and
should be given within a sincere and professional dialogue (Gordon & McGhee, 2019;
Danielson & McGreal, 2000; Lynda et al., 2021). Teacher evaluation that combines
evaluation results with productive feedback for professional development can increase
teacher effectiveness. Many international studies have suggested that evaluation
systems will increase teacher effectiveness if multiple indicators of teacher
performance are used, designed to provide feedback to the teacher, and if the teacher
were provided rich learning environment (CDE, 2015; Organization for Economic Co-
operation and Development [OECD], 2013a). A landmark study of professional
development found that, commonly, teachers do not get clear information about how
to improve, nor do they feel that their professional development is customized based
on their needs (Putman et al., 2018).

It is possible to talk about the effectiveness of teacher evaluation systems or models
whose purpose is well defined, the qualification areas that will be measured are
determined in detail and correctly, and at the end of the evaluation, effective feedback
is given to the teacher to improve himself. On the other hand, ensuring the
participation of the teacher in the development and implementation of teacher
evaluation models or systems is very important for effectiveness. It can be said that
there is an inconsistency between the classroom practices that teachers believe and
7



prefer to use and those required by the policies (Bonner et al., 2018; Muskin, 2015).
For instance, many teachers working in different states of America are concerned
about the accountability systems and value-added models imposed on them and do not
believe in their effectiveness. Teachers are conveying that they have negative
emotions and experiences related to accountability focused evaluations which also
harmed their identities (Guenther, 2021). The creation of systems that support the
teacher's autonomy and include the teacher's own expressions is a prerequisite for
achieving the constantly renewed teaching goals (Bonner et al., 2018). In fact, the
active participation of the teacher in the design of the evaluation process means sharing
the responsibility. Shared responsibility is key to achieving both accountability and
teacher professional development goals (Ryu, 2020). Shared responsibility and a
collaborative school environment create more opportunities for teachers to build their
professional capacity by allowing them to participate in school initiatives and
decision-making. The supportive and participatory teacher evaluation process leads to
teacher leadership, and teachers who participate in teacher evaluation become even
more productive in later years (Taylor & Tyler, 2012). Asking teachers to contribute
to the development of their own evaluation systems with their active participation in
every stage of these systems make the developed evaluation models more effective
(Danielson & McGreal, 2000; Marzano & Toth, 2013). Policy makers need to look for
ways to involve teachers in developing and improving their assessment systems (Close
& Amrein-Beardsley, 2018). To employ more effective teacher evaluation models in
the future, it is very important to use more than one measure in evaluating teachers, to
design teacher evaluation systems that emphasize formative uses, and to involve
teachers throughout the process of creating and improving these systems (Close &
Amrein-Beardsley, 2018).

1.2 Purpose of the Study

The purpose of this research was to plan, organize and design a participatory teacher

evaluation model to promote teachers’ professional development.



1.3 Research Questions

This research is composed of three parts. The first part of the research aimed to provide
an in-depth analysis of perceptions of classroom teachers, principals, and experts on
current teacher evaluation and professional development practices at the private school
and to examine the suggestions of the participants in depth. More specifically, the

research questions were:

1. What kind of teacher evaluation practices are carried out for classroom
teachers at this private school?

2. How are teacher evaluation practices perceived in terms of strengths and
weaknesses by classroom teachers, principals, and experts at this private

school?

3. What are the recommendations of this school’s classroom teachers, principals,

and experts to develop an effective teacher evaluation model?

4. What kind of professional development processes are carried out at this private
school, and what is needed?

The second and third part of this research aimed to develop a participatory teacher
evaluation model to promote teachers’ professional development with data collection

tools. More specifically, the research questions were:

5. What are the opinions of the participants regarding the initial teacher evaluation

model?
6. What are the opinions of the participants regarding the guide of the model?

7. What are the validity evidence of teacher evaluation tools?



1.4 Significance of the Study

Effects of well-prepared teachers on student achievement can be stronger than the
influences of student background factors such as poverty, language background, and
minority status (Darling-Hammond, 2000). Unfortunately, although we believe that
all students can learn to high standards, we still made little progress in answering why
poor instruction is still being implemented in our schools. More importantly, an
evaluation system to assess the instructional performance of teachers accurately to
support who are responsible for this poor instruction in schools or to reward the
excellence of hardworking teachers is still not fully developed (Grissom & Youngs,
2015; Kim & Sun, 2021; Weisberg et al., 2009). According to Bill and Melinda Gate’s
Foundation research paper on the Measures of Effective Teaching (MET) project,
failures in giving high-quality professional feedback to teachers is a threat to well-

qualified instruction (Kane & Staiger, 2012).

Furthermore, evaluations based on scant evidence, relied on imprecise instruments,
provided useless feedback to teachers, conducted by not adequately trained evaluators
who are mostly lacking in expertise, and used performance ratings that are not
considered for basic personnel decisions (Jerald, 2009). The inadequacy of the
measurement tools, the limited data sources, and the use of student test scores as the
only data source may cause an inappropriate evaluation of teacher effectiveness
(Popham, 2013). Many teacher evaluation models mainly rely on poor predictors such
as paper-pencil tests of essential academic skills and subject matter of knowledge or
classroom observations done by principals who can define effective teaching in a
limited way (Darling-Hammond, 2010). Teachers feel that evaluations do not reflect
the quality of their work since the value-added measures in which statistical
calculations are used for understanding teacher impact on students’ achievement are
thought to be biased and misleading. Besides, the classroom observation process has
been rolled out due to the insufficient training of raters and problems in ensuring the

fidelity of the instruments and procedures (Grissom & Youngs, 2015).

10



Although evaluating teachers and teacher evaluation reforms is a respectable and
important issue in almost all countries, current teacher evaluation systems do little to
help for teacher improvement and barely support personal decision-making processes
(Darling-Hammond et al., 2012; National Council on Teacher Quality [NCTQ], 2011;
National Education Association [NEA], 2012). In the “Rush to Judgment” report, it
also revealed that the evaluation systems which emphasize teacher credentials more
than teacher performance, assess teachers by a simple checklist item, and observe
teacher behaviors that do not focus on the quality of the instruction has little value in

improving the instruction (Toch & Rothman, 2008).

In 2009, the Teaching and Learning International Survey (TALIS) was conducted to
collect data on related issues, including the recognition of teachers and rewards that
teacher receive. The TALIS report showed that teachers from TALIS countries noted
that appraisal and feedback are beneficial for their development. Still, several
countries find it challenging to ensure that all teachers systematically receive effective
appraisal and feedback from their employers (Organization for Economic Co-
operation and Development [OECD], 2009a). Furthermore, report also pointed out that
the current teacher evaluation systems lack the necessary support and incentives for
teachers’ growth and also for the education teachers provide to students. More
importantly, criticisms of teachers are often expressed not based on data but instead
based on various generalizations done through personal observations and experiences.
Teachers have little trust in teacher evaluation systems; in other words, they do not
trust the scores gathered through evaluation because they think there is favoritism in
the given scores. Besides, they also thought that provided feedback is idiosyncratic
and not remarkable due to the evaluations made without setting clear criteria and their
performance only evaluated by administrators using one-way communication
(Danielson & McGreal, 2000). Teachers also perceive teacher evaluations as technical
than functioning to promote teachers’ growth and development (McClure, 2008). It
can be suggested that performance evaluation should be carried out not with an
evaluation approach that will cause anxiety in the teacher, but by reducing the factors

that negatively affect the perception of justice, that is, with an individualized

11



supervision system that will support the development of the teacher, discover his

talents and monitor his own performance (Boydak Ozan & Karagozoglu, 2020).

On the other hand, studies reveal that teachers are open to new evaluation models and
value models that promote teachers’ professional development (Campbell, 2014;
Rumage, 2012; Passe, 2015). Furthermore, teachers believe that they can build trust
and find opportunities for their growth and development if evaluation models are
adequately implemented by whom well equipped with necessary skills, if teachers are
educated about the evaluation process, and if the evaluation is done in an environment
in which teachers trusts the evaluators and feel collegiality (Campbell, 2014; Rucinski
& Diersing, 2014; Walker, 2014). Rigorous teacher evaluation systems work well in
promoting the improvement of the school if the system is designed and implemented

carefully (Grissom & Youngs, 2015).

However, teacher evaluation reform is in its infancy and will go through many changes
and iterations to reach maturity. Educational systems still need newly proposed teacher
evaluation systems and models (Marzano & Toth, 2013). There is a need for a
transformation for teacher evaluation models, which includes standard-based
evaluations with explicit criteria, enables measuring the skill accurately and improve
teachers’ performance to develop effective teachers who can teach in powerful ways.
For this transformation, teachers’ abilities and capacity should be understood and
assessed validly (Carbaugh et al., 2020; Darling-Hammond, 2010; Marzano, 2017).
Instead of identifying different levels of teachers’ performance by using a series of
checklists, there is a need for schools to distinguish great from good, good from fair,
and fair from poor (Danielson & McGreal, 2000; Kraft & Gilmour, 2017; Weisberg et
al., 2009).

Teacher evaluation implementations and practices have been an issue for a long time
and still calls for a reform affecting educators, policymakers, school systems, teachers,
etc. (Reddy et al., 2016). Still, many countries are trying to reform their teacher
evaluation models and go beyond value added models; furthermore, most states in the

United States are overhauling the evaluation system for teachers and administrators
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(Darling-Hammond, 2014). Evaluating teachers is generally seen as perfunctory and
episodic events; therefore, dissatisfied evaluation models created new accountability
requirements and transformed teacher evaluation models (Derrington, 2011). Studies
on teacher evaluation were accelerated greatly in the last ten years, and international
studies and practices on teacher evaluation already produced remarkable findings for
those countries. Still, Turkey is not yet included in the performance evaluation (Ozbek
& Taneri, 2019). Evaluating teachers in the proper manner always had been an issue
for Turkey and other countries. It is seen that this system is far from improving the
teaching process in Turkey, since educational supervision is control-oriented and
formal evaluations are limited (Memduhoglu, 2012). Studies conducted in Turkey
revealed that a new performance assessment model for the teacher is needed (Alay,
2006; Cavus, 2010; Pehlivan et al., 2001). When the Turkish perspective is considered,
researchers conducted studies to analyze the current situation and take teachers,
principals, and supervisors’ opinions. However, there is still needed to propose a

model for teacher evaluation and their professional development.

The importance of teacher evaluation models has been on the agenda for a long time,
and many studies have been conducted on the effectiveness of these models.
Considering why models or systems are still not successfully implemented, and new
models are constantly needed, evaluation of teachers as “effective” at a high rate, far
from objectivity, seems like the main problem in teacher evaluation practices (Darling-
Hammond, 2014; Popham, 2013). One of the reasons teacher evaluation models are
still not as effective as desired is to examine the effectiveness of the models prepared
within the scope of the education policy; in other words, the models are recommended
from an external source (Kim & Sun, 2021). To examine the effectiveness of the
implementation of education policies, it is necessary to examine the ability of the
education system and the willingness of the actors to change and engage (Viennet &
Pont, 2017). Therefore, evaluation and its impact must be viewed from teachers’
perspective (Derrington & Brandon, 2019). The participation of stakeholders in
designing, developing, and implementing evaluation systems increases the system’s

applicability (Danielson & McGreal, 2000; Howard & Gullickson, 2009). Teachers,
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who have a say in their development, believe that the evaluation system being applied
is entirely for their professional development and the results only are used for their
benefit (Attard, 2016; Brandenburg et al., 2017). Teacher assessment systems need to
be evaluated for effectiveness and include teacher perceptions in the creation and
monitoring of these teacher assessment systems (Paufler et al., 2020).

Another reason for the failure of teacher evaluation models is the neglect of needs
analysis used to determine the difficulties to support teachers in the improvement
activities and the use of federal practices rather than local improvement (Dee & Dizon-
Ross, 2019). Teacher evaluation processes have evolved over time from systems
where teachers are monitored by external local authorities to ensure compliance, to a
system where teachers and administrators work collaboratively using research-based
methods to measure teacher performance (Fuller, 2022). Both in primary and
secondary levels, a trend towards more decentralization and school autonomy is
increasing in the evaluation and assessment of students, teachers, school leaders, and
schools. An effective teacher evaluation should be conducive to a secure
communication environment that allows teachers to discuss their problems with others
and learn from them via collective participation of teachers from the same school
(Desimone, 2009). A school-based assessment, which provides an opportunity to take
a closer look at a teacher’s classroom practices and provides more significant
opportunities for communication and collaboration among teachers, is more conducive
to establishing a development-oriented teacher assessment (Chen et al., 2021). School-
based assessments create a good atmosphere for teacher development, make teachers
natural learners in this environment, and make teachers more willing to learn by
helping teachers gain commitment to the process (Kurum & Cinkir, 2019; Wong &
Li, 2010). Although researchers have measured teacher perceptions of the evaluation
process, limited research has been conducted on teachers' perceptions of the process

in schools, creating a research gap that this study aims to address (Fuller, 2022).

All in all fair and effective teacher evaluation models, which providing timely and

meaningful feedback to teachers, including observations done throughout multiple

sources and training educators to become expert evaluators in order to evaluate
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teachers effectively, are needed (Bill and Melinda Gates Foundation, 2010; Darling-
Hammond et al., 2012; Darling-Hammond, 2014; Dee et al., 2021). Within the scope
of this research, it is expected that the proposal of the teacher evaluation model,
developed specifically for the structure and culture of a school, with the participation
of all relevant stakeholders in the school and aiming to support professional

development, would be effective in preventing the mentioned problems.
1.5. Definition of Terms

Teacher Evaluation: Systematic assessment procedure for collecting evidence from

multiple sources about the qualification concerning a professional role of the teachers
to provide constructive feedback, help reinforce outstanding service and provide the
opportunity for development practices (Haefele, 1993; Howard & Gullickson, 2009).

Teacher Evaluation Model: They are systematic platforms created for educational

institutions to evaluate teachers accurately for certain purposes.

Teacher Professional Development: Activities used to develop a teacher’s knowledge,
expertise, and other characters (OECD, 2009a).

Participatory Evaluation: Engaging a large number of potentially interested members

of an organization and involving practice-based decision-makers who are usually
organization members and primary users of evaluations to create support which is also

called a stakeholder-based evaluation model (Cousins & Earl, 1995)
Department: It refers to a group of classroom teachers working at the same grade level

Head of Department: A teacher who is responsible for a group of classroom teachers

who teach at the same level and are located above them as a teacher manager
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CHAPTER 2

LITERATURE REVIEW

2.1 History and Foundations of Teacher Evaluation

Teacher evaluation is a subject that is as old as schooling itself, and this situation
reveals that we should also pay attention to the historical development of what is
expected of an effective teacher. Studies and trends regarding who an effective teacher
is, and which international standards define an effective teacher are in constant
development and transformation. These studies carried out in history also reveal the
changing shift in the characteristics attributed to the effective teacher and their in-class
practices. Furthermore, to understand the historical change in teacher evaluation,
understanding the historical process of the teaching profession is vital because teacher
evaluation systems that developed in the past reflect the dominant belief on teacher

effectiveness at that time.

Although several schools have evaluated teachers from a formal perspective, it is not
possible to talk about the formal evaluation of teachers until the 20" century
(Shinkfield & Stufflebeam, 1997). Changes in the meaning of effective teaching bring
changes in evaluation criteria. Teachers were considered gatekeepers of knowledge in
earlier times, meaning that they possessed knowledge and controlled access to it. So,
it has been an inevitable result that past strategies focused only on some behavior of
teachers, like enabling students to sit quietly in their classrooms (Danielson &
McGreal, 2000). Today, many studies on the brain and how it learns revealed that
developing and evaluating students' high level of thinking skills like critical thinking
and problem-solving is essential, so new approaches are needed for teaching

(Danielson & McGreal, 2000). Furthermore, in contemporary society, learners bring
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the knowledge through their own experiences, and access to knowledge is open to
literate people who have access to libraries and the internet (Graham. & Berman,
2015). So that being a gatekeeper of knowledge is not a valid term for today's teachers
anymore. For that reason, the historical process of teacher evaluation is given together
with the change in the meaning attributed to effective teaching. The chronological
process of teacher evaluation in the USA, OECD countries, and Turkey have been

shared under the following headings.
2.1.1 Development of Teacher Evaluation Processes in the USA

While explaining the historical development of teacher evaluation processes in the
USA in this section, first, proposed reforms in line with changing education policies
and different perspectives on teacher evaluation are explained. Secondly, the leading
teacher evaluation models that have been developed in the historical process were

mentioned.

2.1.1.1 The Process of Changing Policies and Proposed Reforms

In the 1820 and 1860 Industrial Revolution, immigrant workers were attracted by
urban development in the United States. In this period, access to education was
limited, teachers lacked qualifications, textbook recitation remained the primary
learning method, and most Americans were illiterate (Jewel, 2017). However, as the
schooling rate increased and education became available to all, the curricula took a
more academic structure, which has revealed the need for teachers who were better
trained by a principal or expert (Marzano et al., 2011). The fact that teachers had to be
trained brought that they need to be inspected. After 1840 teacher autonomy
decreased, and administrative control increased, so that community leaders started to

inspect teachers in classrooms and school districts (Jewel, 2017).

In the 1900s, there was a dominant understanding that determining some teacher
characteristics could determine whether the teacher is good or bad. Kratz's research
called "Characteristics of the Best Teacher as Recognized by Children" was

considered a pioneer in teacher evaluation (Millman & Darling-Hammond, 1991). In
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this study, 2411 students from 2" grade to the 8" grade were asked to define the
characteristics of their best teachers. As a result, most of the students (87%) stated that
their best teachers were helpful. Still, another remarkable result was that they
expressed the personal appearance (58%) of their teachers as important (Kratz, 1896).
In the 1940s, studies like trade research were conducted to examine presage variables
related to the teacher's character, such as voice, appearance, affective moderation,
appearance, willingness. With these studies, teachers with these intended features are
viewed as effective teaching (Danielson & McGreal, 2000). Through the studies
conducted in this period, which continued their effect for a long time, it was revealed
that teachers who spoke well, had a good appearance, were enthusiastic, and were
confident was defined as good teachers. Still, in the middle of the 20th century, it was
realized that it was unnecessary to relate the quality of teaching with the teacher's
characteristics and understanding in teacher evaluation started to focus on the
characteristics of teachers in promoting student learning (Shinkfield & Stufflebeam,
1997).

In the 1950s, when the students' cognitive learning became important and when
intelligence tests took their place in history as a popular concept, it was tried to collect
data about the characteristics and attitudes of the teachers based on survey research
(LeCompte, 2009). On the other hand, in the 1950s, Domas and Tiedaman reviewed
more than one thousand studies and revealed no relationship between the teacher's
characteristics and student achievement (Briesch et al., 2018). By-product of
Hawthorne applied research in social sciences conducted by Mayo revealed that
human relationship is essential in learning. With the emergence of this idea, there were
parallel changes in teacher evaluation. For instance, teacher-student interaction began
to be noticed, and it was believed that change in the development of the teacher would
affect the learning of the students as well (Shinkfield & Stufflebeam, 1997). In-class
observations started with the curiosity to understand the behavior of the teacher in a
classroom. The effect of the teacher on the student has been revealed and the studies

have focused on results such as the negative effects of some teaching methods on the
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student, ignoring the developmental levels of the students and not considering the

classroom environment (Medley, 1979).

With the increasing importance of accountability in the 1960s and 1970s, teacher
evaluation became increasingly important. During this period, teacher evaluations
were systematically conducted in most of the schools in the USA, and these
evaluations were made by the observations of school principals and other school
administrators. In the 1960s and 1970s, correlational analysis was conducted to
connect teacher enthusiasm and student achievement. Correlational research gained
speed in this period to compensate for the deficiencies in previous research. In
contrast, experimental and quasi-experimental designs in educational research began
to rapidly take their place in the historical process (Gage, 1963). Teachers’ ability of
teaching the content especially in science and mathematics has become increasingly
important, and students' success in these courses used for teacher evaluation
(Danielson & McGreal, 2000). As it became essential to examine the teaching and
document the teacher's behavior, observations were made in the classroom with
studies using quantitative research methods (test scores and survey responses), and in-
depth qualitative investigations alone began to be included (LeCompte, 2009). In the
1970s and 1980s, rating scales and checklists were introduced, but these scales and
checklists were used only to access the summary of information by ignoring the
process (Danielson & McGreal, 2000).

Although open to many misinterpretations, developments during 1960s and 1970s,
confirmed the critical role that the teacher played in student learning. In 1982,
Madeline Hunter and her colleagues at UCLA University, in recognition of the
importance of motivation, retention, and transferring concepts, proposed the Hunter
model to improve the teaching activities of the teacher in the classroom and to improve
the decision-making behavior of the teacher (Stallings, 1985). This model, whose
effects continue today, dominated the teaching views of the 1980s and started the
education-oriented teacher development trend (Danielson & McGreal, 2000).
Moreover, this model has contributed significantly to the education field, revealing
the teacher's critical role in student learning.
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In the 1980s and 1990s, teaching for understanding and use of knowledge became
important. With the importance of understanding the complexity of learning as a
cognitive process, the importance of teaching higher-level skills such as critical
thinking, problem-solving, working in collaboration, lifelong learning had emerged.
With this cognitive transformation, it was understood that the social learning structure,
the basics of higher-level thinking, and how the student can make sense of knowledge
needed to be discovered (Brophy, 1992). With these emerging concepts, the idea “the
teacher is only the person presenting the information™ has lost its importance, and how
the teacher will bring these critical skills to the student has also become a topic of
discussion. In the 1980s, as a result of “Teacher Evaluation: A Study of Effective
Practices” study which conducted by the RAND group, it was revealed that teacher
evaluations were not specific enough to improve teachers' pedagogical skills and
teachers, who are also strongest proponents of a more precise and rigorous approach,
also criticized the teacher evaluation processes (Wise et al., 984). Inadequacies of
teacher evaluation and the evidence to show inadequateness first appeared in that
research, so that this research took its place in theoretical literature (Marzano & Toth,
2013). The dominant model of teacher evaluation was in trouble because the criteria
used in the evaluation lacked invalidity due to being derived from vague notions and
personal experience, and untrained evaluators were not able to make valid judgments
(Haefele,1993). In the 1980s and 1990s, concerns about the American economy, such
as the need for students to have sufficient employment in the changing business world
with the skills necessary to achieve success in business life, enabled making changes
in the understanding of how teaching should be changed and how content should be
taught (Danielson & McGreal, 2000). In the late 1980s and early 1990s, the emphasis
on teacher evaluation began to shift from observation and teacher behavior to student
achievement (Jewell, 2017). To measure student performance, performance
measurement methods had to be established. New standards for performance were
established across states, and the federal government provided financial grants to
states that agreed to evaluate teachers based on student performance (Derrington &
Brandon, 2019). Therefore, the teacher evaluation concept shifted from an inspection
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model toward increased teacher observations based on standards to measure

performance.

Although the word "quality", coined in 1996, was seen as an important new word in
education at the time, it was perceived as positioning teachers as objects, and teachers
still find the term dehumanizing today (Netolicky, 2020). With the coining of the term,
teaching was treated as a list of competencies to be supervised, correlated with student
results, and measured by standardized tests (Connell, 2009). To improve this list of
competencies, during the decades 1998-2017, “holding teacher education
accountable” emerged as a key approach to reforming teacher education in the United
States (Cochran-Smith, 2019). Teaching began to be perceived as a profession that
needed to be repaired, and teacher education started to be perceived as a process for

recruitment, certification, or regulation.

Determining the teacher as the sole and most important person responsible for the
student's learning and success brought the inclusion of the teacher and school in the
accountability process. No Child Left Behind (NCLB) Act was proposed as the
primary law in the United States from 2002 to 2015 for K-12 general education, which
held schools responsible and accountable for students learning and achievement. To
make practices competitive, states had to develop new teacher evaluation systems that
used multiple performance measures. Public Schools of more than 30 states and the
District of Columbia have changed their policies, including making data on student
learning the important or most important factor in teacher evaluations (Doherty &
Jacobs, 2013). NCLB is best described as a status model, meaning that it is used to
reflect the percentage of students who were at specific levels of achievement.
According to Marzano and Toth (2013), the reason for using this act as the status
model was to leave excuses for student failure because students will learn and achieve,
or rather progress especially in the lowest performing schools. The aim of this reform
was holding schools, teachers, and students accountable for meeting higher standards,
as measured by student performance on standard assessments. By achieving the aim,
it was believed as administrators would better supervise public schools, teachers
would teach better, and students would take their learning more seriously (Close et al.,
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2020). Most researchers agree that NCLB is not meeting its intended effects, and
research has found that since the implications of NCLB, many students, particularly
in the nation's lowest-performing schools, have lauded exam-oriented learning, faced
with teachers who are conducting test based lesson and giving importance only in core
subjects such as science and math while considering other curriculum areas and
activities (i.e., social studies, sciences, art, music, physical education etc.) as
unimportant (Amrein & Berliner, 2002; Haney, 2000; Nichols & Berliner, 2007).
Critics claimed there was a lack of evidence that teachers who left after the
implementation of a new system would be the weakest teachers or would replace them
with more effective teachers (Robertson-Kraft & Zhang, 2016). In addition, critics
have warned that assessment systems that rely heavily on test score data can
demoralize teachers and encourage effective teachers to leave the profession (Baker
et al., 2010). Still, in the NCLB Act, students' background characteristics or the exact
time they entered a particular school were ignored. This sentiment is laudable and
hosts problems like making unfair comparisons. In addition, although providing
effective instruction constitutes the primary goal of teacher evaluation, the scores of
the students were insufficient in determining the effectiveness of teachers in teaching,
and there was a need for a system that provides more accurate judgment about teacher
competencies (U.S. Department of Education, 2007).

Although it was seen that the studies carried out to evaluate the teacher over the years
had made a certain progress, many factors that still went wrong were frequently
mentioned by the teachers working in the schools. To listen to this voice rising from
schools’ research were conducted and The Widget Effect report was presented. The
failure of the evaluation systems to provide accurate and credible data about teachers'
instruction performance is called as the "Widget Effect.” It is used to describe the
tendency of schools to assume classroom effectiveness is the same for all the teachers
by denying the individual strengths or weaknesses (Weisberg et al., 2009). Based on
a series of research conducted in 12 districts, four states (Arkansas, Colorado, Illinois,
and Ohio) with 15.000 teachers and 1300 administrators, it was revealed the failure of

the teacher evaluation systems in providing accurate and credible data for teachers'
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performance (Weisberg et al., 2009). The results showed that school members,
especially teachers and administrators, both recognize ineffective teaching in their
schools, but these districts are having problems in identifying the poor or effective
teachers. This problem occurred due to short and infrequent observations mainly
conducted by principals without getting training. 62% of the teachers mentioned that
they were not aware of the concerns of teacher evaluation before they were being
evaluated. Most of the teachers were not receiving specific feedback after evaluations
to improve themselves, that making them feel like they were being treated unjustly.
Only 25% of the teachers reported participating in a single informal conversation with
the principal about improving instructional performance over the last year. According
to Weisberg et al. (2009), there is no single correct evaluation model, but we should
produce credible systems by setting clear performance standards, including rating
options used for describing the instructional performance, monitoring the judgments,
providing frequent and regular feedback, linking the system with professional

development, and supporting teachers who fall below the standards.

Within the growing dissatisfaction of NCLB in 2009 and results of Widget Effect,
President Barack Obama announced an education initiative called "Race to The Top
Program,” in which it was offered states funding if they are willing to overtake their
evaluation system, which is fair, rigorous, and transparent (Marzano & Toth, 2013).
Throughout the Obama administration's this reform, a competitive grant program
initiated an unprecedented wave of teacher evaluation reform across the country. In
2010 U.S. Department of Education proposed "A Blueprint for Reform" to state
teachers will be evaluated to focus on recognizing, encouraging, and rewarding the
excellence (Marzano & Toth, 2013). Through this blueprint in 2012 two significant
changes were implemented through the Race to The Top Project, which are using
measures of student's growth as indicators of teacher effectiveness and making
rigorous measurements in the pedagogical skill of the teachers (Marzano & Toth,
2013). In this period, the development of the policy-based school and teacher
accountability reforms included two critical transitions: first, the transformation of

teacher observation systems from a personally reflective mentoring and capacity
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building activity to a metric-driven assessment process; second, adding and
highlighting the growth of student academic performance as a measure of teaching
quality (Sloat et al., 2017). Like other reforms, this reform also encountered some
different approaches during its implementation and due to the development of high-
stakes, policy-based accountability reform, states started to use quantitative
measurements by using standardized observational frameworks to evaluate teachers.
Unfortunately, over time, these efforts have also largely failed to produce significant
improvements in teaching and learning, according to the sources (Firestone &
Donaldson, 2019; Lavigne & Good, 2019).

Although the implemented reforms led to considerable progress in the field of teacher
evaluation and to take steps to improve by learning what is wrong, the process of
evaluating with VAMs (value added models) could not be prevented during this
period. VAM can be defined as high-stake measurements used to classify teachers'
effectiveness according to the statistically measurable effects of teachers on their
students' standardized test scores over time (Close et al., 2020). Every Student
Achieves Act (ESSA) in 2015 is the US Congress's reauthorization of the Elementary
and Secondary Education Act of 1965 (ESEA). The legalization of ESSA is a notable
inflection point because it signaled the end of the era of high federal activity, which
included two initiatives: Race to the Top and ESEA flexibility, which encourage the
development and implementation of more objective teacher and principal assessment
systems (Ross & Walsh, 2019). In 2015 (ESSA) signaled states can have more
freedom in changing teacher evaluation policies and local control over teacher
evaluation will increase (Klein, 2020). ESSA has also allowed states and territories to
develop local teacher assessment systems that use alternative methods and measures
to link and evaluate student development with teacher effectiveness (Close et al.,
2020). In other words, states have more freedom through ESSA to determine the types
of assessment and evaluation that can be used to determine teacher evaluations
(McQueen, 2022). When this change was announced, it was unclear whether schools
would continue to use the Value-Added Model's student achievement scores to predict
teacher effectiveness. In fact, the study conducted by the National Council on Teacher
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Quality (NCTQ) revealed that states did not make major changes after ESSA and
continued to use VAM scores (Walsh et al., 2017). However, the new freedom that
ESSA provides to states means they can move away from such high-stakes and
appraisal models of accountability, especially those based on VAMs. Many states
today offer more alternatives to teacher assessment by measuring the relationships
between student achievement and teacher effectiveness, state teacher evaluation plans
also include more formative teacher feedback, states also allow districts to develop

and implement more specific teacher assessment systems (Close et al., 2020).

2.1.1.2 Pioneering Models Used in Teacher Evaluation

Changing policies and proposed reforms in the historical process have shaped teacher
evaluation considerably. In this shaping process, many teachers’ evaluation models
have been developed by leading researchers. Of course, teacher evaluation models are
still evolving in the light of recent studies but among these models, the most prominent

ones have been tried to be explained by including them in the historical process.

In the 1990s, Charlotte Danielson and team members working at Educational Testing
Service (ETS) developed a package of teacher-licensure examinations known as
Praxis. Danielson worked on Praxis Il and developed a system for the evaluators
responsible for making judgments about the strengths and weaknesses of teachers
(Toch & Rothman, 2008). Danielson noticed the teachers she trained as evaluators
used the model to improve their teaching in those years. After that, ETS published her
famous manual "Enhancing Professional Practice: A Framework for Teaching” in
1996. Through documenting empirical studies and theoretical research as promoting
improvement in students, the learning framework was updated in 1997, 2007, 2011,
and 2013. Throughout the changes in education and Common Core state standards,
this framework was adopted in most of the states to envision active engagement of
students in learning, deep conceptual understanding, thinking, and reasoning, and
developing the skill of argumentation (Danielson, 2013). So that in 2013, to evaluate
teaching for deep conceptual understanding, argumentation, logical reasoning, and

making students take an active role in their learning specific additions included in this
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framework. Today in this framework, there are four major categories, which are
planning and preparation, the classroom environment (creating an environment of
respect/rapport, establishing a culture for learning, managing classroom procedures,
managing student behavior, organizing physical space), instruction (communicating
with students, using questioning and discussion techniques, engaging students in
learning, using assessment in instruction, demonstrating flexibility and
responsiveness) and professional responsibilities. Other evaluation models which are
also using Danielson's framework and rubrics, such as Teacher Advancement
Program, Connecticut's Beginning Educator Support, and Training Program, The
Cincinnati and Toledo, Ohio (school system evaluation models), and National Board
for Professional Development are aimed to measure instruction for improving teaching
(Toch & Rothman, 2008).

The System for Teacher and Student Advancement (TAP) system has been managed
and supported by the National Institute for Excellence in Teaching (NIET) since 1999
(Culbertson, 2012, National Institute for Excellence in Teaching, 2022). This system
measures teacher performance and provides ongoing, job-embedded, and
collaborative professional development opportunities. System aims to improve
teachers' skills through intensive support to master and mentor teachers by analyzing
student data, creating achievement plans, leading professional development, and
supporting teachers (Sloat et al., 2017). In addition, at the end of each year, teachers
are also being scored according to their efforts to improve teaching, in other words,
how they take responsibility for their teaching. TAP provides a comprehensive system
for observing and providing feedback to honor and reward teachers for how well they
teach. Ongoing training, mentoring and classroom support are also provided during
school day as well as providing financial incentives for success (National Institute for
Excellence in Teaching, 2022). The measurement and evaluation tools and the

procedure of collecting evidence can be listed below.

e Each year, multiple classroom observations are conducted by trained and
certificated evaluators (principals, administrators, master teachers, and mentor
teachers).
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e In-depth teacher conferences follow observations to examine strengths,
weaknesses and prepare an improvement plan.

e In addition to teachers' classroom practice observations to provide evidence
about student growth, a value-added score is also given to each teacher
(Culbertson, 2012).

James Stronge’s "Teacher Effectiveness Performance Evaluation System (TEPES)"
has been implemented in more than 7625 schools and 20 countries since 2006. This
system that aimed to support each teacher's continuous growth and development via
meaningful feedback was developed for collecting and presenting data to document
performance based on job expectations and guide instructional practice and the goal
of the system (Stronge & Caine Tonneson, 2018). TEPES includes seven domains:
professional knowledge, instructional planning, instructional delivery, assessment
of/for learning, learning environment, professionalism, and student progress. Unlike
other evaluation models, teachers are evaluated through formal classroom
observations, documents like teacher artifacts, student surveys, and measures of

student progress.

Measure of Effective Teaching (MET) project supported by Bill and Melinda Gates
Foundation, conducted between 2009 and 2012. In this project, three thousand
teachers in six urban districts contributed to the project to provide information. In the
first report of this project in 2010, it was reported that student surveys are valued, and
in the second report in 2012, it was mentioned that they value classroom observations
more (Kane & Staiger, 2012). Consequently, student survey responses, ratings done
by trained observers who gathered data from multiple classroom observation
instruments and student achievement on state tests used as data sources to measure
effective teaching (Kane et al., 2014). One of the critical points in the MET project is
that observers are trained to enable them to evaluate the same competence areas in
similar ways, and by this project, more than 900 observers were trained to score

classroom videos using the various instruments (Kane & Staiger, 2012).
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Classroom Assessment Scoring System (CLASS) was one of the protocols included
in the MET Study developed to identify observable teacher-student interactions and
focus on effective classroom instructions using observation tools (Rodriguez & Garza,
2014). Certificated observers use observation tools for fifteen minutes, and
observation tools are designed to observe three domains: emotional support, classroom
organization, and instructional support. These observation tools were used in more
than 2000 classrooms. It was concluded that effective teacher-student interaction is
crucial for the social and academic learning of the student and that professional
development supports should be carefully designed and implemented to use this
effective interaction at the maximum level (Office for Standards in Education,2018).

The in-service teachers' evaluation systems have also influenced the types of exams
used to appoint the profession. The best example of this type of assessment is
"Educative Teacher Performance Assessment (Detra),” in which the trainee can
evaluate her practice-based teaching process. The first standard-based assessment
EdTPA was developed in 2009 by the Stanford Center of Assessment, Learning, and
Equity (SCALE). This assessment model is built on the National Board for
Professional Teaching Standards model (CDE,2015). Today it is used nationally
within 35 states and the districts of Colombia. EATPA is a subject-specific
performance-based teacher support system used for teacher candidates and requires
teacher candidates to videotape their teaching and reflect on their planning,

instruction, and assessment qualifications (De Voto et al., 2020).

The Center of Educational Leadership (CEL), working as a nonprofit service of
University of Washingtons College of Education, developed a growth-oriented tool
for improving instruction based on 5 dimensions of teaching and learning. This
researched based tool named as “CEL 5D + Teacher Evaluation Rubric” and 5
dimensions were considered as “purpose”, “student engagement”, “curriculum and
pedagogy”, “assessment for student learning” and “classroom environment and
culture”. (Center for Educational Leadership, 2022). Rubric also includes
“Professional collaboration and communication” which is based on activities and
relations that teachers represent in and outside the classroom. The tool is used by the
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schools and districts to create shared language for teaching and learning, scaffold the
development of expertise and finally grow high quality instructional practices. Tool
updated in years and 4.5 version released in 2020. In this final version promoting
mastery-oriented learning, engaging students long term interests, valuing students’
identities and giving feedback throughout leaning process was emphasized
(Washington Office of Superintendent of Public Instruction, 2022).

Being aware of the necessity and importance of teacher evaluation, these models and
systems are implemented by different countries, states, and schools. However, the
answer to the question of how fair teacher evaluation systems should be able to support
and encourage quality teachers and quality teaching is still being researched, and
therefore new models continue to be developed or existing models continue to be
renewed. The pursuit of justice revealed the view that an important way to make the
teacher evaluation system or models fair is to use student achievement scores to
compare teacher achievement. This situation also brought the view that it would be
fair to hold teachers more accountable to students, fee-paying parents, and taxpayers.
(Idapalapati, 2019; Toch & Rothman, 2008). In fact, it is seen that the models that
were very popular and applied for this purpose underestimate the student's taking
responsibility for their own learning and, as a result, overestimate the responsibility of
the teachers. Assuming that the effectiveness of teaching in a classroom is similar from
teacher to teacher causes teachers to be understood as interchangeable parts, not
individual professionals. However, it is not possible to talk about the effectiveness of
teaching without determining the individual strengths and weaknesses of teachers
(Idapalapati, 2019; Weisberg et al., 2009). While evaluating the teacher with only
student success in the search for effective models is called as traditional methods, the
tendency to develop new models to ensure the individual development of the teacher
has started to gain momentum. It can be said that evaluation systems tend to benefit
from many data sources such as systematic classroom observations, measurement of
professionalism, measurements of school belonging, manager evaluations, test scores
of each teacher's own class, to determine teachers’ individual effectiveness
(Glazerman et al., 2011; Ofsted, 2018).
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2.1.2 Teacher Evaluation Processes in Other Countries

In “Teachers for the 21st Century Using Evaluation To improve Teaching," the report
revealed that OECD countries are embracing teacher evaluation increasingly, and 22
of the 28 countries surveyed stated that they included the issues related to teacher
evaluation in their educational policies (OECD, 2013a). However, according to the
report, some countries like Ireland, Portugal, Austria, Italy, and Spain have relatively
poor evaluation structures, and teachers cannot benefit from any feedback given to
improve their instruction. Furthermore, evaluation processes do not occur in policy
frameworks in six countries (French Community of Belgium, Denmark, Finland,
Iceland, Norway, and Spain). On the other hand, when these 28 countries are analyzed,
it is seen that regular school-based evaluations were carried out in 17 of them, and 13
of them were made to understand that the experimental period of teaching was not

completed.

In Finland, the Ministry of education has no role in teacher evaluation activities, and
it is possible to talk about an evaluation focused on the professional development of
teachers, which is group-based, reflective, and participatory rather than a systematic
tool used for decision making (Tarhan et al., 2019). Teachers are evaluated depending
on the content of the national core program and school development plans (OECD,
2013a). Finland's teacher evaluation process is opposite to the evaluation processes
prepared for accountability because, in systems based on accountability, there are
external evaluators in which the principal is employed. In contrast, the Finnish teacher
evaluation process is carried out to cover a certain period in line with the development
plan prepared by the teacher for herself regardless of the student, school, or the
education system (OECD, 2009b). Similarly, the Swedish teacher evaluation process
is not regulated by law, as in Finland. There is no formal procedure, and it is aimed to
ensure the individual development of teachers individually by conducting self-
assessment or speaking face-to-face with school leaders or colleagues through
individual development dialogues (OECD, 2013a). This consultative and formative
face to face conversation between teacher and principals or with colleagues teaching

the same subject is a kind of discussion session conducted to evaluate the fulfillment
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of the teachers’ previous year objectives and conducted to establish further personal
goals for the development of the teachers and school's needs (Williams & Engel,
2013).

Teacher evaluation is mandatory in three Asian countries, China, Japan, and
Singapore, especially to excel in international PISA exams. The development of
teacher evaluation framework in China and Japan is developed down to schools or
districts; on the other hand, in Singapore framework is determined by the central
education authority (CDE, 2015). In Singapore, teacher evaluation supported and
encouraged teachers to realize the outcomes and behaviors specified by the Ministry
of education. A competency-based teacher tracking system called "Enhanced
Performance Management System (EPMS)” is used to improve teachers’ performance
by letting them reflect on their competencies and success and guiding them to plan
and implement their professional development (OECD, 2009b). In such systems,
teachers are assessed by a supervisor who could be the principal, vice-principal, or
head of the department through an academic year, followed by regular meetings to
review subject matter expertise, classroom management, and instructional skills.
These systems support and encourage the teachers based on the data collected through
observations, in-depth interviews, and focus group meetings (Steiner, 2010). Teachers'
performance also is being assessed based on teachers' contributions to the school, how
well they did the targeted duties, conducted cross-cultural activities projects. For
identifying teachers' long-term potential and training needs, teachers are also
evaluated for their "Currently Estimated Potential,” which highlights areas that

teachers will receive further training in a year (Williams & Engel, 2013).

In recent years, China moved away from the traditional understanding of teacher
evaluation and has reformed teacher evaluation systems to improve the quality of
teacher education. The ministry of education and schools are responsible for this
teacher evaluation process, which is carried out to renew teachers' contracts and
support their professional development (Tas, 2020). Principals and many evaluators
evaluate teachers, and student test results were used as data for evaluating teachers
(Liu & Zhao, 2013). Professional integrity, values, skills, competencies, teacher
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diligence, and student success are used for evaluating teachers' performance. While
doing so, teachers' self-evaluation, other teachers' evaluation reports, and parents'
evaluations are used, and certificates that the teacher gains are also used as data source
for evaluation (OECD, 2013a).

In Japan, in recent years, a system has been introduced for the renewal of the teaching
certificate at certain intervals, and steps have been taken to improve education by
teacher evaluation system which does not directly depend on students' scores in
standardized exams and conducted for performance management and rewarding
excellence (Kitamura et al., 2019). This system has been implemented in almost all
schools and aimed to evaluate the teacher qualifications such as personal and
professional values, instruction, organizing the classroom environment, pedagogical
content knowledge and contributing to school development (OECD, 2013a; Tas,
2020). Evaluation results are also used for contract renewal supporting the teacher's
career progression and increasing instructional effectiveness and overall job

performance (Tas, 2020).

In Australia, Professional Standards for teachers was initiated by the federal
government in 2009, and by these standards, professional knowledge, professional
practice, and professional engagement were described in detail (CDE, 2015).
Furthermore, these standards are also structured into four categories: graduate,
proficient, highly accomplished, and lead to guide the teachers from diverse needs.
The ministry of education and schools are responsible for teacher evaluation process,
which is carried out to contract renewal, supporting the professional development of
the teacher, supporting the teacher's career progression and increase instructional

effectiveness and overall job performance (Tas, 2020).
2.1.3 The Development of Teacher Evaluation Process in Turkey

The evaluation of teachers' performance in Turkey extends from the Republic Period
and all the educational services from May 1, 1920, attached to the Ministry of
education. Although there was no supervision unit within the Ministry, three

inspectors supervised teachers on behalf of the Ministry during this period. An
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inspection unit was established under the Ministry of Education by establishing an
inspection board on May 10, 1923. Turkey has carried out teacher evaluations as
external audits by inspectors, and the inspectors started to be trained at the “Gazi
Education Institute” in 1927 to conduct research and follow the developments in
education in the world (Bilir, 1991). In 1938, it was aimed to guide the teachers by
increasing the qualifications of the inspectors. Besides becoming an inspector, it was
compulsory to graduate from Gazi Education Institute or graduate from the equivalent
department abroad (Pehlivan et al., 2001). In 1969, the duties of the inspectors were
briefly composed of auditing, professional assistance, and on-the-job training, review,
and investigation (Bulug, 1997). With the continuation of external evaluations by the
inspectors, the duties and responsibilities of the inspectors have been constantly
updated over time. The boundaries of the fields of duty that inspectors were
responsible for have started to be kept quite broad. The inspectors cannot be competent
in every area, so they are responsible for various types. In many institutions to be
evaluated, teachers' lack of clear competencies and responsibilities prevented
successful evaluations. Therefore, it is impossible to mention that an effective

inspector evaluation process was experienced until the 1900s.

In 1995, the Department of Education Research and Development conducted research
called "teacher evaluation" in 117 schools to investigate the teacher qualifications as
pedagogical competencies, professional competencies, personality traits, familiarity
with educational technologies, and the capacity to make positive behavioral changes
of the students. While the participants stated that each qualification area was equally
important, it was concluded that eliminating the deficiencies by supporting the
professional development of in-service teachers, who are lacking in these
qualifications, is critical (Education Research and Development Department, 1995).
Moreover, in 2001 the Department of Education Research and Development
researched teachers, school principals, inspectors, provincial and district national
education ministers. Research is conducted to determine who should assess the

teachers working in primary schools, which time intervals, what kind of teacher
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qualifications, and decide what to do with the performance evaluation results
(Pehlivan et al., 2001).

Within the scope of efforts to improve performance competencies carried out by the
Ministry of National Education (MoNE) and Education Development and Research
Department in 2006, the professional development areas as "teacher competencies,”
"school administrators' competencies,” and "school performance areas” were
determined. In 2006 as a part of the "Performance Management Model at Schools"
proposed by the Education Development and Research Department, it was aimed to
evaluate teachers by all the stakeholders in the school with a system based on multiple
data sources in the performance evaluation process. The impact of each stakeholder
was determined as follows: School principal (50%), self-assessment (15%), students
(1-5" grade student opinions 10%, 6-11™ grade student opinions 15%), parents (1 -5%-
grade parents ' views 15%, 6-11'" grade parents' views 10%), head of department or
teacher colleagues (10%) (Bozan & Ekinci, 2019). Considering the determined rates,
the effects of school principals in the process are higher than other evaluators, which

increased the importance of school principals in the evaluation process.

For many years, teacher evaluation continued to be carried out as an external audit
with inspectors appointed by the Provincial Education Inspectors Department.
However, in 2014, inspectors, under the guidance and supervision department of the
Ministry of National Education, guided teachers, carried out inspections to improve
the areas in which they were inadequate, and after the inspections carried out in these
years, the inspectors, teachers, and school principals came together and prepared a
development plan (Tas & Bikmaz, 2019).

Duties, guidance, inspection, examination, and investigation roles of the inspectors
and assistant inspectors are specified in the Regulation of the Directorate of Guidance
and Inspection of the Ministry of National Education and the Directorate of Education
Inspectors. (Ministry of National Education, 2014). In this system, a team of three to
four investigators had undertaken a review visit for a maximum of three days. During

the visit, they made classroom observations and interviewed school staff, parents, and
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students on the school council. At the end of the inspection, inspectors met with the
school administrators and teachers to share the inspection results. The report, which
includes a list of suggestions that identify areas for school improvement, was shared
with the school administration. The school management team is expected to develop
a school development plan monitored by the provincial education inspectors based on
the results obtained within a month (OECD, 2019). According to the regulation
published in the official newspaper dated 24.05.2014, it has been prevented for the
inspectors to observe the classes. In the official newspaper, dated 17.04.2015, it was
explained that the responsibility of measuring the success, efficiency, and efforts of
the teachers who have completed the candidacy process at the end of each academic
year is given to the school principal working at the institution where the teacher is
working (Tas & Bikmaz, 2019). With these changes, inspectors only audited the
school and did not conduct in-class audits. Within these chances’ teachers' perception

of fear towards inspectors has still not changed (Ozkan & Celikten, 2017).

According to Cigek, Saglam & Aydogmus (2015), to improve the quality of education
in Turkey, there is a need to strengthen the internal audit instead of external audit,
involve teachers in the teacher evaluation process, and guide to teachers through
evaluations. Being aware of this need and recently exterior auditing, Turkey has also
started to highlight internal audits. As a result, many areas of competence for the
teaching profession and indicators were identified in 2017. Unlike previous 233
performance indicators and the heavy and complex previous competencies, the new
competencies became more measurable with only 65 performance descriptors. In line
with the OECD team's reviews, it can be said that previous competence areas and
performance indicators guided new criteria for teacher development and evaluation,
besides the new teacher qualifications are also clearly linked to national learning
objectives (OECD, 2019).

The "Teacher Strategy Document” covering the years 2017-2023 of the Ministry of

National Education aimed to ensure the employment of highly qualified and well-

trained teachers who are most suitable for the teaching profession. This document also

noted that it aimed to provide continuous personal and professional development
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opportunities, propose a positive perception of the teaching profession, and strengthen
its status. To achieve the objective of "ensuring the continuous personal and
professional development of teachers,” a periodic performance evaluation system to
identify teachers' professional development needs was established. Furthermore, the
quality of activities that target teachers' personal and professional development,
starting from teachers' candidacy training, is planned to be increased (Directorate-

General for Teacher Training and Development, 2017).

In February 2018, a draft of teacher performance evaluation regulations called
"Performance Management System Module” was sent to external stakeholders.
According to this draft regulation, teachers will be evaluated by multiple sources such
as parents, students, principals, teachers, teachers from different and same branches,
teachers themself every year. Furthermore, all the teachers will take the Teacher
Profession Qualification Exam every four years (MoNE,2018; Ozbek & Taneri, 2019).
As a result of collecting the scores, the teachers would be gathered in four categories:
A, B, C, and D. The teachers in the sub-category would participate in online and face-
to-face in-service training. In addition, the appointment of teachers was planned by
adding this score in addition to the Public Personnel Selection Examination (KPSS)
score (MoNE,2018). This module was activated on May 7, 2018, and when the module

was opened and started to be piloted, it was criticized by many educators.

First of all, the purpose of this module, which was prepared to support the professional
development of teachers by evaluating their performance, has been expressed
incorrectly. It can be said that the primary purpose of teachers is to get a total score,
to be classified in line with this score, and to examine the quality of the tools used.
According to their performance outcome, separating teachers into specific categories
(A, B, C, D) focuses on general weaknesses rather than individual professional needs
by ignoring the multidimensional teaching process. On the other hand, the use of the
evaluation results was not stated clearly, and evaluation should be used for particular

formative assessment practices to support teachers (OECD, 2019).
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Within this system, it was aimed to give a total score. However, when the system was
implemented, it was revealed that %98 of the teachers had an evaluation score of 80
points or more because this evaluation has negative consequences beyond determining
the professional needs (TEDMEM, 2018). Besides, General Proficiency Examination
for Teaching Profession would be implemented and expected to be repeated at least
every four years as part of the performance evaluation system, which will be

insufficient to reveal the professional needs of the teachers.

In addition, an exam that will be implemented in this way will cause approximately
one million teachers to become exam-oriented and create a new exam Sector
consistently. If the aim is to evaluate what teachers are doing in class and how they
are carrying out the instruction, then behaviors that can be observed should be
evaluated through determined performance indicators by observing work and actions.
The most compelling evidence for performance indicators can be obtained by
examining practices that directly observe the teaching and learning. Furthermore, by
reviewing concrete documents that can be used as evidence for in-class observations
such as lesson plans, teaching materials, activities, measurement materials
(TEDMEM, 2018).

By this module, while evaluating the performance of a teacher, it is expected that
school principals, a group of teachers from the same branch, teachers from other fields,
the teacher himself, the parents, and students fill out the evaluation form. Parents and
students may just have opinions about teachers; these opinions cannot be used as a
judgment on the performance of the teacher and cannot be directly weighted by
converting it to a score and used in total performance score (Danielson & McGreal,
2000; Isore, 2009)

In this performance assessment module, there are items such as "my teacher values us
and shows love™ or an item like "sensitive to the preservation of the natural
environment and historical and cultural heritage." (MEBBIS, 2018). Of course, the
teacher's value for the student and the sensitivity to the natural environment are

significant. Still, it is not known whether the Evaluator will consider which actions or
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practices are worthy or as evidence of sensitivity. Furthermore, such items are poor in
measurability and can be interpreted differently from person to person. So, using such
items when making judgments about the teacher's performance may lead to a
misinterpretation of performance. On the other hand, performance indicators in the
forms include value, attitude, and belief-based items and patterns like respecting,
taking care, creating differences, etc. such as "A performance that contributes to the
growth of students as individuals who are open to universal values, respecting national
and spiritual values." This expression cannot be regarded as a performance indicator,

or it cannot be measured by a questionnaire (TEDMEM,2018).

On July 20, 2018, the Ministry of National Education declared that this module and
this system would not be implemented due to the inconveniences and criticisms.
However, the effective assessment focuses on how well teachers support all students'
learning and continually provides teachers with support and encouragement to
improve their teaching competence. Therefore, summative development in many
students' learning of the test results and the basis for receiving progress, giving
teachers more reliable feedback is believed to be the critical creation of a fair teacher
evaluation system (OECD, 2019). Furthermore, when used effectively, assessment can
positively affect teachers 'attitudes, motivations, and classroom practices, thereby

helping to improve student's learning outcomes (OECD, 2013a).

When we look at the approaches followed in the historical process, the initiatives and
the models developed in different countries, we can see that evaluating teachers is
always an important issue, even though it has been made for different purposes. In
addition, the historical process also gives us a clue that there is a trend towards more
autonomous practices based on teacher development from country-wide assessment
practices where student achievement is equivalent to teacher success (Murphy et al.,
2013). The knowledge gained from the fundamentals and historical processes of
teacher evaluation provides us with data on how we should not evaluate the teacher

and forms the basis of how to make an effective evaluation.
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2.2 Components and Characteristics of Effective Teacher Evaluation

Teaching is a profession because teachers are committed to behaving ethically and
equally to all students, and it requires in-service training and continuity in post-
graduate learning (Graham. & Berman, 2018). To change schools' currently
functioning structure, it is vital to start a development process with the teachers and
improve them professionally with well-developed evaluation results. As Stronge and
Tucker (2003) mentioned, no educational reform effort can be successful without high
qualified teachers, and as long as we have schools, the classroom teachers will be
evaluated. This fact brings an inevitable solution: the need for high-quality evaluation

systems to know if high-quality teachers exist.

Teacher evaluation is defined by researchers as an opportunity for teachers and
administrators to collaborate and improve classroom performance, ultimately
increasing student achievement (Reinhorn et al., 2017). In its simplest form, teacher
evaluation can be thought of as the determination of a teacher's performance both in
and out of the classroom by systematically collecting evidence and documenting the
quality of teacher performance (Danielson, 2007; Stronge, 2006). The purpose of this
systematic evidence collection process, how it is done and how the results are used
shows the effectiveness of the evaluation. Besides, while preparing the right teacher
evaluation models, it is crucial to distinguish teachers who are succeeding and
struggling; furthermore, the suitable model for teacher evaluation should provide
feedback and continuous improvement (Darling-Hammond, 2014). Most of the
teachers who were considered successful in their profession had the opportunity to
improve themselves by receiving feedback, working in collaboration with their
colleagues, carrying out their own development professionally, and always focusing
on the students. When the reputable resources related to teacher evaluation are
examined, it was evident that the effective teacher evaluation process based on the
development of the teacher includes formative evaluations with timely feedback,
offers teachers the chance to participate in the evaluation process, provides clarity and
consistency, collects evidence from more than one source, and considers contextual

differences in the teaching environment (subject, grade level, class composition)
39



(Danielson, 2013; Darling-Hammond, 2012; Derrington & Brandon, 2019; Marzano,
2012; OECD, 2013a). In this section, the elements that should be included in an

effective teacher evaluation process are given in detail under headings.
2.2.1 Role of the Teacher, Teacher Competency and Performance Standards

Teachers stay at the center of educational systems, and teachers' abilities and
qualifications provide crucial contributions to students' learnings (Darling-Hammond,
2006). A study was conducted by Wright, Horn, and Sanders (1997) with 60,000
students from 3™ grade to 5™ grade, and the results showed that the most affecting
factor on student learning is the teacher. Teachers are reviewed as the most influential
school-related force in student achievement so that teachers matter, and the work
teachers do in the classroom also matters (Stronge, 2006). The success or failure of
the teacher often goes beyond the classroom, and the teachers who do not reach the
performance standards that they should achieve negatively affect the success of the
students, the performance of other teachers, the reputation of the school, and the school
administration (Jones, Jenkin & Lord, 2006). The fact that the difference in teachers
also makes a difference in student learning makes it inevitable to invest in the
professional development of teachers to train quality teachers (Darling-Hammond et
al., 2017; Wiliam, 2018). Within the importance of the teacher, teaching has become
a significant focus for policymakers and is considered a primary tool to be improved
(Darling-Hammond, 2014; Stronge, 2006).

It is critical to distinguish teaching quality from teacher quality. Teacher quality is
related to dispositions to behave in specific ways that refers to a collection of personal
traits, understanding, knowledge, and skills of a teacher, while teaching quality is
related to instruction that enables a wide range of students to learn (Darling-
Hammond, 2012; CDE, 2015). Teaching quality can also be considered as it is in part
a function of teacher quality. Evaluating teaching quality became more important late
20" and early 21% century when accountability took an essential place on the education
agenda. Before implementing a teacher evaluation process, it is crucial to define

conceptual consensus and shared understanding. With this significant rise, improper
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use of competency or performance definitions has also increased considerably. It is
essential to understand similarities between teacher competency and teacher

performance, but it is also crucial to understand their differences (TEDMEM, 2018).

Competency is about having the knowledge, skills, and competence to perform a job
or profession successfully and efficiently. According to the Ministry of Education
Teacher Performance Evaluation Regulation Draft, teaching profession competency
refers to the knowledge, skills, attitudes, and values designated by the Ministry that
teachers should have to fulfill the teaching profession effectively and efficiently
(MEB,2017). Competency alone does not show how the work is done or how
efficiently and successfully it is done but just indicates that there is a certain level of
capacity to perform a job (TEDMEM, 2018). On the other hand, performance relates
to the process and results of an action, job, or task, and competency is a prerequisite
for performance. Performance refers to the degree to which an activity or task is
carried out effectively and is related to how effectively and efficiently these
determined knowledge, skills, attitudes, and values are used in practice. Performance
is a complex term that is a multidimensional construct, and it is essential to define
performance to measure and manage the performance (Jones, Jenkin & Lord, 2006).
The behaviors of the teachers transform the performance from abstract pieces to
observable action (Brumback, 1988). Teacher performance can be regarded as
teachers getting a task such as teaching, assessing, or monitoring; besides,
performance means both the behavior and outcomes (Brumback, 1988; Jones, Jenkin
& Lord, 2006). While defining the complexity of teaching, a list of tasks that identifies
all different aspects of teaching and practices is considered as input; on the other hand,
the results that teachers achieved in their work can be considered as output (Danielson
& McGreal, 2000).

A teacher evaluation system should be evidence-based, and evidence should be based

on clear and unambiguous criteria to define effective teaching (Danielson & McGreal,

2000). Teachers should be evaluated based on their ability to fulfill the teaching

profession, which means setting clear performance standards in adopting

comprehensive evaluation systems that are fair, accurate, and credible (Weisberg et
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al., 2009). “How teachers perform in classrooms? How do they communicate with
students? How do they communicate with students who have different cultural
backgrounds? How do they cooperate with other teachers, administrators, parents?”
are some of the questions that the answers could be found through setting behavioral
criteria of qualification, which also be determined as standards. In many countries,
standards term is used to state what teachers know and how they perform throughout
effective teaching. Standards can be understood as checklist items of specific
behavior, and this usage limits the meaning of teaching (Danielson & McGreal, 2000).
Teaching standards should be observable, appropriate to provide feedback, and refer
to teachers' competencies to make students learn. If the criteria are general and
abstract, then the data which will support the teacher's development or accountability
cannot be obtained (TEDMEM, 2018).

No matter what we choose to use as descriptors of effective teaching, it is crucial to
consider that what is worth learning and how students should learn is changing. For
this reason, it is necessary to evaluate the descriptors of effective teaching considering
the changing process and the changing prospects. In other words, standards of
effective teaching must reflect current best knowledge about learning (Danielson &
McGreal, 2000). When determining the skills or standards that teachers should have,
redundancy and complexity should be avoided so that the feedback given for different
performance levels is meaningful (Danielson & McGreal, 2000). Another important
point to consider when writing a standard is that the standards are expressed in
performance terms such as what the teacher should do to support student learning and
that they are concrete enough to guide teachers' observations in the classroom (CDE,
2015).

2.2.2 Purpose of Teacher Evaluation

Every stakeholder in charge of quality assurances, such as administrators, teachers,
parents, inspectors, students, etc., plays different roles in ensuring improvement and
accountability (OECD, 2009b). The purpose of the teacher evaluation needs to be

defined clearly, and the more accurately the purpose is determined, the more the
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evaluation system is built on solid foundations, and all stakeholders can correctly
fulfill the role assigned to them while evaluating. Although the purposes of teacher
evaluation may differ, the most common purposes are to improve teaching quality by
strengthening teacher accountability which is summative in nature and improve
teacher professional development, which is formative (CDE, 2015; Ford & Hewitt,
2020; OECD, 2009b; OECD, 2013a; Papay, 2012). Accountability is more concerned
with the so-called causal effects of teachers on their students' learning (value added
scores), as measured by the growth in students' scores on large-scale standardized tests
over time, while assessments for professional development purposes are more
concerned with assessment by observing teachers' practices (Amrein-Beardsley &
Geiger, 2022). In addition, performance evaluation results are used as data for teachers
about various decisions such as promotion, wage increase, performance-based
payment, compulsory participation in training programs, and finally, to decide
whether to continue to work or not (TEDMEM, 2018).

2.2.2.1 The Accountability Function of Evaluation Model

Accountability focuses on holding teachers accountable for their performance and
aims to provide summative information about teachers' past practice and performance
gathered through various sources (OECD, 2013a). Although there is no common
definition for accountability, throughout the accountability process, individuals or
institutions try to fulfill predetermined responsibilities or achieve goals, and they are
obligated to provide an account of how they meet with the duties or goals (United
Nations Educational, Scientific and Cultural Organization, 2017). A teachers primary
professional responsibility seen as ensuring students learning thus, measures of
students learning play a predominant role in teacher evaluation aimed for
accountability. Strong and effective accountability systems which are much more than
rating and evaluations are not solely based on standardized test scores provide valuable
information to school and districts about performing levels of students that can be used
by the school to guide teachers, give clear and comprehensive picture of the school to
families (The New Teacher Project,2016). For accountability systems to accomplish

their predominant goal teachers should be accountable for helping students make
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measurable progress against ambiguous learning standards (The New Teacher Project,
2010). Accountability took its place in the educational area with the No Child Left
Behind act that promised all the students would achieve proficiency as measured by
test scores which have still not been met over 12 years later (Kritt, 2018). Teacher
evaluations for accountability purposes have been practiced since the 1990s. Holding
the teacher accountable for students' results shifted attention to student achievement
scores (Darling Hammond et al., 2012). Standards and accountability, defined as an
educational deform, affect every aspect of schooling, teaching, and teacher education,
especially in the United States. Accountability is carried out through the applied tests,
and the data obtained from these tests has led to the production of books that are
compatible with the tests and teachers to train based on test books, which has also
affected the quality of teaching. On the other hand, holding students responsible for
high achievements without holding the teacher accountable for their performance has
revealed many other problems (Taubman, 2009). Providing incentives for teachers to
perform better, entailing performance-based career advancements or salaries, bonus
pay, or sanctions for low performance are the implementations of this type of
evaluation (OECD, 2009b). When people know that they will be held accountable,
they tend to take responsibility for their work, but it is not possible to talk about trust
in the processes where there is punishment or reward, and accountability destroys trust
when high stake external control is introduced by governments (Ehren & Baxter, 2021;
UNESCO, 2017). The effectiveness of teacher evaluation for accountability depends
on the correct setting of standards or criteria for teacher performance, the effective
management of external and formal processes, and a cohesive and objective evaluation
by well-trained and competent evaluators (OECD, 2009b). The accountability process
can be trusted where stakeholders can work collaboratively, sustainable collaboration,
and performance standards are established (Ehren & Baxter, 2021). Accountability is
significant for improving education systems, but it should be a means to educational
ends, not an end (UNESCO, 2017).
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2.2.2.2 Improving Teacher’s Professional Development

Most other professions build in a period of apprenticeship, like being an intern before
being a doctor, but novice teachers receive little real assistance from another teacher
in the school (Danielson & McGreal, 2000). One-shot sit-and-get workshops do not
help teachers' professional development because the development of a teacher is not
an isolated one-shot activity; instead, teachers need to take charge of their continuous
professional development, and learning must be a part of the day-to-day routine for
teaches (Attard, 2016). Therefore, it is essential to design evaluation systems to
provide opportunities for professional learning for teachers, and teachers may improve
their practice by engaging the activities required as a part of the evaluation process
(Danielson & McGreal, 2000). Furthermore, to promote evaluation systems in which
teachers are being evaluated fairly, accurately, and credibly the evaluation aim should
be linked with professional development, and the core purpose of the evaluation
should be to maximize the effectiveness of teachers, not documenting the poor
performance evidence to dismissal (Weisberg et al., 2009). Stakeholders of the
education field had common ground in the idea that teacher evaluation can be vital in
increasing the focus on teaching quality and professional development of teachers
since formative evaluation can also be used to raise teachers' self-efficacy, which is

also a key component of being an effective teacher (OECD, 2013a).

Teaching requires a complex interaction between teacher, student, and content so that
no one measurement tool can be used to make teacher evaluations. In evaluating
teachers' performance process, the areas of professional development that needed
improvement can be determined effectively from the data obtained from in-class
observations, self-evaluation, peer review, teacher portfolio, parent, and student
surveys (Almutairi & Shraid, 2021). Teacher evaluation for improvement purposes
requires a non-threatening context, precise individual and collective objectives to
improve teaching, evaluation instruments such as self-evaluation forms, classroom
observations, structured interviews, and a culture of mutually providing and receiving
feedback (OECD, 2009b). When the evaluation is conducted toward improving

teacher practices, the evaluation process helps the teacher question and consider their
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practices. Teachers are open to revealing their weaknesses because they expect to
convey the necessary information to lead to more effective developmental needs and
training (OECD, 2009b). This process may involve joint activities at the institutional
level and individual learning, support, and mentoring activities. The aim of the
performance evaluation is not that management systems apply to the workers nor
forces workers to work much more than before to intimidate them. Good performance
management can only be conducted within the collaboration of managers and workers.
Collaboration among colleagues in the process of professional development and
school-based small-group work is known to be more effective than traditional in-
service programs. When teachers are entirely responsible and collaborate, there is little

need for the administrators to enforce teacher evaluation (Kritt, 2018).

It is essential to provide a balance between the improvement and accountability
functions of teacher evaluation. Still, because of the difference in their primary
purposes, this balancing cannot be straightforward, and the tools and approaches used
may vary (OECD, 2013a). For example, if the evaluation aims to improve teachers
practice, then teachers will be willing to show their weaknesses, but on the other hand,
if an evaluation model seeks to provide summative information to decide teachers'

career paths, then teachers will try to hide their weaknesses (OECD, 2013a).
2.2.3 Evaluator

Teachers can be evaluated by themselves, by other teachers, or by principals. To
answer the question of "How the Evaluator evaluates?" the qualifications of the
evaluator should be well examined. It is significant for the effectiveness and reliability
of the evaluation that the evaluators are competent and trained in the field of
evaluation. The Evaluator's quality and ability should be monitored as the evaluation
itself (Marzano et al., 2011). Schools and educational systems can change frequently,
and evaluations need to keep pace with current educational policy and developments
(Ofted, 2018). Evaluation policies view teaching as complex and context-dependent,

but there is a need for policies to construct evaluators who are well qualified and
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distinguished by their ability in making professional judgments (Brandon et al., 2018;
Cousins & Earl,1995; Darling-Hammond, 2012; Darling-Hammond, et al., 2012).

To conduct an evaluation model that reflects variations in teacher effectiveness fairly
and accurately, those running the evaluations, such as teachers, principals, assistant
principals, etc., must receive rigorous training and support (Weisberg et al., 2009).
The successful teacher evaluation system greatly depends on the in-depth training of
the evaluators, and evaluators should have a range of characteristics and competencies
(Cohen & Godhaber, 2015; OECD, 2009b; TEDMEM, 2018). According to the Ofsted
report, it is crucial to maintain a high consistency between evaluators by providing
training and refresher training (Ofted, 2018). Calibration sessions are used to ensure
that observers are sufficiently skilled to carry out lesson observations. Training should
be intensive and ongoing, meaning that it should be repeated periodically (Weisberg
et al., 2009).

In training, it is crucial to include the usage of prepared forms such as rubrics, non-
structured or structured observation forms, etc. and videos taken from different
teacher's classrooms to increase the confidence that the results can reliably indicate an
evaluator’s ability to apply the instrument as intended (Archer et al., 2016; Ofted,
2018). Furthermore, in observer training, it is vital to include systematic approaches
such as building observer capacity by providing intensive training programs, creating
conducive conditions by removing the obstacles during the observation to promote a
positive atmosphere (Marzano & Toth 2013). In addition, evaluators should receive
training about some theoretical information such as a background in teaching;
knowledge of educational evaluation theories and methodologies; knowledge about
the concepts of teaching quality; familiarity with systems and procedures of academic
and school quality assurance, including the role of teaching quality in school quality
and the role of teaching quality in personal development; understanding of instrument
development, including reliability and validity of observation and other assessment
tools; awareness of the psychological aspects of evaluation; expertise with the
quantitative rating of an assessment (OECD, 2009b). Furthermore, it is also essential
to include some unique features of the specific evaluation model conducted in a
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school, such as the aim of the model, performance standards to be evaluated, providing
constructive feedback, designing, and delivering support teachers (Weisberg et al.,
2009).

Principals take part in the profession with a range of educational and professional
experiences, and recent educational policy developments, including teacher evaluation
systems, raised the expectations for principals to improve school climate and
instructional practices of teachers (Liebowitz & Porter, 2019). According to the
research conducted by Liebowitz & Porter in 2019, there is a remarkable relationship
between principal behaviors and teacher instructional practices. Being an instructional
leader by supporting teachers’ instructional practices by teacher evaluation, doing
observation, and providing feedback to support the professional development of
teachers also includes planning and developing education programs for teacher’s
professional development (Grissom et al., 2013). Therefore, it is essential to minimize
the time on managerial and administrative tasks and maximize the time in favor of
instructional leadership activities such as classroom observations and supporting the

professional development of teachers (Liebowitz & Porter, 2019).

On the other hand, if only the principals were asked to do the observation in a
classroom, in that case, the teacher would be passive, but if a school wants to enhance
professional learning of teachers, teachers themselves should play a more significant
role and be more active in the evaluation process. Evaluation systems such as 360-
degree systems include the perspectives of other others (colleagues, parents, students,
administrators, etc.) addition to teachers' perspectives and such systems are based on
the idea that a teacher’s skill may be seen from several perspectives, and it should also
be examined from all different angles (Danielson & McGreal, 2000). Along with
accepting the importance of the principals' involvement in the evaluation process, the
fact that the principals do not have information about the observed teacher's field is
also a critical situation (Brandon et al., 2018). For these reasons, teachers find it
effective to be evaluated by peer teachers, which enables classroom insights and
enhance evaluation feedback (OECD, 2013b). The effectiveness of peer review may
vary in different cultures. However, peer review in school environments where
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teachers see themselves as members of a professional profession can give beneficial
results for evaluation. This kind of dialogue between teachers contributes to the
development of teachers. When peer review applications are examined, this evaluation
Is not just about filling out a form; it seems to be a process involving exchanging views
on observation, co-planning, work, and practices between teachers from the same
branch or the field (TEDMEM, 2018).

While evaluating the teacher's performance, the self-evaluation process that the
teacher carries out with the aim of empowering himself with his own participation
becomes a necessity (Nikolic & Cabaj, 2003). Regarding the quality of the teachers,
self-assessment can add much to the quality of teaching because teachers are
perceptive of their strengths, weaknesses, skills, teaching, and the act of self-
assessment includes reflections and growth. A result of self-assessment can be used
by some supporting evaluations. Self-assessment provides encouragement for teachers
to examine their practice (Marzano & Toth, 2013).

Parents have only limited means to know how teachers act following the expectations
of students in the classroom, and they generally play an indirect role in the evaluation
process due to their distance from the teaching profession qualifications, ignorance
about what happens in the classroom, and they are valuing teachers’ characteristics
depart from student achievement (Isore, 2009). The roles of parents and students
should not be in the "note giving" side of teachers' performance, but their opinions can
be taken into consideration as data sources. Selecting parents and students as
evaluators brings many problems in a process where the qualifications and

competencies of the evaluators require such sensitivity (TEDMEM, 2018).

Using a well-designed student perception survey can provide reliable feedback about
teaching instructional practices, which can be predicted by student learning. Surveys
of parents and students can give much information, but students' age must be
appropriate, and questions should be asked about class more than the teacher. Young
children would not comment on the teachers' level of expertise, or which instructional

strategies were suitable for the content. The data obtained from student and parent
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surveys should be considered together with the data obtained from other sources.
Converting the data obtained from parent and student surveys to points or numbers,
then using these points to judge teachers is a problematic application in terms of
accountability of the Evaluator. For this reason, in many countries, data gathered from
parent and student surveys are just considered as "opinions (TEDMEM,2018).

2.2.4 Data Collection for Teacher Evaluation

As many data collection tools can be used in the teacher evaluation process, these tools
are directly related to the purpose of the evaluation. For example, while the data
collection tool based on an evaluation that supports teachers' professional development
is classroom observation, the primary data source used in an evaluation model
conducted for accountability may be the test score results of students. In OECD's
report about appraisal systems of teacher evaluation in 29 different countries, it was
outlined that the most frequently used evaluation instrument is classroom observation,
interview/dialogue with the teacher, teacher self-appraisal, and portfolio (OECD,
2013a). In this section, the tools and data collection processes used in teacher

evaluation models are included regardless of the purpose of the evaluation.
2.2.4.1 Classroom Observation

Teacher competencies are related to the knowledge, skills, attitudes, and values
teachers need to possess, while teacher performance is related to how teachers can
reflect these competencies to classroom practices. Classroom observations can be used
very effectively to observe teachers' behaviors in implementing lesson plans, practices,
and classroom management. Data that is obtained in-class observations can often
provide concrete data on the direct performance of the teacher, which cannot be
achieved with various evaluation forms or tests. When using evidence-based tools in
observation, observers have more significant potential to improve classroom practice
(Lynda et al., 2021).

Teacher observation is a straightforward way to provide feedback, and observations

are done for two purposes: measurement and development (Marzano & Toth, 2013).
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In addition, observation breaks through classroom walls and provides professional
sharing, collaboration, joint implementation, and feedback (Cousins & Earl, 1995).
Essential aspects of teaching occur when teachers interact with their students in
classrooms, and classroom observations will provide the most accurate information
about their performance. In addition, teachers can get intensive assistance that they do
not have time to provide through observations done by several colleagues (Gordon &
McGhee, 2019). Therefore, teacher appraisal is usually rooted in-classroom
observation, and almost all countries use classroom observations to evaluate teacher
performance (OECD, 2013a; TEDMEM,2018).

Of course, there are some difficulties and deficiencies in making observations, but in
the evaluation, systems created to help the development of the teacher, there are many
classroom observations made during the year, and significant feedbacks are given
immediately after the observation and evaluation (Darling-Hammond et al., 2012).
The quality of the tools used while observing and the fact that the same teacher was
observed many times by different people are the factors that directly affect the
effectiveness of observation. Another critical factor is that the observer specializes in
observing by receiving training, which many teachers think that competent observers
should observe them (Bill & Melinda Gates Foundation, 2012; Brandon et al.,
2018; Kane & Staiger, 2012; OECD, 2009b; TEDMEM, 2018).

Sometimes it will not be possible to observe every lesson that includes all types of
behaviors. The observers need to see video recordings of the lessons, which are
provided for the observers to use as evidence. Multiple observers can view the
recordings and evaluate the teachers together (Marzano & Toth, 2013). On the other
hand, sometimes short videos of the lesson could be used to provide evidence when
enough data could not be gathered from the observations conducted previously
(Marzano & Toth, 2013).

During announced observation, teachers behave differently than they usually do,
which is a kind of error for observation. To minimize this error, using well-defined

observation forms, including different competencies that teachers should have, is a
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critical process. If the teachers behave differently for being observed, it would be
difficult to feign competence for high-performance levels. Therefore, it is more
beneficial to use announced observation or prerecord videos of the classroom
instruction to observe an intended behavior. In addition, teachers can use different
types of instruction. For instance, teachers may help the students interact with the new
knowledge, deepen their understanding of new knowledge, or help students apply the
knowledge in some other lessons. The chance of seeing all three types of behavior in
unannounced observations is relatively small, so that one announced observation for
each of three types of behavior would be used to teacher solve this problem (Marzano
& Toth, 2013).

2.2.4.2 Individual Interviews and Debriefing with Observation

Interviews are used to gather descriptive data to develop insights on how
interpretations can be a dominant strategy for data collection or how they can be used
in conjunction with participant observation or other techniques (Bogdan, R., & Biklen,
S., 2007). Most teacher evaluation models usually include individual interviews,
which fosters the reflective discussions between the observer and teacher (OECD,
2013a). Structured interviews with teachers before and after classroom observations
provides feedback to the teacher and provide information to the evaluator to
understand the observation process and make meaningful judgments about the
process. Supervision type also called "clinical supervision,” includes pre-observation,
observation, and post-observation conference steps. Being informed by data gathered
from the classroom, and following a reflective dialogue makes this kind of supervision
nonjudgmental and built on mutual trust (Gordon & McGhee, 2019). Classroom
observations and interviews before and after the observation are essential steps that
form the basis for the later stages of the system to determine the teacher's professional
development needs at an individual level in a reflective way and guide the teacher in
setting the performance goal (TEDMEM,2018).

Pre observation which can be conducted as a conversation is a reflective activity

involving teacher collaboration for understanding their strengths and weaknesses and
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helps to reveal pedagogical possibilities and solutions that teachers have not tried
before. (Ahmad, 2020). Pre-conferences or pre-interviews provide the opportunity to
communicate with the evaluation to make them understand that the observation
process will be held is designed to provide support and encourage reflection and
professional growth (NIET, 2012). During the pre-observation evaluator and the
teacher being evaluated discuss the aspects of the lesson to be observed through the
lesson plan to ask questions for the upcoming lesson (Gordon & McGhee, 2019). Pre-
conference can also be used to understand the issues which may negatively impact the
lesson (NIET, 2012). In pre-conference sessions, structured questions like “What prior
knowledge should students have before this course/subject/concept? What are the
teaching methods and techniques to be used during the lesson? What do you expect
students to know at the end of the course?" can be used (TEDMEM,2018).

Debriefing can be conducted with conversation to enable the observer to explore their
interpretations of what they observed (Zepeda & Lanoue, 2017). On the other hand,
the primary purpose of post-conference is to allow the teachers to self-reflect on the
lesson observed with the guidance of the observer by using leading questions (NIET,
2012). In the post-conference session, the evaluator and the teacher being evaluated
discuss the strengths and areas that need development by passing over the criteria
(Gordon & McGhee, 2019). The post-conference will provide a vital feedback
opportunity for the teacher and sharing evaluators' observations with the teacher will
allow them to monitor and rearrange the practices. In the pre-conference session,
structured questions like “How do you evaluate the lesson in general? “How do you
think the lesson went?”” Did you reach the goals you planned during the lesson? If you
will repeat the lesson, what have you changed? Why could this part of the course be
well carried out/ do not carry out?" can be used (Lynda et al., 2021; TEDMEM, 2018).

2.2.4.3 Surveys/Questionnaires

Although it is used more frequently at the higher education level, it has been practiced
for years to collect data from students who can observe the social, emotional, and

instructional qualities their teachers bring to the classroom every day (Amrein-
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Beardsley & Geiger, 2022). In some countries, student surveys are implemented to
receive feedback on teaching practices and methods; in some other countries, these

surveys are implemented at the institutional level (TEDMEM, 2018).

Student survey tools are cost-effective, can provide reliable data because they draw
information from the people who have the closest and most in-depth knowledge of
what teachers do in the classroom each day, namely students, and provide useful and
actionable data such as observational feedback based on value-added approaches
(Geiger & Amrein-Beardsley, 2019). On the other hand, students' prejudice against
their teachers' race, gender, and other demographic characteristics, how students
personally feel about their teachers regardless of their own instructional or
pedagogical skills; expected grades of students; students' perceptions of course
difficulty; the number of students surveyed; and students' willingness to take surveys
seriously negatively impacts the data obtained from these surveys (Geiger & Amrein-
Beardsley, 2019). Primary school students typically fail to assess what good teaching
really means and looks like, and students at all levels may not be able to determine
how well a teacher knows content (Amrein-Beardsley & Geiger, 2022). Furthermore,
questionnaires in teacher assessment are often written in general terms and do not give
much information about how teaching occurs since surveys cannot cover every
behavior, they can only capture some aspects of teaching. In general, the results of
such questionnaires show that although the school's success is extremely low, almost
all teachers do great work (Weisberg et al., 2009). Questionnaires about parents ‘and
students' satisfaction and opinions are seen as important data sources for evaluating
performance but student and parent surveys would not be seen as entirely reliable
sources for evidence, but they can be used to supplement other teacher performance
indicators (Danielson & McGreal, 2000).

Given the strengths and limitations of student surveys, it is important to be careful

when using survey data. The issues of reliability, validity and bias become all the more

important if surveys are used to make decisions about salary, for example, but when

student surveys are used for formative purposes, especially when teachers are allowed

to think carefully about what the data does and does not show, how they should
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interpret the results, and when encouraged, the feedback they offer can be a powerful

driver of change (Amrein-Beardsley & Geiger, 2022).
2.2.4.4 Self-Assessment, Self-Reflection, and Self-Study

Self-assessment and self-reflection terms argue that teachers need to take
responsibility for their evaluation, making decisions on the areas to develop and
monitoring their learning (Attard, 2016). Reflect term means to think about something
carefully and thoughtfully, and according to Dewey (1910), a reflection is an act of
looking and describing one's experience with multiple ways of understanding. By
reflecting on their work, teachers take a step back from their work with a point of view
to identify and solve the problems or identify their success (Brandenburg et al., 2017).
Through the self-evaluation, which follows reflections, teachers can make judgments,
recognize their strengths, and identify weaknesses that allow them to formulate
strategies for their improvement (Nikolic & Cabaj, 2003). Teachers can use data
gathered from self-assessment to describe the changes in practice in a non-threatening
and non-judgemental context to serve the learning needs of students (McCombs,
1997). Self-assessment encourages teachers to reflect on the factors that impact their
teaching, such as personal, organizational, or institutional factors (OECD, 2013a).
According to Marzano and Toth (2013), one of the simplest ways to provide precision
and efficiency of gathering observation is starting with teachers' self-evaluation
because self-reported information could promote teachers' reflections and show that
their point of view is valued. Furthermore, self-evaluation enhances feelings of job
security and helps teachers better comprehend the rationales behind classroom
behaviors or activities (Nikolic & Cabaj, 2003).

A self-evaluation is an essential tool when the purpose of the teacher evaluation is
based on the improvement of teacher practices, and usually, the improvement function
of the evaluation is jeopardized, and the usefulness of self-evaluation instruments is
being undermined (OECD, 2009b; Nikolic & Cabaj, 2003). Since it is generally
thought that teachers cannot evaluate themselves objectively, this type of evaluation

is avoided, but this also affects the active participation of the teacher in their evaluation

55



process. Other evaluation results can support self-evaluation reports because teachers
have a better sense of their typical behavior. Furthermore, to detect bias within a
teacher's self-evaluation, this evaluation needs to be compared to the evaluation scores
recorded by other observers (Marzano and Toth, 2013). While identifying the quality
of self-review, self-reviewed problems, outcomes of performance reviewed by
principals and other teachers, scrutiny of pupil progress data can be used (Jones, Jenkin
& Lord, 2006). Self-evaluation of teachers, collecting documents from their lesson
plans, artifacts, student work, and then describing the teacher's performance
throughout the evaluator's idea would put a teacher in a more active role (Danielson
& McGreal, 2000).

2.2.4.5 Planning Documents, Teaching Artifacts, and Portfolios

A good planning document can be prepared with the great effort of the teacher, and its
quality is related to the teacher's ability to conduct a successful instructional
experience for students. The probability of utilizing effective classroom strategies and
behavior is positively related to the efficiency of a teacher's planning abilities
(Marzano & Toth, 2013). Planning requires thoughtful consideration of what are the
students’ interests, needs, backgrounds, and skills, understanding the subject area,
engaging students with the content in a meaningful way, and content-specific
pedagogy (Danielson & McGreal, 2000). Unit plans and lesson plans can be used to
provide evidence for long and short-term planning. On the other hand, some teachers
prepare excellent lesson plans which are brilliant on paper but carrying this plan out
during the classroom teaching may not be as successful. Plans should not be used
solely as evidence for effective teaching because planning requires complex skills, but
planning may not mean that the teacher will be as successful in teaching (Danielson
& McGreal, 2000; Marshall, 2013).

Artifacts represent an essential aspect of teacher performance and are as important as
direct interactions for student learning (Danielson & McGreal, 2000). Artifacts such
as worksheets, assignments, project directions, and materials created by teachers

should be included in an evaluation system. Artifacts provide a window into classroom
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life and provide evidence not only for classroom environment but also teachers
thinking skills. Artifacts supported by classroom observations enable an evaluator to
witness a teacher's plan to come to life for students. Teachers might provide classroom
artifacts such as student response cards and the formative feedback given to students
so that teachers could provide evidence for monitoring the student's development
(Marzano & Toth, 2013).

Portfolios can provide strong evidence of classroom practices in performance
appraisal, and they are not only an evaluation tool but also serve as reflective tools for
teachers’ classroom practices. Therefore, teacher portfolios are usually used as a
complementary source for teacher evaluation, including pre-course preparations,
lesson plans, teaching materials, a sample of student work, and commentaries on that
work such as self-reflection sheets (OECD, 2013a). On the other hand, portfolios also
include an action plan for instructional improvement, a self-assessment plan, and the
teacher tracks to implement the action plan (Gordon & McGhee, 2019). Teacher
portfolios include a vital data source for evaluating performance, and portfolios consist
of all possible evidence to evaluate teachers, both summative and formative
(Danielson & McGreal, 2000, Derrington, 2011). Furthermore, teachers' participation
in conferences, training, and presentations can take part in their portfolios to provide
evidence that shows how teachers put effort into their professional development and
how they actively engage in the professional life by taking an active role (Danielson
& McGreal, 2000, Derrington, 2011).

2.2.4.6 Student Achievement Scores-Value Added Measures

Learning is influenced by many factors such as students' skills, expectations,
motivation, the structure of the curriculum, current and former teachers' influence on
their learning, school climate, etc. Student learning outcomes, including school-based
exam results and standardized test results, are an appealing measure to assess teachers'
performance because the most crucial role of teaching is improving students learning.
Thus, value-added models control a student's previous results and can potentially

identify a teacher's contribution to a student’s outcome scores (OECD, 2013a). Value-
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added methods used for examining student learning gains into teacher evaluation are
believed as they proved valuable data to examine teacher effectiveness of preparation
programs, professional development programs, and various kinds of evaluation

systems (Darling-Hammond, 2010).

Value-added measures or growth measures are used to estimate how much positive or
negative effect teachers have on student learning by using statistical algorithms and
standardized test results that integrated with other information about students. In
value-added systems, predictive factors are used to determine how well the students
achieve on standardized tests and this expected performance level of the student is
used to evaluate the impact of each teacher (Weisberg et al., 2009). Predictions made
with Value-added models are unbiased representations of a teacher's or school's
contribution to student test success if the statistical model is correctly specified,
statistical assumptions are met, and required measurement characteristics are valid,

but researchers agree that these myriad conditions are never fully met (Everson, 2016).

Evaluating teachers' performance based on their student's achievement seems like a
reasonable strategy but it is an important issue that needs to be clarified how to
evaluate the teachers of the courses that we cannot measure by testing the students
(Toch & Rothman, 2008). These models provide little formative feedback from the
teacher and fail to demonstrate the teacher's influence on student's more significant
developmental progress other than student achievement, which is tested annually
(Master, 2014). For instance, most standardized tests used in teacher assessments
today focus on low-level skills such as remembering or recalling information. Tests
do not measure more high-level skills such as descriptive writing or the ability to think
creatively or analytically, and they avoid art, music, and other subjects. In this case,
the teacher who tries to teach students high-level skills falls into a disadvantageous
position (Toch & Rothman, 2008). If we assume that student learning is a valid
indicator of the quality of teaching, then it is expected to measure the learning validly
like just not using multiple-choice tests but to measure the more complex form of
learning such as written essays, conducted performance or experiments, designs,
which should also be considered as the representatives of achievement (Danielson &
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McGreal, 2000). The evidence of a student's achievement would not be limited by the
score gathered from a test or exam, but students' writings, projects, presentation, or
task which shows the skills they developed; student engagement in lessons should also
be used as evidence (Danielson & McGreal, 2000). Student works can provide direct
evidence of student achievement, and teachers should provide samples of student work

selected to represent all ranges of ability and skill of the classroom.

Holding accountable teachers for the impact on achievement may not reflect reality
because it is still doubtful that value-added systems can distinguish the contribution
of teachers to students from the contribution of their parents and peers (Cohen &
Godhaber, 2015). Furthermore, many factors influence students' learning out of
schools, like socio-economic status, backgrounds, and socio-economic characteristics
(Danielson & McGreal, 2000). In every school, some students are more challenging
to learn than others, have low cognitive or behavioral features, have privileged
backgrounds, and are bright or well prepared. This variable structure of the classroom
environment results in many misjudgments of teachers' actual ability, and this
unfairness in evolution could make teachers abandon challenging students (Toch &
Rothman, 2008).

If student achievement would be used in teacher evaluation, the system should
consider the baseline levels of student achievement and not the absolute level of
performance but the amount they learned due to teacher effort (Danielson & McGreal,
2000). Nevertheless, there is still an essential consensus in the literature about two
points. The first consensus is if performance results are mainly used for career
decisions, student outcome should not be the only measure of teacher performance,
and the second consensus is that using these results as an evaluation instrument for
whole-school evaluation, not for evaluating teachers individually (OECD, 2013a).
Value-added systems cannot be seen as the substitute for a comprehensive teacher
evaluation system because they are less reliable in differentiating teachers in the
middle range performance level, and value-added models can only be a helpful
supplement to a credible teacher evaluation model (Weisberg et al., 2009). Knowledge
about how well VA systems estimate teacher or school contributions to student test
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scores is still evolving because there is much evidence that all VA systems' statistical
assumptions are violated, and the question becomes one of "to what degree?"
(Everson, 2016).

2.2.5 Use of Evaluation Results and Feedback Process

Once schools accurately and fairly evaluate the teachers, information gathered through
evaluation should be used to modify teacher compensation systems, target
professional development, recognize excellent teachers. People, including teachers,
need to know how well they are doing, and performance evaluation process should
include support by giving feedback and providing challenges together (Jones et al.,
2006). The evaluation conducted for the improvement focuses on giving feedback to
improve teacher practices through professional development that involves guiding
teachers to reflect on and improve practices (OECD, 2009b). The professionally
nurturing feedback for teachers seeking self-improvement should dig into evidence
and include comprehensive, rich data that is systematically collected, prepared, and
consumed (Amrein-Beardsley & Geiger, 2022). With such a feedback process,
performance review systems become effective because positive reinforcement of an
acceptable behavior increases the chances of the intended behavior being repeated
(Jones, Jenkin & Lord, 2006).

The feedback given after the evaluation should be directed to the weaknesses or
strengths of the teacher's lesson process so that development can be achieved;
otherwise, the feedback given on the teacher's clothing, the layout of the classroom,
or the answers of the students in line with a series of checklists does not make sense
for the teacher (Culbertson, 2012). When the teachers were asked how they wanted to
receive feedback, the teachers stated that they wanted to receive rapid feedback on
students' learning in meaningful, non-threatening ways from people they trust (Guskey
& Link, 2022). In addition, it is crucial to give teachers high-quality feedback based
on accurate measurement of their instruction to improve teaching and learning (Kane
et al., 2014). The use of valid tools, including specific criteria while giving

constructive, detailed feedback, holding a reflective conversation with a sincere and
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professional dialogue, and the fact that the feedback provided is entirely aimed at the
development of the teacher strengthens the teacher's trust in the evaluation (Danielson
& McGreal, 2000; Lynda et al., 2021).

Feedback should be given to the teacher immediately because if teachers do not
immediately see evidence of a positive difference for their students, many will
abandon a new practice and return to tried and trusted practices because continuing
with an untested strategy is less likely for their students to learn well trust (Guskey &
Link, 2022). Written feedback that is given after each observation ideally
accompanied by a conference between teacher and the observer can enable observers
to reflect consciously on their feedback and provide teachers with guidance that they

can reconsider as needed (Putman et al., 2018).

Teachers are incredibly uncomfortable with receiving criticism about their behaviour
performed in the classroom, but formative feedback aimed at the development of the
teacher distracts the teacher from anxiety, eliminates the feeling of being judged, and
frees the teacher (Gordon & McGhee, 2019). How this feedback is given is also very
important in making this type of feedback useful. If teachers do not receive feedback
in meaningful, helpful, and non-threatening ways, their practices will not change
(Cherasaro et al., 2016). It is important to choose the positive things when starting the
feedback, then to guide what needs to be improved and how to make the
improvements, and finally to reflect the confidence that the person given the feedback

will improve or change (Guskey, 2019).

Teachers need to open up their practice for review and constructive critique because
that is what excellence requires (Reddy et al., 2016). To get feedback, teachers need
to think about their teaching through reflective thinking, which means for teachers to
think, analyze, and objectively judge their classroom activities to improve and develop
teaching, and for accommodating change to their classroom implications (Liu &
Zhang, 2014; Putman et al., 2018; Rushton & Suter, 2012). Reflective practices can
be considered an essential part of lifelong learning; in other words, as a way of learning

to teach, reflective thinking provides a flow of freshwater for the professional
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development of teachers (Liu & Zhang, 2014). Furthermore, these practices are not
preserved just for teachers but for support, development, and evaluation of teaching
and learning (Rushton & Suter, 2012).

However, teachers rarely get as much useful feedback as they might want or not as
much as they might need, to help themselves become accomplished teachers (Amrein-
Beardsley & Geiger, 2022). Teachers are missing the opportunity to receive
professional advice from their colleagues or supervisors, and they may be less likely
than others to engage in focused professional learning and continuously improve their
practice (Weisberg et al., 2009). Over half of the teachers in TALIS countries had
never received any appraisal or feedback from an external source, such as an inspector.
The internal appraisal was more frequent across countries, and 22% of teachers
indicated that they had never received any appraisal or feedback from their principal,
and 28.6% had never received feedback from other teachers or members of the school
management team. Overall, 13.4% of teachers had never received any feedback or

appraisal from any source (OECD, 2009a).
2.2.6 Validity and Reliability of the Evaluation

Validity is an essential concept in defining the quality of the evaluation, which means
an assessment measure what is intended to measure and provides sound evidence in
decision-making (Herman et al., 2011). Validation involves evaluating or justifying
interpretations and includes uses of the scores (Herman et la., 2011). Therefore, rating
scales used in the evaluation should be carefully constructed to minimize the most
common validity problems like rater bias, halo effect, and leniency (Danielson &
McGreal, 2000; Hollweck et al., 2019).

Reliability of the measurements is crucial because otherwise, data collected will paint
an inaccurate portrait of teachers' practice (Kane & Staiger, 2012). For the reliability
of the forms, the most problematic error is the occasion of the observation because
classrooms are dynamic and complex settings, and the quality of student-teacher
interactions can vary throughout one school day or over the school year. While

estimating sampling error, it is important to do multiple observations and eradicate the
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sampling error; the only way is to observe the teacher every day, which is not possible
for the majority of the schools (Marzano & Toth, 2013). Therefore, many reliability
problems occur due to the wrong type of sampling while observing teachers'
instructional behaviors. In a lesson hour, teachers can guide students to interact with
new knowledge, make practical activities to deepen the understanding or help students
apply the knowledge to complex tasks. A teacher's level of using an instructional
strategy may not be exhibited in one specific observation, or a particular strategy may
not be observed during a single class hour. Many of the expected actions require a fair
amount of time to implement. According to Marazano and Toth (2013), the probability
of seeing each type of strategy in one classroom observation is extremely low.
Observations should be made at least three different classroom sessions to observe
enough to decide the teacher's behavior of all kinds and how the teacher uses strategies
to eliminate the problem mentioned before. In an effective teacher evaluation model,
it is needed to combine scores from multiple observers gathered from multiple
observations to enable a high level of reliability. According to Bill & Melinda Gates
Foundation Report (2012), a teacher's observation results varied from lesson to lesson
and as well as observer to observer. The report also indicated that a focus on inter-
rater reliability ignores the possibility that the teacher's practice may differ from one
lesson to lesson or from one group of students to another. It is extremely important
which data sources will be used in the evaluation based on multiple data sources and
which field should be taken into account when evaluating the information obtained
from these sources (Kahya & Hosgoriir, 2020). The key finding in teacher evaluation
is a well-designed evaluation process used to measure teacher effectiveness that
includes multiple measurements of teaching practice and student learning. An
integrated teacher evaluation model that combines these measurements with
productive feedback and professional development opportunities can increase teacher
effectiveness and raise student achievement (CDE, 2015). Although teacher evaluation
models have been under detailed examination for a long time, it is difficult to say that
only one system is considered effective. But mainly including multiple measurements
in measuring teacher performance, using multiple rating categories instead of binary

ratings, creating a plan for the development of teacher performance based on these
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ratings and its implementation is among the common features of effective systems
(Steinberg and Donaldson, 2016; Steinberg and Kraft, 2017).

A reliable assessment means that giving a reliable indication of an observer's
performance. Still, no matter the approaches used to ensure the reliability, it will not
be accurate to say that the assessment is reliable just because different reviewers give
the same score to the same behavior or response (Archer et al., 2016). Even a valid
instrument is used in the evaluation, interrater reliability remains a concern and can be
minimized by extensive training of the evaluators by developing a systematic
approach for training (Hollweck et al., 2019; Marzano & Toth, 2013). In classroom
observations, differences in raters' judgments may occur due to evaluation
instruments, training of the observers, and the multifaceted nature of the observational
(Wind & Jones, 2019). According to Marzano and Toth (2013), measurement error
can occur due to the inaccuracy in identifying the type or the level of the strategies the
teacher used in the classroom. That inaccuracy may occur by using a scale that is not
specific enough to guide the observer or by the observer who is not well trained about
the strategies used in the classroom. While providing consistency between raters, it is
essential to include a clear conceptualization and description of the criteria or domains,
and it is crucial to determine criteria clear enough for observers to look across the same
set of indicators gathered by the instruments used in observation (Ofted, 2018). To
decrease the measurement error, multiple observers can do the ratings for the same
lesson session by observing directly (live) or video recordings of the lesson and
making concrete cut-points in the form for the observations (Marzano & Toth, 2013).

2.2.7 Credible and Trustworthy Environment

The success of systems depends on trust, and trust is a starting point as well as a result
of doing the right things (Fullan & Hargreaves, 2016). The trust of those evaluated in
an assessment system is a prerequisite for the correct and effective functioning of this
system. Distrust may lie at the root of the tendency to evaluate everyone well and
effectively in the evaluations made in schools. School climate and cultural norms are

highly effective and have a decisive role in performance evaluation, and cultural norms
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and expectations play a role, especially in colleague evaluations. Unfortunately, in
teachers' evaluation of each other, there may be a tendency to evaluate each other
"better"” mutually or to evaluate them under the influence of school climate
(TEDMEM, 2108). Evaluations could be credible if teachers and school administrators
can capture what is going on all the time in a school, or at least they should be sure
that teachers are doing the right thing (Marshall & Kim., 2013).

Undoubtedly, accessing multiple data from multiple sources is included in the process
of collecting credible and reliable data in an evaluation system. Data regarding the
teachers' classroom practices should be gathered from multiple sources collected over
multiple points in time because the observation score can be prevailing with error for
various reasons (Marzano & Toth, 2013). Therefore, evaluations should include
multifaceted evidence of teacher practice using multiple evaluation tools such as self-
assessment forms, classroom observations, and interviews (CDE, 2015). In addition,
multiple sources, and tools such as observation, teacher's self-reflections,
conversational learning time with peers, student achievement data, and feedback from
other stakeholders can be used (Derrington, 2011). The Gates Foundation's MET
project, which aimed to find out effective ways of teacher evaluation, started in 2009
and continued for three years (Bill & Melinda Gates Foundation, 2013). According to
the project's findings, it was highlighted that effective teaching could be measured by
using a mix of evidence sources and using a mixed evaluation measurement increases
the understanding of the different components of effective teaching. In this project,
three evaluation tools were investigated: classroom observation, student surveys, and
progress in student scores (Bill & Melinda Gates Foundation, 2013). According to the
Ofsted report, it is crucial to provide a whole-school approach by providing multiple
observations and data sources to make reliable judgments about the teaching process
(Ofsted, 2018).

If teachers believe in the need for change, modify their practices, work with supportive

principals, and get instructional guidance, they successfully implement innovations to

improve student learning (McCombs, 1997). An evaluation process that will not cause

concern and fear and done through a culture of sharing will provide mutual
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information flow (TEDMEM, 2018). Evaluation systems that encourage teachers to
work with their colleagues and school leaders to identify goals and ways of assessing
these goals will enable teachers to be a part of this system (OECD, 2013a). It is
essential to listen to teachers and set classroom goals together to be fair between
teachers. For example, if many struggling students are in one classroom, the goals
should not be considered too high and not always met (OECD, 2013a). Furthermore,
it is important to get opinions from teachers because they may not find it sufficient to
see the results obtained in standardized test results as their own success, as their
principals do. Although school leaders and principals prefer to use student success
obtained from standard tests to predict teacher success, the development of students'
attitudes, confidence in learning situations, self-efficacy and social-emotional learning

skills can also reflect the success of the teacher (Guskey & Link, 2022).

2.3 Teachers Active Participation in Evaluation Process

For a change or activity to be accepted, successfully implemented, or sustained,
everyone affected by that change or activity must be included and informed.
Therefore, it is crucial to have all stakeholders' perspectives in the organizing process
of teacher evaluation both for accomplishment and for the evaluation to produce
accurate and valuable results (Shinkfield & Stufflebeam, 1997). The participation of a
representative group of stakeholders in designing and developing personnel evaluation
systems and determining evaluation criteria and standards increases the
appropriateness and applicability of the system (Howard & Gullickson, 2009).
Furthermore, encouraging the participation of stakeholders increases the common
understanding and ownership. A performance evaluation system aimed at the
professional development of teachers should be developed together with the teachers
because teachers are not a tool of the school eco-system but an essential part of it.
Considering that the most important stakeholder of a teacher evaluation system is the
teacher herself, it is undeniable that their contribution to the development process of
the evaluation system is also significant. To be more efficient, teachers can contribute
evaluation systems features such as criteria, tools, the period they would believe the

effectiveness of this system more (Danielson & McGreal, 2000). According to
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Marzano and Toth (2013), increasing teachers' active participation in the evaluation
process is one of the essential changes in the era of the effective teacher evaluation

system.

Furthermore, as another part of the participation process, teachers need to make
assessments of their professional performance by reflecting on their strengths and
weaknesses in the lessons, rather than evaluating themselves with a rating ranging
from "very little" to "very good." Thus, the teacher will have a say in their professional
development and will be convinced that the system will be built on improving the
performance, and the results will be used for their benefit (Attard, 2016; Brandenburg
et al., 2017). Therefore, as part of the individual and professional development of the
teacher, a reflective evaluation form, which includes strengths and weaknesses, and
gives opportunity to express their opinion should be collected as additional data
sources and should be considered together with the teacher's development plan
(TEDMEM, 2018).

2.4 A School Specific Teacher Evaluation

In 2017 Ofsted hosted an international seminar with many experts who worked in
teacher evaluation, and six teacher evaluation models were presented and examined in
that seminar. A report was published after the seminar, and based on this report,
experts agreed that it would be a mistake for schools to pick up an off-the-shelf model
from elsewhere and apply it wholesale (Ofsted, 2018). A school that is unique and has
its eco-system could need a specific evaluation. Schools should be considered with
their teachers, administrators, curriculum, culture, etc., and teacher evaluation
approaches that focus on professional development need to be designed in alignment
with school contexts and objectives (OECD, 2013a). Teacher evaluation systems
should be considered in the eco-system of teaching and learning (TEDMEM, 2018).
The school usually conducts evaluations to identify individual teachers' strengths and
weaknesses so that school leaders can make more informed choices about specific
professional development activities for teachers at that school and in the context of

that school's priorities (OECD, 2013a). As a starting point, it is essential to establish
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an evaluation system based on the school autonomy, national curriculum, or culture
of evaluation (OECD, 2009b).

The school management team usually carries out the teacher evaluation to improve
teaching practices. The result of this evaluation system can be used to contribute the
definition of school professional development plan used to improve the teaching
process within the school (OECD, 2009b). Although all schools are part of the same
system, each school's professional development needs and development plans will be
different because of the different environmental conditions and the needs of the
students and the teachers. When the school fails to support the teachers, difficulties
can arise, and underperforming teachers may increase. A school can fail to support the
teacher for some reasons such as being managed by weak or ineffectual leaders,
systems for supporting teachers are inadequate, and the commitment of staff training
and development is low (Jones, Jenkin & Lord, 2006). A list of teaching skills must
reflect current knowledge of learning, and each school can expect different types of
students as an outcome (Danielson & McGreal, 2000). Effective teaching can vary
depending on the department or the school (Jones, Jenkin & Lord, 2006). Applying
the best practices in some schools might not be transferred to another school which is
different in terms of socioeconomic status, administrative differences, or teachers'

effectiveness.

School-based teacher evaluation has the advantage of giving the school ownership of

the evaluation processes and ensuring that the school carefully considers all aspects.
It also provides that the school context (school's objectives and socio-educational
background) is considered, and the use of internally devised instruments is more
appropriate for teacher evaluation for improvement (OECD, 2009b). In this direction,
at the beginning of every academic year, common goals related to the school's
education should be determined and plans specific to the school should be established.
Within these general targets, group-based and individual studies should be realized,
and teachers should make their development plans following the school development
plan (TEDMEM, 2018).

68



Focus schools are good examples to make this topic clear. States that receive federal
waivers to the No Child Left Behind Act were required to implement designated
"Focus Schools" reforms. Reforms in the Focus Schools, which were described as a
high priority, contributed to the gaps in success. These Focus School reforms stressed
the school's need assessments and provided technical assistance. Unfortunately, it was
found that each of 3 years, Louisiana's Focus School reforms had no measurable
impact on school performance. The improvement activities should be explicitly
implemented in these schools, but the needs analysis by identifying the difficulties and
support they need is neglected, and federal practices rather than local improvement
are included (Dee & Dizon-Ross, 2019).

2.5 Research Studies on Teacher Evaluation
2.5.1 Research Studies on Teacher Evaluation and Participatory Approach

Growth-oriented teacher evaluation systems help teachers identify and reflect on their
teaching to determine the highly developed practices and those that need further
development by self-reflection, ongoing feedback sessions, and finally, a growth plan
based on evaluations. A qualitative study was conducted with twenty-one teachers to
analyze their first-year experiences in a growth-oriented teacher evaluation program
in Franklin Regional School (Fowler, 2001). Findings indicated that teachers
appreciated the self-directed and individualized nature of the system. Furthermore,
through professional learning culture, including peer relations, relations with the
evaluator, and professional learning activities, teachers experienced collegiality due to
teamwork, reflective discussions on focused and sustained professional learning
activities that enable teachers to apply theory to practice. On the other hand, teachers
have suggested that the documentation and summative evaluation process be better
explained and implemented more systematically by the evaluators; significantly, the
feedback process should be revised to get meaningful comments. One crucial
suggestion of the teachers was about stakeholder involvement meaning that teachers
being involved in the design of the Franklin Regional Growth-Oriented Teacher

Evaluation Plan to be clear about the elements of the program, to understand and apply
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the rubric and how the aspects related with rubrics and summative evaluation. The
teachers stated that not getting their views while planning and implementing this
system created the feeling that they dictated something, and the management was

challenging them.

To identify the most significant elements of teacher evaluation as perceived by K-6
teachers and administrators according to their lived experiences, DiGrazia (2018)
conducted a qualitative study with eleven teachers and administrators from primary,
middle, and upper grades. According to the study's findings, participants perceived
evaluation for professional development, constructive criticism, peer collaboration,
and informal visits for classroom observation as most pertinent to their evaluation.
They also mentioned that by involving peers in the teacher evaluation process,
providing teacher-specific and timely feedback about instruction was beneficial for
their development. The teachers who participated in the research stated that they
wanted to have more information about evaluation processes. They also mentioned
that the administrators should involve teachers in developing these evaluation
processes. The study concluded that the teacher would accept the process willingly if
teachers had more to say in these processes in which they are evaluated, developed
processes meet the needs of all parties and the teachers have more control over the

evaluation processes.

Phenomenological research conducted with school leaders in Michigan aimed to
uncover charter school leaders' authentic experiences in teacher evaluation processes
and determine how to balance the accountability and professional learning
components to support teacher performance (Evans, 2019). Research findings
indicated that school leaders promise assessment systems that support the
development of teachers and stated that teachers, because the autonomy granted allows
schools to be evaluated following the context of the school and needs of the school,

want more autonomy in teacher evaluation systems.
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2.5.2 Research Studies on Problems in Teacher Evaluation

In the research conducted by Siizen (2007), with classroom teachers working in a
private primary school, teachers' opinions about the performance evaluation system
were obtained using the qualitative research method. According to the research results,
most teachers stated that performance evaluations should be done for professional
development purposes, and more than one person should do the evaluation. In
addition, teachers noted that insufficient time, performing biased assessment, having
problems in communication, and using evaluation results for purposes like comparing
teachers, creating a competitive environment, holding responsible for student failure

are problems experienced in the evaluation process.

In 2012 Bill and Melinda Gates Foundation conducted a study with the help of 3000
volunteer teachers to provide valid and reliable feedback to teachers for professional
development and improvement. Bill and Melinda Gates Foundation analyzed how
teachers and administrators could use teacher evaluations to improve teachers teaching
skills (Archer et al., 2016). Two-thirds of American teachers had criticized the
traditional evaluations methods, which assign ratings rather than changing practices.
They believe that it did not reflect the complete picture of their classroom's practices.
However, teachers stated that they could trust data gathered from fair and reliable

measures. (Gates Foundation, 2018).

In 2016 Donahue, conducted a case study in a high school to evaluate Marzano
Teacher Evaluation Model (MTEM) implemented in this school. MTEM aims to build
teachers' pedagogical skills over time and increase expertise through feedback.
Research findings revealed that teachers misunderstood this model as seeing it as an
extension of their past practices. Nevertheless, they integrated the model to achieve
enough ratings to continue their employment. Furthermore, findings also revealed that
teachers described the barriers as a lack of trust in the intention of the observers. They
also noted a need for more concrete examples to implement the strategies aligned to
the model; they feel overwhelmed and feel like they are doing the instruction for the

evaluator. They also added that they felt like they were getting scores rather than
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guiding students to learn in observed lessons. Furthermore, findings indicated that
focusing on scores rather than growth indicators created resistance for teachers to

embrace the model willingly.

In a case study conducted by Fuller (2022), it was aimed to reveal how teachers
perceived the effectiveness of the teacher evaluation process in a small school. The
study conducted based on the assumption that if principles understand how teachers
feel about the effectiveness of the assessment process, they will make policies and
procedures applicable to address these perceptions. The study consisted of 20 teachers
from a small, rural, central Illinois school. This research has shown that teachers are
aware of the need for teacher evaluation but find the teacher evaluation process too

formal and ineffective, with excessive paperwork.

2.5.3 Research Studies on Effective Features of Teacher Evaluation

Kimball (2001) conducted a case study to evaluate Danielson's Framework for
Teaching Model implemented in two school districts with teachers and administrators
from different school levels. Danielson's framework is being implemented based on
standards and attempted to provide an evaluation framework that enables substantive
feedback to enhance professional practice. Findings demonstrated that this framework
changed the nature of teacher evaluation practices by using a set of teacher
performance standards, allowing a more structured process, providing opportunities
for teachers to get feedback and dialog, basing evaluation decisions on multiple
sources of evidence. Other research findings revealed that teachers generally
understood the standards, moderately accepted them, and perceived them valid and
fair. Teachers and administrators agreed that this teacher evaluation system focused
on teacher growth and accountability. Teachers find the system influencing by
providing feedback to teachers about instruction, professional development, and

teaching by dialoguing with the evaluators.

A case study was conducted to investigate, analyze, and describe K-6 teachers' and
administrators' perceptions of the teacher evaluation process utilized in an elementary

school and factors that impact teacher practice (La Masa, 2005). Findings revealed
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that the teacher evaluation model would be more productive in improving teacher
practice if the evaluations were done in a more collaborative and reflective
environment, especially with peers. They also added that the evaluation would be more
productive if more observations were conducted with constructive feedback,
observations were carried out at regular intervals when the time was used efficiently,
evaluators were trained about the formative assessment process, and if the teachers
play an active role in the decision-making process of the professional development

and evaluation processes.

Icel (2008) conducted a study with teachers working in charter schools to explore
teachers' and administrators' insights into the current evaluation model implemented
for three years based on Danielson's Framework. Findings revealed that participants
indicated that open dialogue, meaningful feedback, and communication between
teachers and principals are essential for professional development. Furthermore, well-
prepared rubrics with clear standards can be used to build trust between teachers and

principals.

To determine the effect of performance control and leadership characteristics of
principals in public and private schools and propose teacher evaluation processes to
improve teacher performance, llgaz (2011) conducted a qualitative study. Throughout
the findings, teachers suggested multifaceted and process-oriented evaluations
conducted based on specific criteria, by multiple sources, and with different methods
should be included in expected evaluation systems. Furthermore, teachers also stated

a need for fair evaluation, which aims to guide teachers' training.

Marzano (2012) surveyed 3000 educators. In this study, a simple five-value scale is
given to the participants within a score of 1 indicated a belief that measurements are
the sole purpose of teacher evaluation, and 1 also means that the development should
not be considered the purpose. On the other hand, a score of 5 indicated that
development is the sole purpose of the evaluation. And 5 also means that the
measurement should not be considered as the purpose of the evaluation. A score of 3

indicates that the purpose is equally split between measurement and development, 2
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as measurement and development are essential. Still, measurement is dominant; on the
other hand, 4 also means measurement and development are crucial, but development
is dominant. 76% of the respondents selected a score of 4, and 2 percent chose 5.
Hence, most of the respondents stated that the teacher evaluation should be used for
both measurement and development but should be considered the more important
purpose. Throughout this research, many of the participants stated that a single
observation made for one year is not enough and that different people should evaluate

the different course processes of the teacher.

Bige (2014) researched to define classroom teachers' opinions about school principals'
supervising process with 386 primary school teachers. Results revealed that teachers
are expecting guidance, feedback, determining the needs of teachers for their
professional development process, reward, and appreciation, and increasing the

quality of education from the supervision process conducted in their school.

Nelson (2015) applied a survey to elementary teachers in Illinois working in thirteen
different elementary schools to gain insight into the teacher evaluation experiences
and learn their opinions of potential changes to the teacher evaluation system.
According to the study's findings, classroom teachers considered trained and
competent evaluators, clear and straightforward standards, and adhered to procedures
as the most critical and desirable components of a teacher evaluation system. Teachers
also indicated that an ideal evaluation process should support struggling teachers, a

self-reflection component, and frequent and regular feedback.

A case study was conducted with high school teachers, students, principals, and
parents in a private school to examine teachers' opinions about accountability
(Tiirkoglu, 2015). According to the findings, there are difficulties and uncertainties in
preparing teacher evaluation criteria and evaluating teachers' performances. Teachers
play a minimal role in decision-making processes at school and are seen as more
practitioners. In this study, it is seen that teacher accountability is caused by intense
expectations and an internal accountability system in the school. The evaluation of

teachers is carried out based on observations in the classroom and outside the
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classroom by the department coordinator, and teachers are also evaluated through the
questionnaires by the school principal, vice principals, department coordinator,
students, and parents. Teachers considered the personal observations made by the
administrators as the most exciting part of evaluations, and the biggest concern of the
teachers about the evaluation is whether the institution will work with them the
following year or not. The questionnaire is used as a trump card, and the results of the
questionnaires make teachers feel anxious about the process. The camera system is
used to observe in-class and out-of-class activities and constantly monitor teachers'
anxiety levels. Other criticisms made by teachers are lack of feedback after the
evaluation process, and the teachers stated that they expect positive reinforcements as
a result of the evaluation process. The teachers' statements concluded that they needed
motivation in particular; they considered principals to use positive communication and
expected a supportive approach from parents and administrators rather than
commanding words. The teachers stated that some teachers were treated privileged in
this school, the warnings given to them were not provided to these teachers, and they

considered this situation unfair.

Interviews with 32 randomly selected teachers and two years survey from 12.000
teachers were conducted to measure the perception of teachers on the clarity,
practicality, and cost of the new teacher evaluation model called Chicago's REACH
Students. Chicago Students (REACH) as a new system to evaluate teacher
performance can be considered a reform to teacher evaluation (Jiang et al., 2015). This
system was developed to focus on improving instructional practices. In the REACH
system, multiple classroom observations are included. After conducting observations,
conferences with teachers were planned to give detailed feedback for all teachers and
provide guidance for instructional practice. This evaluation model also includes
measures of student growth. According to the findings, teachers are generally
optimistic about this new system, especially the observation component. Teachers
found the observation process to be more transparent and provide useful feedback. But

they are worried about using the student growth in their evaluation. Another finding
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showed that beginning teachers consistently were more positive than experienced

teachers.

Winslow (2015) conducted a study to explore teacher and administrator perceptions
of the effectiveness of the feedback in improving teachers' instructional practices. A
mixed-method study was conducted in a school implementing Danielson’s teacher
evaluation framework. Findings revealed that the frequency of being observed by
multiple researchers is considered as the best practice. In addition, teachers favor face-
to-face feedback than written feedback from principals after observations because they
wanted to get the feedback with the help of a positive dialogue they established with

the principals and discuss this feedback with principals.

A study conducted with 1420 teachers employed in K-12 schools which have utilized
a teacher evaluation system since 2000, and it was aimed to investigate tenured
teachers' perceptions of the effect of teacher evaluation on their quality and other
factors that contribute to their improvement of instructional practices overtime
(Jaffurs, 2017). The study's findings indicated that most teachers viewed the local
teacher evaluation system as a tool for building effectiveness over time. Still, less than
half of all respondents believe that the system assists teachers in a formative way for
professional development. On the other hand, most teachers embraced the post-
conference as the most impactful part of the entire evaluation system. In addition, they
found the self-reflection processes teacher evaluation system as beneficial to support
professional development and build more pronounced teacher effectiveness over time.
The research also revealed that experienced teachers' self-reflection tendencies were
inversely related to their years of teaching experience and inexperienced teachers were
more prone to self-reflection. Finally, most teachers mentioned that professional
learning communities, peer coaching, and mentoring were effective professional

development activities.

A qualitative case study conducted by Donahue and Vogel (2018) in the Rocky

Mountain school district, which has sought to develop a system of supervision and

evaluation to support teacher effectiveness for more than a decade, aimed to examine

teachers' perceptions of how the practice of supervision and evaluation affects their
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daily classroom teaching practices. It was assumed that the findings of this qualitative
case study will reveal which elements of an evaluation system should be added to
existing models by reviewing of teachers' perceptions of the school district. The data
were obtained through interviews with 30 teachers working in different teaching
positions. Feedback, quality of relationships, assessment rubric, modelling, personal
integrity, and self-reflection were identified as mechanisms enabling teachers to
benefit from the existing system. These themes revealed the complexity of the system
where multiple mechanisms must work in coordination for teachers to realize the
benefits in their daily teaching practices. According to the results of the research,
effective evaluation systems should provide a clear indication of instructional
strengths with feedback for continued practice, as well as identify areas of relative
weakness in a teacher's teaching and provide specific recommendations for change
.Teachers stated that people who spend enough time in their classrooms and have
sufficient teaching experience can accurately and effectively determine what is going
on in their classrooms and also stated that effective feedback should be given in a
timely manner. Finally, participants saw their own integrity and self-reflection as
perhaps the critical component in determining the usefulness of an evaluation system
regarding classroom practice.

Daghe (2018) conducted multiple case study research to examine the teacher
evaluation models implemented in these schools and analyze which of the model's
characteristics teachers and administrators perceived to be most effective in promoting
professional development and student achievement. In all models examined,
evaluators were getting training, especially about the rubrics used in the evaluation
model. Participants believed that the training about using the evaluation rubric gave
them better credibility and understanding of what to look for during the observations.
Furthermore, participants stated that the use of feedback allows the teachers to

improve the quality of instruction.

In qualitative research carried out by conducting focus group interviews with teachers,
it was aimed to understand high school teachers' perceptions about the evaluation

components (conferences, classroom observations, student growth measures, teacher
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reflection practices) in supporting teacher professional growth and student learning
(Fulton, 2019). The study's findings revealed that teachers were aware of the
importance of the evaluation components, and they perceived teacher reflection as the
most influential component of improving teacher practices. Furthermore, teachers
requested more frequent observations and opportunities to review goals and

professional practices; they also wanted fidelity in the tools used for evaluation.

McQueen (2022) conducted a study to examine the teacher evaluation system in terms
of teacher effectiveness in a small public school in Northern California. The purpose
of this qualitative case study was to determine teacher perceptions of the current
teacher evaluation system in a small Northern California public school district.
According to the findings of the study teachers stated that the teacher evaluation
system should use defined goals and criteria, be formal, and provide effective
feedback. The participants also emphasized that the teacher evaluation system can
increase student success by providing valid data, improving teacher skills, and
providing evaluator and teacher cooperation. The opinions of the participants in this
study that the evaluation system can provide professional development to the teacher
through teacher training, focusing on specific areas and working in cooperation with
their colleagues are also remarkable.

2.5.4 Research Studies on Developing Teacher Evaluation Models

Collins (1999) conducted a case study to explore the types of supervisory practices in
a private school. The researcher aimed to reveal how these supervisory practices are
perceived in terms of strengths and weaknesses, impacts of these supervisory practices
on teaching and learning, teacher development, and school improvement processes,
and make recommendations to improve the current supervision system. The research
was conducted with two education board members, principals, teachers, and students
working in a private high school. Findings of the study indicated that both Ministry of
National Education inspections and school-based supervisions, including classroom-
based performance evaluation, beyond classroom performance evaluation and

summative evaluation of teacher performance. Findings revealed that the participants
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had serious concerns about how the evaluation was done regarding the clarity of the
purpose, the criteria, and instruments used for evaluation, classroom observation
process, feedback reinforcement, reliability, the effectiveness of supervisors, and their
relationship with teachers, students, and parents. Collins recommended a teacher
evaluation model in which teachers, heads of the department, have a word to say in
the decision-making process of the evaluation procedures; the purpose of the
evaluation stated clearly, all the procedures of the model explained in a written
document. She also suggested a list of criteria that can be used by the school staff
regularly, data collection procedures including pre- and post-conference before and
after the observations, and data collection tools.

Kaplan (2019) conducted a qualitative study to develop a supervision model
supporting the continuous professional development of teachers. Qualitative data was
gathered from 81 participants (school principals and teachers working in primary and
secondary schools). Overall, the proposed model aimed to ensure continuous
professional development for teachers. Hence, in the model-specific criteria used for
evaluation, multiple evaluations such as self-assessment of teacher, peer coaching,
classroom visits were adopted, and results were used to ensure the teacher's

professional development.

2.6 Summary of Literature Review

The joint agreement shows that teachers play an essential role in students' learning
more than other issues, and every aspect of school reform depends on highly skilled
teachers for its success. The magnitude of the teacher’s influence on student
achievement has led to a continuous change in teacher evaluation systems. The current
global education trends and the necessity of equipping students with the necessary
skills and preparing them for life when they graduate have necessitated the continuous
updating of education policies and reforms. The view that the teacher is the most
important factor affecting the education system and the holistic success of the student
has been around for many years, and it is a fact that this view will not be abandoned

in the coming years. Throughout the teacher evaluation history many attempts that

79



take their roots from past educational reforms such as Race to the Top, Teacher
Incentive Fund, the Measures of Effective Teaching Project, No Child Left Behind
waivers, and Intensive Partnerships for Effective Teaching (Dee et al., 2021;
Donaldson & Woulfin, 2018; Garrett & Steinberg, 2015). Although education policies
are constantly changing, one thing that almost all of them consider important and do
not hesitate to invest is the professional learning and development of the teacher. It is
inevitable that this point is considered important because if you want a good return on
investment for teachers and teaching, you must attract, select, and develop teachers
with high human capital in terms of knowledge, skills, and abilities (Fullan &

Hargreaves, 2016).

While the effectiveness of teachers is evaluated according to certain characteristics,
today the methods and techniques used by the teacher in the teaching process continue
to be evaluated in terms of their effectiveness in gaining the expected skills for
students. Today education is shaping the workers of the economy and nation with best
schools, schools with best teachers and leaders will own the future (Stronge, 2018).
Teachers need to develop knowledge, skills and attitudes that are necessary to adapt
to the contemporary world’s complex and uncertain circumstances and therefore
teachers need to make instructional plans and decisions to teach effectively based on
the needs of the learners. All teachers and classrooms are unique and there is no way
to guarantee teacher effectiveness however, this does not mean that teacher
effectiveness cannot be improved. Achieving effectiveness is a continuous process
based on teachers’ reflections, adjustments, and growth. Undoubtedly, many studies
and research about teacher effectiveness have significant consequences, and it is
possible to increase the effectiveness by taking lessons from these results. Before
starting to work on increasing the effectiveness of the teacher in an institution, it is
very important to determine what kind of weaknesses the teachers have in which areas
by conducting an effective, specific, and comprehensive evaluation model. According
to Haefele (1993), the dominant model of teacher evaluation is in trouble because
evaluation criteria lack validity, evaluators are not trained, evaluators award lenient

ratings to teachers who are weak.
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Teacher evaluation can be thought of as the assessing a teacher's performance both in
and out of the classroom by systematically collecting evidence and documenting the
quality of teacher performance (Danielson, 2007; Stronge, 2006). Teacher evaluation
can be seen as an opportunity for teachers and administrators to collaborate and
improve classroom performance, ultimately increasing student achievement
(Reinhorn et al., 2017). In order for teacher evaluation to create opportunities for
teacher development and thus be effective in increasing student achievement, it must
have an accurate purpose and include valid evaluations in order to provide effective
feedback. (Darling-Hammond, 2014). When the reputable resources related to teacher
evaluation are examined, it was evident that the effective teacher evaluation process
based on the development of the teacher includes formative evaluations with timely
feedback, offers teachers the chance to participate in the evaluation process, provides
clarity and consistency, collects evidence from more than one source, and considers
contextual differences in the teaching environment (subject, grade level, class
composition) (Danielson, 2013; Darling-Hammond, 2012; Derrington & Brandon,
2019; Marzano, 2012; OECD, 2013a).

As in all evaluation systems teacher evaluation also should be based on evidene. For
teacher evaluation practices, evidence should be based on clear and unambiguous
criteria to define effective teaching (Danielson & McGreal, 2000). For comprehensive
evaluation systems that are fair, accurate, and credible, teachers should be evaluated
based on clear performance standards showing their ability to fulfill the teaching
profession (Weisberg et al., 2009). To develop teachers or keep them accountable
teaching standards should be observable, appropriate to provide feedback, and refer to
teachers' qualifications to make students learn. Furthermore, standards of effective
teaching must reflect current best knowledge about learning (Danielson & McGreal,
2000). When determining the skills or standards that teachers should have, redundancy
and complexity should be avoided so that the feedback given for different performance

levels is meaningful (Danielson & McGreal, 2000).

By defining criteria, we can determine what to measure. Accurately determining how
to measure the criteria or standards we will measure makes evaluation systems valid
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and reliable. While looking for the answer to the question of how we will do the
evaluation, it is important to first determine the purpose for which we evaluate and to
make this purpose the goal of the whole process. Otherwise, all our efforts to create
evaluation systems will remain inconsistent and meaningless attempts. Improving
teaching quality by strengthening teacher accountability which is summative in nature
and improving teacher professional development, which is formative are two common
purposes used for teacher evaluation (CDE, 2015; Ford & Hewitt, 2020; OECD,
2009b; OECD, 2013a; Papay, 2012).

Accountability took its place in the educational area with the No Child Left Behind
act. It was promised all the students would achieve proficiency as measured by test
scores, but this promise has still not been met over 12 years later (Kritt, 2018). The
effectiveness of teacher evaluation for accountability depends on the correct setting of
standards or criteria for teacher performance, the effective management of external
and formal processes, and a cohesive and objective evaluation by well-trained and
competent evaluators (OECD, 2009b). The accountability process can be trusted
where stakeholders can work collaboratively, sustainable collaboration, and

performance standards are established (Ehren & Baxter, 2021).

On the other hand, to promote evaluation systems in which teachers are being
evaluated fairly, accurately, and credibly the evaluation aim should be linked with
professional development, and the core purpose of the evaluation should be to
maximize the effectiveness of teachers, not documenting the poor performance
evidence to dismissal (Weisberg et al., 2009).Teacher evaluation for improvement
purposes requires a non-threatening context, precise individual and collective
objectives to improve teaching, evaluation instruments such as self-evaluation forms,
classroom observations, structured interviews, and a culture of mutually providing and
receiving feedback (OECD, 2009b). When the evaluation is conducted toward
improving teacher practices, the evaluation process helps the teacher question and
consider their practices. This kind of evaluation may involve joint activities at the

institutional level and individual learning, support, and mentoring activities.
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After determining the qualifications of the teachers to be evaluated, in other words the
standards and the purpose of the evaluation, it is important to develop the data
collection tools to be used and to structure the data collection process correctly.
Various data collection tools can be used in the teacher evaluation process, these tools
are related to the purpose of the evaluation. For example, while the data collection tool
based on an evaluation that supports teachers' professional development is classroom
observation, the primary data source used in an evaluation model conducted for
accountability may be the test score results of students. Data that is obtained in-class
observations can often provide concrete data on the direct performance of the teacher,
which cannot be achieved with various evaluation forms or tests. Teacher observation
is a straightforward way to provide feedback, and observations are done for two
purposes: measurement and development (Marzano & Toth, 2013). In addition,
observation breaks through classroom walls and provides professional sharing,
collaboration, joint implementation, and feedback (Cousins & Earl, 1995). Structured
interviews with teachers before and after classroom observations provides feedback to
the teacher and provide information to the evaluator to understand the observation
process and make meaningful judgments about the process. Classroom observations
and interviews before and after the observation are essential steps that form the basis
for the later stages of the system to determine the teacher's professional development
needs at an individual level in a reflective way and guide the teacher in setting the
performance goal (TEDMEM, 2018).

Although observation forms and post-observation interviews are commonly used
tools, teacher self-evaluation is also a frequently used data collection tool. A self-
evaluation is an essential tool when the purpose of the teacher evaluation is based on
the improvement of teacher practices. Since it is generally thought that teachers cannot
evaluate themselves objectively, this type of evaluation is avoided and the usefulness
of self-evaluation instruments is being undermined (OECD, 2009b; Nikolic & Cabaj,
2003). On the other hand, self-evaluation also affects the active participation of the
teacher in their evaluation process. Other evaluation results can support self-

evaluation reports because teachers have a better sense of their typical behavior.
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Furthermore, to detect bias within a teacher's self-evaluation, this evaluation needs to
be compared to the evaluation scores recorded by other observers (Marzano and Toth,
2013). Unit plans and lesson plans can be used to provide evidence for long and short-
term planning. Although some teachers prepare excellent lesson plans which are
brilliant on paper but carrying this plan out during the classroom teaching may not be
as successful. Plans should not be used solely as evidence for effective teaching
because planning requires complex skills, but planning may not mean that the teacher
will be as successful in teaching (Danielson & McGreal, 2000; Marshall, 2013).

Another important issue in teacher evaluation models, in which what, how and for
what purpose will be measured is determined, is planning how to use the results in the
most beneficial way. Once schools accurately and fairly evaluate the teachers,
information gathered through evaluation should be used to modify teacher
compensation systems, target professional development, recognize excellent teachers.
The professionally nurturing feedback for teachers seeking self-improvement should
dig into evidence and include comprehensive, rich data that is systematically collected,
prepared, and consumed (Amrein-Beardsley & Geiger, 2022). It is crucial to give
teachers high-quality feedback based on accurate measurement of their instruction to
improve teaching and learning (Kane, et al., 2014). The use of valid tools, including
specific criteria while giving constructive, detailed feedback, holding a reflective
conversation with a sincere and professional dialogue, and the fact that the feedback
provided is entirely aimed at the development of the teacher strengthens the teacher's
trust in the evaluation (Danielson & McGreal, 2000; Lynda et al., 2021).

It is also especially important to ensure the validity and reliability of teacher evaluation
systems that contain so many variables, which is closely related to the trust that
teachers have or will have in this system. Undoubtedly, accessing multiple data from
multiple sources is included in the process of collecting credible and reliable data in
an evaluation system. Data regarding the teachers' classroom practices should be
gathered from multiple sources collected over multiple points in time because the
observation score can be prevailing with error for various reasons (Marzano & Toth,

2013). Therefore, evaluations should include multifaceted evidence of teacher practice
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using multiple evaluation tools such as self-assessment forms, classroom observations,
and interviews (CDE, 2015). Moreover, the fact that evaluators and evaluated persons
are competent about teacher assessment through regular training also ensures that
assessment models are fair and reliable. To conduct an evaluation model that reflects
variations in teacher effectiveness fairly and accurately, those running the evaluations,
such as teachers, principals, assistant principals, etc., must receive rigorous training
and support (Weisberg et al., 2009). The successful teacher evaluation system greatly
depends on the in-depth training of the evaluators, and evaluators should have a range
of characteristics and competencies (Cohen & Godhaber, 2015; OECD, 2009b;
TEDMEM, 2018). All in all fair and effective teacher evaluation models, which
providing timely and meaningful feedback to teachers, including observations done
throughout multiple sources and training educators to become expert evaluators in
order to evaluate teachers effectively, are needed (Bill and Melinda Gates Foundation,
2010; Darling-Hammond et al., 2012; Darling-Hammond, 2014; Dee et al., 2021).

Teachers especially care about having a say in the planning and implementation of
teacher evaluation models. What is known about how evaluation experience can
change teacher effort and effectiveness from teachers' perspectives is relatively limited
(Tuytens & Devos, 2013; Taylor & Tyler, 2012). Teacher evaluation systems will be
more effective if the stakeholders participate in designing process of the evaluation
(ESSA,2019; McQueen, 2022; Paufler et al., 2020). Stakeholder involvement meaning
that teachers being involved in the designing process of the teacher evaluation plan to
be clear about the elements of the evaluation, to understand and apply the rubrics, to
be clear on how the elements of the evaluation related with rubrics and summative
evaluation. In recent years, collaborative and participatory teacher evaluation models
continue to be developed to improve professional practices in schools (Darling-
Hammond, 2014; Lillejord et al., 2018; Shulha et al., 2015).
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CHAPTER 3

METHOD

This chapter contains information about the research design, research questions,
context of the study, data sources, data collection instruments, data collection
procedures, and data analysis procedures. In addition, methods used for the research’s

trustworthiness and the study’s limitations are also given.

3.1 Research Design

Qualitative research is generally used when there is a need for detailed and complex
understanding to explore the problem or issue. While exploring this problem with a
detailed understanding, it is essential to address the meaning that individuals or a
group of people attribute to the social problem (Marshall & Rossman, 2015).
Therefore, it is crucial to consider the uniqueness of individuals by understanding the
ways that people view, approach, and experience the problem or issue, and this type
of research is also carried out not to ignore the effect of interaction between individuals
on the problem studied (Creswell & Poth, 2018; Ravitch & Mittenfelner, 2016). In
qualitative studies, it is essential to involve multiple perspectives, identify factors
involved in the research and finally develop a complex picture of the problem or the
issue (Creswell & Poth, 2018). While carrying out studies related to the problem, data
are collected in the natural environment where the problem has occurred. The themes
are reached by conducting inductive or deductive data analysis (Creswell, 2013;
Marshall & Rossman, 2015).

An important reason for the qualitative nature of this study was to understand in detail

the current practices related to teacher evaluation in the institution where the research
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was conducted and to understand the strengths and weaknesses of these practices in
detail. Furthermore, it was also aimed to get detailed suggestions from the participants
for an effective teacher evaluation model designed to be implemented in their
institutions. Another reason for selecting a qualitative study was the need to get the
individual and unique opinions of the participants many times since a participatory
teacher evaluation model was aimed to be developed within the scope of the study. In
addition, the qualitative research method was preferred on the grounds that different
participants, multiple perspectives, and the interaction between the participants were
important to develop a participatory teacher evaluation model. In this study, the
experiences of teachers, principals and experts on the current evaluation processes and
their opinions and suggestions about the needed model with different perspectives

were also examined in depth with qualitative methods.

A case study is an empirical inquiry that investigates a contemporary phenomenon
within its real-life context and provides unique examples of real people in real
situations by enabling readers to understand ideas more clearly than simply presenting
them with abstract theories or principles (Cohen, Manion & Morrison, 2007). The case
study is one of the qualitative approaches in which the researcher explores a real-life
contemporary case or cases through a detailed, in-depth data collection process
involving multiple sources of information (Creswell & Poth, 2018). A case study is
appropriate when the problem or the situation cannot be defined apart from the context
in which it occurs. In other words, case studies are preferred when the investigator has
little control over the events and when the focus is on a continuing phenomenon with
some real-life context (Yin, 2018). A researcher often selects a case that could be an
individual, a small group, or an organization using purposeful selection. Thus, the
primary concern is not generalization but developing an adequate description,
interpretation, and explanation of this case (Creswell & Poth, 2018; Marshall &
Rossman, 2015).

The teachers, principals, organizational cultures, the relationships between the

employees, and the schools’ dynamics are different. Therefore, for an effective teacher

evaluation model that aims for professional development, it is crucial to be specific to
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one school’s unique ecosystem (Bdlbil et al., 2013; Jones et al., 2006; OECD, 2013a;
TEDMEM, 2018; Chen et al., 2021). Furthermore, primary school teachers play an
essential role in shaping students’ educational paths, so if teachers are to be
encouraged, there will need to be a fundamental change in the educational climate
(Webb, 2006). The case study method was chosen on the grounds that the teacher evaluation
practices carried out in the school can only be understood in the context of the school itself.
Furthermore, the case study is also chosen because the teacher evaluation model to be
developed within the scope of the research should be unique for a school’s own cultural
structure, and the unique views of the participants should be reflected in this model. Following
the research aims and examining the literature-supported explanations, it was decided that this
research would be a case study. A private primary school was determined as the case, and the
research was conducted on that school in the academic year 2018-2021. Classroom teachers,
principals, and experts working in this school constituted the research participants. The data
is collected through semi-structured and focus group interviews. The overall design of the
study is presented in Figure 3.1.

Figure 3.1
The overall design of the study
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According to Leedy and Omrod (2016), research begins with a problem, and literature
related to the topic of the study is reviewed to formulate the problem. The problem
addressed within the scope of this study was discovered by examining the research in

the field of teacher evaluation and the sources containing different perspectives. After
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identifying the problem as the lack of an effective teacher evaluation model
implemented in the school, the research questions were developed. As shown in Figure
3.1, a general strategy to answer these questions, also called research design, was
formed. The research design provides the overall structure of the researcher’s
procedures, like how the data were collected and analyzed. In line with the established
research design, data collection instruments were developed, expert opinions were
taken, and pilot studies were conducted. Based on the expert opinions and the findings
of pilot studies, the researcher formed the final versions of the instruments. Next, the
data collection processes were carried out. Since this study aimed to propose a
participatory evaluation model, participant opinions were gathered multiple times.
Their views were reflected in each step in the development process of the teacher
evaluation model. Data were analyzed using content analysis. Furthermore,

trustworthiness procedures were assured while collecting and analyzing the data.
3.2 Research Questions

The purpose of this research was to plan, organize and design a participatory teacher
evaluation model to promote teachers’ professional development. This research is
composed of three parts. The first part of the research aimed to provide an in-depth
analysis of perceptions of classroom teachers, principals, and experts on current
teacher evaluation and professional development practices at the private school and to
examine the suggestions of the participants in-depth. More specifically, the research

guestions were:

1. What kind of teacher evaluation practices are carried out for classroom
teachers at this private school?

2. How are teacher evaluation practices perceived in terms of strengths and
weaknesses by classroom teachers, principals, and experts at this private
school?

3. What are the recommendations of this school’s classroom teachers, principals,

and experts to develop an effective teacher evaluation model?
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4. What kind of professional development processes are carried out at this private

school, and what is needed?

The second and third part of this research aimed to develop a participatory teacher
evaluation model to promote teachers’ professional development with data collection

tools. More specifically, the research questions were:

5. What are the opinions of the participants regarding the initial teacher
evaluation model?
6. What are the opinions of the participants regarding the guide of the model?

7. What is the validity evidence of teacher evaluation tools?
3.3 Context of The Study

Qualitative studies are context-dependent studies. The researcher should describe the
contextual features and their influences in detail to make sense of how the events,
actions, and opinions are shaped by the uniqueness of the context (Maxwell, 2013).
This research was carried out in a private primary school in Ankara province. Ten
classroom teachers were teaching in the first grade, 15 teachers were teaching in the
second grade, 16 teachers were teaching in the third grade, and 20 teachers were
teaching in the fourth grade. Almost all the teachers working in the school had at least
three years of teaching experience. The number of newly graduated teachers working
in the school was low. Teachers who are newly graduated do not teach during their
first year of school, they observe other teachers. While the teachers are recruited, they
are subjected to a written exam and an interview. In addition, an exemplary lesson
process is observed in order to observe how teachers teach in the classroom during the

recruitment process.

Admission to primary school took place in two different ways. Students attending the
kindergarten of the same school both in the fifth and sixth years were entitled to study
directly in the first grade of the primary school. No external students were accepted to
study in the first year. Therefore, the number of 1%-grade teachers (n=10) is lower than
in the other grades. On the other hand, students who have attended kindergarten and
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primary school in another school were subjected to an exam. They were eligible to
study from the second grade if they passed the exam. Participants believed that the
students in this second group who earned to study at this school with an examination
were more successful academically than those from the kindergarten. Some teachers
reported that this situation affects the teacher’s class average score and, hence the

principals’ view of the teacher’s success.

A primary school principal, and twelve assistant principals are working in this school.
Ten assistant principals working on each grade level separately. The school principal
has classroom teaching experience for more than 25 years, and most of the assistant
principals have classroom teaching experience. In addition, there was an assistant
principal in each hall where the teachers’ classroom was located. Five curriculum
development experts and three measurement experts were working in this school.
Experts were working in collaboration with teachers to design lesson plans,
instructional practices, and assessment processes. Experts were also responsible for
implementing projects at that school and for the organization of in-service training

from time to time.

The professional development activities at the school are generally carried out within
the scope of in-service training periods. Teachers are asked about what training they
want to receive within the scope of in-service training, and training on subjects
specified by the majority rather than individual requests of teachers was provided. It
is not determined how the teachers could apply what they learned after the training.
Teachers also notify the school principal when there are different trainings they want
to attend, and the administration supports the teaches participation in this training. In
general, they were of the opinion that the school provides less support than in the past
on issues such as tuition fees, travel expenses, or meeting accommodation if the
training is outside the city. There has been no systematic teacher evaluation process
implemented at this school so far. However, the school principal tries to observe each

teacher’s performance non-systematically once a year.
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3.4 Data Sources

Deciding where to conduct and whom to include in the research, called sampling, is
an essential part of the study, and even in a single case study, it is necessary to explain
why this case has been chosen rather than others (Maxwell, 2013). Although it is
appropriate to use probability sampling or convenience sampling in research, there is
a third category called purposeful selection or purposive sampling, meaning that
particular settings, participants, or activities are being selected deliberately to answer
the research questions (Maxwell, 2013; Patton, 2015). In the case studies, it is crucial
to choose the most significant case which is accessible and illuminates the research
question (Creswell & Poth, 2018; Yin,2018). In purposeful sampling, it is essential to
select individuals who have experienced the phenomenon being studied (Creswell,
2015).

3.4.1 Features of the Case

This study employed purposeful sampling, and the case was selected following the
aims of the research, the research questions, and considering accessibility. The reason
for choosing a private school rather than a public school was that public schools are
subject to the decisions taken by the Ministry of National Education rather than the
implementation of the individual choices of the schools in the process of teacher
evaluation. There were many private schools in Ankara, and this school took a
participatory attitude during the development of the evaluation model. In addition to
the school’s voluntary participation in the research, it was also crucial for the school
to be accessible to the researcher and for the research to carry out a long-term and
detailed research process. Since the subject of teacher evaluation is a subject that
teachers approach with suspicion and uneasiness, it was especially important for the
participants to trust the researcher in order to conduct the research more efficiently
and effectively. The fact that the researcher worked in cooperation with teachers and
principals for a long time as a curriculum development expert in this chosen school
enabled the participants to answer the questions with confidence and in detail. Due to

the mentioned reasons, the following features (see Table 3.1) are defined for this case.
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Table 3.1

The Features of the Case

Criteria Parameter

Type of the school Private School

Institutional In need of a teacher evaluation model

characteristics Being open to developing a teacher evaluation
model

Accessible to the researcher

3.4.2 Selection of the Participants

In qualitative studies, it is important to include multiple perspectives of participants to
focus on the meaning that the participants hold about the problem or issue (Creswell
& Poth, 2018). Classroom teachers, principals, and experts (curriculum development
experts, measurement, and evaluation experts) working at that private school were
selected as the participants. The first data collection was conducted with 20 classroom
teachers, nine principals, and seven experts to understand the current teacher
evaluation process, problems, and strengths and get recommendations about the
evaluation model that will be developed as the product of this research. While 20
teachers were selected, teachers from each grade level with different years of
experience were asked to participate in the study (see Table 3.2). On the other hand,
those who wanted to participate voluntarily from the principals and experts were
determined. As a result, nine principals and seven experts at the school agreed to

participate in the study.
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Table 3.2

Teachers’ Grade Levels and Years of Experience

Grade Level Teachers Year of Teaching Experience in the

School

1% Grade T2,T4,T10 0-5
T3 10-15
T11 15-20

2" Grade T6, T12, T16 5-10
T8, T14 10-15

3" Grade T1,T9, T17 0-5
T5,T7 15-20

T19 0-5

th

4" Grade T13, T20 10-15
T15, T18 15-20

The second data collection was conducted through focus group interviews to
understand participants’ opinions about the proposed model, which was prepared
according to the first interview results. Focus group interviews were conducted to elicit
participants’ feelings, attitudes, or perceptions about the topic. In focus group
interviews, participants have the chance to express their views based on their
experiences (Puchta & Potter, 2004). While selecting the participants, it is essential to
choose the ones affected by the situation, who have enough experience to contribute
by expressing their opinions in detail, and who provide diversity to understand the
issue from multiple dimensions (Bader & Rossi, 2002; Krueger & Casey, 2015).
Furthermore, a focus group participant numbers should be no longer than ten, and a
group including six to eight participants would be enough to allow sharing insights
and providing all the perceptions (Hennink, 2014; Leedy & Ormrod, 2016). It is
crucial to conduct different focus groups to get various perspectives and increase
confidence in the merging patterns (Patton, 2015). In the focus group discussions of
this study, teachers, principals, and experts came together in each focus group meeting.
Furthermore, both the teachers who participated in the first interview sessions and the
teachers who had not been interviewed came together, shared their opinions about the
initial model, and made suggestions about what could be added. Involving participants
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who had different experiences in developing the proposed teacher evaluation model
and participants with various duties and responsibilities that may be affected by the
use of this model increased the interaction in the focus group meetings and enabled
the researcher to get more in-depth opinions. In order for the discussions to be
effective, the number of participants in the group was limited to seven. Interviews

were conducted with four different groups (see Table 3.3).

Table 3.3

Focus Group Participants

Focus Group Teachers Principals  Experts
Participated in Did Not Participate
First Data in First Data
Collection Process  Collection Process
1st Group T9 T21 Pl E3
T13 T22
T23
2" Group T8 T24 P3 El
T11 T25
T26
3" Group T5 T27 P2 E6
T10 T28
T29
4™ Group T3 T30 P5 E7
T15 T31
T32

The third data collection process was conducted to get participants’ opinions about the
final version of the model and get their views for validating the tools prepared for the
data collection of the evaluation model. The guide, including the model’s explanations
and the data collection tools, was sent to all the participants via email to get their

opinions.
3.5 Data Collection Instruments

In qualitative research, data are collected by tools designed by the researcher to
examine documents, observe behavior, or interview participants (Creswell & Poth,
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2018). So that the researcher developed both the interview and focus-group interview

forms.

3.5.1 Semi-Structured Interview Forms

Interviews are commonly used in case studies to gather in-depth explanations by
asking how and why questions to the participants (Yin, 2018). Interviews are
conducted to find out things we cannot directly observe, like feelings, thoughts,
intentions, perspectives of participants, and meanings attached to problems or issues
(Maxwell, 2013; Patton, 2015). Interview schedules generally allow for open-ended
responses which are flexible enough to collect data on unexpected situations and
gather descriptive data in the participants’ own words to develop insight into the
participants’ interpretations (Bogdan & Biklen, 2007). According to Mason (2002),
qualitative interviewing should be used if the researcher suggests that the participants’
perceptions, knowledge, views, understandings, interpretations, experiences, and
interactions are meaningful sources to explore research questions. In this research, to
answer research questions, gain a deep understanding, and develop insights into the
participations, interview schedules were developed to collect data from teachers,
principals, and experts on general and specific teacher evaluation issues. The process
of developing the interview form took place in three stages. These are “writing the

29 ¢¢

questions,” “asking experts’ opinions,” and “pilot study.”

In the question-writing process of the interview schedule, it is essential to consider
how the situated knowledge could be generated (Mason, 2002). Focusing on lived
experiences of the participants enables the researcher to generate the situated
knowledge in an appropriate context (Mason, 2002). The interview schedule of this
study includes questions asked based on lived experiences of the participants. While
writing the questions, the researcher took the research aim and research questions as
the basis. Interview forms developed for teachers, principals, and experts are similar

in terms of the scope of the questions.

Probes can be called reminders for the researcher to ask for more information or ask

for an explanation of the ideas (Creswell, 2015). In the interview form, the researcher
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prepared and used probes when more information or clarification was needed to
answer some questions. For instance, the qualifications that were thought to be
evaluated were explicitly asked to answer the question in case the teachers do not
understand what is meant by the term “qualification” or to eliminate the possibility of

not coming to their minds.

An expert in qualitative research, two researchers experienced in qualitative research,
two curriculum development experts, and two measurement and evaluation experts
reviewed the interview schedule. The researcher consulted for their feedback on the
content and face validity of the interview schedules. Based on their feedback, the
researcher added new questions and removed and/or revised some of the questions.
Questions were reexamined and changed to be more precise and more understandable,
and the researcher also altered some of the questions to create a more integrated
structure. For instance, to receive an answer associated with teachers’ experience, the
question “Let us talk about the teacher evaluation process used in our school. Can you
tell me how this process works?” is transformed to “Can you give examples of the
evaluation processes at your school? Can you share your experiences about the

evaluation processes conducted?”

On the other hand, the question “How is professional development linked to teacher
evaluation?” was reported to be unclear. Therefore, instead of this question, the
researcher asked questions for the participants to explain what was intended by
professional development, give examples of the professional development activities
carried out at school, and associate this with teacher evaluation. Furthermore, the
question “What kind of steps should be included in a teacher evaluation model?” was
not understandable by the participants and will not provide meaningful data for
research. Therefore, it was decided not to use this question in the schedule. After
reorganizing questions, overall errors related to the language were corrected and made

ready for the pilot implementation process.

It is important to engage in a pilot interview to improve skills in interviewing. A pilot

interview helps adjust the interview schedule if some of the questions are not clear
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enough if the interviewee chooses to answer shortly, that does not provide sufficient
explanation or if the probes are not working well (Creswell, 2015). Before the
administration of the interviews, the questions were piloted with two classroom
teachers, one expert, and one assistant principal to see whether the questions were
understandable and clear or whether the questions were working or not. While teachers
were interviewed in teacher rooms and classrooms, principals and experts were
interviewed in their own offices. All the interview sessions were audio-recorded with
relevant permissions. After the piloting process, the researcher changed the structure
and the order of the questions. The first interview form consisted of questions in five
parts: (a) the demographic information of the participants; (b) the current teacher
evaluation processes applied at this school; (c) the positive and negative sides of these
processes carried out at the school; (d) the suggestions about the model to be
developed; (e) the professional development studies carried out at the school and the
needs. When the researcher asked the questions in this order, it was noticed that the
participants tended to answer other questions from the first question, and they could
not answer each question in detail. For this reason, it was decided to change the order
of the questions. For example, in the first interview form, questions asked to
understand current implications about evaluators, schedule of the evaluations, data
collection tools, data sources, teacher qualifications were included in one section,
while the positive and negative practices carried out in the school were included in
another section. The participant was talking about both positive and negative features
while explaining the current situation. In the final version of the interview schedule,
the positive and negative aspects of evaluating the teacher qualifications are asked
immediately after the current situation related to teacher qualifications. In the
interview schedule, the researcher noticed that the answers given to the “For what
purpose are the evaluation results used?” question were not detailed because
participants did not understand the question. So that the researcher decided to add
probs like “How are the results used for determining your strengths or need to be
improved?” These changes were also reflected in the principal and expert interview
forms. The final version of interview schedules for teachers, principals, and experts

are presented in Appendix A, Appendix B, and Appendix C, respectively. The
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"Descriptive Information” section of the final versions included five semi-structured
questions for teachers, six semi-structured for principals and six semi-structured for
experts. In the "interview questions™ section of the latest versions, there are 33 semi-

structured questions for teachers, principals, and experts.

3.5.2 Focus Group Interview Form

The purpose of conducting a focus group is to understand better how people feel or
think about an issue, idea, product, or service (Krueger & Casey, 2015). Focus group
interview forms are helpful tools for developing or evaluating a program, clarifying,
or validating the results of the interviews, disseminating preliminary findings, or
gathering feedback to refine the framework (Creswell & Poth, 2018; Marshall &
Rossman, 2015; Patton, 2015). In this study, focus group interviews were conducted
with four different groups to get the participants’ opinions regarding the teacher
qualifications to be evaluated, schedule, process, use of results, and the feasibility of
the initial teacher evaluation model. The development process of the focus group
interview schedule is explained in three steps. These are “writing the questions,”
“asking experts’ opinions,” and “pilot study.” The schedule was designed to include
open-ended questions as the aim was to review each dimension of the initial model by
the participants and get their opinions about some unspecified points that arose during
the interview sessions. In the introduction part of the schedule, the researcher made an
opening speech, introduced the model, and introduced the participants in each group.
In another part of the schedule, the researcher asked open-ended questions, including
all the model dimensions. Furthermore, to clarify some unspecified points raised in
face-to-face interview, questions like “You mentioned that the observers could not be
objective, so to solve this problem, can more than one person enter the observation at
the same time? How?” “When the interviews were examined, it was stated that the
evaluation of the lesson plans of most teachers should not take place as they do not
reflect the process. What do you think about using the lesson plan within such a

model?” were also asked to the participants.
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After writing the questions, two professors experienced qualitative research, two
curriculum development experts, and two measurement and evaluation experts
reviewed the interview schedule. The researcher consulted for their feedback on the
content and face validity of the focus group interview schedules. Based on their
feedback, the researcher changed some questions entirely and added more questions.
For instance, “What kind of weighting do you suggest being assigned for each
qualification? Which qualification is more important than the other when you think
about this school?” question was considered as it was proposing weighting as an
obligation. So instead of this question, “Should there be an order of importance among
these qualifications?” question was included in the schedule. Furthermore, the
question “What do you think about the feasibility of this model? Would you like to be
evaluated with such a model? Why?”” was only letting the participant who wanted to
be evaluated by this model explain their opinions. So that at the end of the question,
the “Why not?” option is also added to the schedule.

Before the administration of the focus group interviews, the questions were piloted
with one classroom teacher, one expert, and one assistant principal to see whether the
questions were understandable and clear and whether the questions were working or
not. After the piloting, some points in the explanation of the model like “Ensuring
defensibility through face-to-face interviews” and “Evaluation model is open to
updates” topics were expected to be explained in detail to the participants. The last

version of the focus group discussion interview form is presented in Appendix D.
3.6 Data Collection Procedures

The researcher collected the data in the private school selected as the case during the
academic years of 2018-2021. In the case studies, data collection procedures can
follow a realist perspective aiming to collect data about events and behaviors or a
relativist perspective aiming to collect data to capture the distinctive perspectives of
the participants (Yin, 2018). As this research aims to reflect the different views of
the participants for the development process of the model, the researcher preferred a

relativist perspective. Also, in this research, since a model was developed with a
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participatory approach, the participants’ opinions were taken at every stage of the

model development process.
3.6.1 One-to-one Interview

Data were collected from teachers, principals, and administrators through one-to-one
interviews in the school setting. In case studies, interviews should be conducted in a
friendly and non-threatening manner (Yin, 2018). Interviewing also includes
observing the participants, and interviewers should consider how participants will
respond if they seem uncomfortable (Maxwell, 2013). To propose a friendly and non-
threatening environment and build a relationship, interviews could begin with a small
talk made with participants about any topic from daily life or ice-breaking questions
(Bogdan & Biklen, 2002; Creswell, 2015).

Before conducting interviews, the researcher obtained the necessary permission from
the school’s principal and the institution’s general manager to conduct this research
with teachers, experts, and principals. At the beginning of each interview session, the
researcher informed participants that the principal and the school’s general manager
were aware of this research. This explanation made them feel comfortable instead of
having an impression that they were conducting a secret or illegal process. As a result,
they answered the questions sincerely. The researcher also made a short talk with the
participants about their daily life experiences with questions like how they spent the
day or about an event that has affected the school climate recently. Before each
interview session, the researcher generated an interview environment where
participants could feel comfortable. Besides, the researcher conducted the interviews
in the form of a conversation and explained that these interviews were held for
research purposes only to make participants feel comfortable and respond sincerely.
In some cases, the researcher noticed that some participants did not want to explain
the negative experiences. In this case, the researcher explained that they do not have
to explain if they do not feel comfortable. As they trusted the researcher and the

research itself, the participants started to talk about the processes they did not want to
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talk about, making it possible to obtain in-depth and multifaceted data through the

interviews.

The importance of their valuable contributions in the development of this teacher
evaluation model was explained to the participants, and it was stated that thanks to
these contributions, an effective model could be designed by deeply understanding the
current situation in the school. The researcher also explained that the interviews were
being performed just for research purposes. The researcher also stated that

participants’ names would not be used in any report or document.

The researcher herself conducted all the interview sessions to avoid data collector bias,
and all of the interviews were conducted in quiet environments where participants felt
comfortable. Interviews were audio-recorded after participants’ permission. The
researcher explained to participants that if they felt uncomfortable at any stage of the
interview, they would terminate the interview session immediately, and the rest of the

data would be deleted.

It is essential to ask questions naturally, maintain eye contact, and give feedback to
the participants without sharing the researcher’s ideas (Creswell, 2015). Questions
asked by following a conversational approach and feedback to the interviewee were
provided by nodding or using sentences like “I understand, thank you for sharing this
experience with me,” etc. All the participants were given enough time to answer the
questions, or the researcher waited quietly while the interviewee was thinking. The
researcher listened to the participants very carefully and took notes to avoid any
problems while conducting the process or answering each question. At the end of each
interview session, the researcher thanked the participants. Immediately after each
interview, a short follow-up interview session was conducted in the follow-up
sessions the notes taken by the researcher and the answers given to each question were
directed the participant to clarify some points and give her the chance to make
additions if she wanted to add further explanations. One-to-one interview sessions
lasted fourty minutes for teachers, thirty minutes for principals, and forty-five minutes

for the experts.
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3.6.2 Focus Group Interview

Focus group interviews work well when the participants feel comfortable, respected,
listened to without being judged, and feel free to self-disclosure. In interview sessions,
the researcher should create a permissive environment and control body language to
encourage the participants to share their opinions and insights without feeling pressure
(Krueger & Casey, 2015; Leedy& Ormrod, 2016). The permissions of each participant
were obtained, and the purpose of the research conducted was explained before each
focus group interview session. The researcher explained that the interview data would
be used only to contribute to this research, and the confidentiality of the participants
would be protected. Before the interview session, a daily topic was discussed with the

participants in order to relieve possible tension.

It is crucial to arrange the focus group members because, in focus groups, the
interaction between participants will yield the best information when the participants
feel comfortable and cooperate (Creswell & Poth, 2018). Since the interaction of the
participants with different experiences would be richer in focus groups, focus groups
included participants who have contributed to the model’s development process and
who have not been interviewed before. While selecting participants in each group, the
researcher considered the requests coming from the participants as well. For example,
teachers stated that they would feel more comfortable with the assistant principal who
works in their hall of classrooms and knows them. Therefore, the researcher assigned
them to the same focus group. Four focus groups were formed. Each focus group

included five teachers, one principal, and one expert.

During the focus group interview, the researcher, as a moderator, asked the questions,
did not make any judgments, listened to the participants effectively, and made sure
that everyone had an equal chance to talk. First, the processes conducted before, and
the model developed so far were explained in detail. Then, participants were allowed
to examine the model elements with the help of the model introduction document.

Then, their opinions were gathered using the focus group interview form. The
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participants were given a chance to explain their agreements or disagreements with

each other.

The focus group discussions were held during the teachers’ meeting hours, which is
outside of the teachers' lesson hours, on the grounds that it may take longer than one
class hour. Focus group interviews lasted between sixty-five and eighty-five minutes.
They were audio-recorded after taking permission from all the participants. Since the
interview room was not exceptionally large, the voice recorder was able to record
everyone’s voice. At the end of each interview session, the researcher thanked the
participants. Immediately after the focus group discussion, a short follow-up interview
session was conducted. In the follow-up sessions the notes taken by the researcher and
the answers given to each question were directed to all participants to clarify some
points and give them the chance to make additions if they wanted to add further
explantions. Finally, participants were asked if they had any questions before ending

the interview.

3.6.3 Online Feedback Forms

Participants opinions regarding the guide and teacher evaluation tools were gathered
through an online feedback form. The form, along with a detailed description of the
research purpose and process, was sent to all classroom teachers, math and science
teachers, principals, and experts working at the school via email. The form included
the model and documents developed. The participants were asked to comment on them

and provide any suggestions if necessary.

3.6.4 Pilot Testing of Teacher Evaluation Tools

In order to provide validity evidence for the teacher evaluation tools, the participants
were asked to test the tools developed and to express their opinions on the clarity and
evaluability of the expressions in these tools. Due to the Covid-19 epidemic, the
practices for the course observation process were stopped at the school where the

research was carried out. Therefore, only the self-evaluation tools were tested by
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classroom teachers. Participants reported their opinions regarding the evaluation tools

through email.
3.7 Role of the Researcher

One of the crucial features of qualitative research is positionality which refers to the
researcher’s role. In other words, social location in the context and settings like being
a practitioner in the environment, being an expert, or being an outsider of the context
(Ravitch & Mittenfelner, 2016). Researchers bring their background, such as work
experiences, cultural experiences, and history, and their interpretations are not
dependent on that background so that the readers need to know about the researcher.
Reflexivity means reflecting on own experiences, background, and how the researcher
viewed the process (Creswell, 2015). In qualitative studies, all the researcher’s effort
is used to understand the context of the phenomenon under the study, participants’
beliefs, and behaviors in the study by social interaction (Patton, 2015). So that it is not
appropriate to see social interaction as biased, and it is not possible to separate the
interview from social interaction (Mason, 2002).

The researcher has been working as a curriculum development expert for five years in
the school where the study was conducted. For five years, she worked with many of
the classroom teachers working in the school collaboratively. The researcher
developed lesson plans and teaching materials, designed materials to eliminate
learning deficiencies and developed technology-supported teaching materials with the
classroom teachers working at the school. Researcher also worked together on various
projects. During these studies carried out with the teachers, the researcher had the
opportunity to closely observe the qualifications of the teacher in important areas such
as planning and preparation, instruction, monitoring students learning and reflective
thinking. Moreover, researcher participated in the in-service trainings held in the
school together with the teachers. In these trainings, researcher had the opportunity to

closely examine teachers’ perspectives on professional development.

During the years she worked in this institution, the researcher also worked in

cooperation with the principals. The researcher, together with the principals took an
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active role in the planning and conducting of the projects carried out for both students
and teachers. She had the opportunity to understand the perspectives of principals on
characteristics of effective teachers, teachers’ professional development and teacher
evaluation. In addition, as an expert, she worked with the experts working in the
institution regularly and continuously. Thus, researcher had the opportunity to
dominate experts’ perspectives on professional development and teacher evaluation.
The researcher's work in harmony with teachers, experts and principals and
establishing positive relationships ensured that every participant took part in this
research showed willing and sincere participation. There is a great need for an
environment of trust between the researcher and the participants, especially in the
study of a concept such as "teacher assessment", which is not welcomed by teachers.
The fact that the researcher works with the teachers, principals and experts working in
the school in harmony, by establishing positive relationships and with devotion made
it possible to study the subject of this research easily and effectively.

3.8 Data Analysis

In qualitative research, emphasis is on description rather than using numbers to
determine the relations (Maxwell, 2013). The data analysis process includes arranging
the interview transcripts or fieldnotes systematically, organizing data, breaking them
into manageable units, coding them, synthesizing them, and searching for patterns to
enable the researcher to come up with the findings (Bogdan & Biklen, 2007).
Qualitative researchers can follow inductive or deductive way by using their reasoning
skills. Creating codes, themes, and categories inductively means organizing the data
from bottom to top (Creswell & Poth, 2018). In the present study, the analysis was
done through content analysis; codes, themes, and categories were created inductively.
At the beginning of the data analysis process, the collected data were transcribed by
the researcher and made ready for the analysis. The data analysis process of the one-
to-one interviews and focus group interviews conducted within the scope of this

research was carried out in a similar way.
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3.8.1 Preparation for the Data Analysis Process

Making sense of a massive amount of data is the challenge of qualitative analysis, and
this process involves identifying significant patterns and constructing a framework
(Patton, 2015). The first step of content analysis is reading the interview transcripts
written by listening to the interview recordings. The researcher transcribed the
audiotapes by listening to the recordings and typing word by word using the Microsoft
word processing program. The transcribed text was read by the researcher line by line.
This process helped the researcher be familiar with the transcribed data and remember
most of the interview content while coding and analyzing the relation between codes
to produce themes and categories. During the data collection phase, the researcher

noted the general impressions and observations obtained during interviews.

3.8.2 Coding and Constructing Categories

In qualitative research, code is the form of words or phrases that express the salient,
essence-capturing and/or evocative qualities of the data, which is usually based on
language or visual elements (Saldafia, 2016). In other words, coding can be defined as
the process of using words or phrases to reveal the situation in the data pieces obtained
after data collection and to define the meaning specified in these data pieces (Creswell,
2013; Rossman & Rallis, 2012). The obtained codes are used to associate the data with
conceptual frameworks and more comprehensive concepts (McAlister et al., 2017).
There are two processes that are frequently used in coding, which are open coding or
using predefined codes (Creswell, 2014; Patton, 2015; Saldafa, 2016). In open coding,
in other words, inductive coding, while analyzing the data, the researcher develops
codes based on the conceptual framework or the investigated phenomenon. On the
other hand, while using predefined codes, the researcher can develop codes based on
the conceptual framework before the analysis process and tries to find these codes in
the data (Creswell, 2014; Patton, 2015). In this study, many different views and
possibilities were needed on the grounds that a teacher evaluation model, which cannot
be included in the current situation, would be developed with a model-specific to the

school.
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For this purpose, for both one-to-one and focus group interviews, the open coding
process was carried out. Coding is a stage where the researcher begins to think deeply
about the data, develop familiarity with the data, catch certain nuances, and even shape
some categories (Saldafia, 2016). According to Miles et al. (2014), coding includes
two different cycles. The first cycle of coding is about summarizing and condensation
the data into readily analyzable units. On the other hand, the second cycle of coding is
about pattern coding used to group those summaries into categories, themes, or
explanatory and more meaningful constructs. While determining the themes and

categories, reviewing the literature might be influential (Bogdan & Biklen, 2007).

The researcher coded transcribed audio of the individual interviews recordings
manually. The transcribed text was analyzed for the first coding cycle, and words or
sentences that make sense were determined. The researcher noted the codes on the
right-side margin of the transcribed data. In the second cycle of coding, the
relationship between the codes was examined, and codes representing a similar
dimension were categorized under the same categories. While developing the
categories and themes, the researcher considered the aim, research questions, and
theoretical framework, including teacher evaluation models, teacher evaluation
frameworks, and related literature research. Some themes and categories are
continuously changed when the researcher found better and more descriptive phrases
and recoding the data several times, contributing to the study’s trustworthiness. An
example from the researcher’s notes is given in Table 3.4 to set an example for the

coding and developing categories process of face-to-face interviews.
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Table 3.4

Part of Participant T1's Responses, Codes, and Categories

Codes Category
I: What are the evaluation results used for? No written Evaluation Process
(For what purpose are you being purpose for
evaluated?) evaluation
T1: 1 do not know exactly what the
evaluation is for, or although the
evaluations are based on a purpose,
unfortunately, no one has informed us in
writing or verbally about this purpose until
now. In fact, we are just trying to get an
idea of the purpose of the assessments by
making guesses. 2In my opinion, we are 2Improving Use of Evaluation
evaluated here mostly to increase student student Data
success. This is done with the reports after achievement
the in-school general exams.
I: What are the positive aspects of using the SCompetitive Misinterpretation of
evaluation results for these purposes? What environment teacher effectiveness

are the downsides?

T1: 1 do not think there are many positive
aspects. In fact, | think that everyone is
very reactive because it is used for this
purpose. *Everyone is being compared to
each other. Being successful is like an ego
war between teachers. If you have achieved
significant success in your class, it is your
class success. Not to be compared with
others.

In qualitative research, it is suggested to develop a codebook to prevent the codes from
being unclear or meaningless and to overcome the meaning shifts that may occur while
developing the codes (Creswell, 2014; Miles & Huberman, 1994). The detailed
descriptions of the code, constraints and concrete examples of each code are given in
a codebook to aid the analysis of large sets of qualitative data (Roberts et al., 2019).
Following the recommendation, the researcher created a codebook (including code, its
description, and sample quotations) for one-to-one interviews (see Appendix E) and

for focus group interviews (see Appendix F).
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3.8.3 Reporting of the Findings

In the reporting process of qualitative data, it is essential to include rich, detailed
descriptions and direct quotations to allow the reader to understand the participants’
thoughts represented in the report and to provide evidence to illuminate the case
(Patton, 2015). Therefore, the researcher highlighted the significant statements by
quoting almost all the findings reported under essential topics. In the reporting process

of the findings, the researcher took those codes, themes, and categories as the basis.
3.9 Trustworthiness of the Study

Reasonable standards that help researchers judge the quality of the conclusions from
the research findings can be referred to as the quality of the research (Miles &
Huberman, 1994). In qualitative studies, reliability, and validity, also referred to as
trustworthiness, are vital components, and achieving rigor leads to methodological
validity (Lincoln & Guba, 1985; Ravitch & Mittenfelner, 2016). Trustworthiness of
the research is discussed under four headings; “Credibility (Internal Validity),”
“Transferability (External Validity/ Generalizability),” “Dependability (Internal
Reliability),” and “Confirmability (External Reliability).”

3.9.1 Credibility

Credibility is about how congruent the findings are with the reality; in other words,
how the findings are true and accurate. Triangulation which includes collecting
information from various individuals or settings by using multiple methods, reduces
the risk of chance associations and biases (Maxwell, 2013). The data collected in this
research reflect participants’ views from different perspectives working in various
fields (teachers, principals, and experts) in this school. From this point of view, the
researcher provided the triangulation of the resources. On the other hand, to avoid the
inaccuracy of the data, the researcher recorded all interviews and used verbatim audio

transcription of these recordings.
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For prolonged engagement, it is essential to spend enough time interviewing, learning
the culture, building trust and sound relationships with respondents, and being frank
and comprehensive about what the participants tell (Patton, 2015). The researcher has
been working at the school for many years, and during this research, she spent enough
time with all the participants. The fact that the researcher knew the school’s culture
and previously worked with most of the participants allowed the participants to trust
the researcher and reflect the statements they made as reflecting the reality.
Furthermore, to collect accurate and relevant data, the researcher allocated sufficient
time to each participant while interviewing and searching for alternative or opposite

explanations.

Peer debriefing and member checking are used to ensure that the researcher’s
conclusions are grounded in the data (Creswell & Poth, 2018). Among other
procedures, peer debriefing and member check can be defined as the most appropriate
methods for credibility (Patton, 2015). Peer debriefing meaning that consulting an
expert or mentor on data collection, data analysis, and reporting process of the research
to ensure whether this process is conducted by following an objective approach and
challenge the researcher on the assumptions, biases, and interpretations at many stages
of a research study (Ravitch & Mittenfelner, 2016). In this study, the researcher
consulted the Dissertation Committee Members, the researcher’s thesis advisor, and
two researchers experienced in qualitative research studies during each research phase

to gather feedback.

Member checking and member reflections refer to the occasions that allow for sharing
and dialoguing with participants about the findings of the study, interpretations of the
researcher by providing critique or feedback from them, and finally, including
participants’ points of view in data analysis phases (Creswell, 2015; Tracy, 2020).
Member checking is the most important way of ruling out the possibility of
misinterpreting the responses’ meaning, and the participants’ perspectives have
usually been used for respondent validation (Maxwell, 2013). On the other hand,
member reflections suggest that participant feedback is valuable as a measure of
credibility and for additional insight gathered through collaboration and elaboration
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(Tracy, 2020). After each interview, the researcher summarized the answers to the
interviewed participants to get validation, correct the misunderstandings, or offer
additional information. Furthermore, the teacher evaluation model based on the data
gathered from individual interviews was checked by the participants through focus
group interviews led by the researcher.

3.9.2 Transferability

Transferability is different from generalizations because for generalization researcher
engages in random sampling and objective scientific practices to generate context-free
generalizable knowledge, but in qualitative studies, the researcher defines the context
in detail and communicates the impact of the finding to the reader to make them
imagine and personally transfer these findings to familiar settings (Tracy, 2020).
Transferability dealt with the issue of generalization in case-to-case transfer by
providing readers with sufficient information on the case studied so that the reader
could establish the degree of similarity between the case studied and the case in which
findings might be transferred (Patton, 2015). In this study, for the findings obtained
from this research to apply to another case with a similar context, a thick description
of the case was given in detail under the heading “Context of the study.” While
reporting the study’s findings, the researcher also used quotations for the readers to
understand the context and the participants’ feelings and perceptions. On the other
hand, purposive sampling was employed while selecting the cases and participants to
maximize the range of specific information obtained from that context. Other
researchers in the field might transfer the findings of this research to other cases owing

to some common features.

3.9.3 Dependability

In quantitative studies in which positivist techniques are employed, reliability is
addressed if the work is repeated in the same context, with the same methods, and with
the same participants, researchers will obtain similar results. In a qualitative study, the

dependability term is used instead of internal reliability. A future researcher could
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repeat the work if the process within the study is reported in detail, which also allows
the reader to assess whether the research practices have been followed adequately or
not (Shenton, 2004). To provide dependability, an external audit, like members of the
doctoral committee, can render judgment about the quality of data collection and data
analysis process (Patton, 2015). In this research, both the data collection process and
the data analysis process were examined in detail by the researcher’s thesis advisor,
members of the doctoral committee, and two researchers working in the field of
qualitative research. The researcher shaped the research process and sometimes
carried out the procedures according to these people’s feedback and valuable

contributions.
3.9.4 Confirmability

Confirmability, which is also considered objectivity, is about proofing that the data
and interpretations of an inquiry are not figments of the researcher’s imagination
(Patton, 2015). Confirmability is about keeping researcher bias at a minimum level
and making the conclusions depend on the subject and conditions of the inquiry rather
than on the inquirer research (Miles & Huberman, 1994). It is about ensuring that data
generation and analysis have been appropriate to research questions and done
carefully, honestly, and accurately (Mason, 2002). One way to ensure confirmability
is to examine the reports in which each stage of the study is explained in detail by an
audit trail, that is, a reliable outside observer (Lincoln & Guba, 1985). Continuous
feedback was received from the thesis advisor on important issues such as whether the
general methods and procedures of this research were explained clearly and in detail,
how the data were collected, processed, and transformed, and whether the findings

were clearly related to the research.

The researcher should be as open and self-aware as possible about personal
assumptions, values and prejudices, and emotional states and how these may have
come into play during the study (Miles et al., 2014). For this purpose, notes in the form
of reflective explanations can be added during the research process (Ortlipp, 2015).

To provide confirmability, the researcher kept notes after each day in which interviews
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were conducted and recorded initial impressions of each data collection session,
potential biases, and predispositions that may affect the research process and
conclusions. The researcher benefited from these notes, especially in the data analysis
process and reporting results section. An example of one of the notes kept by the
researcher is given below:
Some of the teachers working at the school, especially the department heads, are
very open to evaluation. This openness may be due to their assuming the identity
of a principal because the school principal asks them for opinions about the other
teachers. They are willing to fulfill this responsibility more accurately with
evaluation. It can be said that young teachers at that school are also quite open to
teacher evaluation. Young (less experienced) teachers seem overwhelmed by
different practices applied to experienced teachers because they say that these
applications are made to favor experienced teachers. | understand this situation
because they constantly complain during the interview and want them to be treated
equally with experienced teachers in this new evaluation process. They look very
positive at the idea that experienced teachers will be evaluated under the same
conditions as themselves. | am surprised that the teachers | never expected were

so open to evaluation. If the teacher believes that this work is done correctly, it
seems that she will accept the evaluation model.

3.10 Limitations of the Study

Although unique cases can provide valuable evidence, the results of this study are
limited to those cases and settings. Even if the case in which this research was
conducted was described in detail, it would not be correct to use the results of this
research as it is in another institution or make predictions for another school or
institution. However, it is thought that the way the research is conducted, and the way
followed while reaching the results can be a guide for institutions or individuals who
want to design an evaluation model specific to a school and meeting the needs of the

people working in that school.

Due to the Covid-19 pandemic process that took place in the years when the study was
continuing, the classroom observation processes carried out by someone other than the
teacher were stopped due to the online lessons and the health precautions taken in the
classroom after the pandemic process. Therefore, the piloting process of classroom

observation forms developed within the scope of this model could not be fully realized.
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All teachers, experts, and principals participating in the research stated that they are
eager to implement this evaluation model. They participated and contributed to the
development of the model. However, the school principals believed that implementing
this model would not be realized immediately. It will take time to make the necessary
preparations, and the school can implement them in the coming years. So that the
effectiveness of the model could not be evaluated because the model could not be

applied.
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CHAPTER 4

FINDINGS

This chapter presents the results of the study in line with the research questions. Since
this study was conducted in three different participatory processes, as explained in the
design (Figure 3.1), the findings are presented in three parts. The first four research
questions were addressed in the first part, the fifth research question in the second part,

and the sixth and seventh research questions in the third part.

Figure 3.1
The overall design of the study
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4.1 First Part of The Study

The first part of the research aimed to provide an in-depth analysis of perceptions of

classroom teachers, principals, and experts on current teacher evaluation and
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professional development practices at the private school and to examine the
suggestions of the participants in depth. For the first part of the research, data were
collected through one-on-one interviews, and data were analyzed with content
analysis. The themes, sub-themes, and the codes that emerged as a result of the data

analysis are given in tables.

4.1.1 Teacher Evaluation Practices Carried Out (Research Question 1)

To answer the first research question regarding the current state of the school’s teacher
evaluation process, the researcher gathered data through interviews conducted with
teachers, principals, and experts working in that school. The relevant codes provided
by the content analysis were organized under the themes: “evaluation process” and

“use of evaluation data.”

4.1.1.1 Evaluation Process

The codes of the statements that emerged as a result of the analysis of the opinions of
teachers, principals, and experts regarding the current teacher evaluation process

carried out at the school are given in Table 4.1.

Table 4.1

Codes for The Evaluation Process

Theme 1. Evaluation Process

No evaluation schedule or pattern

No standardized forms

No written purpose for evaluation

No defined standards or criteria

Data source: Average achievement scores
Data source: Lesson plans

Data source: Informal principal observation
Data source: Opinions of parents

Data source: Opinions of colleagues

Findings related to this theme showed that the majority of teachers (f=18) indicated no
specific schedule or timeline for evaluation. Only two teachers (T6, T12) mentioned
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that after each school-wide exam, which is only based on academic achievement
scores, teachers received feedback from principals. This feedback process was
considered a pattern for the evaluation process. Similarly, all the principals and experts

also stated no specific schedule or timeline for evaluation.

All of the principals, most experts (f=6), and most teachers (f=17) mentioned that
standardized forms are not being used in this school. Instead, teachers stated that
informal principal observations are being conducted for the first time in the 2018-2019
academic year. Only three (T4, T6, T7) of them stated that they did not know whether
any form was being used. In addition, the school principal (P4) also indicated that she

did not use any form during the observations.

Most of the teachers (f=17) stated that the purpose of the evaluation was not
determined clearly. Most of the experts (f=5) also expressed their opinion that there
was no purpose in a written form. On the other hand, three experts (E1, E2, E6) stated
that even though it was not written, it was evident that evaluation was made to increase
student achievement in this school. On the other hand, some of the principals (f= 4)
mentioned that the rationale for the evaluation is both for professional development

and better student achievement.

One of the teachers explained this situation as:

| do not know clearly, what the
evaluation was made for, and
suppose the evaluation was
conducted based on a purpose.
Unfortunately, no one informed us
about this purpose, written or
orally. We are just trying to have
ideas about the aim of the
evaluations by making predictions
(Tl four years of experience)-

Degerlendirmenin ne icin yapildigin
net olarak Dbilmiyorum ya da
degerlendirmeler bir amaca dayall
olarak yapilyyorsa da ne yazikki kimse
bu amag¢ hakkinda bizi simdiye kadar
vazilv ya da sozlii bilgilendirmedi.
Ashnda, sadece tahminler yaparak
degerlendirmelerin amact hakkinda
fikir sahibi olmaya ¢alisiyoruz. (T1 dort
yilltk tecriibe)

Findings revealed that all the teachers thought there were no criteria explained before
or after the evaluation process, so they were unaware of how they were being
evaluated. Similarly, most principals (f=8) and experts (f=6) stated that there were no

defined standards or criteria used in the teacher evaluation process. An assistant
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This year our school principal did the
observation, but I am not aware of
how | am evaluated. During the
observation process, she took notes,
but it is not clear that she wrote these
notes under what headings, and | do
not know what criteria were used. |
don’t even think any criteria Were

principal (P2) and an expert (E7) stated that they were not sure whether criteria were

used or not during the observation process. One of the teachers explained as:

Bu yiul okul miidiiriimiiz gézlem yapti,
ancak  nasil  degerlendirildigimi
bilmiyorum. Goézlem siresince notlar
aldi, bu notlarin  hangi bagliklar
altinda alindig1 acik degil ve hangi
Olgiitleri kullandi bilmiyorum. Hatta
bence olciit bile kullanilmadi. (T6
yillik tecrz'jbe)

used. (T6 six years of experience)

When participants were asked how the information obtaining process for evaluation is
being carried out in the school, all participants stated that scores gathered from school-
wide exams, which are only based on academic achievement used as the data source
for teacher evaluation. When they were asked how these scores were used to evaluate
teachers, they stated that after each school-wide exam, a report that includes an
average score of students in a class was presented to all the teachers. Based on these
reports, the success of the teachers’ classrooms was regarded as equivalent to the
teacher’s success. Similarly, all experts and some principals (P2, P3, P5, P7, P8)
explained the use of achievement scores in the teacher evaluation process similar to
the teachers. In addition to this view, some of the principals (P1, P4, P6, P9) in which
the school principal takes part also added that the average score is essential, but rather
than applying as a sanction, average scores were used to understand the causes of
failure. An excerpt from the interview with the school principal is as follows:

Of course, exam results are essential,
and they explain to me what the
teacher did in that class, but without
putting pressure on the teacher. For
example, | took the exam results this
year and said, "please explain the
situation of these students in an
objective way" to the teachers. I'm
going to thank you even if you told me
that you did not do anything for this
student. | need to know the truth to
understand this failure”. (P4 seventeen

years of experience)-
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Sinav sonuglart 6nemli, 6gretmenin o
swnifta neler yaptigini bana agikliyor
ama  Ogretmen  listiinde  baski
kurmadan. Ornegin, bu yil sinavlarin
sonu¢larini  oniime  aldim  ve
ogretmenlere “liitfen bu ogrencilerin
durumunu objektif bir sekilde bana
aciklaymm” dedim. Bana bu dgrenci
icin  highir sey  yapmadiginizi
soylemis olsaniz bile size tesekkiir
edecegim. Bu basarisizlig1 anlamak
icin gercegi bilmem gerekiyor”
dIyO rum. (P4 on yedi yillik tecriibe)



All the teachers stated that they report their lesson plans to the assistant principal each
week, and these lesson plans were also used for obtaining data for teacher evaluation.
Among the experts, only four experts (E1, E4, ES5, E7) stated that teachers’ lesson
plans were evaluated. Other experts, on the other hand, stated that they were not aware
of the process of sending the lesson plans to the assistant principal and the evaluation
process of these plans. Most of the principals (f=8) stated that they were using lesson
plans to provide evidence for measuring teachers’ effectiveness. Three assistant
principals (P2, P3, P6) said they used lesson plans to understand how well teachers
prepared for the course and how well they planned it. Five of them (P1, P3, P4, P5,
P8, P9) stated that lesson plans were used in the evaluation process because they
contain clear information about how the lesson will be carried out and provide
evidence about how effectively the teacher will conduct the lesson. One assistant

principal explained the use of lesson plans as a resource for evaluation as follows:

Ders

We evaluate lesson plans because we
use them in every aspect of life, and |
think making a good plan is half the
success. Teachers are generally lazy.
Especially those who are experienced,
“do I have to make a plan at this age?”
says. | think a good plan means that it
is well planned and organized in the
lesson. In addition, the more
successfully a teacher plans the lesson,
the more effective and successful it will
be in the lesson. (P3 sixteen years of

planlarint  degerlendiriyoruz
clinkii planlart hayatin her alaninda
kullaniyoruz ve bence iyi bir plan
yapmak basarimin  yarist demektir.
Ogretmenler,  genelde iiseniyor.
Ozellikle deneyimli olanlar “bu yasta
plan yapmak zorunda miyim?” diyor.
Iyi plan dersinde iyi planlanmasi ve
organize edilmesi demek bence. Ayrica
bir ogretmen dersi ne kadar bagarili
planlarsa, derste o kadar etkili ve

basarily olur. (P3 on ain yillik tecriive)

experience)-

All the principals, almost all the teachers (f=18), and experts (f=7) also stated that the
principal conducted informal observations in unannounced way for the first time in
2018. Teachers noted that the school principal sat at the back of the class in this
observation process and kept notes. Two of the teachers (T13, T16) indicated that they
had not yet been observed, and they also stated that the school principal would not

have had enough time to observe their classes.

Some teachers (T2, T6, T18) and experts (E1, E4, E5) stated that even though there
was no legal implication, parent opinions were also considered an essential indicator
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for the teacher evaluation process. Furthermore, they explained that the parents’ views
were taken into consideration because this institution is private, and sometimes the
teachers were warned about the parent opinions. Some teachers (T4, T9, T19) stated
that the views of the head of the department, who are experienced teachers at the
school, were taken into consideration, and the opinions of these people were sought,

especially about the teachers who have just started working at the school.
4.1.1.2 Use of Evaluation Data

The codes that emerged as a result of the analysis of the opinions of teachers,
principals, and experts on how the data were obtained through the current teacher

evaluation process in the school are given in Table 4.2.

Table 4.2

Codes for The Use of Evaluation Data

Theme 2. Use of Evaluation Data
Improving student achievement
Predicting teachers’ effectiveness
Improving the quality of school
Providing summative feedback
Providing individual formative feedback

Participants were asked about how evaluation results were being used. Most of the
teachers (f=18), principals (f=7), and all the experts stated that although the school did
not have an announced evaluation rationale, the list of results that emerged after the
general exams was used to improve the academic achievement of the students. Half of
the teachers, most of the principals (f=6), and experts (f=4) mentioned that these results
were also used to predict the effectiveness of the teacher like good, bad, successful,
failed, etc. They also emphasized that the teacher with an excellent average grade was
considered successful, and the teacher with a low average score was considered
unsuccessful. Some of the principals (P2, P7, P8, P9) also stated that teacher
evaluation was generally conducted to improve the quality of the school. When

participants were asked how they have taken feedback, all the teachers, principals, and
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experts stated that principals provided summative feedback each term by conducting
meetings attended by all teachers who taught the same grade level. In addition, three
teachers (T2, T10, T12) and four principals (P1, P4, P5, P7) mentioned that principals

provided individual feedback mainly when problematic situations occur.
4.1.2 Perceived Strength and Weaknesses (Research Question 2)

To answer the second research question regarding the strength and weaknesses of the
teacher evaluation process, the researcher gathered data through interviews conducted
with teachers, principals, and experts working in that school. When the situation, in
this case, was examined, the participants mentioned weaknesses rather than the
strengths of the current evaluation process. Therefore, under this research question,
the problems experienced in teacher evaluation have been mentioned. The relevant
codes provided by the content analysis were organized under propriety, utility, and

accuracy.
4.1.2.1 Propriety Problems

The codes that emerged as a result of the analysis of the opinions of teachers,
principals, and experts regarding the propriety problems of the current teacher

evaluation process in the school are given in Table 4.3.

Table 4.3

Codes for Propriety Problems

Theme 1. Propriety
Not providing policies and procedures
No access to evaluation results
No balanced evaluation

While ensuring the propriety, evaluations should be conducted legally and ethically,
and the welfare of the participants involved in the evaluation should be considered
(Howard & Gullickson, 2009). Policy statements and/or guides that describe the
purpose of the evaluation system, how the system will be used, and the data collection
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and reporting process, ensure that assessments are consistent, fair, and equitable. Most
of the teachers (f=18), principals (f=8), and all the experts stated that there was no
guide, policy, or procedure in which the timing, rationale, or schedule are explained.
Teachers explained this situation raised doubts about being equitable, providing
fairness, and consistency of the evaluations made. Principals and experts also stated
that this situation caused teachers to worry about the propriety of the evaluation
process, and therefore they always felt uneasy. One of the teachers (T3 fourteen years of
experience) €Xplained, "The purpose and the process are unclear. This brings the question
of why I'm being evaluated. I also do not know whether this evaluation is special to
me or if it is done for everyone in an equal manner. (Amag ve siireg net degil. Bu ben
neden degerlendiriliyorum sorusunu sormama neden oluyor. Bu degerlendirmenin
bana ozel olup olmadigini veya herkese esit sekilde yapilip yapiimadigini da
bilmiyorum.” Another teacher (T6 six years of experience) €Xpressed the problem caused by
the uncertainty of how often the evaluation was made as follows. “The lack of a certain
frequency of observation means that everyone should be as comfortable as possible.
All the teachers in this school are very comfortable and does not need to improve
themselves (Belirli bir gozlem sikligimin olmamasi, herkesin olabildigince rahat
olmasin saglyor. Bu okuldaki tiim ogretmenler ¢ok rahat ve kendilerini gelistirmeleri
gerekmiyor)”. One of the experts (E3 ten years of experience) Stated as “It is unclear whether
enough time is allowed for the teachers to change and correct themselves because the
schedule is unclear. In this case, it is necessary to question whether the work done is
correct or ethical. (Ogretmenlerin kendilerini degistirmeleri ve diizeltmeleri icin
veterli zamanin verilip verilmedigi belli degil ciinkii zaman ¢izelgesi belirsiz. Bu
durumda yapilan is dogru ya da etik mi sorgulamak lazim.)” A principal expressed as

follows.

In the corridors, | sometimes try to
make observations. Passing through
the hallway, | peek through the door
to the teacher’s class. Try to get an
idea of what I can see at that moment.
But I don’t know how often I should
observe as an administrator. I don’t
know which qualification | should
observe. It is not possible to make an
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Koridorlarda bazen gozlem yapmaya
calisiyorum.  Koridordan — gegerek
ogretmenin sinifina kapidan
bakiyorum. O anda ne gorebildiysem
bir fikir edinmeye calistyorum. Ama
aslinda, yonetici olarak ne siklikla
gozlemlemem gerektigini bilmiyorum.
Hangi niteliklere bakmam gerektigini
bilmiyorum. Sadece sinifi kapisundan



accurate or fair assessment with only  yapilan iki dakikalik gozlemle dogru
two minutes of observation from the ya da adil degerlendirme yapmak
classroom door. It’s not ethical miimkiin degil ki. Bi kere etik de degil.
either. (P2 twenty-two years of experience)- (P2 virmi iki yilltk tecriibe)

A great majority of the teachers (f=15) stated that they were not informed before or
after the observations; besides, they never get individual feedback from principals
about the evaluation results. Therefore, they indicated that they were not aware of the
weaknesses or strengths that have been observed or evaluated. Teachers felt
uncomfortable because they thought that the information gathered through classroom
observations or from any other evaluation that they were not aware of was being used
for some other reasons. A teacher (T11 twenty years of experience) €Xplained this problem with
the following statement: “/ don’t know the result of the evaluation at all. Feedback is
given in general meetings. However, the feedback should not be general. One must
know what is right and what is wrong and how to improve herself. (Degerlendirme
sonuglarimi hi¢ bilmiyorum. Genel toplantilarda geri bildirimler veriliyor. Geri
bildirim genel olmamalidir. Kigi neyin dogru neyin yanlis oldugunu ve kendini nasil

gelistirecegini bilmelidir.)”

Most of the teachers (f=12) stated that their feedback was not balanced, and generally,
they received individual feedback about their weaknesses. The teachers indicated that
they were received one-to-one feedback, especially when their class average
achievement scores decrease in school-wide exams, when there were problems
experienced throughout the school and when parents complained about something that
concerns them. Few teachers (T5, T11, T16) stated that they are generally praised and
appreciated for working in this school for many years. In general, experienced teachers
noted that the principals appreciate their work, which is expressed face to face. One
of the experienced teachers explained this situation as:

| am an experienced teacher, and Deneyimli bir 6gretmenim ve miidiiriim
principals always appreciate me, beni her zaman takdir eder, ancak midur
but most teachers worry when a bir baska oOgretmeni aradiginda ve
principal call her and asks to onunla goriismeyi istediginde
meet with her because principals dgretmenlerin ¢cogu endiseleniyor ¢iinkii
only talk about negatives when yéneticiler bireysel olarak konusmak
they want to speak individually. | istediklerinde sadece olumsuz gérdiigii
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wish teachers were also told so seyleri soyliiyor. Keske dgretmenlere iyi
often about the things they did yaptikiar: seyler hakkinda da sik sik bilgi
well (T11 twenty years of experience). verilse (T11 yirmi yuiik tecriibe)-

While some of the principals (f=5) and most of the experts (f=5) shared the same
opinion with the teachers, a group of principals (P1, P4), including the school
principal, stated that they frequently gave one-to-one feedback to the teachers and that

these feedbacks were both positive and negative.

| give direct feedback. These
feedbacks are beneficial for both
encouraging the teacher and
identifying the deficiencies. For
example, there was a well-done
work in a classroom where |
observed. After the observation, |
immediately ~ appreciated  the
teacher and asked her to share it
with other teachers. | even told the
head of the group that she should
encourage this teacher. (P4 seventeen

years of experience )

Birebir dondtlerde veriyorum. Bu
doniitler hem ogretmeni
yureklendirmek hem de eksiklikleri
belirlemek icin ¢ok  faydal.
Ornegin  gozlem yaptigim  bir
swmifta giizel yapilan bir ¢alisma
vardr gozlem sonrast ogretmeni
hemen takdir ettim ve bunu diger
ogretmenlerle de paylasmasini
istedim. Hatta ziimre baskanina bu
ogretmeni yiireklendirmesi
gerektigini soyledim. (P4 onyedi wilik

tecrijbe)

Furthermore, a few principals (P6, P7) and some experts (E5, E7) stated that they did

not know how the feedback processes were carried out.
4.1.2.2 Utility Problems

The codes that emerged as a result of the analysis of the opinions of teachers,
principals, and experts regarding the utility problems of the current teacher evaluation
process in the school are given in Table 4.4.

Table 4.4
Codes for Utility Problems

Theme 2. Utility

Lack of explicit criteria
Lack of functional reporting
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Utility term is used as a degree of being useful, and for ensuring utility, evaluations
should be informative, timely, and influential (Howard and Gullickson, 2009). For the
usefulness of the results, evaluation systems must outline expectations for
performance by using well-defined and explicit criteria. In evaluations, well-defined
criteria should be used to interpret or judge the performance based on a clear and
defensible rationale. Otherwise, individual interpretations take their place, and these
interpretations jeopardize the usefulness of the results. Almost all the teachers (f=17)
mentioned the lack of explicit criteria as a problem and stated that defensibility in
evaluation was essential and can be provided by setting explicit criteria. One of the
teachers described the interpretation and judgment process problem as:

Principals have opinions about me,
but 1 do not know how they have
achieved this view. I don’t know
which performance indicator or
criteria  was used. Similarly,
principals have a negative opinion
about a teacher who has just started
school. She also does not know how
this idea came into being. | can
neither defend myself nor her. (T11

twenty years of experience)

Yoneticilerin benim hakkimda goriisleri
var ama bu goriise nasil ulastiklarin

bilmiyorum. Hangi performans
gostergesi  ya da 6lgiit  kullamldi
bilmiyorum. Benzer sekilde,

voneticilerin okula yeni baslayan bir
ogretmen hakkinda da olumsuz bir
gortisti vardir. Bu fikrin nasil ortaya
ctktigini bu yeni ogretmen de bilmiyor.
Ne ben kendimi savunabilirim ne de o.
(Tll onbir yillik tecrube)

Another teacher (T18 eighteen years of experience) also stated as, “I must know what is
measured in this observation, what are the criteria. | think it is meaningless and not
useful when the evaluation is not done with the criteria. (Bu gtzlemde neyin
olciildiigiinii, dlgiitlerin neler oldugunu bilmeliyim. Degerlendirmenin dlgiitlerle
yapimadiginda anlamsiz ve yararsiz oldugunu diigiiniiyorum.)” Similarly, most
principals (f=7) mentioned no specific criteria used for interpretation or judgments in
the evaluation process. Some of the principals (P1, P3, P6, P8) explained that they
were using their point of view more than written criteria while making judgments. One
of the principals explained this process as:
So, | often walk around my hall
and do observations from the
classroom door. Even this kind of

observation allows you to make
some judgments about the
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Genellikle koridorumda dolasryorum
ve swmif kapisindan  gozlemler
yapryorum. Inan bana, 61Git olmasa
da bu tiir bir gozlem bile ogretmen
hakkinda bazi  kararlar vermemi



teacher even though there are no
criteria. Because | was a teacher,
and | know what effective
teaching means. (P8 seven years of

experience )

sagladi.  Ciinkii  ben de  bir
ogretmendim ve etkili ogretimin ne
anlama geldigini biliyorum. (P8 yedi
yillik tecriibe) .

All the experts stated that they did not think that a criterion is used. Some of them (E1,
E2, E4, E6) noted that the principals received support from experts in creating
standards for the different forms to be applied in the school, but they had never been
consulted in developing criteria for teacher evaluation. All the experts stated that
objectivity was not possible if there are no explicit criteria. One of the experts (E5 two
years of experience) €Xplained this situation “If there are no criteria, an objective result
cannot be obtained, and generalization of the teacher’s performance cannot be made.
(Olciit yoksa, nesnel bir sonu¢ elde edilemez ve égretmenin performanst hakkinda
genelleme yapilamaz.)” Another one expressed the problem caused by the lack of
criteria as follows:

To be fair and equitable, we explain
when students pass or fail an exam

Esit ve adil olmak icin ogrenciler bir
sinavda basarili ya da basarisiz

with indicators and reasons. We olurlarsa bunu gostergelerle ve
also give them the opportunity to nedenleriyle  a¢ikliyoruz.  Onlara
express themselves. But here | am kendilerini ifade etme firsatt da

veriyoruz ashinda. Fakat burada bana
konusma hakki verilmiyor [ ...] Bu, okul
icin coztlmesi gereken belki de en
onemli sorun. Cozumlerden biri belirli
Olcutler  belirlemek, bdylece her
ogretmen alinan kararlarin neden

not given the right to speak [...] This
is perhaps the most important
problem to be solved for the school.
One solution is to set certain criteria
so that every teacher knows why the
decisions were made and can have

an opportunity to defend herself.
The explanation is made according
to certain criteria, it becomes more
meaningful, and this evaluation
process is the same for all teachers.
In other words, if it is applied
without  discrimination  among
teachers, | accept this evaluation.

(T2 five years of experience)-

As long as there are no criteria, it
means that we are using our
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alindigimi bilir ve kendini savunma
firsati  bulabilir. Ac¢iklama  belirli
olciitlere goére yapilir, daha anlaml
olur ve bu degerlendirme siireci tiim

ogretmenler i¢in ayni olur. Yani
ogretmenler arasinda ayrim
gozetmeksizin uygulanirsa bu

degerlendirmeyi kabul ederim. (T2 bes
villik tecriibe). (T2 beg yuliik tecriibe)-

One expert expressed the problems caused by the lack of criteria as follows:

Ol¢iit  olmadi g1 stirece, kendi
yargilarimizi - kullaniyoruz — demektir.



judgments. How can we use our
subjective judgments as to the
evaluation result, and how can we
define the things to be improved
because of the evaluation? Then we
should ask ourselves why we do the

Oznel yargilarimizi nasil kullanabiliriz
ve degerlendirme sonucunda
iyilestirilecek seyleri nastl
tammlayabiliriz. Aslinda, o zaman
degerlendirmeyi neden yaptigimizi
kendimize sormalyiz. (E3 on yunk tecriibe)

evaluation. (E3 ten years of experience).

For the evaluations to be effective, all users should understand the results and actions
included in a functional report. In addition, reported results should be given regularly
and explained to the teachers to pursue appropriate actions (Howard & Gullickson,
2009). For this study, another critical problem for utility is defined as a lack of
functional reporting. Most of the teachers (f=16), principals (f=7), and all the experts
reflected that there was no written report written in a timely manner. Participants
defined this as a problem because, according to them, reporting was essential to
provide further development of strengths and improvement of weaknesses.
Furthermore, reporting that includes feedback for professional development allows the
teachers to develop a plan, and the reporting process will help keep the development
under record. One of the teachers (T1 four years of experience) defined this problem as “If
one had checked me and kept the report, it would keep me vigorous. In this way, |
know my weaknesses and monitor my progress. (Biri beni kontrol etse ve rapor tutsa,
ashinda bu beni ding tutar. Bu sekilde zayif yonlerimi bilirim ve geligsmeleri takip

ederim.)”” One teacher reflected on this problem as,

Now, if someone asks me about what Simdi, birisi bana ne tiir egitimlere

kind of training | need to attend, I
can only explain according to my
self-evaluation. | could give a more
accurate answer to this question if
the feedback on my weaknesses were
presented at regular intervals within
a written report. (T8 eighteen years of

ihtiya¢ duydugumu sorsa, sadece kendi
degerlendirmem dogrultusunda
agtklayabilivim. Zayif yonlerimle ilgili
geri bildirimler yazili bir raporla
diizenli araliklarla  sunulsaydi  bu
soruya daha dogru yanitlarim. (T8

onsekiz yillik tecrﬁbe)

experience)

Few teachers (T7, T13, T20) stated that they did not see the lack of a reporting process

as a problem. They have indicated that the oral feedback they have received is enough.

One of them (T13 twelve years of experience) €Xplained her opinion: “The lack of an

assessment on paper is not very necessary. We already know each other very well
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because we have been working together for many years. They can come and tell my
face (Kagit iizerinde bir degerlendirme yapilmasina gerek yok. Birbirimizi ¢ok iyi

taniyoruz ¢tinkii uzun yillardwr birlikte ¢alisiyoruz. Gelip yiiziime soyleyebilirler.)”
4.1.2.3 Accuracy Problems

The codes that emerged as a result of the analysis of the opinions of teachers,
principals, and experts regarding the accuracy problems of the current teacher
evaluation process in the school are given in Table 4.5.

Table 4.5

Codes for Accuracy Problems

Theme 3. Accuracy
Misinterpretation of Teacher Effectiveness
Competitive environment
Negative aspects of the observation process
Bias Identification
Biased judgements based on experience
Biased judgements based on personal relations
Valid Judgements
Not reflecting the complexity of the teaching/learning process
Ignoring other important domains of learning

Accuracy term is used to determine whether the information produced by the
evaluation is profound enough to make decisions and make judgments. While ensuring
accuracy, evaluation methodology should fit with the purpose of the evaluation and
should be appropriate for the evaluates and the context in which they work (Howard
& Gullickson, 2009). Problems with the accuracy of the evaluation are given under
four subheadings: “Misinterpretation of Teacher Effectiveness,” “Bias Identification

and Management,” and “Reliable Information.”
4.1.2.3.1 Misinterpretation of Teacher Effectiveness

Evaluations should promote valid judgements to minimize misinterpretation by using

multiple data sources and linking the judgements to the purpose (Howard &
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Gullickson, 2009). All the teachers stated that their effectiveness was misinterpreted;
therefore, misinterpretation was causing problems for validity orientation, which has
a serious effect on accuracy. Most of the teachers (f=14) pointed out that reason for
the misinterpretation was the competitive environment; on the other hand, some
teachers (f=7) pointed out the reason as behaving differently in the observation
process. Accordingly, experts also considered the competitive environment (f=5) as
the main reason for misinterpretation and teachers behaving differently in the
observation process (f=6) as a problematic issue for validity orientation and
consequently for accuracy. Principals (f=6) also stated that teachers behave differently
than usual in the observation process, making the observer misinterpret the

observation results.

A teacher (T2 four years of experience) €Xplained the misinterpretation problem due to
competitive environment as "Everyone is compared to each other. Being successful is
somewhat like the ego war between teachers. If you have achieved significant success
in your class, this is the success of your class. Should not be compared to others. |
don’t find it right to make a decision about me by making comparisons with others.
(Herkes birbiriyle kiyaslantyor. Basarili olmak 6gretmenler arasinda ego savast gibi.
Swmifinizda onemli bir basar elde ettiyseniz, bu sinifinizin basarisidir. Baskalariyla
karsilagtirrlmamali. Benim hakkimda baskalariyla kiyaslama yapilarak karar

verilmesini dogru bulmuyorum)” One expert explained the same problem as:

Monitoring student development is
essential thing in school. In other
words, it is an indicator of how the
teacher increases the student’s
success  differently  from  the
beginning. Therefore, it is not
meaningful to compare teachers with
other teachers by the average success
of all students in a class; there are
many  students  with  different
characteristics. (E6 five years of experience).
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Bence ogrencinin gelisimini izlemek
okuldaki en onemli gseydir. Yani
aslinda ogretmenin  bir ogrencinin
basarisimi  baslangigtan  farkli  bir
sekilde nasil arttirdigr bir géstergedir
aslinda. Bu nedenle, ogretmenleri bir
swniftaki tiim o6grencilerin  ortalama
basarisi ile diger oOgretmenlerle
karsilastirmak anlamli degil, farkl
ozelliklere sahip bir¢cok dgrenci var
sznlﬂarda. (E6 bes yillik tecriibe)



One teacher (T14 thirteen years of experience) reported misinterpretation problems due to
behaving differently in the observation process, “Although I think that an observation
process is important, | may behave differently and not be objective if I know someone
observing my behavior. (Gozlem siirecinin énemli oldugunu diisiinmeme ragmen,
objektif

olamayabilirim.)” One expert (E6 five years of experience) €Xplained the same problem as:

birinin  beni  gozlemledigini  biliyorsam farkli  davranabilir  ve
“During the observation, the teacher knows that her performance is being evaluated,
and she will try to show her best performance. This situation causes the teacher to
show or disregard many of her behavior different from the routine. (Gézlem sirasinda,
ogretmen performansinin degerlendirildigini bilir ve gozlemciye en iyi performansini
gostermeye ¢alisir. Bu, ogretmenin rutinde yaptigi pek ¢ok davranisi géz ardi etmesi
ya da degistirmesine neden olur.)” Another teacher explained the negative aspects of

the observation process as:

Obviously, I don't find it very efficient
for my principal to attend class. |
think the teacher in the class behaves
differently than typically. In a private
school, anxiety is too high, and maybe
things would be different if the
process was different. We are human,
and it feels uneasy about being
observed. We constantly think that
these observation results will be used
against us. For that reason, perhaps
we are trying to explain better or
being more positive when we are
reacting to the student. I mean, I don’t
think I'm showing my actual
performance. (T10 four years of experience).

4.1.2.3.2 Bias identification

Actkcasi, miidiiriin derse katilmasini
cok verimli bulmuyorum. Siniftaki
ogretmenin normalden  farkh
davrandigini diigiiniiyorum. Ozel bir
okulda kaygi ¢ok yiiksektir ve belki de
isleyis farkll olsaydi bir seyler farkl
olurdu. Biz insaniz ve gézlemlenmek
huzursuz hissettiriyor. Bu gozlem
sonuclarinin bize karsi
kullanilacagin diistintiyoruz siirekli
olarak. Bu nedenle, 6grenciye tepki
verirken belki de daha iyi ag¢iklama
yapmaya veya daha pozitif olmaya
calisiyoruz.  Yani, ben  gercek
performansimi gosterdigimi
sanmuyorum. (T10 dor yultik recrive)

Another problem that is affecting validity orientations and therefore affecting accuracy
is defined as bias identification. Perception or beliefs held by the evaluator that
influences the evaluator’s judgment, which is not related to the teacher’s performance,
are called bias (Howard & Gullickson, 2009). Bias affects accuracy negatively

because it undermines the fairness of the evaluation, distorts the data gathering
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process, and corrupts decisions or actions. Most of the teachers (f=14) and experts
(f=4) mentioned that teachers were evaluated differently according to their experiences
and that evaluations were made in favor of experienced teachers, thus not free of bias.
Teachers reported that teachers working for a long time in this school were not
receiving much negative criticism because of the respect given to them by the
principals. Experts also explained that experienced teachers’ behaviors in this school
were mostly ignored while novice teachers were constantly supervised. According to
teachers and experts, this situation made novice teachers feel insecure and let the
experienced teacher feel safe, comfortable, and resist change. One teacher explained

this problem as:

[...] academic success is significant in
this school, but I am an experienced
teacher, and | can apply what | know
without considering the average
success of my class. Nobody warns me
because | did this. However, the novice
teacher is shaped according to this,
and then the novice teacher is only
teaching for academic success (T8

eighteen years of experience)-

Most of the time, when | want to use
the instructional methods or
materials, | learned from the training
| attend, the experienced teachers in
my department say, "this will not
work in this school; you are not
experienced, you do not know." This
time, when | insist and apply it in my
classroom, I am faced with warnings
from the principals that there is noise
in the classroom. On the other hand,
experienced teachers continue to
practice what they knew twenty years
ago, and | have never seen that they
have received any warning. It feels
like I must stop trying anything, but I
haven’t given up trying yet. (T19 three
years of experience)

132

[...] akademik basar: bu okulda cok
onemli, ama ben deneyimli bir
ogretmenim ve bildiklerimi sinifimin
sinav basart ortalamasini dikkate
almadan uygulayabilirim.  Bunu
vaptim diye kimse beni uyarmiyor.
Ancak yeni ogretmen buna gore
sekilleniyor ve bu kez yeni 6gretmen
sadece akademik bagsari icin ders
is liyOI’ ( T8 on sekiz yillik tecrijbe)-

Another teacher explained this problem in detail:

Cogu zaman, katildigim egitimlerden
ogrendigim ogretimsel yontemleri ya
da materyalleri kullanmak
istedigimde, ziimremdeki tecriibeli
ogretmenler "bu okulda ise yaramaz,
deneyimsizsiniz tabi bilmiyorsunuz"
diyorlar. Bu sefer sinifimda israr edip
uyguladigimda, sinifta giiriiltii oluyor
diye yoneticilerden gelen wyariarla
karsi karsiya kaliyorum. Ote yandan,
deneyimli ogretmenler yirmi yil énce
bildiklerini  uygulamaya  devam
ediyorlar ve daha hi¢ uyar
aldiklarint gormedim. Bu bana hi¢bir
sey denemeyi birakmam gerektigini
hissettiriyor ama daha henlz
denemekten vazgecmis degilim. (T19
ti¢ yillik tecrﬁbe)



Another problem mentioned by teachers (f=12), principals (f=5), and experts (f=4) is
making interpretations based on personal relations. The participants considered this
problem also as biased identification. Teachers defined this problem as schools were
also a place of socialization for teachers, and relationships were strengthening over
time. Thus, teachers’ fear of criticizing their friends stemmed from the fear of
disrupting their relationship with their friends. On the contrary, the negative relations
between the teachers causing biased evaluations were also stated as a problem by some
of the teachers. Principals also stated that this problem occurred because the teachers
were not open to criticism, particularly to criticism from her friend; personal relations
were more important than professional relations in this school. Therefore, that
criticism of her friend is perceived as a betrayal. Similarly, experts also explained this
problem as principals did. An example excerpt is as follows: "Teacher fears that
relationship with another teacher-friend has deteriorated. In general, this results in
each other closing down their gaps. No teacher at this school would tell you bad about
another teacher even teachers who are head of departments (Ogretmen baska bir
ogretmen arkadasiyla iliskisinin kotiilesmesinden korkuyor. Genel olarak bu
birbirlerinin eksiklerinin iistiinii ortmek olarak sonuc¢laniyor. Bu okuldaki hi¢cbir

ogretmen, ziimre baskani olan ogretmenler bile size bir 6gretmen hakkinda kétii bir

sey soylemez)" (E2 six years of experience). Similarly, one teacher explained this problem:

We are afraid to criticize the most
crucial problem of integrated
societies. In particular, we cannot
criticize the people we have a
personal relationship. We must get
rid of the idea that "a teacher loved
by everyone is a good teacher.” At
my old school, my supervisor
observed the teachers very often,
and | would not be disturbed as we
were very used to the evaluation
process, and the results were purely
for improving us. | learned a lot to
improve myself. If you do something
negative in this school, you are
being judged; | wish we were open
to criticism. (T12 seven years of experience)-
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Entegre toplumlarin en onemli sorunu
olan elestirmekten korkuyoruz. Kisisel
bir iliski  kurdugumuz  insanlar
elestiremiyoruz. “Herkes tarafindan
sevilen bir ogretmenin iyi bir ogretmen
oldugu” fikrinden kurtulmaliyiz. Eski
okulumda amirim ogretmenleri stk
g0zlemlerdi ve degerlendirme siirecine
cok alisik oldugumuz i¢in hi¢ rahatsiz
olmazdim. Sonucglar tamamen bizi
gelistirmeye yonelikti. Hig¢ tedirginlik
duymadim. Kendimi gelistirmek icin
cok sey ogrendim. Eger bu okulda
olumsuz bir sey yaparsan,
yargilantyorsun, keske elestiriye agik
olsaydik. (T12 yedi ik tecriibe)-



4.1.2.3.3 Valid Judgements

Another threat that may prevent accuracy is providing valid judgements. Validity
refers to the degree to which judgments about a person’s performance are reliable, and
data can be obtained from more than one source to provide validity to the judgements.
Based on the procedures of the evaluation system used by the evaluator, judgments in
evaluation can be derived from multiple sources, including classroom observations,
interviews, student surveys, peer reviews, portfolio reviews, project reviews, and
student achievement data (Howard & Gullickson, 2009).

Almost all the teachers (f=19) considered using lesson plans as a single data source to
understand the teacher’s performance in the classroom as a problem. Because they
thought that the lesson plans did not reflect the complexity of the teaching/learning
process, they also stated that they did not receive any feedback regarding the quality
of the lesson plans they prepared. Only one teacher (T6) said that she was satisfied
with the evaluation of the lesson plans and explained that she had designed lesson
plans in a very detailed manner; she researched before the lesson and tried very hard
to comply with the plan. One teacher (T21Llwenty years of experience) €Xxplained why using
lesson plans is problematic “The lesson plan is crucial, but the classrooms teacher is
preparing plans for four lessons, and this is very difficult. It is hard to do right. If we
cannot do it right, our plans are inadequate to reflect the process. | also think a plan
on paper does not reflect my effort to teach in my classroom. (Ders plani ¢ok
onemlidir, ancak sinif 6gretmeni dort ders igin planlar hazirliyor ki bu bence ¢ok zor.
Yani bunu dogru yapmak zor. Eger bunu dogru yapamazsak, planlarumiz siireci
yansitmak igin yetersiz kalryor. Ayrica kdgit iizerinde yazili bir plamin sinifimdaki

ogretme ¢abami yansitmadigini diistintiyorum.”)

One of the teachers also stated the problem as:

| do not find it right to be evaluated Sadece planla degerlendirlmeyi

only with a plan. You cannot always
adhere to the daily plan because the
class has a very active structure, and
something else can happen at that
moment. Anything can happen in the
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dogru bulmuyorum. Her zaman
giinliik plana bagh kalamazsiniz
¢clinkii sinifin ¢ok dinamik bir yapist
var ve o anda baska bir sey
yasanabilir. Sinifta her an her sey



classroom at any time. When
something is different from what you
planned, you dream of something
else, and you design it at that moment.
Sometimes you stop what you have
planned and leave it aside. (T14 thirteen

years of experience)-

olabilir. Planladiginizdan farkl bir
sey oldugunda, baska bir sey hayal
edersiniz ve o anda tasarlarsiniz.
Bazen planladiginiz seyi durdurup
bir kenara birakirsiniz. (T14 onjic yuitik
tecrube)-

Most of the teachers (f=15) and experts (f=6) also stated that using students’ average
achievement scores as a single data source did not reflect the complexity of the
instruction process in the classroom; therefore, this data source does not reflect the
real performance of teachers. One of the teachers (T7 fifteen years of experience) €Xplained
this problem, "I do not think that collective success is my success. Performance is not
simple enough to be measured by a test. | am successful with what I do in the classroom
and what | contribute to the students. (Kolektif basarinin benim basarim oldugunu
diigtinmiiyorum. Basarim bir test ile olgiilecek kadar basit degil. Ben sinifta
yaptiklarim ve 6grencilere kattiklarim ile basarilyyim.)” Similarly, another teacher

used the following statements:

Teaching is not just about increasing
academic success. Why should my
effectiveness be measured by student
success? For example, | had a lot of
students who could not express
themselves, and | have been trying for
them for two years. Are we going to
measure this effort with a school-wide
exam? (T16 six years of experience)

Ogretim sadece akademik basariy:
arttrmak  degil  ki.  Benim
etkililigim  ogrenci  basarisiyla
neden ol¢iilsiin? Ornegin kendini
ifade edemeyen bir stirii 6grencim
vardi  onlar i¢in iki yildwr
cabaliyorum. Bu ¢abayt okul
geneli siavia mi olgecegiz. (T16

alti ylllik tecriibe)

Another teacher’s explanations for a different application in the school are remarkable.

She explained this process in detail as:

In our school, there are two groups of
students. One group of students
attends this school after achieving an
exam, and other groups continue to
primary school from kindergarten
without taking any exam. | can
compare the two groups, and the ones
attending after passing an exam are
more successful than the others.
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Okulumuzda iki 6grenci grubu vardir.
Bir grup 6grenci bir sinava girdikten
sonra bu okula giriyor ve diger grup
anaokulundan herhangi bir sinava
girmeden ilkokula devam ediyor. Bu
iki grup arasinda ¢ok kolay da
kiyaslama yaparim sinavi gegtikten
sonra katilanlarla kesinlikle daha
basarililar. Bu sinavli gruba bir



When | was teaching the students who
passed the exam, | was an excellent
teacher. Now I'm teaching students
from our kindergarten. Although I’ve
made three times more effort now, the
students can’t achieve the desired
success. So now | am a bad teacher.
(T12 seven years of experience)-

seyler ogretirken ben ¢ok iyi bir
ogretmendim. Simdi anaokulumuzdan
gelen ogrencilere ders veriyorum. Ug
kat daha fazla caba gOstermeme
ragmen, ogrenciler istenen bagariyi
elde edemiyorlar. Simdi ben kotii bir
ogretmenim o halde. (T12 yedi yuiik

tecrube)

Another teacher expressed her discomfort with the application of school-wide exams

as follows:

Bir sinavda sorulan 20 tane sorunun
benim Siniftaki basarimi
gostermedigini diisiiniiyorum. Yiiksek
lisans derecesinden, bir testin gergek
uygulamasinda bile once pilotunun

| think 20 questions on an exam do
not show my class success. | learned
from a master’s degree that you
must do piloting before the actual
application of a test. It’s not

possible here. | do not believe that yapilmas:  gerektigini  ogrendim.
these exams are prepared to Burada bu miimkiin degil. Bu
evaluate the real success of my sinaviarin d&grencilerimin  gercek
students. The difficulty of these basarisin degerlendirdigine

exam items is related to who
prepares for the exam. The
academic achievement of students
should not represent 90% of teacher
SUCCesS. (T7 fifteen years of experience)-

inanmiyorum. Bu sinav maddelerinin
zorlugu, sinavi kimin hazirladigina
baghdir.  Ogrencilerin  akademik
basarisi ogretmen basarisinin
%90 11 temsil etmemelidir. (TT on pes
yillik tecrfjbe)

Teachers (f=12) explained that using students’ average achievement scores as a single
data source ignores other important learning domains, such as the affective domain,
which must be developed especially at early ages. Most of the experts (f=6) also stated
this as a problem. They explained that in addition to academic achievement, it was
important to support students’ social and affective development and help them gain
the skills they will need in their future lives. One of the teachers (T9 three years of experience)
stated the problem, “I don’t think it’s right to use student achievement as a single
source. No one knows what | do for affective domain. Then it was up to my conscience
to develop this domain (Ogrenci basarisimi tek bir kaynak olarak kullanmanin dogru
oldugunu diigiinmiiyorum. Duygusal gelisim i¢in neler yaptigimi kimse bilmiyor. O
zaman bu boyutu gelistirmek benim vicdanima kaldi.)” Another teacher explained the

insufficient support of the other important learning domains as follows.
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Being judged by the cognitive domain
alone means we’ve lost some of the
kids in our classrooms. According to
the exam results, the administration
has a general opinion about each
teacher, and in fact, a teacher image
has been formed. The teacher who
brings more academic success is
good. Why do we only follow
academic achievements? Let’s see if
we support the emotional aspects of

Sadece  biligsel  alana  gore
degerlendirilmek,  simiflarimizdaki
bazi cocuklart kaybettigimiz
anlamina gelir. Sinav sonuc¢larina
gore  yomnetimin  her  Ogretmen
hakkinda genel bir goriisii var ve
ashinda bir ogretmen imaji olusmus
durumda. Daha fazla akademik
basart  getiren  Ogretmen  iyi
ogretmendir. Neden sadece akademik
basarilart takip ediyoruz? Bakalim

StUdentS. (T15 four years of experience) o"grencilerin duygusal yonlerml

dest8k|iy0r mquZ') (T15 dort yillik tecriibe)
4.1.3 Recommendations for Developing Effective Teacher Evaluation Model
(Research Question 3)

The data to answer the third research question regarding recommendations for an
effective teacher evaluation process was gathered through interviews conducted with
teachers, principals, and experts working in that school. Participants were asked to
propose suggestions to solve the problems they mentioned before. The relevant codes
provided by the content analysis were organized under the headings “evaluation

process” and “use of evaluation data.”
4.1.3.1 Recommendations for Evaluation Process

With the help of the answers received as a result of the interviews, those suggested to
be in the process of the teacher evaluation model are grouped under four headings

which are "purpose of evaluation,” "evaluation schedule," "evaluator features,” and

"enabling evaluation dynamics."

4.1.3.1.1 Recommendations for the Purpose of Evaluation and Qualifications

The codes that emerged as a result of the analysis of the opinions of teachers,
principals, and experts regarding the purpose of the evaluation model and the

qualification areas to be evaluated are given in Table 4.6.
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Table 4.6

Codes for The Purpose of The Evaluation Model and The Qualification Areas

Theme 1. Evaluation Process
Purpose of Evaluation
Evaluating and developing teacher qualifications
Improving student’s achievement
Teacher Qualification to be assessed
Communication and collaboration
Instruction
Service to the school
Planning and preparation
Monitoring and managing learning
Professional development

One of the crucial problems of this case is the lack of a specific rationale for teacher
evaluation. According to all the participants, the rationale of that teacher evaluation
model should be both evaluating and developing teacher qualifications. Teachers,
principals, and experts were also asked to specify what qualifications should be
evaluated. As a result, they mentioned many qualifications and why they were
essential to be evaluated. Most of the teachers (f=16), all the principals (f=9), and
experts (f=7) stated that communication and collaboration were some of the most
important qualifications that should have been evaluated and developed in this school.
Some of the participants (T1, T4, T5, T9, T10, T19, P1, P3, P4, E1, E3) explained that
they believed a teacher, who can communicate positively and effectively, can work in
collaboration with other teachers and would also have been effective in the profession.
Some participants (T2, T3, T6, T11, T20, P2, P4, P6, E5, E6) highlighted that teachers
should have developed effective communication skills with their colleagues, students,
and principals. A teacher explained the importance of communication and

collaboration as follows:

Collaboration between teachers is
very important because our common
goal is to bring students to a good
level. Everyone must work together
and collaboratively, whether it is
related to classes or extracurricular
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Osretmenler arasinda ishirligi ¢ok
onemli ¢iinkii hepimizin ortak amaci
ogrencileri 1yi bir seviyeye getirmek.
Herkes gerek derslerle ilgili olsun
gerekse ders disi etkinlikler olsun bir
arada ve isbirligi ile c¢alismak



activities. An indispensable part of
cooperation is to use communication
effectively. That is, teachers need
improvement and change in the field
of communication and cooperation.
(Tlo four years of experience).

One teacher explained this as follows.

There is a need for a teacher who can
communicate and work harmoniously
together. In this school, there are
many teachers who graduated from
university with first place and cannot
communicate. But whether these
people are good teachers or not, I
think, is a controversial issue. | think
being a good teacher means having
high communication skills. Teachers
should be in good communication
with us and with students, parents,
and administrators. (T2 five years of

durumunda.  Isbirligi  yapmanin
vazgec¢ilmez pargasi da iletisimi etkili
kullanmak.  yani  ogretmenlerin
iletisim  ve  igbirligi  alaminda
gelismeye ve degismeye ihtiyact var.
(Tlo dort yillik tecriibe).

lletisim kurabilen ve birlikte uyumla
calisabilen 6gretmene ihtiyag¢ var. Bu
okulda  universiteden  birincilikle
mezun olmugve iletisim kuramayan
cok sayida 6gretmen var, ancak bu
insanlarin iyi 6gretmen olup olmadigi
bence tartismalr bir konu. Bence iyi
ogretmen olmak yiiksek iletigim
becerilerine sahip olmak demektir.
Ogretmenler sadece bizimle degil
ogrenciler, velilerle ve idarecilerle de
iyi iletisim halinde olmalidir. (T2 pes
yillik tecrﬁbe)

experience)

One principal (P6 sixteen years of experience) Stated the importance of communication skill as
“The teacher should not be seen only as increasing the academic achievement of the
student. What it brings to the student in the affective dimension is very important, and
this is achieved through communication in social life, so the teacher should always be
in good communication with the student (Ogretmen sadece 6grencinin akademik
basarisimi arttiran kisi olarak goriilmemelidir. Duygusal boyutta ogrenciye
kazandirdiklar: ¢ok onemlidir ve bu sosyal hayatta iletisim yoluyla saglanir, bu yiizden

ogretmen her zaman ogrenci ile iyi iletigim i¢inde olmalidir.)”

Most of the teachers (f=15), all the principals (f=9), and experts (f=7) conveyed that
evaluating the effectiveness of instruction was one of the most important qualifications
that should have been evaluated and developed in this school. Some participants (T1,
T2, T4, T7,T9, T11, T13, T19, P2, P3, P4, P9, E1, E2, E3, E7) explained that it was
not possible to evaluate the teacher if the instruction part was ignored entirely. Some
of the teachers (T1, T2, T3, T5, T6, T16, T19, T20) also argued that if the effort of
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Sometimes there are times in the
classroom when you must do
something completely different and
momentary instead of  doing
something you always planned. These
children are very young, and young
children need a lot of attention. We
are trying in the classroom, but it is
not known how much effort we have
in the classroom.  Therefore,
observations are needed from inside
the classroom, not outside the door.
(T16 six years of experience)

classroom teachers in teaching young children was not observed, an objective

assessment cannot be made. One teacher explained this as follows:

Bazen sinifta her zaman planladiginiz
bir sey yapmak yerine, tamamen
farkli ve anlik bir sey uygulamak
zorunda oldugunuz zamanlar vardr.
Bu cocuklar cok kicuk ve kuguk
cocuklar cok fazla ilgiye ihtiyac
duyuyor. Bizler sinifta gergekten ¢ok
cabalyyoruz ama smnifta ne kadar
c¢aba gosterdigimiz bilinmiyor. Bu
nedenle, kapinin oniinde degil, sinifin
icinden gozlemlere ihtiyag var. (T16
alty yillik tecriibe)

Another teacher also explained as follows:

Evaluating a teacher regardless of
what is happening in the
classroom means evaluating the
result, not the process. When
evaluating students, we always
emphasize how important it is to
evaluate the process. This
situation is equally important to
us. Sometimes, the general exam
results in the school are
considered equal to the success of
the teacher. However, we do much
with the students in the class, and
sometimes it may not be reflected
in the exam results. (T5 seventeen years

Bir  dgretmeni  sinifta olup
bitenlerden ayri olarak
degerlendirmek, siireci degil, sonucu
degerlendirmek  anlamina  gelir.
Osrencileri degerlendirirken siireci
degerlendirmenin ne kadar onemli
oldugunu her zaman vurguluyoruz.
Bu bizim igin ayni derecede onemli.
Bazen okul i¢indeki genel sinav
sonuclart 6gretmenin basarisina esit

kabul ediliyor. Ancak, siniftaki
ogrencilerle gercekten c¢ok sey
yapryoruz ve bazen bu simav

sonuglarina yansimayabiliyor. (TS5 on
yedi yillik tecriibe)

of experience)

Most of the teachers (f=14), principals (f=7), and experts (f=5) stated that service to
the school was another critical qualification that should have been evaluated.
According to participants, service to school consists of professional and in-school
responsibilities of teachers such as making contributions to the development of the
school, participating in the activities carried out in the school, keeping duties in the
school, and taking responsibility in ceremonies. Some of the teachers (T1, T2, T4, T6,
T9, T15, T16, T17, T19) explained that there should have been a difference between
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the teacher who does these duties and responsibilities thoroughly and the teacher who
does not. Furthermore, some principals (P2, P4, P8) stated that the school was very
crowded, and to ensure the safety of the students, especially in the corridors, it was
crucial for the teachers to perform their duties and responsibilities with whole
motivation. The experts (E1, E2, E3, E4, E7), on the other hand, mentioned that these
duties should have evaluated, and it was essential to distribute equally for everyone to

fulfill their duties properly. One of the teachers explained as follows:

| always take care to fulfill my duties
and responsibilities completely. It is
vital to come to the school before the
student and walk around the school
without getting any harm. Similarly,
attending ceremonies or being a
supervisor in exams. | know that not
everyone is as attentive as a few
friends or me. Sanctions should be
applied to these people. It may be
used by me when I'm missing. In
fact, | am sure that the managers
make a lot of observations on this
issue. The problem is that everyone
knows very well who the teacher is
who does not do her job but does
nothing (T9 three years of experience)

One of the principals stated:

It can be said that a teacher who
fulfills her duties and
responsibilities inside the school
and outside her class is very
successful and attentive in the
classroom and other fields. There
are many examples of this in our
school. | think that fulfilling these
responsibilities is directly
proportional to being an effective
teacher. All the teachers who are
effective fulfill their duties at school.

(P3 seventeen years of experience)
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Her zaman gorev ve sorumluluklarimi
eksiksiz  yerine  getirmeye  0Gzen
gosteririm. Ogrenciden once okula
gelip onlarin okulun etrafinda zarar
gormeden dolasmalarini saglamak ¢ok
onemlidir. Aymi sekilde térenlere
katilmak ya da sinaviarda goézetmen
olmak. Herkesin ben veya birkac
arkadasim kadar ozenli olmadigin
biliyorum. Bu kisilere yaptirimlar
uygulanmalidir. Eksik oldugum zaman
bana da  uygulansin.  Ashnda,
yoneticilerin bu konuda ¢ok fazla
gozlem yaptiklarindan eminim. Sorun
su ki herkes gorevini yapmayan
ogretmenin kim oldugunu c¢ok iyi
biliyor ama hi¢hbir sey yapmuiyor (T9 uc
yillik tecrﬁbe)

Okul igindeki yani kendi sinifi disindaki
gorev  ve sorumluluklarini  yerine
getiren bir 6gretmenin swnifta ve diger
alanlarda c¢ok basarthh ve ozenli
oldugunu soylenebilir. Bunun pek ¢ok
ornegi var okulumuzda. Ben bu
sorumluluklarin yerine getirilmesinin
etkili  bir ogretmen olmakla dogru
orantili oldugunu  diigiiniiyorum. Iyi
dedigim tiim ogretmenler okuldaki
sorumluluklarint tam olarak yerine
getil’iyOﬂal’. (P3 on yedi yillik tecrﬁbe)



Most of the teachers (f=14), all the principals (f=9), and experts (f=7) also mentioned
that evaluating the planning and preparation process was another qualification to be
evaluated. Among these participants, most of the teachers (f=12) noted that the
evaluation of the lesson preparation process by only considering the lesson plans was
insufficient in measuring the effectiveness of the instruction; instead, how well the
preparation for the lesson can also be done by observing the teaching process. On the
other hand, most of the experts (E1, E2, E3, E5, E7) and some principals (P3, P4, P6,
P9) stated that the preparation of the course could be observed clearly with the help of

lesson plans. One of the teachers explained as follows:

One of the most critical factors for the
success of the course is the well-
structured preparation phase. Before
observing, we may be asked what kind
of preparations or planning we are
doing. However, | do not find it right
just to examine the lesson plans and
decide on the lesson process with the
help of the lesson plan or see if the
teaching fits the lesson plan. What
happens in the classroom may be
more complex and different from this
lesson plan. In this case, not only my
lesson plan but also the teaching itself
should be observed. (T9 three years of

experience)

One of the principals stated:

Planning should be evaluated. The
teacher sees preparing the lesson
plan as a burden and taking the
time to prepare the lesson plan is
an unnecessary effort for them.
However, if the teacher develops
herself, a lesson plan should be
designed. The classroom teacher
should plan well what to teach that
day and, if necessary, write plan b.
(P9 six years of experience)
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Dersin  basarisi icin en onemli
faktorlerden biri hazirlik agamasinin
iyi yapuandrilmasidir. Gozlemden
once, bize ne tiir hazirliklar ya da
planlama  yaptigimizi  sorulabilir.
Ancak, sadece ders planlarin
incelemeyi ve ders plant yardimiyla
ders sirecine karar vermeyi ya da
sadece ogretimin ders planina uyup
uymadigint  gézlemlemeyi  dogru
bulmuyorum. Simif iginde yasananlar
bu ders planmindan daha karmasik ve
farkl olabilir. Bu durumda, sadece
ders plamim degil ogretimin kendisi
de gozlemlenmelidir. (T i yuuk tecriibe)

Planlama muhakkak
degerlendirilmelidir. Ogretmen ders
plant  hazirlamayr kendine yiik gibi
gormektedir ve ders plani hazirlamaya
zaman ayirmak onlar igin gereksiz bir
c¢aba. Ancak ogretmen eger kendini
gelistirecekse ders plam
hazirlamalidir. Sinif ogretmeni o giin
ne ogretecegini o diizeyde ¢ok iyi
planlamalt ve gerekirse bu planin
yazmalldll’. (P9 alt yillik deneyim)



One of the experts indicated that:

Teachers learn to plan a lesson
first while studying at university.
This plan always has a format. The
teacher does not understand that
writing down the lesson plan only
on paper is synonymous with
having good planning skills. They
need to rehearse what they wrote
in the lesson plan. It means
presenting all kinds of visuals,
texts, tools, and materials to the
student correctly. This mentioned
qualification is an essential
teacher qualification. The lesson
plan is the assistant of the teacher.
If 1 were a teacher, | would
probably feel incomplete without
my plan (E1 eight years of experience).

Ogretmenler, tiniversitede okurken
once bir ders planlamay: ogrenirler.
Hatta bu planlamanin hep bir formati
vardir. Bence 6gretmenin anlamadig
sey aslinda ders planini sadece kagit
istiinde  yazip  bwrakmanmin  iyi
planlama becerisine sahip olmakla e
anlam ifade ettigidir. Ders planina
vazdiklart seyleri prova etmeleri
gerekir. Ogrenciye sunulacak her
tlrll gorseli, metni, ara¢ ve materyali
planlayarak dogru sirayla sunmak
demektir. Bu ¢ok onemli bir 6gretmen
yeterliligidir. Ders plani 6gretmenin
asistanidir. Ben 6gretmen olsaydim
muhtemelen planmim olmadan eksik
hissederdim (El sekiz yillik tecriibe)-

Half of the teachers (T2, T4, T6, T7, T10, T14, T16, T17, T18, T20) mentioned that
monitoring and managing learning was also essential to evaluate and it was critical to
monitor the development of students to take precautions. The other half of the teachers
(T1, T3, T5, T8, T9, T11, T12, T13, T15, T19) mentioned that the general exams held
in this school were not sufficient to measure student success and that the weaknesses
of the students could not be determined correctly. In addition, some of the teachers
(T4, T7,T10, T17, T20) and a few principals (P7, P9) argued that it would have been
more accurate to follow the development of cognitive achievement of students at this
age level as well as the development of the affective domain. On the other hand, all
the principals (f=9) and most of the experts (f=7) mentioned that monitoring and
managing the student’s learning was an indispensable qualification to be evaluated. A
teacher who thought that this qualification should not be evaluated due to the nature
of the general exams explained her ideas as follows:

Ogrencilerin eksikliklerinin izlenmesi
ve giderilmesi burada sadece genel

The monitoring and elimination of the
deficiencies of the students are

followed here only with the general
exams. Like whether the student
received a low in the previous exam
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sinavlarla takip ediliyor. Ogrenci bir
onceki smavda diistik mii  ald
digerinde yiikseltti mi gibi. Bu okulda



or increased it in the other. It is
doubtful whether the questions in the
general exams held in this school are
suitable for the cognitive level of the
student, and those who prepare the
questions do not consult us anyway.
Many teachers do not trust these
exams for this reason. (T15 four years of

experience)

explained her ideas as follows:

In this school, the only exam that we
can see the student’s level of success
is the general exams. Moreover, a
teacher can observe the student’s
level of success in classroom
practice. For example, | know that my
student is missing both the general
exam and in the classroom. Students’
weaknesses are immediately noticed.
A good teacher knows very well what
the student in the class is lacking and
tries hard to overcome these
shortcomings. (T18 tn years of experience)

vapilan genel sinavlardaki sorularin

ogrencinin biligsel diizeyine
uygunlugu  stipheli ve  sorular
hazirlayanlar bize zaten

danismiyorlar. Pek ¢ok ogretmen bu
sinavlara bu nedenle giivenmiyor.
(T15 dort ylik deneyim)

Another who thinks that monitoring and managing the learning is essential to evaluate

Bu okulda ogrencinin okulumuzdaki
basar1 diizeyini gorebildigimiz tek
sinav genel sinavlardwr. Dahasi, bir
ogretmen ogrencisinin swmnif
uygulamalarindaki basari seviyesini
de gozlemleyebilir. Ben mesela hem
genel smmavda hem de snifta
ogrencimin eksik oldugunu
biliyorum. Ogrencilerin zayif yonleri
hemen fark edilir. Iyi bir 6gretmen
sinifindaki 6grencinin hangi konuda
eksik oldugunu ¢ok iyi bilir ve bu
eksikligi gidermek icin ¢ok ¢aba sarf

eder. (T18 on yillik tecm’be)

Professional development was also crucial for most principals (f=7), and all the experts
(f=7) mentioned it as a qualification to be evaluated. In addition, most of the teachers
(f=13) said that measuring this qualification was essential but may reveal some
undesirable problems. For example, some teachers (T5, T8, T13, T14) defined the
problem as feeling obliged to participate without a need for it; some other teachers
(T1, T4, T11, T19) mentioned the issue as creating a competitive environment among
teachers. Few of them (T9, T15, T18) defined the problem as some teachers may only
attend these pieces of training just to provide their existence even though she does not
take an active role in the training. On the other hand, some other teachers (T5, T9,
T13, T17, T18) mentioned the difficulty of evaluating this qualification objectively.

One of the teachers explained as follows:
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Professional development should be
evaluated, | think, as an essential
qualification. No matter how many
years of experience we have, the
generation that comes each year is very
different. Personally, I can only read the
latest education news, and | have not
attended the training any time soon, but
| should. Participation in training is
critical, and I think this is an important
criterion to be evaluated. The teacher
should not feel obligated and believe
that it is necessary if they do it because
they are compulsory, they cannot see
the benefit. (T8 eighteen years of experience)

follows:

In other schools where professional
development is measured, teachers
attend training even though they do not
develop themselves in this area. | know
it from my old school. After just going
to a seminar and watching the first
sessions, | got to know many teachers
leaving the seminar. In this case,
professional  development deviates
from its true purpose. (T9 three years of

experience)

Mesleki gelisim kesinlikle
degerlendirilmeli bence ¢ok onemli
bir yeterlik. Kag yillik tecriibemiz
olursa olsun her yil gelen nesil
birbirinden ¢ok farkli. Ben sahsen
sadece egitim ile ilgili en son
haberleri okuyabiliyorum ve yakin
zamanda egitimlere katilmadim,
ama  katilmalyydim.  Egitimlere
katilim ¢ok onemli ve bence bu
degerlendirilecek onemli bir 6lgiit.
Sadece ogretmen buna zorunlu
hissetmemeli ve gerekli olduguna
inanmalidir, eger zorunlu oldugu
igin yaparlarsa faydasim
gdremeZ|er (T8 on sekiz yillik tecrijbe)

One teacher expressed the difficulty of evaluating professional development as

Mesleki geligimin ol¢iildiigii diger
okullarda, 6gretmenler kendilerini
bu alanda gelistirmeye
gitmedikleri  halde  egitimlere
katildiklarint ~ séyliiyorlar. Ben
eski okulumdan biliyorum bunu.
Sadece bir seminere gidip ilk
oturumlari  izledikten  sonra
seminerden ayrilan  bir  siirii
ogretmen tanidim. Bu durumda
mesleki gelisim ger¢cek amacindan
sapryor. (T9 iic yillik tecriibe)

As mentioned before, most of the participants agreed that the teachers were being
evaluated to improve student achievement. On the other hand, teachers and experts
indicated that using students’ average achievement scores as a single data source or
evaluating teachers causes some problems like not evaluating objectively, neglecting
the teaching process, and focusing only on the results. When participants asked for
recommendations from some of the teachers (f=9), most of the principals (f=5) and
experts (f=4) also mentioned that improving students’ achievement was an important
qualification to be evaluated. Some participants (T4, T5, T9, T13, T17, P2, P3, P4, P8,

El, E2, E4, E6) explained that teacher qualifications in improving students’
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achievement could be evaluated when student achievement was not seen as a single
source, it was essential where individual development of students could be monitored
rather than an average achievement and in situations where the students were educated
not just for academic success but within a holistic perspective. One of the teachers
explained as

"We are teachers; of course, we do
our best to increase the success of the
student. But rather than the success of
the whole class, students’ individual
achievement should be looked at to
understand what we have contributed
to this student individually. This
situation should be considered both in
academic and other fields. I don’t find
it right to evaluate collective success
as my success (T5 seventeen years of

experience) .

They have to separate us from other
branch teachers. The branch teacher
does not spend as much time as we do,
and we class teachers know every
student very well. I think the exams do
not see the student’s strengths and
weaknesses as well as we do.
Problems arise when student test
results are considered equivalent to
teacher  success. Because Wwe,
classroom teachers, are more than
students’ joint success. But of course,
if an excellent student in our class had
a significant drop in exams, this is a
problem for the teacher. (T9 three years of

experience)-

Students’ general exam success
informs us about the gains that
students cannot learn. The teacher
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Biz ogretmeniz, elbette, o6grencinin
basarisini artirmak icin elimizden
geleni  yapiyoruz. Ancak sinifin
basarisi yerine ogrencilerin bireysel
basarisina bakilmalidir. Bu 6grenciye
bireysel olarak ne tiir katkilarda
bulunduk. Bu hem akademik hem de

diger alanlarda boyle
diigiiniilmelidir. ~ Genel  bagariy
basarim  olarak degerlendirmeyi

dogru bulmuyorum. (T5 on yedi ik

tecrUbe)

The statement made by one of the teachers was remarkable:

Bizi diger brans o&gretmenlerinden
aywrmalart lazim. Bransg 6gretmeni
bizim kadar vakit  gecirmiyor
ogrenciyle ve biz sinif ogretmenleri
her oOgrenciyi ¢ok iyi tanmiyoruz.
Swinavlarin ogrencinin giiglii ve zayif
yonlerini bizim kadar iyi bilmedigini
diistiniiyorum. Ogrenci test sonuglar
ogretmen basarisina esdeger kabul
edildiginde sorunlar ortaya c¢ikar.
Ciinkii ~ biz  suuf  ogretmenleri
ogrencilerin ortak basarisindan daha
fazlasvwiz. Ancak tabi Sinifimizdaki
cok iyi bir 6grenci sinavlarda biiyiik
bir diisiis yasadiysa, bu 6gretmen icin
bir sorundur. (T9 i ik tecriive)-

One of the experts explained why it is not possible to determine individual student

success with the help of general exams at school as follows:

Ogrencilerin genel sinav bagarisi
bize ogrenciler tarafindan
ogrenilemeyen kazanmimlar hakkinda



tries to compensate for missing

bilgi  verir.  Ogretmen  eksik

learning. In  these  exams, dgrenmeleritelafi etmeye ¢alisir. Bu
deficiencies are generally smnaviarda  eksiklikler  bireysel
determined rather than individual basaridan ziyade genel olarak

success. The aim is not to determine
the success of the teacher. A one-
time measurement with the help of a
single question for success does not
actually provide enough
information about the student’s
condition. Therefore, our general
exams do not provide enough data
about the student’s individual
achievement. We must define what
we expect the students to acquire at
each grade level as the minimum
skills. If we measure and report
these  skills  through  exams,
observations, or assignments in the
process, then we can say that we
follow the student’s individual
development at this school. (E6 five

years of experience)

belirlenir. Zaten amag, 6gretmenin
basarisint belirlemek degildir. Bir
basart igin tek bir soru yardimiyla
bir kerelik bir 6lgiim, dgrencinin
durumu  hakkinda yeterli  bilgi
saglamaz ashinda. Bu nedenle
yaptigimiz genel simavlar
ogrencinin bireysel basarist
hakkinda  yeterli veri vermez.
Osrencilerin her simf diizeyinde
kazanmasint  bekledigimiz  yani
asgari becerilerin ne oldugunu
tammlamalyrz.  Bu  becerileri
stirecteki sinavlar, gozlemler veya
odevler araciligiyla olgiip
raporlarsak iste o zaman ogrencinin
bu okuldaki bireysel gelisimini takip
ediyoruz diyebiliriz. (E6 bes yink

tecrUbe)

4.1.3.1.2 Recommendations for Evaluation Schedule

The codes that emerged as a result of the analysis of the opinions of teachers,
principals, and experts regarding the schedule of the evaluation model are given in
Table 4.7.

Table 4.7

Codes for The Evaluation Schedule

Theme 1. Evaluation Process
Evaluation Schedule
Not at the beginning of each academic period
One or two observations for each month
Three classroom observations for each semester

Most of the teachers (f=14) stated that they were busy adapting students to school at

the beginning of each academic period; therefore, it would have not been correct to
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make observations in the first months or weeks of each academic period. Moreover,
the majority of the participants stated that these observations should have not been
limited to a single observation, and it would have been accurate to observe different
lessons of a teacher. Most of the teachers (f=14), principals (f=7), and experts (f=6)
stated that it would have been uncomfortable for the teacher to make three
observations in a month and making one or two observations every month would

prevent the continuous division of courses.

4.1.3.1.3. Recommendations for Evaluator Features

The codes that emerged as a result of the analysis of the opinions of teachers,

principals, and experts regarding the evaluators’ features are given in Table 4.8

Table 4.8

Codes for The Evaluator Features

Theme 1. Evaluation Process
Evaluator Features

Objective/Fair

Positive communication skills

Has teaching experience

Empathy skills

Assessment of knowledge and skills
Enough knowledge about school
Effective communication skill

A significant number of teachers (f=19) stated that they would have felt more
comfortable in this process when they believe that an evaluator is objective and will
not need to behave differently than they do in their classrooms during a classroom
observation. Some teachers (T5, T9, T11, T13, T14, T19) also stated that the
objectivity of the evaluator was critical to trusting the evaluation results. For example,

one of the teachers explained:

Perhaps the essential feature of an
observer is objectivity, the most
important and possibly the most
difficult. The person may not make an
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Bir gozlemcinin belki de en 6nemli
ozelligi  objektif olmasidir. En
onemlisi ve belki de en zoru. Kisi
tamamen tarafsiz bir degerlendirme



utterly neutral assessment, but this is
the only way I can trust someone’s
observation. 1 think the classroom
environment will reflect the truth if
the evaluator can be objective
because the observer will also allow
the teacher to be herself. Actually,
there is a mutual situation here. (T11

twenty years of experience)

yapamayabilir, ancak benim bir
kisinin gozlemine giivenebilmemin
tek yolu bu. Degerlendirici objektif
olabiliyorsa, simif ortammin da
gergegi yansitacagini diigiiniiyorum
acgtkgast ¢uinkii goézlemci ogretmenin
kendisi olmasina da izin verecektir.
Aslhinda burada karsilikli bir durum
var. (Tll yirmi yullik tecriibe)

The majority of the teachers (f=16), more than half of the principals (f=5), and experts
(f=5) stated it was essential that the evaluator is skilled in terms of communication.
Teachers and principals defined these skills as "positive communication skills™; on the
other hand, experts defined these skills as "effective communication skills." Teachers
and principals stated that teachers would have felt more comfortable expressing
themselves when the evaluators can communicate positively. Some of them (T1, T3,
T4, T5, T10, T11, T12, T16, T18, T20, P1, P4, P7) explained that this would enable
them to approach the evaluations positively and that it was essential to establish good
communication with the evaluator to support their development. For example, one of
the teachers pointed out that:

Positive communication is also
crucial in our school. We are a group

Olumlu iletisim de kurumumuzda
cok  onemlidir.  Iyi  iletisim

of teachers who can understand each
other because we communicate well.
We use positive language to criticize
each other, and we know that this
criticism is for our good. The
evaluator must establish positive
communication to create an
environment where | can internalize
his criticism of me. For example, if
someone from my department
evaluates me, | feel comfortable. (T5

seventeen years of experience)

The evaluator should be positive.
Even her facial expression and
mimics are essential. She must not
be sullen and should not make you
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kurabildigimiz igin, birbirimizi iyi
anlayabilen bir grup ogretmeniz.
Olumlu dil kullanarak birbirimizi
elestiriyoruz ve bu elestirinin kendi
iyiligimiz i¢in oldugunu biliyoruz.
Degerlendiricinin de bana olan
elestirilerini  i¢sellestirebilecegim
ortam yaratabilmesi icin olumlu

iletisim  kurmast gerekir. Ben
mesela zimremden birileri beni
degerlendirse  kendimi  rahat

hissederim. (T5 on yedi yillik tecrﬁbe)

In addition, one of the teachers pointed out that:

Degerlendirici olumlu olmalidir. Yiiz
ifadesi, mimikleri bile onemli. Asik
suratl olmamalidir ve
gozlemlendiginizi hissettirmemelidir.



feel observed. Maybe she should
join the class. I must know that you
came to support me, not criticize me.
The first observations can be tricky,
but it may be more comfortable if |
know she is there to help me. (T4 three

Belki de simifa katilmalidr. Beni
elestirmeye degil, beni desteklemeye
geldigini bilmeliyim. Ik gozlemler
zor olabilir, ancak beni desteklemek
icin orada oldugunu bilirsem daha
rahat olurum. (T4 i yuik recriibe)

years of experience)

Experts (E1, E3, E7) explained that evaluators should have been more effective
communication skills than positive communication skills. Thay added as positive
communication was not an obligation, but it was essential to communicate effectively
to convey the information clearly. Some of the experts (E1, E4, E6) stated that at the
beginning of effective communication, positive aspects could be emphasized but still,
it was essential to convey the seriousness of the deficiencies resulting from the

evaluation. One of the experts explained as:

I think we are not open to criticism as
Turkish society. Especially teachers
often misunderstand what we say to
them. In fact, we should be able to tell
the shortcomings we see directly as
experts. In doing so, we must convey
the message we want to give correctly,
but we should not soften the content of
the message. When you try to be
positive, the teacher does not
understand you or misunderstands and
criticizes you. | think communication
should be effective, not positive. (E7

three years of experience)

Bence bizler Tirk toplumu olarak
elestirive acik degiliz. Ozellikle
ogretmenler onlara soylediklerimizi
¢ogu zaman yanlis anlayabiliyorlar.
Aslinda dogrudan uzman olarak
gordiigiimiiz eksiklikleri
sOyleyebilmeliyiz. Bunu yaparken,
dogru bir sekilde iletmek istedigimiz
Mesaj1 iletmeliyiz, ancak mesajin
icerigini yumusatmamalryiz.
Olumlu  olmaya  ¢alistiginizda,
ogretmen sizi anlamaz ya da yanlis
anlayip sizi elestirir. Bence iletisim
olumlu degil etkili olmali. (E7 i yunk

tecrube)

Most teachers (f=13) indicated that evaluators should have been experience in
teaching. Some of the teachers (T1, T5, T10, T15, T17, T20) explained that a person
who observes themselves in the classroom must have known the teaching profession
to understand the classroom environment and make more accurate evaluations. Some
teachers (T2, T3, T9, T17, T19, T20) explained that they would have been feeling
more comfortable, especially during the observation, if they knew that the evaluators
were experienced in teaching primary schools. A teacher explained the importance of

the evaluators having teaching experience as follows:
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[...] for example, if a person does not
know the developmental characteristics
of a primary school student, she may find
the current situation in the classroom as
very complex and erratic. We have
encountered such criticism in the past.
When a person who has never had a
classroom teaching experience passed in
front of the classroom, she complained
that there was a lot of noise coming from
the classroom, there was no teaching in
this classroom, and worst of all, her
complaint was taken seriously. For this
reason, it is crucial to have a person who
knows primary school students and even
works as a primary school teacher. (T17

fifteen years of experience)

[...] ornegin, bir kisi bir ilkokul
ogrencisinin gelisimsel
ozelliklerini bilmiyorsa, siniftaki o
anki durumu c¢cok karmasik ve
diizensiz bulabilir. Ge¢miste bu tiir
elestirilerle karsilastik. Daha énce
hi¢ sinif 6gretmeni olmayan bir
kisinin sinifin oniinden gegerken,
swmiftan ¢ok fazla giiriiltii geliyor
diye bu swnifta 6gretim yapilmryor
diye sikayet etti ve en kotiisii,
sikayeti ciddiye alindi. Bu nedenle,
ilkokul ogrencilerini taniyan ve
hatta ilkokul o&gretmeni olarak
calisan bir kisinin olmast ¢ok
onemlidir. (T17 on beg yillik tecrdbe)

More than half of the teachers (f=13) mentioned that establishing empathy was a skill
that must be possessed while making evaluations. Some of them (T1, T2, T5, T9, T11,
T12, T16, T17, T20) explained the observer should have evaluated the instruction
according to the classroom situation they are in, and this may be possible by people

with high empathy skills. For example, one of the teachers explained:

For example, | think an evaluator is
a very knowledgeable and excellent
teacher, but more importantly, she
lacks empathy and positive
communication. | would not want to
be evaluated by such a person. If
she cannot put herself in my place,
she cannot correctly assess what |
am doing in the classroom, and it
incorrectly determines where | am
missing. (T1 four years of experience)

Simdi, ornegin, ¢ok bilgili ve ¢ok iyi
bir 6gretmen olan, ancak daha da
onemlisi, empati ve olumlu iletisim
eksikligi  olan bir degerlendirici
oldugunu diistiniiyorum. Boyle bir kisi
tarafindan degerlendirilmek istemem.
Kendini benim yerime koyamazsa,
swnifta yaptigim seyi dogru bir sekilde
degerlendiremez ve dahasi, nerede
eksik oldugumu yanhs bir sekilde
belirler. (T]- dort yillik tecriibe)

As teachers (f=10), principals (f=6), and experts (f=6) also agree that an evaluator
should have had the qualifications and skills required, such as using the tools
effectively, fulfilling the requirements of the observer role, and making accurate
evaluations. Some participants (T4, T9, T10, T12, P1, P3, P9, E1) pointed out that the
experienced evaluators, such as those having experience making observations or

interviews by using observation or interview forms, could have conducted the
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evaluation process more accurately. Some participants (T8, T14, T15, T17, P5, P8,
E4, E5) stated that evaluators would have acquired these competencies with the
necessary training and practical applications. One of the teachers gave the following

explanation about the competencies that the evaluator should have.

The more experienced the evaluator
Is, the better she will master the
process. People are  doing
postgraduate education here, and
they have made observations or
interviews before. | think these people
dominate the evaluation process. A
person who is already observing for
the first time cannot immediately
understand what to observe. Whoever
has observed before knows very well
what to look for in the class. (T10 four

yearsofexpeﬂence)

Degerlendirici ne kadar deneyimli
olursa, slrece o kadar héakim
olacaktir. Burada lisansiistii egitim
yapan insanlar var ve kesinlikle daha

once  gozlem  veya  goriiseme
yapmislardir. Bu insanlarin
degerlendirme  siirecine  hdkim

olduklarimi diistiniiyorum. Zaten ilk
kez gézlem yapan bir kisi neyi
gozlemleyecegini hemen anlayamaz.
Kim daha dnce gozlemlemisse neye
bakacagini ¢ok iyi bilir. (T10 asrt yuink

tecrube)

More than half of the teachers (f=11) and principals (f=6) stated that the evaluator
should have had enough information about the school. The participants noted that
evaluators should have been worked in the school and know the culture or system of
the school. They also added that an external evaluator could not correctly evaluate
because they do not recognize the school. Some of the participants (T3, T5, T7, T8,
T11, T18, T19, P1, P6, P9) expressed the following problems that might arise from
being evaluated by an external auditor: being felt under control, being uneasy, not
being able to express themselves as they wish, and having difficulty in getting used to
someone outside of the school. Few teachers (T12, T15, T20) have stated that the
involvement of an external supervisor in a model that supports professional
development would have been incomplete in determining the professional needs of
teachers working in the school. One of the teachers (T20 nine years of experience) €Xplained
as “A person outside the school could not make accurate evaluations more than the
evaluations made by the people who knew the school (Okul disindaki bir kisi, okulu

bilen kisilerin yaptig1 degerlendirmelerden daha dogru degerlendirme yapamaz.)”
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4.1.3.1.4 Recommendations for Enabling Evaluation Dynamics

The codes that emerged as a result of the analysis of the opinions of teachers,

principals, and experts regarding the evaluation dynamics are given in Table 4.9.

Table 4.9

Codes for The Evaluation Dynamics

Theme 1. Evaluation Process

Enabling Evaluation Dynamics

Training schedule for evaluators
Information meetings for the teacher being evaluated

Most of the teachers (f=17), principals (f=9), and experts (f=7) stated that the
evaluators should have participated in training before the implementation of the
evaluation model. They said that the evaluators should have received training to know
how to use the data collection tools and what they should pay attention to during the
evaluation process. For example, one of the teachers (T15 seventeen years of experience)
pointed out, "Evaluators may not have much information and skills about the
evaluation, but they can be competent in this field with the training they received. | do
not want to be evaluated by a person who has not received such training.
(Degerlendiriciler ilk basta degerlendirme hakkinda ¢ok fazla bilgi ve beceriye sahip
olmayabilir, ancak aldiklari egitimlerle bu alanda yetkin olabilirler. Sahsen, egitim

almamus bir kisi tarafindan degerlendirilmek istemem.)”

Most of the teachers (f=15), principals (f=7), and experts (f=5) stated that the teachers
who will be evaluated should have participated in information meetings before the
implementation of an evaluation model. They mentioned that informing teachers about
the evaluation model, especially its purpose was important for the effectiveness of

applying the model. Another the teacher pointed out:

In this model, they must tell us what to Bu modelde bize ne yapacagimizin
do and how to do it. | mean, | do not ve nasil yapacagimizin soylemesi
have to learn how to observe with my gerekiyor. Yani ben gozlem nasil
effort, for example, by asking another yapilir diye kendi ¢cabamla 6rnegin
friend. | need to know what happens bir baska arkadasima sorarak
from start to end of the observation. dgrenmemeliyim. Gézlemde bastan
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There should be training at the very sona ne olacagini bilmem gerekiyor.

least, including the purpose of this En azindan bu degerlendirme

evaluation model, data collection tools modelinin amaci, kullanilacak veri

to be used, and even observation. (T16 toplama araglart ve hatta gozlem

six years of experience) hakkinda bir egitim olmalidir. (T]6
alti yillik tecriibe)

4.1.3.1.5 Recommendations for the Evaluator

The codes of the recommendations that emerged as a result of the analysis of the
opinions of teachers, principals, and experts about who the evaluator should be are
given in Table 4.10

Table 4.10

Codes for The Evaluator

Theme 1. Evaluation Process

Evaluator

Principals

Classroom teacher
Teacher herself
Math/science teachers
School Experts
Students

Parents

Almost all the teachers (f=19), all the principals (f=9), and experts (f=7) stated that
principals could have taken an active role in the evaluation process. Some teachers
(T1, T2, T5, T7, T9, T11, T14, T18, T20) stated that school principals or assistant
principals could collect data through observation and evaluate teachers since they have
teaching experience. Some other teachers (T1, T3, T4, T7, T9, T12, T17, T19)
expressed that if the school principal and assistant principals conducted the
observation process, they would realize how much effort the teachers had made in the
classroom and would provide them with more objective information about themselves.
For example, one of the teachers stated:

| really want the principal to observe Okul miidiirtiniin smnifimi
my class. | have known our principal go6zlemlemesini gercekten istiyorum.
from the moment she became a teacher, Miidiiriimiizii  ogretmen  oldugu
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and during her observation, | found her
approach in the classroom very
correct. What she told us about her
teaching experience and positive
communication in the classroom made
me feel comfortable during the
observation process. Assistant
principals can also make observations.
The assistant principal has not made
any observations yet, but he is also a
teacher, and it is essential for me to get
his feedback. (T11 twenty years of experience)

andan itibaren biliyorum taniyorum
ve gozlem sirasinda  sinmiftaki
yvaklagimint ¢ok dogru buluyorum.
Bize ogretmenlik  deneyimi  ve
swiftaki olumlu iletisimi hakkinda
anlatugr seyler, gozlem siirecinde
beni rahatlatti. Miidiir yardimcilar
da gobzlem yapabilirler. Mudir
yardimcist heniiz gozlem yapmadi,
ama o da aym zamanda bir
ogretmen ve onun geri bildirimlerini
almak da benim icin cok 6nemli.
(Tll yirmi yilltk tecrt'jbe)

While some of the principals (P1, P3, P4, P5) considered themselves competent in
evaluating teachers, some of the experts (E1, E2, E4, E5, E6) stated that principals
should receive the necessary training and then they could observe teachers in the
classroom effectively. One of the experts pointed out that:

[...] the principals here have been
teachers and have elementary
teaching experience, but evaluation
requires other qualifications. These
qualifications are not something that
can be achieved so quickly. The
person must master each item written
in the observation or interview form
and know the exemplary behavior
reflected by these items. This is only
possible with long-term trainings.
(E5 two years of experience)

[...] buradaki yoneticiler daha 6nce
ogretmenlik yapmis ve ilkégretim
ogretmenligi deneyimine sahip, ama
degerlendirme baska yeterlilikler de
gerektiriyor. Bu yeterlilikler bu kadar
cabuk kazanilabilecek bir sey degil.
Kisi, gézlem veya goriisme formunda
yazilt her bir seye hakim olmali ve bu
ogelerin yansittigi ornek davranmislart
bilmelidir. Bu ancak uzun streli
egitimlerle miimkiindQr. (E5 i yunk

tecrijbe)

Most of the teachers (f=16), principals (f=8), and experts (f=6) stated that other
classroom teachers could collect data for the teacher evaluation process. Teachers
indicated that it ws essential for another teacher to observe her classroom instruction
to make them aware of the weaknesses they did not realize before. On the other hand,
they stated that it would have been an excellent opportunity to observe different
teachers, which would lead them in their professional development. Experts and
principals explained that teachers would learn a lot from each other’s lesson
observation, which was also essential in achieving teaching unity. Some teachers (T3,
T5, T11, T14, T16, T17, T19) stated that if they were to be evaluated by a teacher
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friend, they should have believed the objectivity of the teacher first. They also added
that teachers who could not get along with each other might reflect on their personal
problems during the observation process. Therefore, they should not observe each

other’s class.

Many teachers (f=14) stated that they could provide data on the quality of teaching by
making self-assessment. Some principals (P2, P6, P8, P9) and experts (E1, E3, E4, E5,
E7) also stated that they could evaluate themselves if the teachers received the
necessary training. Principals and experts, who disagreed with this opinion, have
generally said that they don’t believe teachers can evaluate their own objectively. A

teacher expressed her thoughts about self-assessment as follows:

[...] perhaps the most important
thing is that the teacher can
evaluate herself. Because a teacher
knows herself very well. If she
knows how to criticize herself, there
is no one who can better evaluate
her teaching. Perhaps the best way
to not be afraid of someone’s
criticism about you is to evaluate
yourself first. (T6 six years of experience)

[...] belki de en onemlisi 6gretmenin
kendini degerlendirebilmesidir. Ciinkii
bir ogretmen kendini ¢ok iyi tanmir.
Kendisini nasil elestirecegini bilirse,
ogretmenligini daha iyi
degerlendirebilecek kimse yok. Belki
de bir baskasimin sizinle ilgili
elestirilerinden korkmamanin en iyi
yolu once kendinizi degerlendirmektir.
(T6 alt yillik tecrijbe)

The 3" and 4™" grade teachers (f=8) and teachers who will teach at these grade levels
in the following years (f=7) stated that math and science teachers would make them
aware of their competencies in science and mathematics courses by observing them,
and they could correct them if they had misconceptions. The teachers (T2, T3, T5, T6,
T8, T9, T11, T12, T16, T20) explained that it was crucial that teachers from different
branches should support only in terms of field knowledge while observing their
courses and that it would not be right to give opinions about classroom management.

One of the teachers explained as:

Teachers from different branches can  Farkli branslardan 6gretmenler alan

say something about the field. It is
helpful to be aware of new
information in this field, especially in
science and mathematics lessons, or
to give me feedback if I am wrong or
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hakkinda bir seyler soyleyebilirler.
Ozellikle fen ve  matematik
derslerinde  bu alandaki  yeni
bilgilerden haberdar olmamda veya
yvanlisim ya da eksigim varsa bana



missing. For example, last year, | was
teaching fourth-grade students and
explaining the states of matter. |
called the students solid, liquid, gas,
and the kids told me about the fifth-
sixth state. | went home and
researched from different sites. They
are more competent than me in the
field, and I think they will contribute
significantly to my teaching. (T7 fifteen

years of experience)

as follows:

Teachers from different branches
can evaluate. I think I have a lot to
learn from these teachers. For
example, in science and math, they
can be beneficial in terms of field
knowledge, but | do not let them
criticize me for my classroom
management  skills in  the
classroom. Sometimes | ask my
mathematician friends what a term
means. Therefore, | think the
opinions of teachers from different
branches are significant. (T20 nine

years of experience)

doniit vermede faydali olur. Ornegin,
gecen yil dordiincii sinif
ogrencilerine ders veriyordum ve
maddenin  hallerini  agikliyordum.
Osrencilere kati, sivi, gaz dedim ve
cocuklar bana besinci altinct halden
bahsettiler. Eve gittim ve farkl
sitelerden arastirma yaptim. Alan
agisindan benden daha yetkinler ve
bence dgretmenligime biiyiik katki
Saglayacaklar. (T7 on bes yillik tecrﬁbe)

One of the teachers explained how to be evaluated by teachers from different branches

Farkli  branslardan  6gretmenler
degerlendirebilir. Bu ogretmenlerden
ogrenecek  ¢ok  seyim  oldugunu
diigiiniiyorum. ~ Ornegin ~ fen  ve
matematikte, alan bilgisi acisindan ¢ok
yardimct olabilirler, ancak kendimi
swmiftaki  sinif  yonetim becerilerim
agisinda elestirtmem. Bazen
matematik¢i arkadaslarima bir terim
ne anlama geliyor? diye sorarim. Bu
nedenle, farkh branslardan
ogretmenlerin goriigleri bence ¢ok
onemli. (T20 aokuz yitiik ecriive)

Few of the teachers (T2, T6, T10, T15) stated that an expert working at the school
could also evaluate teachers, while most experts (f=5) indicated that they were
qualified to evaluate the teachers. Most of the teachers did not accept experts as
evaluators because the experts had not graduated from classroom teaching, lack of

teaching experience, and lack of positive communication.

Few teachers (T8, T13, T15) and principals (P2, P6, P9) stated that especially fourth-
grade students could evaluate the teachers. Most teachers and principals and all experts
noted that it was not correct for teachers to be evaluated by students. While supporting
the view that students should not be evaluators, it was pointed out that especially

primary school students could not make objective evaluations due to their
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developmental level. They also added that students of this age did not want to criticize
them because of their positive feelings for the classroom teacher. A teacher pointed
out that:

You can’t show me one student who
doesn’t like a primary school
classroom teacher. This age group is
too young, and it is not right to ask
them to comment on effective teacher
characteristics. Students may like
their teacher not to teach anything,
give less homework, or chat in the
classroom. Or vice versa, he may not
like his teacher that day because of a
disciplinary event happening in the
classroom at that moment. If you ask
something about his teacher at that
moment, he says negative things.
Therefore, 1 do not think that the
student can evaluate objectively. (T14

thirteen years of experience)

Another teacher noted that:

[...] The primary school student
himself does not know what it means
to evaluate. No student of this age
says bad things about their teacher.
They always make positive
comments. Even though | have been
giving homework for a week,
students can say that "my teacher
cares about me." (T16 six years of

experience)

Bana ilkokul simif  ogretmenini
sevmeyen bir  tane  dgrenci
gosteremezsin. Bu yas grubu ¢ok
kiiciik ve onlardan etkili ogretmen
ozellikleri hakkinda yorum istemek
dogru degil. Ogrenciler, 6gretmenini
bir sey ogretmedigi halde az odev
veriyor ya da sinifta sohbet ediyor
diye sevebilir. Ya da tam tersi 0 an
swnifta gerceklegen bir disiplin olay:
nedeniyle o  giin  O6gretmenini
sevmeyebilir. O anda ogretmeni
hakkinda bir sey sorarsaniz, olumsuz
seyler soyler. Bu nedenle ogrencinin
nesnel olarak degerlendirebilecegini
dwunmuyomm (T14 on ti¢ yillik tecn'ibe)

[...] Ilkokul égrencisi kendisi daha
degerlendirmenin ne demek oldugunu
bilmiyor. Bu yastaki hi¢chir o6grenci
ogretmeni igin kotii demez. Her
zaman olumlu yorumlar yaparlar. Bir
hafta boyunca 6dev vermeme ragmen
ogrenciler “6gretmenim benimle ¢ok
ilgileniyor ve beni onemsiyor”
d|y€‘b| lir. (T16 alti yilhik tecriibe)

Few teachers (T6, T13, T20) and principals (P3, P7) stated that parents could evaluate
the teachers, but almost all the participants said that parents should not evaluate
teachers. In most of these opinions, it was noted that it was not correct for parents to
evaluate teachers according to what they heard from their children without knowing
the teacher in the classroom. The participants also added that parents were insufficient
to evaluate the teacher and cannot make an objective evaluation. One of the teachers

explained the drawbacks of being evaluated by parents and students as follows:
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Parents don’t know this school like Ebeveynler bu okulu bizim gibi
us. The person who evaluates me bilmiyorlar. Beni degerlendirecek kigi
should know this school very well. bu okulu ¢ok iyi tamimaldr.
The evaluator should be someone Degerlendirici, sinifta ne yaptigimizi
who knows what we are doing inthe bilen  biri  olmalidir.  Ornegin
classroom. For example, my dgrencimin annesi bir bankada
student’s mother works in a bank. ¢alisiyor. Bir bankact beni nasil
How will a banker evaluate me? The degeriendirecek? Degerlendirici beni
evaluator should observe me in the suifta gozlemlemelidir. (T16 an vink
classroom. (T16 six years of experience) tecrube)

4.1.3.1.6 Recommendations for Evaluation Method

The codes that emerged as a result of the analysis of the opinions of teachers,
principals, and experts regarding the evaluation methods are given in Table 4.11.

Table 4.11
Codes for The Evaluation Method

Theme 1. Evaluation Process

Evaluation Method

Observations
Debriefing after Observation
Self-evaluation

As previously explained, the participants stated that the problems related to the
observations were the lack of systematic observations at school, the teachers not being
informed about the results of the observations, and the lack of evaluation criteria.
When the participants were asked how to get the evaluation data, most of the teachers
(f=18), principals (f=8), and experts (f=7) stated observation forms should be used as
data collection tools. The participants also added that using observation results as the
source for the evaluation would be the most effective one to determine a teacher’s
effectiveness. They also stated that it was appropriate to provide the necessary data
from the multiple observations. For example, one of the teachers said:

| think observation is crucial, and Goézlemin  ¢ok  onemli  oldugunu

I will be happy to have observed diisiiniiyorum ve swmifimi bir¢ok kez

my class many times. Reports of gézlemlenmesinden mutluluk duyarim.

students with low success in exams Sinaviarda  basarist  diisiik  olan

are constantly sent to us, and it is dgrencilerin raporlart siirekli olarak
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thought that we do nothing for
these children. I would love them
to come to my class and see how
much effort | put into them. (T4 three

years of experience)

Another teacher also pointed out that:

Sometimes | go to a friend who has
a lesson in the same corridor and
asks questions about a topic I can’t
explain. | ask how she describes
the subject. It helps a lot. | wish |
could enter her class as an
observer. [...] I would like to make
multiple observations with the help
of a well-structured form. | must
look at the criteria to give her
feedback and understand what |
missed while teaching the same
topic. (T19 three years of experience)

bizlere gonderiliyor ve bu gocuklar igin
sanki  hicbir  sey  yapmadigimiz
diigtiniiliiyor. Smifima gelip onlara ne
kadar emek harcadigimi gérmelerini ¢cok
isterim. (T4 ti¢ yullik tecn'ibe)

Bazen aym koridorda dersi olan bir
arkadasimin yanmina gidiyorum ve ona
anlatamadigim bir konu hakkinda
sorular soruyorum. Konuyu o nasil
anlatiyor  diye  soruyorum.  Cok
yardimct oluyor. Keske swmifina bir
gozlemci olarak girebilsem. [...] bu
gozlemleri de iyi yapilandirilmis bir
form yardimiyla yapmak isterim. Ona
geri donit verebilmek ve ayni konuyu
ogretirken neyi kagirdigimi
anlayabilmek icin olgtlere
bakmalvyim. (T19 iic yink tecriibe)

While some teachers (T1, T2, T4, T6, T10, T11, T12, T15) and experts (E1, E2, E3,
EG6, E7) stated that observation was the only method that can be used to evaluate the
instruction if the teacher trusts to the process of evaluation and evaluator. The
principals (P1, P3, P4, P5, P9) explained that they should perform classroom
observation whenever they could to understand teachers. One of the teachers had
brought the following suggestions for the observation process to be effective:

Observation should be done, of course,
but someone should explain why this
observation was made. Suppose | find
observation is made to see my
weaknesses and use these weaknesses
as evidence to make sanctions. In that
case, | behave very differently in the
classroom or prepare the children for
lessons because there is a chance that
something terrible will happen in the
end. Do you know when | act like myself
during the observation? When | trust
this observation process. | then believe
that observation is for my development
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Gozlem elbette yapilmalidir, ancak
birisi bu gozlemin neden yapildigint
aciklamali.  Gozlem  eksikligimi
bulmak ve bu eksikligi kanit olarak
kullanarak yaptiruim uygulamaksa, o
zaman sinifta ¢ok farkl davranirim
veya ¢ocuklari derslere hazirlarim
¢linkii sonunda basima kétii bir sey
gelme ihtimali var. Gozlem
sirasinda ne zaman kendim gibi
davramrim  biliyor musun? Bu
gozlem siirecine giivendigimde. O
zaman gozlemin gelisimim igin
olduguna ve  nesnel  olarak



and is done objectively. (T13 welveyearsof yvapildigina inanirim. (T13 o iki yilik

experience) tecrube)

One of the experts explained as:

When conducting an observation, the
teacher is concerned about the
objectivity of the observation and the
use of observation results. Teachers

Bir gozlem yapilirken, o6gretmen
gozlemin  nesnelligi  ve gozlem
sonuclarinin  kullanimi  konusunda
endise duyar. Ogretmenlere bu

should be told why this observation
was made and what to consider in the
observation before the process
begins. She should fully trust the
process. It is necessary to give
immediate feedback on the strengths
and deficiencies identified after the
observation. The teacher should not
worry about how the observation
went, for example (E2 six years of

experience)

gozlemin neden yapildigi ve siireg
baslamadan once gozlemde nelere
dikkat edilecegi soylenmelidir. Bu
sirece  tamamen  guvenmelidir.
Gozlemden sonra belirlenen gugli ve
eksiklikler hakkinda anminda
geribildirim vermek lazim.
Ogretmenin gozlem nasil gecti acaba
diye diigiiniip kaygilanmamali mesela
(E2 alt yillik tecriibe)

Participants (T2, T3, T5, T9, T11, T12, T15, T19, P1, P3, P6, P9, E1, E4, E5, E6)
stated making observation was the only way to understand the classroom practices
totally and making multiple observations is the necessary process of conducting
objective teacher evaluations. One of the teachers explained the importance of using

different observation results:

Some days we cannot get the
efficiency we want in the classroom.
This efficiency may depend on me or
the situation of the students. For
example, it is impossible to teach in
the classes in the week before the
holiday, because children want to go
on holiday as soon as possible and do
not listen. It would be wrong for the
observer to give me feedback by
observing only that day. Therefore,
observations should be made at
different times throughout the year.
(T17 fifteen years of experience)-
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Bazi giinler sinifta istedigimiz verimi
alamryoruz. Bu bana  veya
ogrencilerin durumuna bagl olabilir.
Ornegin, tatilden onceki haftadaki
siniflarda ders yapmak miimkiin
degildir, ¢iinkii ¢ocuklar miimkiin
olan en kisa siirede tatile gitmek

isterler ve dersi dinlemezler.
Gozlemcinin ~ sadece o  giuni
gozlemleyerek bana geribildirim

vermesi yanlis olur. Bu nedenle yil
boyunca farkli zamanlarda gozlem
yapllmalldll". (TI 7 on besyl[[lk [ecriibe).



In my old school, my principal
observed the teachers very often,
and | would not be disturbed
because | was very used to the
process. The results of the
observation aimed to improve us
professionally. The observations
were already in their natural flow.
Sometimes my principal gave me the
right to choose the course to be
followed. Both written and verbal
feedback were given. This feedback
was given immediately so that we
wouldn’t wait. I never felt uneasy. 1
learned a lot to improve myself.

One teacher explained the importance of using observations results as follows:

Eski  okulumda  yoneticilerim
ogretmenleri ¢ok sik gozlemlerlerdi
ve hi¢ de rahatsiz olmazdim ciinkii
stirece ¢ok aliskindim. Gozlemin
sonuglart bizi profesyonel anlamda

gelistirmeyi amagliyordu.
Gozlemler dogal akisinda oluyordu
zaten. Mudurim  bana  bazen

gozlemlenecek dersi secme hakkr da
veriyordu. Hem yazili hem de sozlii
geri bildirim aliyyordum. Bu doniit
hemen verilirdi yani beklemezdik.
Hic¢ huzursuz hissetmedim. Kendimi
gelistirmek igin ¢ok sey ogrendim.
Burada da gozlem bize bu guveni

Here, observation should provide us
with this trust. If | trust the observer,
I will be comfortable with the
observation. (T12 seven years of experience)

vermelidir. Eger  gozlemciye
guvenirsem, go6zlem konusunda
rahat olurum. (T12 yedi yiik tecriive)

Moreover, most of the teachers (f=16), principals (f=7), and experts (f=5) stated that
the interviews after these observations, which were used for debriefing, would be
essential. Teachers said that they could be evaluated more objectively by interviews
made after the observation, and they could reduce the misunderstandings caused by
the observer in the classroom. On the other hand, principals stated that asking teachers
what happened in the classroom was an effective way to understand teachers’
instructional behaviors objectively. Experts also indicated as debriefing after the
observation was an indispensable part of interpreting the observation data, especially
for classroom teachers, to fully understand the behaviors of these teachers who try to
teach children at a very young age. Some of the participants (T1, T2, T4, T9, T12,
T14,T13,T17,T20,P1,P2,P3,P4,P8,E1, E2, E3, E4, E6, E7) explained as especially
the interviews before and after the observation would help make more accurate
evaluations about the process and getting individual feedback. Some of them (T1, T3,
T4,T5,T7,T18, P2, P3, P4, P5, E1, E2, E4) stated that these interviews would allow
them to explain their ideas and express themselves. For example, one of the teachers

said:
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For example, that day, one of my
students was ill and had trouble
listening to me. Sometimes | say you
can put your head on the table and
just listen. The observer may think
that my management in the classroom
is weak because apparently, I am not
interested in this student or ask
questions to him. In this case, after the
observation, | may have the
opportunity to explain the status of
this student only if asked. Otherwise,
wrong assessment is made about
classroom management. (T2 five years of

experience)

One of the principals explained as:

I know a lot of teachers in this
school and am very close friends
with some of them. For example,
when | observe behavior in this
teacher’s class that [ think she
could never do, | can ask why she
did this after observation or ask
questions to understand the
behavior of a teacher I never knew.

(P7 twelve years of experience)

One of the experts pointed out that:

We make observations, take notes and
leave the class during the evaluation
process. It would be wrong to take the
observation form and start reporting
immediately. First, we must share
what we observe with the teacher.
These children are very young, and
therefore | may have a false
impression of the teacher. We should
not blame the teacher for not being
able to answer the question in the
observer’s mind. This process is best
supported by asking and listening to
the teacher after the observation. (E4

four years of experience)
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Ornegin, o giin, bir Ogrencim
hastaydi  ve  beni  dinlemekte
zorlaniyordu. Bazen bagini masanin
ustine  koyabilir ~ ve  sadece
dinleyebilirsin diyorum. Gozlemci
siniftaki yonetimimin zayif oldugunu
diigtinebilir, ¢tinkii goriiniiste bu
ogrenciyle sinifta ilgilenmiyorum ya
da ona sorular sormuyorum. Bu
durumda, gozlemden sonra, sadece
bana  sorulursa bu  ogrencinin
durumunu aciklama firsatina sahip
olabilirim. Oteki tiirlii sinif yonetimi
hakkinda  yanhs  degerlendirme
yaplllr. (TZ bes yillik tecriibe)

Bu okulda ¢ok fazla o6gretmen
tanyyorum ve bazilariyla ¢ok yakin
arkadasim. Ornegin, bu ogretmenin

swmifina girdigim ve asla
yapamayacagini  diistindiigiim  bir
davranis gozlemledigim zaman

gozlemden sonra bunu neden yaptigini
sorabilirim ya da hi¢ bilmedigim bir
ogretmenin davramsini anlayabilmek
icin sorular sorabilirim. (P7 o iki yunk

tecrijbe)

Degerlendirme surecinde gozlemler
yapar, not alir ve siniftan ayriliriz.
Gozlem  formunu  alipp  hemen
raporlamaya baslasak yanls olur. Ilk
olarak, gozlemledigimiz seyi
ogretmenle  paylasmaliyiz. Bu
cocuklar cok kiguk ve bu nedenle
ogretmen hakkinda yanhs bir izlenim
sahibi  olabilirim.  Gozlemcinin
zihnindeki soruyu cevaplayamadigt
icin 6gretmeni su¢lamamaliyiz. Bu en
iyi gozlem sonrasi 6gretmene sorarak
ve dinleyerek desteklenir. (E4 asrt yunk

deneyim)



Participants could not reach a consensus on using self-assessment in teacher
evaluation. Most of the teachers (f=16) argued that everyone who properly fulfills the
teaching profession, especially primary school teachers, had an opinion about
themself. They also noted that a teacher could best evaluate themself by using self-
evaluation tools. A teacher expressed her views on the use of self-assessment in the

teacher evaluation process as follows:

Unfortunately, although self- Ne yazik ki, oz degerlendirme
assessment forms are essential formlari ¢ok onemli olgiim araglart
measurement tools, they are not olmasina ragmen, pek  kabul

widely accepted. We couldn’t teach
this to our students either. In fact,
self-esteem and self-control are
crucial. Perhaps it is the tool that
enables a person’s development. We
are afraid of these forms because we

gormezler. Bunu ogrencilerimize de
ogretemedik. Aslinda, benlik saygisi
ve benlik kontrolli cok &nemlidir.
Belki de bir kisinin gelisimini
saglayan arag¢tir. Bu formlardan
korkuyoruz ¢iinkii 6z degerlendirmeyi

do not correctly apply and evaluate dogru bir sekilde uygulamiyor ve

self-evaluation. But | think as a degerlendirmiyoruz. Fakat bence
teacher, we must first evaluate dgretmen olarak dnce kendimizi
ourselves and get used to these forms. degerlendirmeli ve bu formlara

(T18 ten years of experience) all§mallylz. ( T18 on yillik tecriibe)

In addition to these opinions, most principals (f=6) mentioned that the self-assessment
could be used if the self-assessment form was prepared accurately by setting clear
criteria and supported by data collected through other tools. Experts (f=4) stated that
they wouldn’t favor self-evaluation if the necessary training was not taken, and the
evaluation process was not managed correctly. Experts (E2, E6, E7) who do not find
it appropriate to include self-evaluation results in the evaluation stated that teachers’
self-perception was much higher than it should be and was not easy for the teacher to

evaluate themself objectively. One of the principals stated:

When | first thought of it, | was a little
hesitant to say self-evaluation.
However, I think it would be effective
for the teacher to evaluate himself
objectively. | think the teacher uses
the form objectively if the criteria are
prepared very clearly. But it should
not be used alone. It should be
considered in conjunction with what
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Ik aklima geldiginde 0z-
degerlendirme  demekten  biraz
tereddiit ettim. Ancak, O6gretmenin
kendini objektif olarak

degerlendirmesinin etkili olacagini
diistiniiyorum. Olgiitler ¢ok acik bir
sekilde hazirlanmis olursa, ogretmen
formu objektif olarak kullanir bence.
Ama tek basina kullanilmamalidir.



other observers have said. (P8 eight

yearsofexpeﬂence)

In contrast to these views, one expert stated:

| think this is an important data
collection tool, but it is not suitable
for classroom teachers to use it.
Because they claim that they do
everything exactly. We gave an
evaluation form after the activities,
and once again, | did not see that the
teacher wrote something for herself.
They say that the lack is due to the
plan or student level. (E2 eight years of

expeﬂence)

Diger gozlemcilerin soyledikleri ile
degerlendirilmelidir. (P8
tecrube)

sekiz  yillik

Bence bu 6nemli bir veri toplama
aract, ancak sinif ogretmenlerinin
kullanmast dogru degil. Ciinkii her
seyi tam olarak yaptiklarim iddia
ediyorlar. Etkinliklerden sonra bir
degerlendirme formu veriyoruz ve bir
kez daha 6gretmenin kendine yonelik
bir  sey  yazdigini  gérmedim.
Eksikligin plandan ya da ogrenci
seviyesinden kaynaklandigini
Sf)ylilyOHal’. (E2 sekiz yillik tecrzibe)

4.1.3.2 Recommendations for the Use of Evaluation Data

The recommendations reported by the participants are given under the headings of
propriety, utility, and accuracy in this section. The participants also addressed how

they would like to access the evaluation results.
4.1.3.2.1 Access to Evaluation Information

The codes that emerged as a result of the analysis of the opinions of teachers,

principals, and experts on access to assessment results are given in Table 4.12.

Table 4.12
Codes for The Access to Evaluation Results

Theme 2. Use of Evaluation Data
Access to Evaluation Information

Importance of confidentiality
Individual feedback (face to face)

One of the critical problems of this case is the lack of access to evaluation information.
Almost all the teachers (f=19), most of the principals (f=5), and experts (f=4) stated
that teacher information should have been kept confidential and their opinions about
themselves should be explained only to the teacher herself. Besides, most of the

teachers (f=15), principals (f=8), and all the experts (f=7) stated that it was essential to
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[...] sometimes, our school principal
gathers all the teachers and gives
information about general
disruptions, but nobody cares about
the problem when this kind of
information is provided. Nothing
changes when the meeting ends. Of
course, she does not say the
shortcomings of a person in the
middle of everyone but can give
information privately, individually.
(T12 seven years of experience)

| witnessed it once when | attended a
including a topic
The

meeting also

inform the teachers individually through face-to-face interviews. A teacher explains

the importance of individual meetings as follows:

[...] bazen okul muddrimiz tim
ogretmenleri  toplar ve  genel
aksakliklar ile ilgili bilgi verir, ancak
bu tiir bir bilgi verildiginde hi¢ kimse
yasanan stkintiyi tistiine almiyor.
Toplanti sona erdiginde hichir sey
degismez zaten. Tabii ki herkesin
icinde bir kisinin eksikliklerini
sOylemesin ama 0zel olarak bireysel
olarak bilgi verebilir. (T12 jedi yunk
tecrube)

One of the experts explained her view as follows:

Bir keresinde bizim birimi de
ilgilendiren bir konu icin toplantiya

concerning our department.
principal gathered all the 3rd-grade
teachers and gave a public speech.
Everyone was happy, nobody’s face
was sullen. No one takes over like
that. When the meeting is over, the
teacher continues to do what she
knows. Feedback should be given
individually and specifically to that
teacher (E6 five years of experience)

katildigimda sahit olmugtum. Mudur
tiim 3. sinif 6gretmenlerini toplamig
genel konusma yapiyor. Herkes
memnun kimsenin yiizii asik degil.
Béyle kimse iistiine alinmaz ki.
Toplanti bittiginde  ogretmen
bildigini yapmaya devam ediyordur.
Geri bildirim o 6gretmenin ozelinde
ve bireysel verilmeli. (E6 pesi yunk

tecrUbe)

4.1.3.2.2. Recommendations for Propriety

The codes that emerged as a result of the analysis of the opinions of teachers,

principals, and experts on providing propriety are given in Table 4.13.

Table 4.13
Codes for Providing Propriety

Theme 2. Use of Evaluation Data
Propriety

Balanced Evaluation
Professional interactions
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Most of the teachers (f=15), principals (f=6), and all the experts (f=6) stated that the
results of the assessments should have included both strengths and weaknesses.
Participants explained their ideas by saying the importance of balanced evaluation,
and that the evaluations made for this purpose would be more ethical. They also stated
that this type of evaluation could allow the process to favor the evaluated people. One
of the principals explained the importance of including both strengths and weaknesses

in feedback sessions as follows:

One should know well what she is
doing to contribute to her strengths
and even guide other teachers in
these strengths. In fact, when
explaining the evaluation results,
first the strengths and then the
shortcomings can be explained.
Weaknesses should not only be
justified but also how these
weaknesses can turn into strengths
should be described. This process is
the only way to trust evaluations.

(P6 sixteen years of experience)

Bir kisinin gii¢lii yonlerine katkida
bulunabilmesi ve hatta bu gucli
alanlardaki diger ogretmenlere
rehberlik edebilmesi i¢in ne yaptigini iyi
bilmelidir. ~ Ashnda,  degerlendirme
sonuglart agiklanirken énce giiclii yonler
ve sonra eksik yonler aciklanabilir. Zayif
yonler sadece acgiklanmamali, aym
zamanda bu zayif yonlerin nasil giiclii
yOnlere  doniisebilecegi  de  ele
alinmalidr. Degerlendirmelere
gtivenmenin tek yolu budur. (P6 on i yunik

tecrijbe)

Most principals (f=7) and experts (f=7) explained interacting professionally with the
teachers to be evaluated could keep them from feeling anxious, and they believe that
criticism made against them is made with respect. An expert (E2 six years of experience)
stated as “Treating in a bad or disrespectful manner to a teacher constantly to tell her
mistakes, decreases her motivation and she starts to get scared (Hatalarint anlatmak
icin stirekli bir 6gretmene kétii veya saygisiz davranmak motivasyonunu azaltir ve

ogretmen korkmaya baslar.)” One of the principals explained as:

You can make any kind of criticism
of the teachers, but how you do this
is very important. Sometimes | must
explain the mistakes she made to a
teacher 30 years older than me. In
this case, | do not set up command
sentences. First, | need to explain
why | have to explain this situation,
what we can do to fix it, or why it’s
essential.  This professional

Osretmenlere  her tiirlii  elestiriyi
yapabilirsiniz, ancak bunu nasil
yaptuginiz ¢ok énemli. Bazen benden
30 yas biiyiik bir ogretmene yaptigi
hatalar actklamak zorunda
kaliyorum. Emir ctimleleri
kurmuyorum. Once bu durumu neden
actklamak zorunda oldugumu, bunu
diizeltmek igin neler yapabilecegimizi
actklamam  gerekiyor veya bunu
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communication should always be yapmasinin neden onemli oldugunu.
continued (P5 six-years of experience) Bu profesyonel iletisim her zaman devam
ettirilmeli. (P5 alty yillik tecm'jbe)

4.1.3.2.3 Recommendations for Utility

The codes that emerged as a result of the analysis of the opinions of teachers,

principals, and experts on providing utility are given in Table 4.14.

Table 5
Codes for Providing Utility

Theme 2. Use of Evaluation Data

Utility
Explicit criteria for the usefulness of the results or defensibility

Functional reporting

Most of the teachers (f=15), principals (f=7), and all the experts (f=7) stated that all
the tools used should have been based on explicit criteria so that interpretation and
judgment based on these criteria could make sense and, thus, an open and defensible
assessment environment was created. Most of the teachers (f=13) and experts (f=6)
also mentioned that the conclusions about the teacher’s performance should be
justified, and this could only be achieved by defining the criteria before the evaluation.
They also stated that this was a way to prove to be accurate in evaluation. One of the
experts (E4 four years of experience) €Xplained as “If you do not have detailed and well-
structured criteria, there is no way to explain or justify what you are evaluating
(Detayli hazirlanmis ve iyi yapilandirilmis kriterleriniz yoksa, neyi degerlendirdiginizi
agiklamanmin veya degerlendirmeyi hakli ¢itkarmanin bir yolu yoktur.)” A teacher
expressed the importance of evaluation by criteria and her suggestions about this

subject as follows.

Evaluations should be criteria-based,
and the results should inspire me. So,
| should be able to develop it for
myself with the help of these results.
The criteria ultimately give clear
information on what I should improve
on  performance. If  general
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Degerlendirmeler 6l¢iit temelli olmali
ve sonuclar bana ilham vermelidir.
Yani bu sonug¢lar yardimiyla kendime
gelistirebilmeliyim. Olc¢iitlerde
sonucgta performans konusunda neyi
iyilestirmem gerektigine dair net
bilgiler  verir.  Hicbir  0Olcutln



expressions are used when there is no
criterion, | cannot object to what is
said with this general expression
because it is not clear how much of
this general situation | have done and
how much | could not do. For
example, when students speak a lot,
when | am told that classroom
management is weak, | would like to
ask them about what process of
management in which lesson this
activity was observed. 1 do some
activities just to let the children speak.

(Tll twenty years of experience)

One of the teachers stated:

We cannot change without measuring
and evaluating. | believe there should
be an assessment for teachers, but
how it is done is very important. If
this assessment cannot be made
according to specific criteria, the
decisions taken cannot be justified
and have no meaning. (T18 eighteen years

olmadiginda genel ifadeler
kullanilirsa  bu  genel ifadeyle
sOylenenlere itiraz edemem c¢linki
bahsedilen bu genel durumun ne
kadarint  yaptim  ne  kadarim
yapamadim belli degil. Ornegin,
ogrenciler ¢ok konustugunda, sinif
yonetiminin zayif oldugu
soylendiginde, onlara tam olarak
hangi yonetim sureci eksikti, hangi
derste  gozlemlendigini  sormak
istiyorum. Sadece cocuklarin
konusmasina izin vermek icin bazi
etkinlikler yapryorum. (T11 yirmi yink

tecrUbe)

Olgmeden ve degerlendirmeden
degisemeyiz. Degerlendirmenin
olmas1  gerektigine inaniyorum,
ancak nasil yapildigi ¢ok onemli.
Bu degerlendirme belirli kriterlere
gore yapilamazsa, alinan kararlar
gerekcelendirilemez  ve  hichir
anlami yoktur. (T18 on yedi yillik tecriibe)

of experience)

Participants determined functional reporting as a report including feedback and
teacher growth plan based on multiple measurements. The majority of the teachers
(f=16), principals (f=7), and experts (f=6) explained that reports should be given at the
end of each education period to give teachers enough time for their development. They
also stated that if the report is given at the end of the year, sufficient time would not
be given for the teacher to complete her professional development by removing the
deficiencies identified. They explained as it was essential because the results of the
evaluations would be meaningless, and the evaluation would not have a practical value
if the results were not presented. Some of the teachers (T5, T10, T15, T20) stated that
the school could report at the end of the year. They explained that it would be
challenging to report more frequently due to the high number of teachers and to collect
enough data in a period. One of the experts explained her ideas about functional

reporting as:
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In particular, feedback should be
given in a written report. As an
expert, we explain to teachers that if
you are not going to give feedback to
the students, do not give your students
homework because when you do not
provide feedback, the student does
not do homework again. The same is
true for principals and teachers here.
When a teacher does right or wrong,
not being followed and not giving
feedback gives the teacher the idea,
"No one cares what | do anyway. Let
me continue to do what | do."” Such
behaviors do not provide professional
development. (E2 six years of experience)

One of the principals explained as:

For example, as a result of
evaluations in the first two months,
we observed a significant deficiency
in classroom management or
teaching of the teacher. We have
such a result; what do we do?
Should we wait and give feedback at
the end of the academic year? It
would be unfair to wait until the end
of the year for students in this class.
The teacher should get feedback as
soon as possible about this.
Feedback should be given within a
report at the end of the first semester
at the latest. (P1 thirteen years of experience)

Ozellikle yazili bir raporla geri
bildirim verilmeli. Uzman olarak,
ogretmenlere doniit vermeyecekseniz
ogrencilerinize  odev ~ vermeyin
diyoruz  ¢unkii geri  bildirimde
bulunmadiginiz zaman 6grenci tekrar
odev yapmuyor. Aynt durum burada
yoneticiler ve 6gretmenler icin de s6z
konusudur. Bir ogretmenin dogru ya

da  yanlhs  yaptiginda, takip
edilmemesi ve geri bildirimde
bulunulmamasi, ogretmene "Nasil

olsa ne yaptigimi kimse umursamiyor
ben de. Yaptigim seyi yapmaya devam
edeyim"  fikrini  verir. Bu tir
davranislar  profesyonel  geligimi
saglamaz. (E2 ain yunk recriibe)

Ornegin, ilk iki
degerlendirmeler sonucunda,
ogretmenin smif yonetimi Veya
ogretmenliginde onemli bir eksiklik
gOzlemledik. Elimizde bdyle bir
sonu¢ var peki ne yapacagiz?
Beklemeli ve egitim-6gretim yul
sonunda mi geribildirim vermeliyiz?
Bu simiftaki  o6grenciler igin  yil
sonuna kadar beklemek haksizlik
olur. Ogretmen bu konuda en kisa
zamanda geri bildirim almalidir.
Geri bildirim bir raporla en geg ilk
donemin sonunda verilmelidir. (P1
on ii¢ yilltk tecriibe)

aydaki

4.1.3.2.4 Recommendations for Accuracy

The codes that emerged as a result of the analysis of the opinions of teachers,

principals, and experts on providing accuracy are given in Table 4.15.
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Table 4.15

Codes for Providing Accuracy

Theme 2. Use of Evaluation Data

Accuracy

Bias Identification and Management

Equal evaluation regardless of teaching experience

Use of multiple data sources and method
Open communication
Positive environment

Almost all the teachers (f=18), principals (f=7), and all experts (f=7) mentioned that

evaluation information should be obtained objectively, so it should not be based on

bias identification meaning that decisions should not be made based on personal

relations. They stated that evaluation results should ensure interpretations from the

data collected about a teacher’s performance and should not be open to

misinterpretation. One of the teachers explained as:

There are teachers that | am very
close to in school and those who do
not like me very much. They may tend
to interpret the behaviors they
observe as good or bad as they are. In
this case, the observed situation does
not reflect what actually happened,
which leads to incorrect evaluations.
A classroom teacher who doesn’t
know me well can observe me. (T2 five

Okulda  ¢ok  yakin  oldugum
ogretmenler var ve beni ¢ok
sevmeyenler var. Gozlemledikleri

davramslar: gergekte oldugumdan iyi
ya da kotl olarak yorumlama
egiliminde olabilirler. Bu durumda,
gozlemlenen durum gercekte ne
oldugunu yansitmaz, bu da yanhs
degerlendirmelere yol acar. Beni ¢ok
iyi tammayan bir sinif ogretmeni beni

years of experience)

One of the experts mentioned:

Ensuring validity is one of the most
critical aspects of assessment and
iS more critical for teacher
evaluation. Teachers should not be
treated differently to ensure
validity. They can be good friends
at school or out of school, but they
have to put this aside during the
evaluation process. The best way
to achieve this is not allowing

gozlemleyebilir. (T2 pes yuink tecriive)

Gegerlik saglanmasi, degerlendirmenin
en onemli unsurlarindan biridir ve
ogretmen degerlendirmesi i¢in ¢ok daha
onemlidir. Gegerligi saglamak igin
ogretmenlere farkli davranilmamalidir.
Okulda veya okul disinda ¢ok iyi arkadasg
olabilirler, ancak  degerlendirme
stirecinde bunu bir kenara birakmak
zorundadirlar. Bunu basarmanin en iyi
yolu,  birbirine ¢ok yakin olan
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teachers who are very close to
each other to observe each other.
In this school, you know very well
which teacher is very close friends.
The observer should be able to
observe the teachers without any
bias. (E7 three years of experience)

ogretmenleri birbirini gozlemlemesine
izin  vermemek. Bu okulda hangi
ogretmen ¢ok yakin arkadas c¢ok iyi
bilinir. Gozlemci, herhangi bir onyargi
olmaksizin ogretmenleri
gozlemleyebilmelidir. (E7 i yuuk ecriive)

Many teachers (f=14) complained that the experienced and less experienced teachers
were treated differently in this school, and this situation was highly likely to be
reflected in the evaluation results. The teachers stated that the behaviors of
experienced teachers were tolerated based on the good relations of these people with
the principals. On the other hand, the behavior of a newly started teacher was
constantly examined and tried to be found incomplete. Participants suggested that
regardless of their professional experience, it was important to evaluate all teachers by
following the same process. One teacher explained this situation as:

Even my clothes were criticized
when | first started this school, but
another teacher was not charged for
her outfit because she had a lot of
experience. There is an evaluation
in favor of experienced teachers in
every subject. Therefore,
assessment should be the same for
all, irrespective of the teaching
experience, and even the criteria
should be the same. In this case, |
think the observer has a lot of work
to do and should treat teachers with
different years of experience
equally. (T15 four years of experience)

Bu okula ilk basladigimda kiyafetlerim
bile elestirildi, ancak baska bir
ogretmen kiyafeti konusunda elegtiri
almady ¢iinkii bu okulda c¢ok fazla
deneyime sahipti. Her konuda tecribeli
ogretmenlerin lehine bir
degerlendirme soz konusu. Bu nedenle
degerlendirme, ogretim deneyiminden
bagimsiz olarak herkes i¢in ayni
olmalidir,  hatta  kriterler  aym
olmalidir. Bu durumda, gozlemcinin
yapacak ¢ok isi oldugunu ve farkl
deneyime sahip oOgretmenlere esit
davranmasi gerektigini diigiiniiyorum.
(T15 dort yillik tecrﬁbe)

Most of the teachers (f=15), all principals (f=9), and all the experts (f=7) stated that
using multiple data sources was one of the important things to provide consistent
indicators of teacher behaviors in a different classroom or out of classroom settings.
They also added this would also be essential to provide reliable information and to be
accurate in evaluation. For example, one of the teachers explained this:

This year the principal made an Bu yil okul miidiirii bir gozlem yaptt.
observation. | was really sick that O giin ger¢ekten hastaydim. Sinifta

172



day. 1 couldn’t perform
performance | wanted in the
classroom. | explained this to the
principal before class,

good teacher, and | should have had

another opportunity to show it. My
teaching should not be evaluated by

looking at a single performance. In
fact, only observation should not be
made. Okay, maybe |
principal that | was sick, but | could
not do this. (T3 fourteen years of experience)

One of the principals explained as:

Sometimes parents complain about
the teacher, but | do not know what
that teacher did in the lesson to give
the right or defend the teacher.
Currently, we are not allowed to
observe teachers by attending
classes. | just do not find it right to
look at the classroom in front of the
door. | should observe three or four
times by following the class of
teachers in the corridor where | work
as assistant principal. So, my
decision can be correct and
meaningful. (P7 welve years of experience)

the

and she
understood me, but | think | am a

told my

istedigim performansi tam olarak
yerine getiremedim. Bunu dersten
once okul miidiiriine acikladim ve o
da beni anladi, ama bence ben iyi bir
ogretmenim ve bunu gostermek igin
baska bir firsatim daha olmalvyd.
Osretimim tek bir performansa
bakarak degerlendirilmemelidir.
Aslinda,  sadece  gozlem  de
vapimamalidir. Tamam belki ben
hasta oldugumu miidiiriime séyledim
ama soyleyemeye de bilirdim. (T3 on

dort yillik tecriibe)

Bazen velilerden gsikayet geliyor
ogretmenle ilgili ama ben o
ogretmenin derste neler yaptigini
bilmiyorum ki veliye hak vereyim ya
da ogretmeni savunayim. Su anda,
derslere  katilarak  o6gretmenleri
gozlemlememize izin verilmiyor.
Sadece kapimin  oniindeki  sinifa
bakmayr dogru bulmuyorum. Mudir
yardimcist olarak gorev yaptigim
koridordaki ogretmenlerin sinifina
katilarak tic-dort kez
g0Ozlemleyebilmeliyim. Boylece
verdigim karar dogru ve anlamh
olabilir. (P7 on ikiyllllkdeneyim)

Most of the teachers (f=15), principals (f=6), and experts (f=6) stated findings should
be presented in an environment that should allow the teacher to express herself without
fear, defend herself when necessary, or accept the decisions and feedback with
confidence. The participants stated that such a secure and open environment could be
provided after the observations and in the reporting process. For example, one of the

teachers explained:

| am disconcerted about this because
a decision has been taken, and | am
not given any right to speak. | can
neither talk to the principals nor my
head of the department. Evaluation
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konusabiliyorum ne de ziimre
baskanimla. Degerlendirme



results should be explained face to
face, and the teacher should defend
herself when necessary. The teacher
should be allowed to protect her right
and express herself. She should not
feel fear of expressing herself. (T4 three

years of experience)

communication with the following words

My perceptions based on what | saw
in my observations may not be
correct. So, | want to meet with each
teacher to understand the whole of
their behavior after the observation,
but we are a crowded school, and
this is not possible. This way, if the
teacher has something to say about
observation, | would like to listen to
her to make a more meaningful
decision. (P4 seventeen years of experience)

sonuglart yiiz yiize agiklanmali ve
ogretmen  gerektiginde  kendini
savunmalidir.  Ogretmenin  hakkin:
savunmasina ve kendini  ifade
etmesine izin verilmelidir. Ogretmen
kendini ifade etmekten
korkmamalidir. (T4 i yuik tecriibe)

The school principal stated that she was aware of the importance of open

Yaptigim gozlemlerde gordiiklerimden
yola ¢ikarak yaptigim algilamalar

dogru  olmayabilir. Bu  yiizden
gozlemden sonra  davranislarinin
batinund  anlamak icin  her bir

ogretmenle goriismek istiyorum ama
miimkiin olmuyor ¢iinkii ¢ok kalabalik
bir okuluz. Bu gsekilde, ogretmenin
gozlem hakkinda soyleyecek bir seyi
varsa, daha anlamli bir karar vermek
icin onu dinlemek isterim. (P4 on yedi

yillik tecriibe)

The majority of the teachers (f=12) and principals (f=6) stated that using positive and
constructive language while giving feedback to teachers would enable them to
approach more moderately what was explained about them. Only in such an
environment would they find the courage to defend themselves. For example, a teacher
used the following statements while explaining the importance of a positive

communication environment.

When judgmental and punitive
language is used, | feel nervous and
always need to attack. In this school,
you are expected not to respond to
the criticisms made against you,
accept, and continue. So, | always
swallow what is said. But this is not
me. However, | can express myself
more comfortably in a different,
more positive environment. (T15 four

years of experience)
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Yargilayict  cezalandirici  bir dil
kullanmildiginda kendimi gergin ve
hep saldirmam gerekiyormus gibi
hissediyorum. Bu okulda da genelde
size yapilan elestirilere karsilik
vermemeniz kabul edip devam
etmeniz  bekleniyor. Yani hep
yutuyorum s@ylenenleri. Ama bu ben
degilim. Opysaki farkl yani daha
pozitif bir ortamda kendimi daha
rahat ifade ederim. (T15 dort yunk

tecriibe)



When | was a teacher, | could not
express myself when talking to my
principal. Now, for example, |
observe that teachers come to me
shyly. I always try to be positive to
comfort them, and now they can
open up to me more easily. While the
teacher hears the comments about
herself, the person on the other side
should be positive so that teacher
feels comfortable and express
herself. (P2 wenty-two years of experience)

A vice-principal explained this situation as follows:

Ben ogretmenken de
yoneticimle konusurken cekinir
kendimi  ifade edemezdim. Simdi
mesela ogretmenlerin yanima
cekinerek  geldigini  gozlemliyorum.
Onlart rahatlatmak icin hep pozitif
olmaya ¢alisiyor ve artik bana daha
rahat aciliyorlar. Ogretmen kendiyle
ilgili yorumlart duyarken de karsi
taraftaki kisi olumlu olmali ki 6gretmen
bir rahat etsin kendini aciklasin. (P2

bu boyleydi

yirmi iki yillik tecriibe)

4.1.4 Participant Opinions for Professional Development Processes (Research
Question 4)

The data to answer the fourth research question regarding the participants’ opinions in
terms of professional development was gathered through interviews conducted with
teachers, principals, and experts working in that school. For this purpose, the
participants were asked about the current state, strengths, and weaknesses of the
professional development activities carried out in this school. In addition, the
participants were also asked for recommendations for improvement of these

professional development activities.

4.1.4.1 Planning the Process of Professional Development

The codes that emerged as a result of the analysis of the opinions of teachers,
principals, and experts on the planning process of the trainings for the professional

development of teachers in the school are given in Table 4.16.

Table 4.16
Codes for The Planning Process of Professional Development

Theme 1. Planning Training
The needs of the majority of teachers
Educational issues on the agenda
Opinions of school experts
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Almost all the teachers (f=19), all the principals (f=9), and experts (f=7) stated current
professional development training was being planned based on the needs of most
teachers. Participants stated that as opinions of teachers and experts were taken before
each in-service training period, and training was planned for the most preferred
subjects. For example, one of the teachers explained:

They give us a form before each in-
service training period begins, and
we write the five titles that we want to
receive the most training. Then |
don’t know who evaluates them, but
the most-posted title is selected. Then,
finally, a seminar on that topic is
given (T18 ten years of experience)-

One of the principals explained:

In some in-service training
sessions, we ask teachers and
experts to write what training they
want. They write their requests.
The people who can train in the
fields which are written mostly by
the teachers or chosen are
determined. In our school, this
subject is shared with teachers in
the form of general training. (P4

seventeen years of experience)

Bizlere her hizmet¢i egitim donemi
baslamadan 6nce bir form verirler ve
bu forma en ¢ok egitim almak
istedigimiz bes basligr yazariz. Sonra
bunlart kim degerlendiriyor
bilmiyorum ama en ¢ok yazilan baslik
segiliyor. O bashkla ilgili seminer
Veriliyor. (T18 on yillik tecriibe)

Bazi hizmet i¢i egitim donemlerinde
ogretmenlere ve uzmanlara sorariz ne
ile ilgili egitim almak istersiniz diye.
Onlar da isteklerini yazarlar.
Osretmenler tarafindan en ¢ok ne
vazildiysa yani ne secildiyse o alanda
egitim verebilecek kisiler belirlenir.
Okulumuzda genel egitimler seklinde
bu konu égretmenlerle paylasilir. (P4
on yedi yillik tecrfibe)

Some teachers (f=7), principals (f=5), and experts (f=4) stated that the principals also
determined the training to be given during the in-service training period about the
issues that became popular or raised in the current academic year. For example, one

of the teachers explained:

There are things like that, for
example, a person is trendy at that
time, writes about education, and
can come to our school and give a
seminar. For example, the founder
of the n-brain once came. Michio
Kaku came in once, and it was quite
a big event. Or we are also taking a
seminar on a popular topic that we
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Ashinda soyle seyler oldugu da oluyor
mesela bir kisi o donemde ¢ok popiiler,
egitim hakkinda yazilar yaziyor, o kigi
de  okulumuza  gelip  seminer
verebiliyor. Mesela n-beyinin kurucusu
gelmisti bir keresinde. Michia Kaku
geldi bir kere de ve baya buyuk bir
organizasyondu ashnda. Ya da
televizyonda  ve  egitimle  ilgili



read or watch on television and okudugumuz ya da izledigim popiiler

education.

experience)-

(T14

thirteen  years

of

bir konu hakkinda da seminer alryoruz.
(T14 on ti¢ yillik tecrﬁbe)

Some principals (f=4) and experts (f=5) also stated that the opinions of the school

experts were received about in-service training. For example, one of the experts noted

this practice in professional development seminars as follows:

Principals,  especially  our
general principal, care about our
ideas based on our experience in
education and our research in
this area. We also work with
teachers, and | think we know
them well. Not always, in some
periods, a subject that we have
determined is shared with the
teachers by a person we have
selected. (E3 ten years of experience)

Yoneticiler 6zellikle de genel midurimuz
bizlerin egitim almindaki tecriibelerine ve
bizim bu alanda yaptigimiz arastirmalara
dayanarak fikirlerimizi Gnemserler. Bir de
biz ogretmenlerle ¢alistyoruz ve onlari iyi
taniyoruz bence. Her zaman olmasa da

Ozellikle  bazi  donemlerde  bizim
belirledigimiz  bir konu yine bizim
belirledigimiz ~ bir  kisi  tarafindan

ogretmenlerle paylasilir. (E3 on yuiiik tecriibe)

One of the principals detailed this practice in professional development seminars as

follows.

The one thing our school is lucky
to have experts here. There are
both curriculum development
and measurement and evaluation
experts in our school. These
experts are constantly working
with teachers. | know they are
sometimes asked to determine the
training topics. | think they
choose good subjects for
teachers. (P8 seven years of experience)

Okulumuz sansli oldugu bir konu
burada uzmanlarin olmasu.
Okulumuzda hem program gelistirme
hem de 6l¢me degerlendirme uzmanlart
var. Bu wuzmanlar o6gretmenler ile
stirekli caligiyor. Hangi konuda egitim
verilsin diye bazen onlara soruldugunu
biliyorum. Onlarda bence guzel
konular segiyorlar ogretmenler igin.
(P8 vedi yilik tecmibe)

4.1.4.2 Perceived Strength and Weaknesses of Professional Development

Practices

The participants were asked about the strength and weak aspects of the areas built in
this school to ensure the professional development of teachers. The participants
expressed their opinions about the elements that need to be developed rather than the

strengths. The codes that emerged as a result of the analysis of the opinions of
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teachers, principals, and experts on the strengths and problems of the professional

development process are given in Table 4.17.

Table 4.17
Codes for The Strengths and Problems of Professional Development Processes

Theme 2. Strengths of the professional development process
Supportive environment

Theme 3. Problems with the professional development process
Training in large groups

Failure to evaluate the impact of training

Repetition of training of the same content

Some teachers (f=11), principals (f=5), and experts (f=4) stated that there was a
supportive environment for teachers to receive training in their schools as strengths.
However, the participants, especially teachers, had noted that this situation has
decreased in recent years. Some principals (P1, P3, P4, P7) pointed out that the school
supported teachers’ education quite a lot, but the demand for training was not very
high. Experts (E1, E2, E3, E6) stated that the school supported training for the teachers
but that the teachers participated as listeners, the number of teachers who wanted to
make presentations was quite a few, and that the teachers only participated in the
training when they were obliged to make presentations. For example, a teacher

expressed her opinion as follows:

For example, | want to attend many
pieces of training, and the school
board says, let me know the training
you want to join. In fact, the school
supports us, but we are class
teachers, and we cannot leave the
class and go to education [...] In the
past, the school would pay all the
education costs, but now, for
example, it would cover the
participation fee, but the travel costs
belong to us. (T8 seven years of experience)
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Simdi mesela ben pek cok egitime
katilmak istiyorum ve okulda aslinda
bana katilmak istediginiz egitimleri
soyleyin diyor. Ashnda okul bizi
destekliyor ama biz sinif 6gretmeniyiz
ve sinift birakip egitime gidemiyoruz
[...1 Eskiden okul tim egitim
masrafint  karsilardr simdi mesela
katihm fiicretini karsilyyor ama yol
masrafi bize ait oluyor. (T8 yeai yunk
tecrube)



A principal explained this situation as follows:

Every year we say that tell us the
training you want. They just need
to tell us the reasons. However, the
demand is so low that teachers do
not approach to receive education
during the school period, and they
benefit from general education
coming to school during the in-
service education period. (P8 seven

years of experience)

Her yil diyoruz ki istediginiz egitimleri

bize soyleyin. Bu okulda tim
ogretmenlerin istedigi egitime katilma
sansi  var.  Bize  gerekceleriyle

bildirmeleri gerekiyor sadece. Ancak
talep o kadar az ki. Ogretmenler dénem
igcinde egitim almaya pek yanasmiyor ve
hizmetgi egitim doneminde ise okula
gelen genel egitimlerden
yararlantyorlar. (P8 yedi yuiiik tecriibe)

The views of an expert on this subject are as follows:

| think teachers are supported in terms
of education in this school. But if the
teacher is going to go to this training,
she is only a listener. There are very few
teachers who want to explore and
present something. If she’s going to give
a presentation, this happens because the
school wants to. In fact, | think she
attends a lot of training because the
attendance is being checked. (E6 five years

Ogretmenler bu okulda egitim
anlaminda destekleniyor bence.
Ama  Ogretmen bu  egitime
gidecekse  sadece  dinleyici
oluyor. Bir sey arastirip sunmak
isteyen cok az. Bir de sunum
yapacaksa mesela okul yap dedi
diye yapryor. Hatta bence pek
¢ok egitime yoklama alindigi i¢in
kaflllyOV- (E6 beg yilik tecriibe)

of experience)

More than half of the teachers (f=11), most of the principals (f=5), and experts (f=6)

stated that performing educational activities to ensure professional development in this

school in large groups reduced the effectiveness of the training. The participants noted

that the reasons for this situation were the ignorance of individual needs, the lack of

stability of the training, and the fact that the participants were only listeners and

teachers could not participate actively. One teacher stated the weakness of this

situation:

Principals and education experts
tell us to make students active in
the classroom and learn by doing.
Why do we sit in a big room that is
very crowded and listen for hours
in training? | honestly remember
very little of what | learned when |
left training. It really doesn’t help.

Hani yoneticiler ve egitim uzmanlart
bize diyor ya ogrencileri aktif kilin
swifta, onlarin yaparak ogrenmesine
izin verin. Peki, biz niye egitimlerde
koca bir salonda sikis tepis oturup

saatlerce  dinleme yapiyoruz. Ben
actkcast egitimden ctkinca
ogrendiklerimden cok azini
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Why can’t we get training in small
groups for whatever we need?

(T14 thirteen years of experience)

The most effective training |
attended was drama and
mathematics literacy. Do you
know why? Because | was in the
lead. Groups were 10-15 people.
You can’t do this with a crowded
layout. Yes, maybe it can be
inspiring in some seminars, but I
don’t know how to apply what 1
learned in my classroom. (T16 six

years of experience)

hatirlyyorum.  Gergekten bir faydasi
olmuyor. Neden kiicuk gruplar halinde
ihtiyacimiz neyse ona gore egitim
alamzyoruz? (T14 on ii¢ yulik tecriibe)

Another teacher explained the weakness of training in large groups:

Benim katildigi en etkili egitimler
drama ve matematik okuryazarligi
egitimleriydi. Niye biliyor musun?
Clinkii basrolde ben vardim. Gruplar
10-15 kisiydi. Bunu kalabalik bir
diizenle yapmaniz miimkiin degil. Evet
belki seminer seklinde yapilan bazi
egitimlerde ilham verici olabiliyor ama
bu egitimde ogrendigimi  kendi
smifimda nasil uygulayacagimi hig
bl|mly0 rum. (T16 alti yillik tecriibe)

Regarding the weaknesses of existing professional development practices, most of the
teachers (f=16), principals (f=6), and all the experts (f=7) indicated that the
effectiveness of the professional development practices was not evaluated effectively.
Although the effectiveness of training was questioned with a short questionnaire,
participants explained that there was no clear assessment of what teachers changed or
did differently due to the training or whether the subjects learned in training were
applied effectively. For example, one of the teachers explained this weakness as
follows:

We receive training and are expected
to use what we have learned from this
training in the classroom, that is, to
reflect these practices into the
teaching environment. Yes, this
expectation is very appropriate, but
the principal has never asked me what
this training has added to you. I think
we listen to education and leave what
we have learned there. Then we speak
very rarely, even in the department,
about how to apply it. (T15 four years of

experience)
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Egitimler aliyoruz ve smnifta bu
egitimlerden ogrendiklerimizi
kullanmamiz yani bu uygulamalar
ogretim ortamina yansitmamiz
bekleniyor. Evet bu beklenti cok
yerinde ama yonetim bana bu egitim
sana ne katti diye hi¢ sormadi ki.
Bence  egitimi  dinliyoruz  ve
ogrendiklerimizi orda birakiyoruz.
Sonrasinda ziimrede bile ¢cok nadir
konusuyoruz bunu nasil uygulayalim
d |ye (T15 dort yillik tecriibe)

One of the principals explained this weakness as follows:



As a matter of fact, sometimes we
ask the teachers to see if the
education has worked and
sometimes even, they say that it was
a very helpful training. But we don'’t
do it officially. I thought we should
do it now. (P7twelve years of experience)

Ashina
ogretmenlere bazen soruyoruz egitim
ise yaradi mi diye hatta bazen kendileri
gelip bize egitim ¢ok faydali oldu diyor.
Ama
yapmryoruz.
vapmamiz gerekir aslinda. (P7 oniki yuik

bakacak  olursaniz  evet

bir  sekilde
diistindiim  de

resmi

Simdi

bunu

tecrube)

Drama education, for example. All
teachers received drama training for
days and in small groups. No one asked
these teachers, "was your drama
training enough? What else is
needed?". Or she doesn’t go into class
and observe a drama lesson to
understand that this training works.

(E6 five years of experience)

One expert stated the weakness as mentioned below:

Drama  egitimi  6rnegin.  Biitiin
ogretmenler drama egitimi aldl
gunlerce ve kuctlk gruplar halinde.
Kimse gidip de bu ogretmenlere
aldiginiz drama egitimi yeter miliydi,
baska nelere ihtiya¢ var demiyo ya da
Simifa  girip  bir drama  dersi
gozlemlemiyor ki bu egitimin ise
yvaradigint  anlasinlar. (E6 pes ik

tecrﬂbe)

Some teachers (f=7) and most of the experts (f=5) believed that a piece of training was
repeated. On the other hand, there was no opinion among the principals regarding the
repetition of the training. Teachers and experts stated that this was due to the lack of
assessment after the training and the inability to identify the needs of teachers
accurately. One of the experts (E3 ten years of experience) €Xplained, "You cannot give the
right training unless you determine the need correctly. So, some ineffective ones are
being repeated (Ihtiyaci dogru belirlemeden dogru egitimi veremezsiniz. Bu yiizden
etkisiz olanlar tekrarlaniyor)” One of the teachers (T14 thirteen years of experience)
interpreted as " It is not known whether the training was useful or what we still lack
so that training cannot be organized effectively and repeated unfortunately (Egitimin
faydali olup olmadigi ya da halen eksiklerimizin olup olmadigi bilinmedigi icin
egitimler etkin bir sekilde organize edilemiyor ve maalesef gereksice tekrarlaniyor.)”
What an expert express on this subject is remarkable.

We regularly work with teachers every

week. From the dialogues in the

working groups, the plans prepared by
the teachers, and the questions they ask

Biz her hafta ogretmenler ile diizenli
calisiyoruz. Caligsma gruplarinda yasanan
diyaloglardan, ogretmenlerin hazirladig
planlardan ve bize sorduklar: sorulardan
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us, we realize what they need. None of onlarin neye ihtiyact oldugunu fark
these training was aimed at meeting ediyoruz. Yapilan egitimlerden hi¢chiri bu
these needs. Moreover, the ihtiyaclart gidermeye yénelik degildi.
effectiveness of this training is not Kald: ki zaten bu egitimlerin etkililigi de
evaluated, and inadequate training is degerlendirilmiyor ve kotii bir egitim
sometimes repeated. Now we can say bazen tekrar ediliyor. Simdi bu durumda
that in this case, there was a severe burada egitimler planlamirken ciddi bir
mistake in planning the training here. yaniis oldugunu séyleyebiliriz.” (E5 iki yunk
(E5 two years of experience) tecrube)

4.1.4.3. Needs for Professional Development Practices

The codes that emerged as a result of the analysis of the opinions of teachers,
principals, and experts regarding the needs for professional development practices are

given in Table 4.18.

Table 4.18

Codes for The Professional Development Needs

Theme 4. Needs of the professional development process

Data Source

Determining the needs based on teacher evaluation
Measuring the effectiveness of training
Access to different instructional processes

The participants were asked to make suggestions about the weaknesses they
mentioned before. Mainly participants suggested that while planning professional
development activities, teacher evaluation results should be used. In addition, there
should be a practical evaluation after the training through classroom observations and
interviews. Finally, participants also stated that knowing the practices outside their
classes would provide professional development.

Most of the teachers (f=15), principals (f=8), and all the experts (f=7) stated that the
needs of teachers could be determined with an effective and reliable teacher evaluation
system to ensure professional development. When the needs were determined in this
way, the participants stated that the planning of the training to be included in the
professional development would be effective in meeting the individual needs of the

teaching, and the teacher would be allowed to develop themself in the fields that they
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Sometimes | cannot even determine
in what sense | am strong or weak in
my classroom practices. Now, even
if I don’t know it, how can someone
who doesn’t know me tell me the
training | need. These weaknesses
only occur when one comes and
observes me. That is why we have
been talking from the beginning, or
in fact, as | said in this meeting, if
there was such a system, there
would be many people determining
my weaknesses, and in the end, how
to improve myself can be planned.
(T7 fifteen years of experience)

This is actually the case in school exams.
If you develop the correct measurement
tool, you will measure what you want to
measure correctly. Determining the
teacher’s needs is, in fact, can be done
through an accurate teacher evaluation
system. The teacher also accepts the
weaknesses as a result and will be
willing to receive training. The teacher
doesn’t take anything from outside. Even
successful

if you offer the most
education, they can be bored

unwilling. Development happens with
the proper assessment. How can we
improve the weakness if we cannot detect

it? (E2 six years of experience)

really believe, and that the vocational development training would improve the quality

of the teaching. A teacher explained her suggestion as follows:

Bazen sinifta yaptigim uygulamalarda
kendimin hangi anlamda gucli ya da
zayif oldugunu ben bile
belirleyemiyorum. Simdi bunu ben bile
bilmezken beni hi¢ tanimayan biri nasil
bilebilir ve bana ihtiyacim olan egitimi
sOyleyebilir. Bu ancak bir beni gelip
g0zlemlediginde ortaya ¢ikar. O
yiizden hani basindan beri
konusuyoruz ya aslinda bu goriismede
soyledigim gibi bir sistem olsa benim
eksigimi belirleyen bir siirii kisi olur ve
sonunda kendimi nasil
gelistirebilecegim planlanabilir. (T7 on
bes yillik tecrﬁbe)

One of the experts explained her suggestion as:

Bu aslinda okuldaki sinavlarda da
boyledir. Dogru odlgme araci
gelistirirseniz ol¢mek istediginiz
seyi dogru olgersiniz. Ogretmenin
ihtiyacimi  belirleme de aslinda
dogru bir ogretmen degerlendirme
sistemi ile olur. Sonucunda da
eder ve egitim almaya istekli olur.
Disardan gelen highir seyi kabul
etmiyor 6gretmen. Siz en basarili
egitimi de sunsaniz sikiliyor ya da
istemiyor. Gelisim dogru
degerlendirme ile olur. Tespit
edemedigimiz  eksikligi  nasil
geliStil’elim- (E2 alti yilik tecriibe)

or

Most of the teachers (f=12), principals (f=5), and experts (f=5) participants suggested
that the effectiveness of the training should be determined through observations in the
classroom and interviews with teachers. Participants stated that the efficacy of
education could be determined best if the classroom instruction is observed or if one-

to-one interviews can be conducted with the teacher. They also said it could not be
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determined whether the teacher uses what she has learned in education without
observing or interviewing. One of the teachers explained the need for assessing the

effectiveness of the training through observations in the classroom as follows:

Okay, | took this training, but then
did | practice what | learned? It is
only evident through classroom
observation. Now, for example, we
have all studied mathematics
literacy. I'm trying to teach math in
class with this education. But |
stayed behind other teachers in
terms of subject matter. Now, in this
case, they do not apply what they
have learned in education, and
nobody knows it. (T6 six years of

experience)

Tamam, ben bu egitimi aldim ama
sonrasinda ogrendigimi uyguladim mi
uygulamadim mi? Bu ancak sinif
gozlemi ile belli olur. Simdi mesela
hepimiz  matematik  okuryazarligi
egitimi aldik. Ben sinifta matematigim
bu aldigim  egitimle  ogretmeye
calyyorum. Ama bir baktim diger
ogretmenlerin  gerisineyim  konu
olarak. Simdi bu durumda onlar
egitimde ogrendiklerini uygulamiyor
ve bunu kimse bilmiyor. (T6 uu yiunk

tecrUbe)

Some of the teachers (f=7), principals (f=4), and experts (f=4) also stated that
professional development could be achieved by being aware of the good practices of
other teachers in the classroom. For example, the school principal explained this

suggestion:

I even noticed a very effective practice
in a classroom, and when the lesson
was over, | said, "This is a very
different practice. It is very effective.
Do you share it with other teachers?"
She told me that sometimes she shared
what she had done, and sometimes she
forgot to share it. I'm sure another
teacher would be very impressed.
Therefore, | think it is essential for
teachers to see the practices in each
other’s classrooms in terms of
professional development. (P4 seventeen

years of experience)

Bir sinifta ¢ok etkili bir uygulama
fark ettim ve ders bitince dedim ki
"bu ¢ok farkli bir uygulama ¢ok
ta etkili. Diger Jgretmenlerle
paylasiyor musun?" o da bana
yvaptiklarini  bazen paylastigini
bazen de paylasmayr unuttugunu
sOyledi. Benim yerimde bagska bir
sinif ogretmeni olsaydi eminim ki
o da ¢ok etkilenecekti.
Ogretmenlerin birbirinin
sinifindaki uygulamalar: gormesi
mesleki gelisim agisindan bence
QOK onemli. (P4 on yedi yillik tecrﬁbe)

4.2 Second Part of The Study

In the second part of the study, the researcher developed an initial model in line with

the opinions obtained from the first part of the study. Since this study aims to develop
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a participatory teacher evaluation in this second participatory process initial model
was introduced to the participants, and the opinions of the participants were taken with
focus group interviews. In this section, the development process of the initial model
and the codes and answers that emerged as a result of the focus group discussion are
explained in detail.

4.2.1 The Initial Participatory Teacher Evaluation Model

While developing this initial model, the recommendations of the participants were
considered as the basis. The purpose, the important points that should be included in
the model, the qualification to be evaluated, the people who will make the evaluation,
the qualification areas that these people will evaluate, evaluation tools, and the

timeline are included in the initial model.

In line with the recommendations, the purpose of the initial model and the important
issues proposed to be included were arranged and listed by the researcher. The purpose
of the model was included in the model as "to evaluate teacher qualifications and to
provide systematic support for teacher professional development that depends on the
teacher evaluation process.” On the other hand, the topics that the participants
frequently mentioned about the important aspects of the model were listed under the

name of important issues:

e Providing training for both evaluators and teachers to be evaluated
e Giving balanced feedback, including both strengths and weaknesses
e Ensuring confidentiality with face-to-face reporting

e Ensuring defensibility through face-to-face meetings

e Using multiple data sources for reliable information

e Making a holistic assessment at different times and by different people

In the first part of the study, the qualification areas that the participants found
appropriate to be evaluated were determined as “planning and preparation,”
“instruction,” “monitoring and managing learning,” ‘“communication and

29 ¢¢

collaboration,” “service to the school,” and “professional development.” In the focus
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group meetings, it was planned to get opinions on these qualification areas and to
provide the participants with the opportunity to change or add these areas when they
deem necessary. For this opinion-taking process, sub-dimensions were added by the
researcher to include the scope of the qualification and make the qualification area
more understandable. While adding sub-dimensions, remarkable resources in the field
of teacher evaluation (Bookhart, 2020; Danielson & McGreal, 2000; Danielson, 2007;
Danielson, 2013; Graham et.al, 2015; Marzano & Toth, 2013; Marshall, 2013;
Robinson & Aronica, 2016; Shulman,1986; Stronge, 2018; Tucker ve Stronge, 2005)
were considered. In addition, teacher qualification areas developed by the Ministry of
National Education General Directorate of Teacher Training and Development were
also examined (MoNE, 2017). With the help of these resources examined, the sub-
areas covered by the "Instruction™ qualification area are determined as "Motivation to
Learn, Teacher-Student Interaction, Application of Teaching Methods and
Techniques, Organizing the Learning Environment, Making Meaning of Information
and Developing Higher Level Thinking Skills, Evaluation™. The sub-areas covered by
the “Communication and Collaboration” qualification area are determined as "Positive

Communication" and "Being Open to Feedback from Colleagues”.

Some qualification areas and sub-areas were developed with both the opinions of the
participants and the relevant literature research. For instance, “Monitoring the
Learning” was suggested by the participants, but this qualification was not given as a
separate title since it took place as sub-fields under the qualification areas of both
planning and instruction. In the first part of the study participants explained “service
to school” qualification as professional and in-school responsibilities of teachers such
as making contributions to the development of the school, participating in the activities
carried out in the school, keeping duties in the school, and taking responsibility in
ceremonies. "In-School Responsibilities™ has been determined as a sub-dimension for
this qualification field. On the other hand, in some sources in the literature,
"professional development™” is not given as a separate heading, since professional
development is also included under this qualification area, and it is specified as a sub-

dimension.
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In the first part, the participants mentioned the importance of the teacher’s self-
expression and self-evaluation, but they did not define these important statements as
a field of qualification. Although the participants did not suggest a qualification area,
it was decided to add another qualification under the title of "Reflective Thinking" in
line with the literature review. When both the opinions of the participants and the
sources in the literature are examined, qualification areas and sub-areas that should be

included in the initial model are determined as in Figure 4.1.

Figure 4.1

Teacher Qualification Areas and Subdimensions Included in The Initial Model

Al. Pedagogical Content Knowledge

A2. Suitability for Student Development Level, Interests and Needs
A3. Curriculum Literacy

A4, Presenting Information Effectively

AS5. Using Resources Effectively

AG6. Designing Evaluation Process

A.FPlanning and B1. Motivation to Learn

Lesson. B2. Teacher-Student Interaction
El. Professional Develop1 Preparation B3. Applying Teaching Methods and
E2. In-School Responsibilil Y Techniques
E. Professional _Ins i B4. Organizing the Learning Environment
Responsibilities ™, B5.Making Meaning of Information and

Developing Higher Level Thinking Skills
B6. Evaluation

D1. Positive Communication C1. Evaluating Personal Performance
D2. Being Open to Feedback C2. Developing the Professional Development
D3. Working Collaboratively With Colleagues Plan

A schedule was proposed to the participants, considering the suggestions of the
participants about the evaluators, the methods to be used in the data collection process,
and the time of the evaluations during an academic year. In the first part of the study,
participants suggested observation, debriefing before and after the classroom
observations, and self-evaluation to evaluate the instruction. They did not make any
suggestions regarding data collection tools to be used in assessing other qualification
areas (communication and cooperation, professional responsibilities). Data collection
tools suggested by the researcher for these areas are also included in the schedule. The

overall design of the initial model is included in Appendix G.
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4.2.2 The Opinions of The Participants Regarding the Initial Participatory

Teacher Evaluation Model (Research Question 5)

This initial model was included in the introductory part of the focus group interview
form, and the researcher consulted two professors on the thesis committee for the
content and face validity of the initial model and focus group questions. Focus group
meetings were organized, and teachers, principals, and experts participated in four
different focus group meetings. The initial model proposed with the opinions of the
participants and the additions made by the researcher through reviewing the literature
was introduced to the teachers, experts, and principals in each focus group. In these
interviews, opinions were received about each element of the proposed model and the
evaluation process. In addition, in the first part, it was not clear on some issues, such
as feasibility and whether the lesson plans would be used within the scope of this

model. Opinions on these issues were also received in the focus group meetings.

4.2.2.1 Important Issues Planned to be Included in the model
The opinions and suggestions that emerged from the focus group discussions on the
important issues in the initial model were analyzed. The codes and themes that

emerged as a result of this analysis are given in Table 4.19.

Table 6
Codes and Themes for The Important Issues in The Initial Model

Theme 1. Evaluation Process

Important Issues

Training for evaluators and teachers being evaluated *

Repetition of training

Multiple data sources*

Suggestions for providing consistency and objectivity
Practical training
Classroom teachers working at different grade levels
Simultaneous observation by two different observers

* This code was also revealed in the first part of the research.
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All the participants agreed that both the evaluator and the teacher to be evaluated
should be trained before implementing the evaluation model. Some of the teachers
(T5, T8, T9, T11, T13, T20, T21, T29, T31, T32) also mentioned that to trust the
model; they should be trained to be familiar with the purpose and the process of the
evaluation model. One of the teachers explained the importance of training:

The school principal made class
observations this year. I don’t know
why this observation was made and
what happened afterward. All of this
should be explained to us from the
beginning of the training. Or for
example, what | should do in the
classroom, how | should behave
during the observation, and what |
have to say to my students should be
clearly stated in training. Otherwise,
what we’re facing is total chaos in the
classroom. (T5 seventeen years of experience)

Stnif gozlemleri bu yil okul miidiirii
tarafindan  yapildi. Bu gézlemin
neden yapildigint ve sonrasinda ne
oldugunu bilmiyorum. Biitiin bunlar
bize egitimlerin basindan itibaren
agtklanmali. Veya ornegin, sinifta ne
yapmaliyim, gézlem sirasinda nasil
davranmaliyim ve  ogrencilerime
soylemem  gerekenler egitimlerde
acikca belirtilmelidir. Aksi takdirde,
kars1 karsiya oldugumuz sey sinifia
tam bir kaos. (TS5 on yedi yillik
deneyim)

Some participants (T11, T13, T15, T27, E3, E6, P1, P2) mentioned that these training
should be held during the semester and renewed periodically. One of the experts (E6
five years of experience) €Xplained the importance of repetition of the training as; ""Sometimes
what is said at the beginning of the academic year can be forgotten at the end of the
term. | think it is important to repeat this training, that is, to make occasional
reminders. (Bazen akademik yilin basinda soylenenler dénem sonunda unutulabilir,

bu yiizden bu egitimleri tekrarlamak, yani ara sira hatirlatmak yapmak énemlidir.)”

Using multiple data sources to provide reliable information and holistic assessment
done by different people at different times were considered one of the essential
features of that model. Some of the participants (T3, T10, T15, T27, T29, T30, T32,
EG6, P5, P2) stated that the teacher should trust the evaluation results and that a single
measurement would not be enough for them to trust. On the other hand, some of the
participants (T9, T13, T11, T21, T15, T22, T24, T26, T27, T29, T30, T32, P1, E1, E3)
stated that conducting the assessment continuously by different people for one year

would provide more accurate and reliable information about teachers’ weaknesses.

One of the principals stated:
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It will not be enough to observe a
single lesson. The most important
thing that should be in an evaluation
model is to make more than one
observation made by different people.
While everything is perfectly
designed in an evaluation model, a
single observation will not provide
enough information to anyone. (P1

thirteen years of experience)

One teacher explained:

Perhaps the most important and
always complaining is an evaluation
with a single data source or a single
measurement. For example, | am not
the same in every lesson. Many times,
when the lesson is over, | say to
myself that | should repeat this lesson
that was not well understood or was
excellent. I think I am average in all
these courses. (T29 eignt years of experience)

Tek bir dersin gozlemlenmesi yeterli
olmayacaktir. Bir degerlendirme
modelinde olmasi gereken en 6nemli
hususun, farkli insanlar tarafindan
vapilan birden fazla gézlem yapmak
oldugunu diistiniiyorum. Her sey bir
degerlendirme modelinde miikemmel
bir sekilde tasarlanmis olsa da tek bir
gozlem  kimseye yeterli  bilgi
Vermeyecektil'. (Pl on ti¢ yillik tecriibe)

Belki de en dnemlisi ve her zaman
sikayet ettigimiz sey tek bir kaynak
veya tek bir olgiim ile degerlendirme
yvapilmasi. Her derste ben ayni
degilim mesela. Pek ¢ok kez ders
bittiginde kendime diyorum ki bu
dersi tekrarlamalisin iyi anlasiimadi
veya c¢ok iyiydi diye. Bence ben
aslinda tiim bu derslerin
ortalamastyim. (T29 sekiz yillik tecriibe)

In the focus group interviews, the importance of ensuring consistency between the
observers and the observation results was mentioned when more than one observation
was made. Some of the participants (T3, T5, T8, T26, T28, T29, T30, T32, P3, P5, E1,
E6) emphasized that it was important for the teacher’s behavior to show continuity in
order to make the right decision about the teacher. According to these participants,
they emphasized that it would be appropriate to consider the results of observations
only if this behavior was constantly repeated and if it was revealed in the same way
by different observers, that is, if it was consistent. Some participants (T11, T8, T15,
T29, T30, T31, P3, P5, E6, E7) explained that this consistency or inconsistency could
be caused by the observer. To prevent this inconsistency, it is important for the
evaluators to receive practical training via evaluating real classroom environments or
scenarios. Two different teachers expressed the need for consistency as follows.

If observers use the observation

form differently, there is an

inconsistency here. Everyone should
understand the form in the same

Gozlemciler goziem formunu farki
kullaniyorsa burada bir tutarsizlik
olur. Herkesin formu aym sekilde
anlamast lazim. Gozlemciler bu
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way. After all, the observers will be
the teachers and principals in this
school. These observers need to
practice using the form, just like
piloting. These applications can also
be in training, for example. (T8

eighteen years of experience)

One observer came, observed, and
said that the classroom management
is weak; the other one observed
another lesson and said that the
classroom management is very good.
What about now? Is my classroom
management good or bad? It may be
like this; for example, four
observations were made during the
period, and classroom management
is weak in all three of them. Then
this result should, of course, be
considered. (T32 eight years of experience)

For example, if the head of the
department and a classroom teacher
enter the class together, they can
speak to correct misunderstandings
after observation. Or two different
classroom teachers can enter at the
same time. They can clarify points
that are invisible to each other and
points that are not clear. Or they both
fill two separate observation forms,
but then the consistency between
these forms can be checked. Then it
turns out that one teacher evaluated
the other objectively. (T24 five years of

experience)

okuldaki 6gretmenler ve yoneticiler
olacak sonucta. Bu gozlemcilerin
formu kullanarak  uygulamalar
yapmast lazim aymi pilot yapar gibi.
Bu  uygulamalar egitimlerde de
olabilir mesela. (T8 onsekiz yillik tecrz'jbe)

Bir gozlemci geldi izledi ve dedi ki
sinif yonetimi zayif, digeri baska
dersi gozlemledi sinif yonetimi ¢ok
iyi dedi. Ne olacak simdi, benim sinif
yonetimim iyi mi kéti mii? Soyle
olabilir ama diger gozlemlerde de
bu boyle ¢ikiyor mesela donemde
dort gozlem yapilmus digiinde de sunif
vonetimi zayif. O zaman bu sonug
dikkate alinmali tabiki. (T32 sekiz yunk

tecrUbe)

A teacher explained her opinions about the observation of two people at the same time:

Ornegin, ziimre baskani ve bir sinif
ogretmeni sinifa birlikte girerse,
gozlemden sonra yanlis anlamalart
diizeltmek icin konusabilirler. Ya da
iki farkly simif ogretmeni de ayni
anda  girebilir. Birbirlerinin
goziinden kagan noktalar:t ve net
olmayan noktalari netlestirebilirler.
Ya da ikisi de ayrt iki gozlem formu
doldurur ama sonra bu formlar
arasindaki tutarliliga bakilabilir. O
zaman  bir o6gretmen  digerini
objektif degerlendirdi mi ¢ikar
Ortaya- (T24 bes yillik tecrﬁbe)

The participants were asked what could be done to ensure objectivity. Most of the
teachers stated that the teacher who will take the course could be selected from the

upper or lower classes to ensure objectivity. A teacher stated:
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For example, a lower-class teacher
can go to an upper class for
observation. Because close
friendship between teachers at the
same grade level can prevent being
neutral. For example, a 4th-grade
teacher can observe 1st-grade
teachers. (T25 eignt years of experience)

Another teacher mentioned:

In other schools, teachers teach
at a single grade level. For
example, teachers constantly
teach 1% grade. But here, as
classroom teachers, we teach all
four grade levels, and we have
the right to teach at every grade
level. So, | would have no
problem, for example, if the first-
grade teacher observed me. (T11

Ornegin, bir alt simf ogretmeni
gozlem icin bir Ust siifa gidebilir.
Ciinkii  aymt  smuf  diizeyinde
ogretmenler arasindaki yakin dostluk
tarafsiz  olmayr  engelleyebilir.
Ornegin, 4. simf éretmeni 1. sinif
ogretmenlerini gozlemleyebilir. (T25
sekiz yillik tecriibe)

Diger okullarda ogretmenler tek bir
siif  diizeyde ders  vermektedir.
Ornegin Ogretmenler siirekli 1. sinifi
okutuyorlar. Ama biz burada sinif
ogretmenleri  olarak  dort  simif
diizeyinin hepsini ogretiyoruz ve her
swnif seviyesinde ogretme hakkimiz var.
Bu nedenle, ornegin beni birinci sinif
ogretmeni gozlemlemese hi¢ sorun
yawmazdlm. (T]] virmi yulk tecriibe)

twenty years of experience)

Participants were also asked if it would be a solution to provide objectivity if more
than one person simultaneously participated in the observation process. One of the
experts (E3 ten years of experience) €xplained as “In fact, two teachers can enter the
classroom at the same time. After that, we can also look at inter-observer consistency
after observation. In this way, many problems in achieving objectivity are solved.
(Ashnda, iki ogretmen ayni anda sinifa girebilir. Bundan sonra, gozlemden sonra
gozlemciler arasi tutarliliga da bakabiliriz. Bu sekilde objektiflik saglamak igin

bir¢ok sorun ¢oziiliir.) ”

Some teachers (T8, T9, T10, T11, T15, T23, T24) stated that they were worried that
the classroom observations could cause differences in their and their students’
behaviors, and in this case, what happened during the observation might not reflect
the natural environment of the classroom. When these concerns were raised in the
focus group interviews, they stated that a certain familiarization period was needed to
overcome this situation. The observation process would be accepted as a normal

process after a while. One of the teachers explained this concern and the solution:
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I agree that my student’s behavior
will be different, especially in the
first observations. For example, |
have a student who speaks a lot
and always asks questions; maybe
he will hesitate and not talk. Even
| can be very excited. It makes me
uneasy, but perhaps we will get
used to being comfortable as we
talked here over time, and students
won't care too much. (T23 four years

of experience)

Another teacher explained:

For example,

three years of experience)

in my old school,
observation had become a very normal
process. Students were observers in
their class from an early age. The
students were very used to it.
someone came to class, nobody would
care; it was normal for them now. The
door of the classroom was always
open. | remember even not realizing
that the observer was there. Here too, it
takes time, but it can be like this. (T9

Ben de katilyyorum  ozellikle ilk
gozlemlerde ogrencilerimin davranisi
farkli olacaktir. Ornegin, cok konugan ve
her zaman soru soran bir 6grencim var,
belki tereddiit edecek ve konusmayacak.
Ben bile ¢ok heyecanlanabiliyorum. Bu
beni huzursuz ediyor ama burada
konustugumuz gibi rahat olmaya belki
de zamanla alisacagiz ve ogrenciler de
cok fazla umursamayacaklar. (T23 gort
yillik tecrﬁbe)

Ornegin, eski okulumda gozlem ¢ok
normal bir siire¢ haline gelmisti.
Ogrencilerin  kiiciik  yaslardan
itibaren sinifina gozlemci geliyordu.
If Ogrenciler buna ¢ok aliskinlard:.
Birisi simifa  gelirse  kimse
umursamazdi arttk onlar i¢cin bu
durum ¢ok normaldi. Siifin kapist
her zaman agikti. Gozlemcinin orada
oldugunu fark etmedigimi  bile
hatirlyyorum. Burada da zaman lazim
ama boyle olabilir. (T9 i yuuk recriive)

4.2.2.2 Organization of the Qualifications

The opinions and suggestions that emerged from the focus group discussions on the

teacher qualifications to be evaluated in the initial model were analyzed. The codes

and themes that emerged as a result of this analysis are given in Table 4.20.

Table 4.20

Codes and Themes for The Qualifications to be Evaluated in The Initial Model

Theme 1. Evaluation Process

Organization of the Qualifications

Reorganizing or changing qualifications
Equal importance to each qualification

Same qualifications for experienced and novice teachers

* This code was also revealed in the first part of the research.
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In all four focus group meetings, most of the participants emphasized that the
qualifications were too many; some of them were intertwined and included each other.
Therefore, with some of the participants (T8, T11, T13, T25, T28, T31, P1, P5, E1,
E3, E6, E7), it was decided to reorganize the sub-dimensions in the planning and
preparation qualification area. For example, it was decided to include all sub-
dimensions of "Relevance to Student Development, Interests and Needs,” "Providing
information effectively,” and "Effective use of resources” under the dimension of
"designing the instruction.” While this reorganization was being made, the opinions
of all the other participants were taken, and the final version of the qualification area
was formed with the approval of everyone.

It has been stated that the "Classroom Organization and Management™ qualification,
which is a vital area, especially for classroom teachers, should be included as a
separate area and should take place instead of "Organizing the Learning
Environment." Therefore, with the contribution of most of the participants, it was
decided that "Classroom Organization and Management™ should take place instead of
"Organizing the Learning Environment." After this arrangement, the approval of the
other participants was obtained, and it was stated that it would be more understandable
asitis.

Some participants stated that the qualification area of "Making Meaning of
Information and Developing Higher Level Thinking Skills" was not understood.
Therefore, this title should be changed and said more clearly. For this purpose, this
area was organized as "Making sense of knowledge and development of skills,” and it
is divided into two sub-areas: "Ensuring Student Interaction with New Knowledge"
and "Helping Students to Apply and Deepen New Knowledge." While some
participants (T3, T9, T11, T10, T15, T22, T24, T32, P1, P3, P5, E1, E3, E6, E7)
actively participated in the creation of these areas, other participants expressed their

approval.

The participants that the two sub-dimensions in the reflective thinking qualification

area, "Evaluating personal performance™ and "Creating a professional development
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plan,” did not fully meet this qualification area. Furthermore, it was decided that the
creation of a professional development plan was not suitable for reflective thinking
because this plan would be created with the cooperation of the principal and the
teacher at the end of the evaluation. Therefore, this qualification area has been changed
to "Reflecting on Teaching and Evaluating Own Performance” with the active
participation of some participants (T5, T10, T11, T13, T15, T22, T24, T26, T27, T30,
T32, P1, P2, P5, E1, E3, E6, E7) and other participants expressed their approval.

It was stated that the field of "being open to feedback from colleagues™ in the field of
communication and cooperation already exists in the other two areas, "Positive
communication” and "Working in Collaboration with Colleagues." Therefore, with the
active participation of some participants (T9, T10, T11, T13, T15, T21, T24, T30, T32,
P1, P2, P5, E1, E3, E6, E7), this area was removed, and other participants expressed

their approval.

In general, the participants stated that the teacher qualifications in the model and the
expressions mentioned below covered the areas they expected to be in. In line with
this requirement, participants noted that adding or subtracting items or expressions
from these qualifications was unnecessary. For example, one teacher (T11 Twenty years of
experience) €xplained this situation as "It is essential to understand the outcomes in the
program correctly. I thought that there should be a competency in understanding the
outcomes. Still, then | realized that this is already included in other competencies.
(Programdaki kazanimlar: dogru anlamak ¢ok énemli. Kazanmimlar: anlamak ile ilgili
bir yeterlik olmali diye diistindiim ama sonra farkettimki bu diger yeterlik alanlarinin

icinde yer alir zaten.)”
Another teacher explained this situation as:

It is essential to get feedback from Iletisim ile ilgili meslektaslardan geri
colleagues about communication. bildirim almak cok Onemlidir. Sadece
| think it should be not only to get meslektaslardan geri bildirim almanin
feedback from colleagues but also degil, ayni zamanda meslektaslara geri
to give feedback to colleagues, but  bildirimde  bulunmanmin  da  olmasi
in line with our discussion here, |  gerektigini diistintiyorum, ancak
have decided that this competence buradaki tartismamiz dogrultusunda, bu
is already in communication and yeterliligin zaten iletisim ve is birligi
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cooperation.

experience)

(T21 icinde olduguna karar verdim. (T21 g

yillik tecm'be)

three years of

Participants were asked whether the qualifications planned to be in the model should
be different for novice and experienced teachers. In the light of the answers received,
it was revealed that all the qualifications mentioned should be the same for both novice
and experienced teachers. Some participants (T3, T9, T13, T15, T23, T26, T28, T29,
T30, P1, P3, P5, E3, E6) stated that all teachers should have all the qualifications
mentioned in the model. In contrast, others (T11, T27, T31, T32, E7) noted that the
number of new teachers in this school was low. A few participants (T3, T8, T13, P2,
P3) stated that many criteria were considered when recruiting teachers to the school
and that it was expected to have specific qualifications regardless of whether the
teacher was new or experienced. One of the teachers (T9 three years of experience) €Xplained
this situation, “I think that the assessment criteria of both novice and experienced
teachers should be the same. I don’t think the experienced teacher is better than the
new teacher. | think the new teacher is more knowledgeable in the field. (Hem yeni

hem de deneyimli ogretmenlerin degerlendirme kriterlerinin ayni olmasi gerektigini

diigiiniiyorum. Tecriibeli ogretmenin yeni ogretmenden daha iyi oldugunu
diigiinmiiyorum. Bence yeni 6gretmen bu alanda daha bilgili.)”
One teacher explained this situation:

I think it is not a problem to evaluate Tecriibesiz ve deneyimli

inexperienced and  experienced
teachers within the same
qualification areas. In this school,
everyone comes with a specific
experience [...] The data collection
tools to be used here must be a
scoring key. If we state how
experienced we are at the beginning
of this form, | think it s
understandable whether the
deficiencies arising from observation
are due to years of experience. (T32

two years of experience)
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ogretmenlerin aymi yeterlik alanlar
icinde degerlendirilmesinin sorun
olmadigimi diistintiyorum. Bu okulda
herkes belli bir deneyimle geliyor...
Burada kullanilacak veri toplama
araglarinin bir puanlama
anahtarinin olmast ¢ok énemlidir. Ne
kadar tecriibeli  oldugumuzu bu
formun bagslangicinda  belirtirsek,
gOzlemden kaynaklanan eksikliklerin
tecriibe yili nedeniyle olup olmadig
anlasilir bence. (T32 iki yuik recriibe)



One principal explained this situation:

The new teacher should be better
equipped with in-field knowledge,
but the experienced teacher should
keep the field knowledge up to date.
The same is true for classroom
teaching, so every teacher should be
very good at these competencies.
For example, when we recruit
teachers at our school, we expect
classroom management to be very
good for a new and experienced
teacher. (P2 twenty-two years of experience)

Yeni  ogretmen  alan
anlaminda daha donanimli
olmalidir, ancak deneyimli
ogretmen alan bilgisini  glncel
tutmalidir. Ayni sey sinifta 6gretim
icin de gecerlidir, bu ylzden her
ogretmenin tiim bu yeterliliklerde
¢ok iyi  olmalidir.  Mesela,
okulumuzda ogretmen ise alimi
vaparken smif yonetiminin yeni ve
tecriibeli ogretmen de olasa ¢ok iyi
olmasint bekliyoruz. (P2 yirmi iki ik

bilgisi

deneyim)

When the participants were asked whether there was a priority or importance order
among these qualifications, they stated that each qualification was essential and that
they should be together for the teacher evaluation to be holistic. Some participants
(T5, T8, T10, T15, T22, T25, T26, P1, P2, E1, E3) stated that it was more important
to determine the strengths and improvement aspects of each area rather than providing
them with a total score and that having a specific score would reveal a competitive
environment among the teachers and they named this as an undesirable situation. One
of the teachers (T8 eighteen years of experience) €Xplained the equal importance of the
qualification "For example, a teacher has a good relationship with their student, but
their communication with other teachers and principals is very bad. I think she’s not
a good teacher if he doesn’t cooperate with other fiiends he works with. (Ornegin bir
ogretmenin ogrencisiyle arasi iyi ama diger 6gretmen ve miidiirlerle iletisimi ¢ok kotii.
Calistigi diger arkadaslariyla isbirligi yapmiyorsa bence iyi bir ogretmen degil.)”
Another (T26) teacher expressed her views on this subject as follows “If a teacher
does not do in-school responsibilities, this causes injustice. This situation causes a lot
of tension in the school. Therefore, it is crucial and cannot be less important than
others. (Ornegin bir ogretmen okul ici sorumluluklarimi yerine getirmezse bu
adaletsizlige neden olur. Bu durum okulda ¢ok fazla gerginlige neden olur. Bu nedenle

bu alanda ¢ok onemlidir ve digerlerinden ayri ya da az tutulamaz.)”
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One expert explained this situation:

The most important thing to mention
here is whether there will be scoring
in this model or it will be enough to
identify  only  strengths  and
weaknesses in the end. Secondly, a
development plan can be prepared for
each area, but it will be challenging
to create a development plan if a
score is given. Therefore, whether the
learning areas are all equally
important or which are most
important depends very much on our
purpose. In such a model, each can be
of equal importance, for example (E3

ten years of experience)

One principal explained this situation:

It does not seem right to give me
points, so there is no clear order of
importance. When you earn points,
we can say that the teacher has
passed or couldn’t pass. However, it
should be identified in which area
there is a deficiency, and she got a
low score from here or how we can
improve her in this area. (P1 thirteen

years of experience)

Burada bahsetmemiz gereken en
onemli sey, bu modelde bir
puanlamanmn olup olmayacagr veya
sonunda sadece giiclii ve zayif
yonlerin belirlenmesinin yeterli olup
olmayacagidir. Ikincisi ise, her alan
icin bir kalkinma plani hazirlanabilir,
ancak puan verilirse bir kalkinma
plant  olusturmak zor olacaktir.
Dolayisiyla  6grenme  alanlarinin
hepsinin esit derecede mi onemli
oldugu ya da hangisinin en onemli
oldugu amacimiza ¢ok baghdir. Béyle
bir modelde her bir esit onemde
olabilir mesela. (E3 on yuiink recriive)

Bana puan vermek dogru gelmiyor,
bu yiizden agik bir 6nem sirasi yok.
Puan kazandiginizda, sanki
ogretmen  gecti ya da kaldi
diyebiliyoruz. Oysa hangi alanda ne
eksigi vardr da buradan diigiik puan
aldi ya da ne yaparsak bu alanda onu
gelistirebiliriz diye bakilmali. (PI on
ti¢ yillik tecrﬁbe)

4.2.2.3 Schedule of the Model

The opinions and suggestions that emerged from the focus group discussions on the
schedule of the initial model were analyzed. The codes and themes that emerged as a

result of this analysis are given in Table 4.21.
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Table 4.21

Codes and Themes for the Schedule of The Initial Model

Theme 1. Evaluation Process

Schedule of The Initial Model

Science and math teachers*

Classroom teacher evaluating communication and collaboration

Using lesson plans as a data source
Observations*

Debriefing before and after observation *

Self-evaluation*

* This code was also revealed in the first part of the research.

Participants have also explained details in the schedule like whom, how, and what

specific time of the academic year evaluations will be done. Participants were asked

to examine each column in the table where the planned schedule of the model was

explained. When the participants were asked whether the qualifications could be

evaluated by the people stated, they mentioned that as long as they are trained about

the evaluation process and communicate positively, the people in the table would be

appropriate to evaluate these qualifications. Regarding the schedule, the teachers

stated that the number of observations in some months (for example, October and

January) could be increased. One teacher explained the importance of evaluator

training as follows.

Of course, these people can evaluate,
but I also question their competencies.
So are they trained? Even if I am
improve my teaching
knowledge, those who evaluate me
should receive regular training. (T25

training to

eight years of experience)

One teacher explained this situation:

| think the people in this table can
evaluate us. | think what matters is
whether the observer knows how to
communicate. Observers should

Bu kisiler tabiki degerlendirebilir
ama yeterliklerini de sorgularim.
Yani egitim almiglar mi? ben bile
ogretmenlik bilgilerimi yenilemek
icin  egitim  aliyorsam  beni
degerlendirende  diizenli  egitim
almali (T25 sekiz yillik tecriibe)

Bence bu tablodaki kisiler tarafindan
degerlendirilebiliriz. Bence onemli olan,
gOzlemleyen  kisinin  nasil iletisim
kuracagini bilip bilmedigidir.
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not be superior or advised. | must
believe that feedback is for my
development. The observer should
treat us just like a mirror. Oh, and
training is essential. Both the
evaluator and the evaluated should
receive training at regular
intervals. (T31 six years of experience)

Gozlemciler iistiinliik taslamamali ya da
tavsiye vermemelidir. Yani ben geri
bildirimin  gelisimim i¢cin olduguna
inanmaliyim. Gozlemci bize sadece bir
ayna gibi davranmalidir. Birde egitim
onemli. Degerlendiren de
degerlendirilenlerde belli araliklarla
egitim almalidir. (T31 4 yuik tecribe)

Among the people mentioned, the most frequently discussed evaluators were science
and math teachers assessing the lessons. While some teachers (T3, T10, T11, T24,
T25, T26, T30, T32) thought that these teachers could not understand the level of their
classes, it was concluded that if the criteria stated in the observation forms were clear
and understandable, this would not be a problem. Most of the participants (T3, T5, T8,
T10, T13, T15, T22, T23, T26, T27, T30, T32, E1, E3, P1, P3, P5) stated that math
and science teachers’ observations were needed to get advice and to enrich what they
know in this field. In addition, the participants noted that the observation made by
these people was essential to provide facilities to the students by eliminating the
deficiencies that may arise in mathematics and science, especially during the transition
from 4" grade to 5" grade. One of the teachers (T15 four years of experience) €Xplained, "1
the math or science teacher is able to adapt to the level, then the observation will be
meaningful. It should be possible that they evaluate the level according to the criteria
we give them. (Matematik veya fen bilgisi ogretmeni seviyeye uyum saglayabilirse
gozlem anlamli olacaktir. Bu ancak bizim belirledigimiz kriterlere gore seviyeyi

degerlendirmesi ile miimkiin olur.)” Another teacher stated:

In other words, since these people Baska bir deyisle, bu insanlar

will come from middle school, they
should not look at students’ behavior
or classroom management. However,
especially in the 4th grade, they
should identify the parts we taught
wrong or missing in science and
mathematics lessons and give us
feedback. (T13 twelve years of experience)
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ortaokuldan gelecekleri igin siniftaki
ogrencilerin  davramiglarina  veya
sinif  yonetimine  bakmamalidir.
Ancak ozellikle 4. sinifta, fen ve
matematik derslerinde yanlis veya
eksik ogrettigimizi yerleri belirlemeli
ve bize geri bildirimde bulunmalidir.
(T13 on iki yilik tecm’ibe)



Most straightforwardly, while teaching
mathematics in middle school is
algorithmic, we teach students to feel
math in primary school and want them
to understand mathematics. At the very
least, the observer can note this.
Students who move from 4th grade to
5th grade face great difficulty because
an abstract education begins suddenly.
They do not understand what they have
learned, especially in the first months.
For this reason, | find the observations
of people from different branches very

A teacher explained the importance of these observations:

En  basit  sekilde,  ortaokulda
matematik ogretimi algoritmik iken,
ilkokulda  ogrencilere matematigi

hissetmelerini ogretiriz ve matematigi
anlamalarim istiyoruz. En azindan
gozlemci bunu fark keder. 4. siniftan
5. simifa gegen ogrenciler buyuk
zorluk cekiyorlar ¢lnki birden soyut
bir ogretim bashyor. Ozellikle ilk
aylarda ogrendiklerini anlamuyorlar.
Bu nedenle farkh  branglardan
insanlarin gozlemlerini ¢ok anlamli
bUluyorum- (T23 dort yillik tecriibe)

meaninng|- (T23 four years of experience)

Most of the participants also stated that they are mostly communicating and working
collaboratively with other classroom teachers so that this qualification could be
evaluated not only by the head of the department but also this qualification should be

evaluated by other classroom teachers. A teacher stated:

Evaluation of positive
communication requires a process.
We are always in contact with other
teachers working in the same
corridor, and we always talk about
the teaching we do. | also find
communication and collaboration
beneficial in terms of professional

Olumlu iletigsimin degerlendirilmesi bir
siire¢ gerektirir. Biz ayni koridorda
gorev yapan diger dgretmenlerle hep
temas  halindeyiz ve  yaptigimiz
ogretimle ilgili hep konusuyoruz.
Iletisim ve is birligini mesleki gelisim
acisindan da ¢ok yararli buluyorum.
Bu nedenle iletigimimin baska bir sinif

development. Therefore, | want my dgretmeni tarafindan
communication to be evaluated by degeriendirilmesini istiyorum. (T26 pes
another class teacher. (T26 five yearsof  yuliik tecriibe)

experience)

When the previous interviews were examined, it was determined that most of the
teachers stated that the evaluation of the lesson plans should not take place because it
would not reflect the process totally. With the help of the focus group interview, the
participants were asked what they thought about using the lesson plan within such a
model applied in line with the schedule stated in the table. The participants stated that

there was no problem in evaluating the lesson plans as long as they were not seen as a
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single resource and if the stages specified in

teachers explained this:

If the lesson plans in this model will
not be determinant alone, evaluating
the plans can be used because the
classroom teaching is also examined.
Sometimes lesson plans cannot be
applied in the classroom, and we can
involve other things according to the
situation of the class at the moment.
For example, if an interview will be
held before the observation in this
model and whether the prepared plan
can be applied or not can be asked. |
think it would be helpful to have the

this model were realized. One of the

Bu modeldeki ders planlari tek basina
belirleyici  olmayacaksa  planlar
degerlendirmek de sakinca yok ¢iinkii
siniftaki 6gretime de bakiliyor. Bazen
swifta ders planini i¢ uygulanamaz ve
o anda swnifin durumuna gore baska
sevler de uygulariz. Ornegin, bu
modeldeki gb6zlemden 0Once bir
gortisme yapilacaksa ve hazirlanan
planmin uygulanip uygulanamayacagi
da sorulabilir. Bence aciklama
firsatina  sahip  olmak  faydal
olacaktir. (T27 onyzllzkdeneyim)

opportunity to explain this. (T27 ten

years of experience)

One of the principals explained:

| think the plan can be used if it Planin belli éigiitleri ve standartlar

contains  specific  criteria  and iceriyorsa kullamlabilecegini
standards. One of the criteria should be  diisiiniiyorum.  Olgiitlerden  biri,
whether it addresses differences in the swuuftaki  farklhiliklar:  ele  alp

almadigi olmahdir. Ilk gériismede,
buradaki plan mantiginin  uygun
olmadigimi soyledim, ancak plan
hazirlama mantig1 degigstirilecekse,
plan derste gozlemlenecek ise ve
ogretmenin birebir bagh kalmast
beklenmeyecek ise degerlendirmede
kullanilabilir. (P3 on altzylllzktecriibe)

classroom. In the first meeting, | said
that the planning logic here is not
appropriate, but if the plan preparation
logic is to be changed, if the plan will
be observed in the lesson and teachers
will not be expected to adhere to it one-
on-one, it can be wused in the
assessment. (P3 sixteen years of experience)

The participants were asked about their opinions on the appropriateness of the methods
and data collection tools presented in the schedule. The participants stated that the
tools used were appropriate and that the observation forms to be used should be well
structured. Participants also noted that the form played a critical role in ensuring
objectivity. In addition, they pointed out that the interviews conducted before and after
the observation process were essential in ensuring objectivity. A teacher stated:

| think that the well-prepared form Gozlemin objektifligi  ile  iyi

and the objectivity of the hazwrlanmis formun dogrudan iliskili

observation are directly related. oldugunu diigiiniiyorum. Kesinlikle,
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Indeed, the criteria in the form
should be determined very well, and
people to be observed with the form
should be consulted. The clearer the
items, the more truth will be
reflected in the observed behavior.
(T26 five years of experience)

formdaki kriterler ok iyi belirlenmeli
ve form hakkinda tiim gozlemlenecek
kisilere damisiimalidir. Maddeler ne
kadar net olursa, g06zlemlenen
davranista o kadar fazla gercegi
yansutacaktir. (T26 peg yillik tecriibe)

One of the principals explained this importance:

In my opinion, the person who comes to
the classroom and observers should
know about the class and the lesson
before observing the process, whether it
IS a mathematics teacher, a science
teacher, or a classroom teacher. It can
be done by conducting interviews before
observation. They don’t have to spend a
long time; they can collect all the
necessary information in a short time.
(P3 sixteen years of experience)

Bence, sinifa gelen ve gozlemleyen
kisi ister matematik 6gretmeni, fen
bilgisi  ogretmeni veya  swnif
ogretmeni olsun stireci
gozlemlemeden dnce sinif ve ders
hakkinda bilgi sahibi olmalidir.
Bu, gozlemden once goriismeler
vapilarak yapilabilir. Uzun olmasi
gerekmez, kisa siirede de gerekli
tim bilgileri toplayabilirler. (P3
on alti yillik deneyim)

One of the experts explained this importance as:

In fact, the form used here is
significant. Before conducting the
observation with the form, the
observer can ask for the information
she plans to explain in the process to
be observed, the status of the class,
and the characteristics of the
students. You can also ask which
criteria can be observed in this
course. After the observation, the
teacher should be asked how she
assesses herself first. The observer
should always ask the teacher for the
notes she received in the
observation, which really makes the
correct assessment. (E3 ten years of

experience)
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Aslinda, burada kullanilan form ¢ok
onemli. Formla birlikte gdzleme
girmeden once ogretmene
gozlemlenecek  siirecte hangi
bilgileri anlatmayr  planladigin,
smifin - durumunu ve oOgrencilerin
ozelliklerini sorabilir. Bu derste
hangi olgiitlerin gozlemleyebilecegi
de sorulabilir. Gozlemden sonra

ogretmene oOnce kendini  nasil
degerlendirdigi sorulmalidr.
Gozlemci her zaman Ogretmene

gozlemde aldigi notlarini sormalidir
ki bu gergekten dogru degerlendirme
yapmayi Sag’lal’. (E3 on yillik deneyim)



4.2.2.4 Access to Evaluation Information and Providing Propriety

The opinions and suggestions that emerged from the focus group discussions on the
process of accessing evaluation information and providing propriety for the initial
model were analyzed. The codes and themes that emerged as a result of this analysis

are given in Table 4.22.

Table 4.22

Codes and Themes for Accessing Evaluation Information and Providing Propriety

Theme 2. Use of Evaluation Results
Access to Evaluation Information
Importance of confidentiality™
Individual feedback (face to face) *
Teacher Development Plan (Functional Reporting)
Open communication*
Propriety
Balanced Evaluation*
No scores
* This code was also revealed in the first part of the research.

Participants agreed that access to evaluation information should be face to face to
provide confidentiality and ensure defensibility. Most of the participants (T5, T9, T11,
T13, T15, T21, T22, T24, T26, T27, T29, T30, T32, E3, E6, P1, P5, P2) mentioned
that it was crucial to provide feedback or report by face-to-face interviews to correct

misunderstandings and express themselves more clearly.
One teacher stated this as:

All teachers know the importance of Ogretmenlerin hepsi dgrencilere her
always giving individual feedbackto zaman bireysel geri bildirim vermenin
students. It is said everywhere to Onemini bilir. Bu her yerde de sdylenir
give your students personal d&grencilerinize bireysel doniit verin
feedback. It is the same for teachers, diye. Ogretmenler icin de aymidir ve
and it is essential to provide unique dgretmenlere bireysel ve yiiz yiize
and face-to-face feedback to geribildirim vermek c¢ok 6nemlidir.
teachers. Also, I don’t want my Ayrica ben hi¢hbir arkadasimin benim
friends to hear what she says about hakkimda ne soyledigini duymasini
me, or I don’t want anyone to listen istemiyorum ya da kimsenin benim
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to my opinions. This feedback fikirlerimi de duymasini istemiyorum.
session must be between the Bu geri bildirim oturumu ben ve mudir
principal and me. (T30 eight years of arasinda olmalidir. (T30 sekiz yuilik recriibe)

experience)

One of the principals (P2 twenty-two years of experience) €Xpressed her ideas, “I think that only
the feedback given in writing is not understood. A face-to-face expression gives both
sides the opportunity to explain themselves more easily. (Ben sadece yazili olarak
verilen geri bildirimin anlasiimadigint diisiiniiyorum. Yiiz yiize ifade, her iki tarafa da
kendilerini daha kolay a¢iklama firsati veriyor.)” Also, all the participants agreed that
a balanced evaluation by giving feedback on both strengths and weaknesses was vital

to conduct the reporting process properly. One teacher stated this:

For example, a form was prepared, the
items in this form were very well
determined, and scoring was made.
For example, scoring was determined
from one to three. The aim here is to
improve me to get one point, but |
would also like to be appreciated for

Ornegin bir form hazirland: ve bu
formdaki maddeler cok iyi belirlendi
ve bir puanlama yapildi. Ornegin
puanlama bir ila ii¢ arasinda
belirlendi. Buradaki amag, bir puan
aldigim yerde kendimi gelistirmek
olmali, ama ii¢ puan aldigim yer ile

ilgili de takdir edilmek isterim. (T10

dért illik tecriibe)

three points. (T10 four years of experience)

In this model, at the end of each term, the participants were brought together with the
reports obtained from all evaluators. The participants were also informed that the
school principal and teacher would come together at the end of each period to prepare
a development plan with the help of the reports obtained from all evaluators. The
teacher is planned to support their professional development in line with this
development plan. Participants’ opinions about this reporting process and performance
evaluation meeting were taken. Most of the participants mentioned that the model’s
reporting and performance meetings would benefit their professional development.
Some participants (T8, T9, T11, T13, T22, T26, T30, T32) stated that it is essential
that the report was sent to them before going to these meetings and that they would
also prepare a plan and participate in the meeting. Some of the participants (T3, T10,
T11, T15, T22, T27, T30, P1, E1, E3) stated that in these meetings, the principal and
the teacher should agree on mutual conversations and the views of both sides should

be taken into consideration. One of the teachers (T3 fourteen years of experience) €Xplained this
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reporting process “This way of reporting is very important for professional
development. It is necessary to talk about this report, especially through mutual
discussion, and to develop a common understanding. (Bu raporlama sekli mesleki
gelisim igin ¢ok onemli goriiniiyor. Bu raporun ozellikle karsilikl tartisma yoluyla
konusulmast ve ortak bir anlayis gelistirilmesi onemli tabi.)”. Another teacher (T22
five years of experience) also added as “With the data obtained from these observation results,
the teacher can form a development plan and gather with the manager. The two plans
can be reviewed and mutually agreed upon.” “Bu gézlem sonuglarindan elde edilen
verilerle 6gretmen de bir gelisim plani olusturabilir ve yonetici ile goriigebilir tabiki.
Iki plan gozden gecirilebilir ve karsilikli olarak kabul edilebilir.”. One of the experts
(E3ten years of experience) also agreed with the idea of the teachers stating, "It is crucial to
reach a common decision and to emphasize that development is always at the forefront
of this decision. (Ortak bir karara varmak ve bu kararda her zaman gelisimin én

planda oldugunu vurgulamak ¢ok onemli.)”

In addition, teachers were asked how to design a model that supports their professional
development differently from this model. Some of the participants (T15, T24, T25,
T26, T27, T30) stated that a model which aimed professional development should not
be based on giving scores. Furthermore, some participants (T3, T8, T10, T15, P3, E1)
stated that it was essential to take different measurements from as many people as
possible, and some participants (T11, T14, T15, T31, T32, E6, P1, P3) noted that
professional development was not for competing with other teachers but for each
teacher’s individual development. They should be held responsible for their

development.

One of the teachers stated:

I do not find the evaluations made like
the exam are correct. I don’t think
these evaluations are for my
professional  development.  For
example, the exam was held and
graded. Let’s say I got 70 points, and
I was successful in this evaluation. Or
I got 20, and | failed. I think such a
judgment has been made to find a
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Sinav gibi yapilan degerlendirmeleri
dogru bulmuyorum. Bu
degerlendirmelerin mesleki gelisimim
icin  oldugunu  diigiinmiiyorum.
Ornegin, sitmav  yapildi ve
notlandirildi.  Diyelim ki 70 puan
aldim ve bu degerlendirmede basarili
oldum. Ya da 20 aldim ve basarisiz
oldum. Profesyonel gelisim i¢in degil,



reason, not for  professional
development but to enforce the
teacher. (T26 five years of experience)

One of the experts stated:

If we are talking about development,
there should be repeated
measurements. At the end of these
evaluations, if many people have said
that a teacher improved herself in a
specific area, the study has achieved
its purpose. | think it is essential not
to score this area but to determine the
deficiency in this area correctly (E1

eight years of experience)

One of the principals stated:

In order to be a truly developmental
model, the result should allow every
teacher to update their knowledge
about the teaching profession, learn
new things, or as simple look
critically at him. Assessment should
be specific to each teacher. (P3 sixteen

years of experience)

ogretmene yaptirim uygulamak igin
gerekce bulmak icin bdyle bir yargiya
varddigini diigiiniiyorum. (T26 pes ik

tecri]be)

bahsediyorsak,
tekrarlanan olciimler olmali. Bu
degerlendirmelerin  sonunda, eger
bir¢ok insan bir ogretmenin belli bir
alanda kendini gelistirdigini
soylediyse, bu c¢alisma amacina
ulasmis demektir. Bu alana puan
vermek degil de bu alandaki eksikligi
dogru belirleyebilmek bence onemli
olan (El sekiz yillik tecl’l']be)

Gelisimden

Gergekten  gelisimsel bir model
olmasi igin, sonu¢ her Ogretmenin
ogretmenlik  meslegi  hakkindaki
bilgilerini  guncellemesine,  yeni
seyler ogremmesine ya da en
basitinden kendisine elestirel
bakmasina  olanak  tamimalidir.

Degerlendirme her ogretmene 0zgii

olmalidir. (P3 on alti yillik tecrﬁbe)

4.2.2.5 Feasibility of the Model

The opinions and suggestions that emerged from the focus group discussions on the
feasibility of the model were analyzed. The codes and themes that emerged as a result

of this analysis are given in Table 4.23.

Table 4.23
Codes and Themes for the Feasibility of the Model

Theme 2. Use of Evaluation Results

Feasibility
Willingness to use the model
Reducing the duties and responsibilities of the head of the department
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Participants were asked to comment on the feasibility of this model. They also asked
whether they would like to be evaluated or conduct evaluations with this model.
Participants indicated that the periods specified for the implementation of this model
were appropriate. The participants stated that it was essential that the evaluation does
not occur in the first month of school and at the time it closes. Most of the participants
(T3, T8, T10, T11, T14, T15, T20, T21, T27, T31, T321, P3, E1, E7) also stated that
their own opinions were included in this model and that a collaborative model was
designed so that they felt valuable. They did not see any objection to applying this
model to reflect their views. Some participants (T9, T10, T11, T14, T15, T21, T22,
T27,T32, P1, E1, E7) also stated that everything was indicated precisely in the table,
which would allow practical applications. One of the experts (E7) stated, "I think that
anyone who has a say in the model will willingly implement this model. Some of the
participants (T10, T9, T11, T22, T25, P2, E3, E7) expressed as it is crucial to reduce

the course load of the head of the department to make these evaluations feasible.

One of the teachers explained as:

Obviously, our opinion about the Acikcas: simdiye kadar
evaluations has never been asked. degerlendirmeler ile ilgili  bizim
Nobody asked me, "how should we fikrimiz hi¢ sorulmad:. Kimse bana seni
evaluate you.” I do everything in nasil degerlendirelim demedi. Ben is
cooperation. This evaluation, which  birligi icinde her seyi yaparim. Bu
was prepared by asking us for our sekilde bize sorularak fikrimiz alinarak
opinion, is an example of excellent hazirlanmis bu degerlendirme ¢ok iyi
collaboration. (T15 seventeen years of bir l§ blrllgl OFI’legl (T]S on yedi yillik

experience) tecrube)

Another teacher explained as:

I wish this model had been applied Keske bu model okulumuzda hemen

immediately in our school. In fact, wuygulansayd. Aslinda, model
I don’t know if my thoughts will be olusturulurken diistincelerimin
used when creating the model. But kullanilip kullanilmayacagini

| believe this model will work as it bilmiyorum. Ama ¢ogu dgretmenin

will meet the needs of most ihtiyacim karsilayacag icin bu modelin

teachers. (T3 fourteen years of experience) ~ ¢alisacagina inaniyorum. (T3 on dort ik
deneyim)
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4.2.2.6 The Guide and Tools of the Model

The opinions and suggestions that emerged from the focus group discussions on the
guide and the tools the model were analyzed. The codes and themes that emerged as a
result of this analysis are given in Table 4.24.

Table 4.24
Codes and Themes for the Guide and The Tools of the Model

Theme 3. Guide and Tools of the Model
Need for a detailed guide, including
Importance of the teacher evaluation
The model development process
The purpose of the evaluation
Detailed explanation of the qualifications
Use of data collection tools
Consistency, objectivity for the process
Openness and confidentiality for the results
Need for developed tools
Piloting the tools

When the participants were asked questions about the different dimensions of the
initial model, and especially when asked to evaluate its feasibility, they stated that
there was a need for a guide in which this model was explained in more detail. The
common view of the participants in all groups was to explain in detail the purpose of
this model, the qualification areas included in it, the tools to be used, the timetable,
how the process would be carried out, and how the teachers would be informed. In
addition, the participants emphasized that a guidebook could be prepared for this
purpose and that this booklet is important in terms of ensuring unity in applying this
model. For this purpose, it was decided to prepare a guide booklet at the end of the
meeting. Different participants described the need for this guide as follows.

Actually, 1 want to add something.
Now, for example, we are asking, and
you are explaining some things to us
here, but what will happen if you are
not in practice? | wish there was a
document where they were written
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Ashinda bir sey eklemek istiyorum.
Simdi mesela biz soruyoruz ve sen
bize buradaki bazi seyleri
actkliyorsun ama uygulamada sen
olmazsan ne olacak. Keske bunlarin
yazili oldugu ve tek tek aciklandig bir



and explained one by one. Then it
may be easier for us to implement and
understand. (T29 eight years of experience)

The qualifications are  quite
extensive, but what if everyone
understands something different?
They cannot make a correct
assessment. There are still many
teachers here who confuse these
areas. An explanatory and written
guide is needed. The criteria of the
competencies  should also be
explained, that is, the indicators
should be clear. (P3 sixteen years of

experience

Now you 're telling me, I am trying to
guess what was that? It’s been years
since | graduated. Wish there was a
teacher’s guidebook that explained
the purpose, the process, and the
result... There was something like this
in the old version of the curricula, and
it helped me a lot. (T3 fourteen years of

experience)-

Yes, this guide can even be used in
training. Everyone can easily reach
it. Both the evaluator and the
evaluated person know what kind of
model it is and apply it more
willingly. There may be things we
want to add or remove from this
guide; even these can be asked to us.
It is very important that the guide is
understandable and useful. (T21three

years of experience)-

belge olsa. O zaman bizim igin
uygulamasi ve anlamasi daha kolay
olabilir. (T29 sekiz yillik tecn'ibe)-

Yeterlik alanlart olduk¢a kapsamli
ama herkes farkli bir sey anlarsa ne
olacak?  dogru  degerlendirme
vapamaz ki. Burada daha bu alanlar
birbirine karistiran ¢cok 6gretmen var.
Actklayici ve yazili bir rehber lazim.
Yeterliklerin olciitleri de aciklanmali
yani gostergeler net olmali. (P3 onain
yillik tecn'ibe) .

Simdi sen soyliiyorsun ya ben su
neydi bu neydi diyorum bazen
icimden. Mezun olali yillar oldu.
Ogretmen kilavuz kitab: olsa, icinde
amaci, stireci, sonucu anlatsa...
Ogretim  programlarimin  eski
halinde vardr buna benzer bir sey ve
bana ¢ok yardimci oluyordu. (T3
ondort yillik tecm'be)-

Evet hatta bu rehber egitimlerde
bile kullanilabilir. Herkesin elinin
altinda olur. Degerlendiren de
degerlendirilen kisi de nasil bir
model oldugunu bilir ve daha istekli
uygular. Bu rehbere eklemek
istedigimiz  ya da  ¢ikartmak
istedigimiz seyler olabilir bunlar
bile bize sorulabilir. Rehberin
anlasilir ve kullanisli olmasi cok
onemli. (T21 ti¢ yillik tecriibe)-

Since the participants talked about the need for a guide, the researcher asked how the
content of this guide should be. In a group where focus group interviews were held,

participants stated that the importance and necessity of teacher evaluation should be

210



explained in the guide of this model. The participants (T9, T13, T21, P1, E3) explained
that this explanation would increase the willingness to use the model, increase the
belief in the model and apply the model in a more motivating way. When this
suggestion was presented to other groups, the participants found it appropriate to
include this section in the guide for similar reasons. A teacher (T13 twelve years of experience)
made the following statement on this subject "Teacher evaluation is a difficult concept
to accept. In order not to be afraid of evaluation, you need to know what it means and
its importance. This importance should definitely be included in the guide. (Ogretmen
degerlendirme kabul etmesi zor bir kavram. Degerlendirmeden korkmamak icin onun

ne demek oldugunu ve onemini bilmek lazim. Bu onem rehberde mutlaka yer almali.)"

Participants emphasized that the purpose of this model should be included in the guide.
In all focus groups, it was mentioned that including the purpose of the evaluation as
for professional development would give more confidence to the reader of the guide
and that knowing the purpose is also vital in order to apply the model correctly. One

teacher expressed this importance as follows.

The fact that the purpose is in a written "dmacin yazili bir bigcimde yer almasi
form makes it clear to everyone. This herkes i¢in bir agiklik getiri. Bu

evaluation is not made to punish. They degerlendirme — ceza  vermek _ dgin
can easily apply it. Also, | should know yvapiulmiyor. Rahatlikla uygulayabilirler.

Bir de amacimi bileyim ki bu yontemler
my purpose so that | can understand why sirecler neden boyle yiritaliyor

these methods are carried out the way anlayabileyim." (T23 st yuiik reerive)
they are. (T23four years of experience)

In one focus group, the participants explained that it is important to include the
development process of this model in the guide. The participants (T9, T13, T21, T22,
T23, P1, E3) emphasized that knowing that they, that was, the people who would be
affected by the evaluation, developed this model was an indication that the model
meets the needs of the institution and will increase the willingness to implement this
model. When this suggestion was presented to other groups, the participants found it
appropriate to include this section in the guide for similar reasons. A teacher explained
the importance of including the development process of the model in the guide as

follows.
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I've been in this process from the
beginning, and it’s great that this
model reflects our views. It meets all
our needs and is unique to this
institution. Of course, the things that
don’t work are updated over time, but
every teacher in this school applies it
with peace of mind. This should be
added to the guide so that everyone
knows. Even a teacher who has just
started the institution should know.

(Tlo four years of experience)

Basindan beri bu siiregteyim ve bu
modelin  goriiglerimizi  yansitmasi
harika ~ bir  sey.  Bizim  tUm
ihtiyaglarimizi  karsiliyor ve  bu
kuruma o6zgi. Tabi ki iglemeyen
yerler glncellenir zamanla ama bu
haliyle bu okuldaki her ogretmen
goniil rahathgryla uygular. Bunun
rehbere eklenmesi lazim ki herkes
bilsin. Hatta kuruma yeni baslayan
bir dgretmen de bilsin. (T10 gsr yunk
tecrube)-

In all focus groups, participants indicated the importance of including all qualification
areas with subdimensions and even criteria in the guide. These explanations were
needed especially because of the importance of developing clarity regarding the
qualification area to be evaluated and the importance of everyone having the same
opinion about this area of qualification. The participants (T5, T11, T15, T23, T25,
T26, T29, T32, P1, P5, E3, E6) also stated that behavioral indicators, that was, criteria
or standards explaining these qualification areas, would be useful for everyone to
understand in the same way and to develop a common understanding of evaluation.

An expert has expressed this importance.

For the effectiveness of the evaluation,

Degerlendirmenin  etkililigi  icin
it is very important to use a common ortak dil  kullammi  yani aym
language, that is, to evaluate with the 7€” minoloji ile  degerlendirme

yapmak ¢ok énemli. Bu da ancak

same terminology. This can only be
achieved by defining behaviors. What
are the teacher behaviors that explain
the qualification? If we know this, we
will make the right assessment. This

davranmislart  tamimlayarak olur.
Yeterlikleri  aciklayan ogretmen
davramslart nelerdir? bunu bilirsek
dogru  degerlendirme  yapariz.
Mutlaka rehbere eklenmelidir (E3

must be added to the directory. (E3 five besyillik tecriibe

years of experience)

The participants (T3, T5, T9, T15, T23, T25, T26, T29, T32, P1, P2, P5, E3, E6, E7)
also stated that the inclusion of brief information on how to use each data collection
tool developed would raise awareness about these tools. Some of the participants (T3,
T9, T15, T23, T26, T32, P1, P5, E3, E6) stated that the training in which the use of

these tools would take place could also be briefly mentioned. One teacher explained
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(T15 four years of experience), ““All the tools should be in the guide. They should be introduced
briefly, and it can even be mentioned in the guide that the use of these tools will be
provided through trainings (Degerlendirme aragalrimin hepsi rehberde olsun. Kisa

kisa tamitilsin, hatta bu araglarin kullaniminin egitimlerle saglanacagindan bile

bahsedilebilir rehberde.)”

Participants stated that it was important to mention that the process was carried out
consistently and objectively. Furthermore, most of them (T8, T9, T11, T22, T23, T24,
T26, T28, T29, T32, P1, P3, P5, E1, E3, E7) stated that it was important to mention
that the results will be given with the principles of openness and confidentiality. One
teacher (T26 five years of experience) €Xpressed this requirement as follows: "If the first
problem that comes to our mind here is objectivity and confidentiality, this may come
to everyone’s mind. We should clearly state how we will achieve this in the guide.
(Burada bizim aklimiza gelen ilk problem, objektiflik ve gizlilik ise bu herkesin aklina
gelebilir. Bunu nasil saglayacagimizi agik¢a belirtmeliyiz rehberde.)” Another
teacher stated:

Everything should be clear, howto  Her sey net olmali geri doniit nasil

give feedback, how to keep this verilecek, bu bilgiler nasil gizli
information confidential, and how to  tutulacak, objektif nasil olunacak.
be objective. What if it’s not Tutarli olunmazsa ne olacak?

consistent? Will | be given the right  Kendimi ifade etme hakki verilecek

to express myself? It is so important ~ mi? O kadar 6nemli ki hepsi tek tek

that all of them should be included in  yer almali rehberde. (T8 on sekiz ik

the guide one by one. (T8 eighteen years of  tecriibe)

experience)
While examining the schedule table in general, the participants mentioned that each
data collection tool mentioned in the table was essential. They stated that these tools
should be developed in line with detailed criteria, and these tools should be prepared
and presented to them. The participants stated that they were willing to give their
contribution to the model itself in the examination of the tools. Many participants also
added that these tools would be more functional if they were piloted. A teacher

explained this wish as follows.

213



All these tools are very important.
The model must include the final
version of these forms. While
developing these, they need to be
designed with very detailed criteria.
If forms are prepared with these
criteria, and they are sent to us for
ideas, | can express my views. (T3

fourteen years of experience)

Another teacher stated:

It is important to use these tools, that
is, to try. Forms get better as they are
used, and the developed forms should
be included in the model. Maybe we
can’t evaluate some criteria. Then
that criterion should be changed, for
example. A pilot may be necessary.
(T24 five years of experience)

Bu kullamilacak ara¢larin hepsi ¢ok
onemli.  Modelde mutlaka bu
formlarin son hali olmali. Bunlarin
gelistirilirken ¢ok detayli élgiitlerle
tasarlanmast lazim. Bu olciitlerle
formlar hazirlanirsa ve bizlere fikir
alma amacgh yollanirsa goriislerimi
Soyleyebl lirim. (T3 on dort yillik tecriibe) .

Bu  araglart  kullanmak  yani
denemekte onemli. Formlar
kullanmldik¢a gelisir ve gelistirilen
formlar model de yer almali. Belki
bazi olgiitleri degerlendiremeyiz. O
zaman o olgiit degistirilmeli mesela.
Bir pilot uygulama gerekli olabilir.
(T24 bes yillik tecl’[]be)

4.3 Third Part of The Study

In the third part of the study, the guide of the model and the data collection tools to be
used in the model were developed in line with the decisions made after the focus group
discussions. The guide and all data collection tools were shared with all classroom
teachers, heads of departments, math and science teachers, principals, and experts
working at the school via e-mail. In addition, in this section, the views of the
participants about the developed guide and the changes made, as well as how the

validity of the data collection tools was ensured, were explained.
4.3.1 The Guide and The Tools of The Teacher Evaluation Model

Participants emphasized that there should be a section describing the importance,
purpose, and development process of the model in this guide. Based on this suggestion,
an introductory section was created in the guide, explaining the importance of teacher
evaluation and the rationale and the process of designing a participatory evaluation

specific to a school. While creating this introductory part, the opinions of the
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participants were taken as a basis, and many sources in the literature (Danielson &
McGreal, 2000; Kane et al., 2014; Marzano & Toth, 2013; OECD, 2009b; OECD,
2013a; Ofsted, 2018; Stronge, 2018; TEDMEM, 2018) were also examined.

Participants emphasized that a teacher evaluation model should be both specific and
comprehensive in terms of teacher qualifications and subdimensions of the
qualifications. The importance of a criteria-based teacher evaluation model that covers
and reflects effective teaching behaviors and includes these criteria in data collection
tools in a comprehensive manner are the issues emphasized by the participants in both
data collection processes. For this purpose, each qualification area, corresponding
subdimensions, and criteria were developed by reviewing well-cited teacher
evaluation models in the field (Clayton, 2017; Danielson; 2013; Marzano & Toth,
2013; Marzano & Simms, 2014; Shinkfield & Stufflebeam, 1997; Sloat et al., 2017,
Toch & Rothman, 2008), books (Bender, 2005; Danielson, 2007; Danielson &
McGreal, 2000; Deiro, 2005; Egan, 2010; Geng et al., 2019; Graham et al., 2015;
Graham & Berman, 2018; Hattie, 2012; Hernandez & Endo, 2017; Jones et al., 2006;
Kennedy, 2005; Kohn, 2000; Leighton, 2020; Marshall, 2013; Robinson & Aronica,
2016; Shulman, 1986; Stronge, 2018; Tucker & Stronge, 2006; Walsh & Sattes, 2015;
White, 2016) and articles (Black & William, 1998; Brookhart, 2020; Kennedy, 2016;
Liberman, 2000; TEDMEM, 2018) written by the proponents of teacher evaluation.
With the help of the researched sources, qualification areas and subdimensions that
the participants clarified with the help of the focus group interview and the criteria for
each sub-qualification are given in detail in the model. Teacher qualification areas and

sub-areas included in the guide of the model are presented in Figure 4.2.
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Figure 4.2

Teacher Qualification Areas and Subdimensions Included in The Guide of the Model

Al. Pedagogical Content Knowledge
A2. Designing an Effective Teaching Process
A3. Designing Evaluation Process

i,

A. Planning and B1. Motivation to Learn
Preparation B2. Classroom Organization and Managemer|
B3.Teacher-Student Interaction
B4. Making Meaning of Information and
E. Professional Developing _Skills )
Responsibilities BS. Evaluating Learning

E1. Professional Developmeifit
E2. In-School Responsibiliti(

D1. Positive Communication C1. Reflection on Teaching and

D2. Working Collaboratively With Colleagues Evaluating Own Performance

In the focus group interviews, the participants stated that the importance of the training
for the people who would make the evaluation and be evaluated, the content of this
training, and how this training would be done should be explained in the model. Both
in one-on-one interviews and in focus group interviews, it was stated that training
should be given to the people who will evaluate and be evaluated at regular intervals
about the purpose of the model, its process, the effective use of data collection tools,
and the reporting process. In the focus group interviews, it was also emphasized that
this training, especially the training to be given for classroom observation, should be
practical. In these interviews, the participants suggested that the scenario examples
describing the classroom environment could be examined in the training. These

recommendations are added to the descriptions of the model.

On the other hand, the schedule, which includes the date of the assessments, who will
conduct the assessments for which competency areas, and data collection tools to be
used in these assessments, was updated in line with the suggestions from the focus
group interviews. Detailed information on the use of data collection tools in this

schedule was added to the model in line with the opinions of the participants.
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In addition, consistency, and objectivity, which were important issues frequently
mentioned in both one-on-one interviews and focus group interviews, were also
included in the model. The need for detailed explanations of these issues emerged in
the focus group discussion. In line with the suggestions of the participants, things to
be done to provide consistency and objectivity were added to the model. Finally,
detailed information about the openness and confidentiality of the evaluation results,
which was especially emphasized by the participants in the focus group interviews, is

included in the explanations section.

After the participants approved the data collection tools in the schedule table of the
initial model, four different data collection tools were prepared by the researcher.
These tools are, respectively, the lesson plan evaluation form, the classroom
observation form, which is used by conducting interviews before and after (Pre-
Observation Interview Form, Observation Form, and Post-Observation Interview
Form), the communication and cooperation evaluation form, and the professional

responsibilities evaluation form.
Lesson Plan Evaluation Form

While preparing the lesson plan evaluation form, the qualification area descriptions
and behavioral criteria defined in the model were taken as a basis. It was aimed to
determine the adequacy of the lesson plan related to this evaluation form in terms of
the specified criteria. Within the scope of this model, the lesson plans are planned to
be evaluated by the school principal, vice principals, classroom teachers, head of
departments, and teachers from different subject matters (science and mathematics
teachers). According to the difference of the evaluators, the criteria in the forms were
differentiated when necessary. For example, since the principals did not attend the
classes for a long time and not all of them were classroom teachers, the form prepared
for them did not include criteria such as “include preliminary information, scientific
accuracy of the information, elimination of misconceptions.” In this form, the
evaluators would be asked to assess each statement on a four-point rating scale: very

well developed, basic level, sufficient, exemplary. They would be asked to mark the
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“Not included” (f1) category if the given situation was not related to the relevant course
content or if it was not possible to observe it in the relevant course content. This form
also includes the meanings of the categories corresponding to the effectiveness level

of the lesson plan.

Pre-Observation Interview Form, Observation Form, and Post-Observation Interview

Form

Evaluation of the teaching process consisted of three parts. In the first part, there was
an interview form to be used to collect information about the class and the instruction
process with the teacher before observing the classroom. In the second part, there was
an observation form to be used in order to observe the instruction and to determine its
sufficiency in terms of the specified criteria. In the third part, there was an interview
form that will be used to share the observation results with the teacher of the lesson
after observing the lesson process, to get the teacher’s views on the process, and to

evaluate the teacher’s reflective thinking.

"Teaching Process Pre-Observation Interview Form™ was to be filled in before the
lesson observation by meeting with the teacher of the lesson to be observed. With the
help of this interview form, information about the class to be observed (the general
profile of the class, information about the students who stand out with their positive
and negative characteristics in the class, and the precautions to be taken) and
information about the learning and teaching process (the purpose of the lesson plan to
be applied, the purpose of the lesson plan to be applied in the lesson to be observed)
section(s) were designed to be collected. Within the scope of this model, this form,
which is used before the lesson process, was planned to be used by the school
principal, administrators, class teachers, head of departments, and teachers from

different subject matters (science and mathematics teacher).

On the other hand, the observation form was developed to observe the instruction
process based on the qualification area descriptions and behavioral criteria defined in
the model. Through the use of this evaluation form, it was aimed to determine the

effectiveness of the course process in terms of the specified criteria. Accordingly, the
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participants would be asked to assess each criterion on a four-point scale with labels:
highly developed, basic level, sufficient, exemplary. In addition, the “Not Included”
option was included for the situations not related to the relevant course process, not
possible to observe during the course, or not remembering what was done during the
course. Directions included advising participants to read the form carefully before the
observation to facilitate their decision-making regarding the relevant criteria during
the lesson observation and note-taking process about the situations they observed
during the lesson observation. Within the scope of this model, the instruction process
was planned to be evaluated by the teacher themselves, the school principal, the vice
principals, the classroom teachers, the heads of the departments, and the teacher from

different subject matters (science and mathematics teachers).

After observing the instruction process, the teaching process of the teacher was
planned to be evaluated by the teacher themselves. For this purpose, topics such as the
effectiveness of the course, the use of methods and techniques, and the attractiveness
of the course were evaluated together with the teacher. In the continuation of this
section, a short form used to evaluate the teacher’s reflective thinking was also
included. Teachers would be asked to self-assess on a four-point rating scale: "Never,"
"Partly,” "Mostly," and "Completely." Within the scope of this model, the instruction
process was designed to be evaluated by the school principal, the vice principals, the
classroom teachers, the heads of the departments, and the teacher from different

subject matters (science and mathematics teachers).
Communication and Collaboration Evaluation Form

While preparing the communication and collaboration evaluation form, the
qualification area descriptions and behavioral criteria defined in the model were taken
as a basis. Through the use of this evaluation form, it was aimed to evaluate the
situation of the teacher in terms of communication and collaboration in line with the
criteria specified. Accordingly, the evaluator would be asked to rate the frequency of

the situation on a four-point rating scale: "Never,” "Rarely,” "Often,” and
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"Completely." Within the scope of this model, this form was planned to be used by the

classroom teachers and heads of departments.
The Professional Responsibilities Evaluation Form

While preparing the professional responsibilities evaluation form, the qualification
area descriptions and behavioral criteria defined in the model were taken as a basis.
Through the use of this evaluation form, it was aimed to evaluate the professional
responsibility of the teacher in line with the criteria specified. Accordingly, the
evaluator would be asked to rate the frequency of the situation on a four-point rating
scale: "Never," "Rarely,” "Often," and "Completely." Within the scope of this model,
this form was planned to be evaluated by the school principal, vice principals, heads

of departments.

4.3.2 Opinions of the Participants Regarding the Guide of The Model (Research
Question 6)

The final version of the prepared guide was shared with 60 classroom teachers, 11
principals and 7 experts working at the school via e-mail. First of all, a short
information about this research was given and the development process of the model
was explained. The participants were asked to examine the guide of the model in
detail. and evaluate in terms of scope, comprehensibility and feasibility. They were
also asked to add whether they support professional development and, if any, what can
be suggested to support professional development. They were asked to write their
opinions as comments in the relevant sections of the guide. It was also requested from
these people to clearly state the places that need to be changed, together with their

suggestions.

32 of the teachers, 5 of the administrators and 6 of the experts returned the mail. When
the opinions about the model are examined, the participants stated that the model fully
supported professional development. They also mentioned that the guide of the model
was clear, understandable, comprehensive, applicable and qualification criteria
include all kinds of behaviors that a teacher can display while performing their
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profession. In addition, the participants also stated that they were willing to implement
this model because it reflects their own views and is designed to meet the need. 3
teachers and one expert suggested to use more understandable and clear words instead
of some words. For example, two teachers (T23, T30) suggested using the phrase
"teacher shares" instead of "teacher tells", while another teacher (T29) and an expert
(C2) suggested using the word "daily life" instead of "real life". In addition, the

participants expressed their opinions about grammar and punctuation.

It is thought that the statements of these participants, especially teachers, that they are
willing to be evaluated within the scope of this model, are important. Some of the

participants expressed their views as follows.

"I have explained my views and suggestions since the beginning of the
model. | was very happy to see that all of them were reflected. It is very
comprehensive and understandable. 1 wish the principals to take it into
consideration and implement it in the school as soon as possible...(Modelin
basindan beri goriis ve onerilerimi agiklamistim. Hepsinin yansitildigini
gormekten ¢ok mutlu oldum. Gayet kapsamli ve anlasilir. Yoneticilerin
dikkate alip okulda bir an evvel uygulanmasi dilegiyle...) teachers "(T3 fourteen

years of experience)

"I just made some spelling corrections in a few places. Apart from that,

the guide is great. It is possible to provide professional development
with this model. So much effort. Let these efforts not be wasted and
implemented as soon as possible (Bir ka¢ yerde imla dizeltmem oldu
sadece. Onun disinda rehber harika olmus.Bu modelle mesleki gelisim
saglamak miimkiin. Ne ¢ok emek var. bu emekler bosa gitmesin ve bir
an evvel uygulansm)” (T7 fifteen years of experience)

"I've been reading, but | couldn't find a place to fix it. | think of
something to add, then I look at the following chapters, the same thing.
I like it very much (Okuyorum ama diizeltecek yer bulamadim. Aklima
bir sey geliyor ekleyeyim diyoru sonra bakiyorum devam eden
béliimlerde var aynist. Cok begendim)™ (E2 ain ik tecriibe)-

4.3.3 Validity Evidence of Teacher Evaluation Tools (Research Question 7)

For the validation of the tools, feedback was gathered through emails, and then pre-
piloting process was conducted. First of all, a short information about this research

was given and the development process of the tools was explained. The final version
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of the guide of the model was also sent in the e-mail and it was stated that the guide
could be examined for the parts that were not understood while expressing opinions
about the tools. In the email, the researcher asked participants to evaluate the data
collection tools in the model in terms of qualification areas, measurability of the
criteria, and applicability of the tools. The tools were shared with 30 classroom
teachers, 11 principals, 7 experts, 5 math and 5 science teachers working at the school
via e-mail. 10 teachers, 1 mathematics, 2 science, 3 principals, and 5 experts have
expressed their opinion via e-mail that the tools are comprehensive, that the behaviors
can be measured and that they are applicable. 7 classroom teachers, 1 mathematics
teacher, 1 science teacher, 4 experts and 4 principals gave their detailed opinions on
the items and categories in the tools. These views and the arrangements are detailed in

the continuation of this section.

For the pre-pilot of the data collection tools, tools were shared with 10 classroom
teachers, 6 administrators, 5 mathematics and 5 science teachers working at the school
via e-mail. Some of the participants have agreed to participate in the pre-pilot.
Therefore, tools were pre-piloted with 5 classroom teachers, 1 math teacher, 1 science
teacher, and 2 principals. During the pre-pilot process, the participants were asked to
use the tools and to express their opinions on the clarity and evaluability of the
expressions in these tools. Due to the covid 19 epidemic, the practices for the course
observation process were stopped at the school where the research was carried out.
Therefore, in this process, the following tools were not piloted: “Pre-Observation
Interview Form,” “Observation Form,” and “Post-Observation Interview Form.” Only
the teachers self-evaluated their instructional processes with the help of the
observation form. The results of the pre-pilot process and the corrections made are
given in detail in the next sections. Table 4.25 lists the teacher evaluation tools
designed in this study, participant groups that tools were sent for feedback and/or pre-

pilot, and the process.
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Table 4.25

Tools, Evaluators, and Validation Process

Tools Participant groups Validity process
Lesson Plan Evaluation Form  Head of the department Feedback from the
Classroom teachers Math, participants
Science teacher Pre-pilot
Principals
Pre-Observation Interview Head of the department Feedback from the
Form Classroom teachers participants
Observation Form Math, Science teacher Pre-pilot (only teacher
Post-Observation Interview Principals herself)
Form Teacher herself
Communication and Head of the department Feedback from the
Cooperation Evaluation Form  Classroom teachers participants
Pre-pilot
Professional Responsibility Head of the department Feedback from the
Evaluation Form Principals participants
Pre-pilot

4.3.3.1 Feedback About the General Structure of The Tools

Regarding the items on the scale

Three experts (E2, E4, E6) and one teacher (T11) stated that the items containing more
than one judgment and connected with the conjunction "and" should be reviewed
because it would not be understood for which of these judgments evaluators made the
evaluation. For this purpose, such items have been divided and added to the scales as
two separate items. For example, the “identification and elimination of
misconceptions™ items are divided into two different items as “identification of
misconceptions” and "elimination of misconceptions."” Two experts (E3, E6) and a
principal (P9) stated difficulties matching some criteria with the response categories.
As a result, some of the items and response categories changed, making items more
easily responsive. For example, while the expression "somewhat" in the
communication and cooperation evaluation form was replaced with the expression
"rarely,"” the expression "quite a lot" was replaced with the expression "often™ so that

behaviors can be evaluated under these categories.
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4.3.3.2 Lesson Plan Evaluation Form

Feedback regarding category definitions

A teacher (T5) stated that some sentences in the description of the "highly developed"
category were not intelligible. When the explanation under the “highly developed”
heading was examined, it was realized that if the sentences were corrected
grammatically, the explanation would be more meaningful. The necessary
grammatical corrections were made. An expert (E2) suggested that including a
statement like "a plan was made as expected to be™ would distinguish this category
from others clearly. When this category was examined, it was determined that such a
statement was needed. So that the statement, "The situation can be realized ideally
within the framework of the planning and explanation,” was added. One of the teachers
(T11) and two experts (E1, E4) agreed that the "adequate™ category in the lesson plan
evaluation form was not fully understood and should be written more clearly. The

researcher simplified the statements in this category.
Feedback regarding the items on the scale

An expert (E4) and a principal (P3) stated that some assistant principals would have
difficulty in evaluating “the suitability of methods and techniques” and items related
to learning styles since they did not participate in a course for a long time. They
suggested that these items could be removed. A science teacher (T33) and math
teacher (T34) stated that they might not know whether the material or resources to be
used in the course process are exciting or intriguing because they do not teach in this
age group. They stated that it was also difficult to say anything about the
appropriateness of methods and techniques for this age group because they teach older
children. In addition, two classroom teachers (T3, T11) stated that it would not be
correct for subject matter (math and science) teachers to express their opinions on
these items. Therefore, the specified items have been removed from the forms of the
evaluators concerned. An expert (E2) stated that "the suitability of the materials and
resources to be used in the course process for the subject and outcome™ should also be

evaluated. Another expert (E6) stated that an item could be added to this section
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regarding whether the planned process was realistic or not. When the experts’ opinions

were examined, these two items were considered essential and added to the forms.
Pre-Pilot Results

After the necessary arrangements were made in this form, the final version of the form
was sent to the participants via e-mail. Two heads of department (T11, T5), two
classroom teachers (T14, T18), a science teacher (T35), a mathematics teacher (T36),
and two assistant principals (P5, P6) were asked to evaluate a lesson plan of their
choice using this form. One of the participants (T11) and a teacher (T18) stated that it
was important to include the outcome along with the subject in the firts section of this
form. When the reason for this change was asked, the teacher (T18) stated that when
she evaluated other lesson plans prepared for the same outcome, an effective plan
could be shown as an example and used by other teachers. The head of the department
(T11) explained that it was essential to search by learning outcome if these forms were
uploaded to the school portal. In line with these explanations, the title of "outcome™
was added next to the title of the subject. A mathematics teacher (T36), science teacher
(T36), and a principal (P5) stated that it was also essential to use the time effectively
to carry out the planned activities. Considering this suggestion, the item "containing a
realistic time frame that will allow the outcome to be realized" was added. The other
participants who carried out the piloting process did not make any suggestions about

the form and stated that the form could be used as it is.

4.3.3.3 Pre-Observation Form, Observation Form, and Post-Observation Form

Feedback regarding category definitions

An expert (E4) stated that using the expression "mostly" instead of the "limited" term
mentioned in the "adequate™ category in the teaching process evaluation form would

be a better label.
Feedback regarding the items on the scale

One expert (E2) stated that it would be appropriate to remove the item "Taking care

of the students in need" from the "Affective Support™ heading. A principal (P8) and a
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teacher (T23) stated that it would be more appropriate to include the item "Respect
and understanding of their behaviors towards students™ under the title of " Effective
Communication” in the dimension of teacher-student interaction instead of " Affective

Support™ title. The specified corrections have been made.

One of the teachers (T3) stated that the deepening process mentioned in the item
"Deepness of explanations about the knowledge (subject/concept/relationships, etc.)"
under the heading "Student’s Interaction with New Knowledge" should be in line with
the limitations of the program. For this purpose, the expression "in line with the
program limitations" has been added to this statement. Two experts (E2, E6) stated
that the appropriateness of the questions in the expression "Questions about new
learning during the course™ under the heading of "evaluation™ was also important, this
statement could be stated more clearly, and there is no need for the expression "during
the course." Therefore, this expression has been changed to "Asking appropriate

questions for new learning."”
Feedback regarding the post-observation interview form

A teacher (T22) stated that questions like "Was the lesson plan effective in the post-
observation interview form? Did you implement the plan effectively?” can also be
asked after asking the question "How would you evaluate your course in general?". A
teacher (T29) and a principal (P3) stated that the expression “Are there any situations
for this course that you think will facilitate learning and make the knowledge/skills
permanent for a long time?" in the post-observation interview form was not fully
understood. They also noted that this expression could be asked in a more precise and
sincere language. For this purpose, the statement changed to "Can you tell me what
you did for this course to facilitate the relevant learning or ensure that the
knowledge/skills are long-lasting?”. An expert (E4) mentioned that "Which part was
the most attended and the most interesting part of the students?" should be added to
“Do you think the lesson was interesting for the students? How was the participation

of the students in the lesson?" questions, to gather more detailed answers.
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Pre-Pilot Results

“Pre-Observation Interview Form, Observation Form, and Post-Observation
Interview Form” could not be piloted by the participants due to Covid-19 restrictions.
Only the teachers self-evaluated their instructional processes with the help of the
observation form. Two classroom teachers (T14, T18) tested the form by evaluating
themselves after the classroom sessions. The teacher (T14) noticed that some of the
statements in the form did not contain verbs and added action sentences at the end of
the two items to make them similar to the other items. The specified change was
reflected in the form. The other teacher (T18) stated that the two items in the form
could cover each other. When the necessary explanation was made, it was confirmed
by the teacher that these two items were different from each other. Both teachers stated
that they could not observe all the items in a single lesson, but they could evaluate

most items when they evaluated a few different courses.

4.3.3.4 Communication and Cooperation Evaluation Form

Feedback

One of the experts (E1) criticized the categories and stated that it would be more
appropriate for these behaviors to change the categories "Never,” "Slightly,"
"Quitely,” and "Verily" to "Never,” "Rarely,” "Often,” "Almost always." These
corrections were considered so that the behaviors could be evaluated easily. An expert
(E6) stated that the expressions under the heading "Working in Collaboration™ also
included working in harmony, so the phrase "Working in harmony with his
colleagues." can be omitted. One teacher (T11) mentioned, "Working in harmony with
his colleagues.” statement remained very general compared to other statements and
could be deduced. By making these two corrections, the " Working in Collaboration ™

area was reorganized and "Working in harmony" item was removed.
Pre-Pilot Results

After the necessary arrangements were made in this form, the final version of the form

was sent to the participants via e-mail. Two heads of department (T11, T5), two
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classroom teachers (T14, T18) piloted the forms. The teacher (T14) suggested that it
can be written more precisely by explaining the support departments in the statement
using parentheses. Therefore, the names of the relevant departments have been added
to this item in parentheses. The teacher (T11) noticed "Colleagues help out when they
need it." statement was not directed at the evaluator. So that this statement changed to
"She helps her colleagues when they need it." The other participants who carried out
the piloting process did not make any suggestions about the form and stated that it

could be used as it is.

4.3.3.5. Professional Responsibility Evaluation Form

Feedback

Two principals (P3, P7) stated that they would have difficulty expressing their
opinions about "Following students’ progress by collecting evidence for their
academic development" and "Following students’ progress by collecting evidence for
social development” statements. Therefore, these two items could be evaluated more
effectively by the heads of the groups; for this purpose, the form states that these items

will only be evaluated by the head of the group and the school principal.

Pre-Pilot Results

After the necessary arrangements were made in this form, the final version of the form
was sent to the participants via e-mail. Two heads of department (T3, T5) and two
principals (P5, P6) piloted the forms. One of the principals (P6) stated that the
statement "She is improving herself in line with the feedback in the development plan”
was a general expression, and it would have taken a long time to happen. So that this
statement was changed to “The teacher organizes his/her work in line with the
feedback in the development plan.” The other participants who carried out the piloting
process did not make any suggestions about the form and stated that the form could

be used as it is.
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4.4 Summary of Findings

Current Practices and Problems about Teacher Evaluation

In the school where the study was conducted, the purpose of teacher evaluation was
not clear, and evaluations were not made with certain standards or criteria. There was
no certain evaluation schedule, tools were not validated, and the data sources (average
achievement scores, lesson plans, and informal principal observation) were limited.
All these problems indicated that the teacher evaluations conducted at this school are
not systematic. Due to these unsystematic evaluations, the participants did not have
sufficient information about teacher evaluations. The uncertainty they experienced
prevented them from trusting the evaluations. It is one of the important findings of the
present study that the teachers were given only summative feedback in general
meetings. It was also revealed that teachers did not receive any formative,

constructive, or individual feedback about the effectiveness of their teaching.

The absence of clear criteria and a functional reporting process for sharing evaluation
results and feedback in the school, where the research was conducted, adversely
affected both the usefulness of the evaluations and the defensibility of the results for
the evaluators. In addition, the existence of an environment that supports competition
among teachers in the school also negatively affected accuracy. Teachers are
compared with the average scores of students in school-wide exams. The teacher who
teaches students with a high average score is appreciated more than other teachers. In
other words, judgments are made about the effectiveness of the teacher according to
the average success of the students in the school-wide exams. When this situation is
examined, even if it is not written or explicitly stated it can be said that teacher
evaluation is made to increase student success. This process of evaluation was not
reflecting the complexity of teaching and how the teacher supports the development
of students in other areas such as the affective domain. Decisions made in favor of
experienced teachers and individual relations between teachers and teachers or

between teachers and principals also affected accuracy as they cause biased
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evaluations. This privileged situation, which is given to experienced teachers, causes

teachers to develop a belief that there is an unfair evaluation.

Since this research aimed to develop a teacher evaluation model aiming professional
development, the opinions of the participants were also taken about the professional
development studies carried out at the school. It has been revealed that in-service
training seminars in the school are carried out based on the topics chosen by most of
the teachers or on popular topics. This training is usually given to all teachers
collectively and the teacher rarely participates actively. General training given to the
large masses is interpreted as a problem being ineffective since they do not meet
individual needs, what is learned is not permanent, and the participants cannot

participate.
Teacher Evaluation Model Needed

Participants stated that the purpose of the model should be the evaluation and
development of teacher qualifications (communication and cooperation, teaching,
responsibilities towards school, lesson preparation, monitoring and evaluation,
professional development). The teachers mentioned the importance of being fair,
having positive communication skills, having teaching experience, empathizing,
competent in teacher, knowledgeable about the school, and communicating
effectively, whom the principals, classroom teachers, teachers from different branches
and the teacher themselves could evaluate. Participants also stated that evaluators
should receive training on how to use data collection tools and what to pay attention
to in the evaluation process before applying the model.

The participants stated that the problems related to the observations were the lack of
systematic observations at school, the teachers' lack of knowledge about the
observation results, and the lack of evaluation criteria. For this reason, the participants
stated that there was a need for evaluations made with valid observation forms
prepared in line with certain criteria as a data collection tool in the evaluation. In
addition, it was explained that there was a need for interviews before and after the

observation.
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The participants stated that the evaluation results should be shared only with the
teacher in accordance with the confidentiality principle. Participants also explained
that the evaluation results should include both strengths and weaknesses, that a report
containing feedback and a teacher development plan based on multiple measures
would be functional, and that the report should be provided at the end of each training

period to give teachers enough time to improve.

It was also emphasized by the participants that in order for the evaluation results to be
unbiased, the data should not be obtained objectively, that was, decisions should not
be made based on personal relationships. Teachers working in this institution stated
that the behaviors of experienced teachers were tolerated depending on their good
relations with the principals. On the other hand, the behavior of a novice teacher was
constantly examined and tried to be found incomplete. The participants stated that it
is important to evaluate all teachers by following the same process, regardless of their

professional experience.

It has been revealed that in-service training seminars at school are carried out on topics
chosen by the majority of teachers or on popular topics. This training is usually given
to all teachers collectively and the teacher is rarely actively involved. General
education given to large masses is interpreted as a problem of being ineffective
because it does not meet individual needs, what is learned is not permanent and
participants cannot participate. Participants mainly suggested that teacher evaluation

results should be used when planning professional development activities.

Model Development

In the second part of the study, the researcher developed an initial model in line with
the opinions obtained from the first part of the study. The draft model was introduced
to the participants and their opinions were taken through focus group discussions. As
a result of the focus group discussions, the qualification areas and sub-dimensions
planned to be included in the model were changed and arranged. While the participants
stated that each qualification area has equal importance and there is no need to
prioritize, it was also emphasized that no difference should be made for novice and
231



experienced teachers. It was also decided in these meetings that the trainings to be

given to the evaluators should be applied and regularly repeated.

When the previous interviews were examined, it was determined that the evaluation
of the lesson plans should not be done because it would not fully reflect the instruction
process. In the focus group interviews, the participants were asked what they thought
about the use of the lesson plan in such a model. Participants stated that lesson plans
can be used as data source as long as they are not seen as a single resource and the

stages specified in this model are carried out.

Participants were asked to evaluate the feasibility of this model. Participants stated
that the specified times were appropriate for the implementation of this model. In the
focus group interviews, most of the participants stated that their own views are
included in this model and that it is a collaborative model, and they explained that this
situation makes them feel valuable. Participants stated that they are willing to be
evaluated within the scope of this model, in which their views are reflected, and their

needs are considered.

When the participants were asked questions about the different dimensions of the
initial model and especially when asked to evaluate its feasibility, they stated that there
was a need for a guide in which this model was explained in more detail. The common
view of the participants in all groups is that a guidebook can be prepared in which the
purpose of this model, areas of qualifications, the tools to be used, the timeline, how
the process will be carried out and how the teachers will be informed, can be prepared
and this guide is important in terms of ensuring unity in the application of this model.
For this purpose, it was decided to prepare a guide at the end of the meeting.
Participants also stated that data collection tools should be prepared and presented to
them in line with detailed criteria, and they were willing to contribute to the
development of these tools and the model itself. Many participants also added that

these tools would be more functional if piloted.

In the third part of the study, the guide of the model and the data collection tools to be
used in the model were developed in line with the decisions taken after the focus group
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discussions. All qualification areas, sub-dimensions and criteria were given in detail
in the guide. The purpose of the model, the importance of teacher evaluation and the
development stages of this model are also included in the guide. It is also explained in
detail how the evaluations will be made with the help of the model and how to ensure
objectivity, consistency and confidentiality. Data collection tools were developed with
the help of the criteria in the guide. The guide and all data collection tools were shared
with all classroom teachers, department heads, mathematics and science teachers,
principals and experts working at the school via e-mail. In line with the opinions
received, additions were made to some parts of the guide, words were arranged, and
some expressions were made more understandable. In addition, pre-pilot applications

were carried out in this section to ensure the validity of the data collection tools.
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CHAPTER 5

DISCUSSION AND IMPLICATIONS

In this chapter findings are discussed under the following headings: current practices
and problems of teacher evaluation, teacher evaluation model needed, and
development of a school-based, participatory teacher evaluation model for
professional development. Implications for educational practice and further research

are also explained in the chapter.
5.1 Current Practices and Problems About Teacher Evaluation

In the school where the study was conducted, the purpose of teacher evaluation was
not clear, and evaluations were not made with certain standards or criteria. There was
no certain evaluation schedule, tools were not validated, and the data sources (average
achievement scores, lesson plans, and informal principal observation) were limited.
All these problems indicated that the teacher evaluations conducted at this school are
not systematic. The present study has shown that those working in this school need a
systematic teacher evaluation that has a clear purpose, includes explanatory criteria,
has a certain evaluation schedule, and uses valid data collection tools. All these
problems have shown that the teacher evaluations in this school are far from being

systematic.

Due to these unsystematic evaluations, the participants did not have sufficient
information about teacher evaluations. The uncertainty they experienced prevented
them from trusting the evaluations. Policy statements and/or guidelines that explain
the purpose of the evaluation system, how the system will be used, and the data

collection and reporting process ensure that evaluations are consistent, fair, and
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equitable (Howard & Gullickson, 2009). In other words, being systematic and
documenting what is done with policies and procedures demonstrates that the process
is done legally and ethically and for the welfare of the participants, which is an
indispensable part of accuracy. In the case of the present study, the lack of policies
and procedures, the lack of access to evaluation results, and the lack of a balanced
feedback process in which only deficiencies are conveyed, negatively affected the

accuracy of this case.

These current problematic situations in the school where this research was conducted
are very similar to the findings of the research conducted by Collins (1999) in a private
high school. Collins found that there is no written document to explain the purpose of
the classroom evaluations. Furthermore, it was found that performance evaluation
does not have a systematic process. Fowler (2001) conducted a study to analyze
teachers' perceptions of their first-year experience in a growth-oriented teacher
evaluation program. In this study, teachers suggested that documentation is needed,
the summative assessment process should be explained better, and the evaluation
process should be implemented more systematically. Teachers also stated that only in
this way they can trust and fully implement the evaluation process. Some other studies
also revealed that teacher evaluation is not systematic in many schools and even the
purpose of the evaluation is not clear, or the teachers are not aware of this purpose
(Fowler, 2001; Tiirkoglu, 2015; Weisberg et al., 2009).

It is one of the important findings of the present study that the teachers were given
only summative feedback in general meetings. It was also revealed that teachers did
not receive any formative, constructive, or individual feedback about the effectiveness
of their teaching. This situation experienced by teachers in the process of receiving
feedback is also similar to the results of different studies. As in this school, which is
the case of the present study, Collins (1999) also found that the process of feedback
includes similar problems like making no explanation after the observations, only
giving feedback about the negative situations, and giving feedback in general staff
meetings. Research also showed that lack of detailed feedback (Sinnema & Robinson,
2007) and lack of effective formative feedback (Kraft & Gilmour 2016; Lavigne,
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2014) are some of the problems faced by teachers. On the other hand, Widget Effect
Report results showed that most of the teachers are not receiving specific feedback
after evaluations to improve themselves which makes them feel like they are being
treated in an injustice way (Weisberg et al., 2009). Furthermore, only one-quarter of
fifteen thousand teachers reported that they have participated in a single informal
conversation with the principal for over a year about improving instructional

performance (Weisberg et al., 2009).

The absence of clear criteria and a functional reporting process for sharing evaluation
results and feedback in the school, where the research was conducted, adversely
affected both the usefulness of the evaluations and the defensibility of the results for
the evaluators. In the process of making the results of evaluation useful for the teacher
being evaluated, it is seen that the teachers still do not get enough support on how to
use these results and they do not provide sufficient guidance about the feedback (Ford
et al., 2016). Evaluation systems should summarize performance expectations using
well-defined and clear criteria for the use of results (Howard & Gullickson, 2009). In
addition, evaluations should use well-defined criteria to interpret or judge the
performance based on a clear and defensible rationale. The lack of clear, precise
criteria or standards is also criticized in existing teacher evaluation processes and
many studies have demonstrated the importance of including certain standards in
teacher evaluation systems (Collins, 2009; Donahue, 2016; llgaz, 2011; Lillejord et
al., 2018; Kimball,2001; Kraft & Gilmour, 2017; Royal & Tossman, 2009).

In addition, the existence of an environment that supports competition among teachers
in the school also negatively affected accuracy. Teachers are compared with the
average scores of students in school-wide exams. The teacher who teaches in the
classroom with students with a high average score is appreciated more than other
teachers. In other words, judgments are made about the effectiveness of the teacher
according to the average success of the students in the school-wide exams. When this
situation is examined, even if it is not written or explicitly stated it can be said that
teacher evaluation is made to increase student success. Increasing student success is
of course important, but in this school, the process of obtaining valid data was
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negatively affected, as the evaluation of the teacher only with the scores of the students
or only by checking over the lesson plans. This process of evaluation was not reflecting
the complexity of teaching and how the teacher supports the development of students
in other areas such as the affective domain. In such a school environment, teachers
constantly prepare their students for school-wide exams and compete with other
teachers, even if they do not want to. In general, teachers stated that they are not
satisfied with teaching just for the sake of observation or being held responsible for
student success. Different research results also reveal the similar problematic
situations faced by the participants in this research for such outdated evaluations.
Teacher evaluation systems that rely heavily on students' test score data may not
reflect the effectiveness of the teacher but may also cause problems such as
demoralizing teachers and encouraging effective teachers to leave the profession
(Baker et al., 2010). Teacher evaluation with student achievement scores, namely
growth scores, creates stress on teachers (Ford et al. 2016) and causes teachers to
question whether the feedback given on these scores is defined fairly and accurately,
rather than how to use this feedback in their development. Furthermore, teachers felt
that the achievement scores provided insufficient detail about certain weaknesses and
strengths of their teaching and were therefore undecided about what they should
change in their teaching. Studies conducted with primary school teachers have also
revealed that making biased evaluations, having problems in communication, and
using the evaluation results for purposes such as comparing teachers, creating a
competitive environment, and holding them responsible for student failure are
problems that can be experienced in the teacher evaluation process (Stizen, 2007).
Donahue (2016) talked about the similar problems that teachers encounter with teacher
evaluation practices and mentioned that these problems create resistance for teachers
to willingly adopt the model.

Decisions made in favor of experienced teachers and individual relations between
teachers and teachers or between teachers and principals also affected accuracy as they
cause biased evaluations. This privileged situation, which is given to experienced

teachers, causes teachers to develop a belief that there is an unfair evaluation.
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According to the “Widget Effect” report in 2009, it was revealed that experienced
teachers were never fired for poor teaching performance and that the process of
addressing poor teaching performance, which is the most basic assessment function of
performance appraisal, was unsuccessful. Bernardin and Beatty (1984) stated that the
participants ignored the feedback when they felt that the performance appraisal system

was unfair, and the reliability of the feedback and sources was doubtful.

Since this research aimed to develop a teacher evaluation model aiming at professional
development, the opinions of the participants were also taken about the professional
development studies carried out at the school. It has been revealed that in-service
training seminars in the school are carried out based on the topics chosen by most of
the teachers or on popular topics. This training is usually given to all teachers
collectively and the teacher rarely participates actively. General training given to the
large masses is interpreted as a problem being ineffective since they do not meet
individual needs, what is learned is not permanent, and the participants cannot
participate. Teachers are generally not satisfied with in-service training (Karasolak et
al., 2012; Goksoy, 2014; Ozbek & Taneri, 2019). As research has proven, general one-
size-fits-all training delivered in short courses or one-shot workshops is not sufficient
to meet teacher professional development needs; research has revealed it should be
balanced with professional collaborative learning and individual development plans
(CDE, 2015). Professional development activities should be based on practice and
organized according to the individual needs of the teachers (Ozbek &Taneri, 2019). It
can be said that in these professional development studies carried out in the case,
traditional professional development paths, which are criticized as a top-down, one-
size-fits-all approach, see teachers as passive recipients of knowledge rather than
active agents involved in the construction of professional learning, are used
(Lieberman & Miller, 2014; Little, 2003; Wei, 2009). Analyzes have shown that this
traditional model of professional development is less effective in improving teachers'
practice than sustainable, school-based models where teachers link learning to active
ongoing practice (Kenedy, 2016; Wei, 2009).
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5.2 Teacher Evaluation Model Needed

Purpose of The Evaluation Model

The purpose of this teacher evaluation model was determined "to evaluate teacher
qualifications and to provide systematic support to teacher professional development
depending on the evaluation process”. Teaching is a profession dedicated to the
development and benefit of students. For this purpose, teachers are lifelong learners
who continuously reflect on their progress and are committed to improving teaching
(Graham et al., 2015; Stronge, 2018). According to TALIS 2018 results embedding
professional development as an integral part of the work of the teachers as illustrated
by teachers getting 100 hours of professional development per year in Singapore
(OECD, 2020b).

The importance of accountability, that is, measuring teacher success with student test
scores, gained value, and less attention was paid to the formative challenge of using
teacher assessment to improve teachers' teaching (Firestone & Donaldson, 2019). This
oversight is notable because while the formative aspects of assessment may benefit
the majority of teachers, accountability mechanisms are likely to apply to only a
minority of teachers (Donaldson & Papay, 2015). While all teacher evaluation systems
currently adopted and implemented include at least one other indicator or measure of
teacher effectiveness (ie, teachers' systemic classroom observations), unfortunately in
many states VAM scores are the primary focus. Models that provide accountability
and use measures of student growth as the sole source for determining teacher
effectiveness fail to recognize the needs of teachers as learners because, while these
results may be thought to be certain, what educational philosophers and researchers
have known about education for decades (teaching and learning is inherently
ambiguous and complex) directly contradicts (Ford & Hewitt, 2020). It is hoped that
the efficiency of teaching will be increased with the professional development of the
teacher. However, preferring the incentives used to increase the quality of the teacher,
not the teaching, and punishing the unsuccessful teacher is deceptive and even fatal
for educational reforms all over the world (Fullan, 2011). On the other hand, with the
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implementation of the "Every Student Succeeds Act (ESSA)" in the USA, the use of
"growth models™ or "value-added models”, in which the success of teachers is
measured by student test results, has decreased and schools have sought evaluations
that support teacher professional development (Close et al., 2020). Considering the
teacher evaluation trends in the United States in recent years and the aim of teacher
evaluation in other countries, which are considered successful, it can be said that the
aim of the teacher evaluation model designed specifically for the case of the present
study coincides with the new trends of teacher evaluation models around the world.
Furthermore, when the doctoral dissertations and research conducted in the field of
teacher evaluation are examined, it is seen that the findings revealed the necessity and
importance of evaluation models that support the professional development of the
teacher (Bige, 2014; Evans, 2019; Fowler, 2001; Kimball, 2001; La Masa, 2005;
Marzano, 2012; Moss, 2015; Nilsen, 2006; Taylor & Tyler, 2012; Stizen, 2007; Zarro,
2005).

Although the importance of teacher professional development has been emphasized
for many years, this situation differs slightly for Turkish teachers in the results of the
TALIS 2018 report. A rate of 71.8 percent of teachers in Turkey mentioned that
professional development activities, have positive effects on their teaching, but this
rate remains below the OECD average (OECD, 2020b). Furthermore, Turkey is
located in the lowest six positions among countries in which teachers believe that
professional development activities have a positive effect on their teaching. The reason
teachers in Turkey cannot believe enough in the benefits of professional development
may be related to how professional development practices are determined, for what
purpose, and/or how they are carried out. In the school where the research was carried
out, the teachers are faced with the problem that the general education given to large
masses does not meet the individual needs, what is learned is not meaningful and the

participants cannot actively participate in the professional learning process.

When the participants were asked for solutions and suggestions, they stated that these

evaluation results will also guide the in-service training activities in the school since

they will reveal their own needs. This finding shows similarities with the TALIS 2018
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data. TALIS 2018 results revealed that teachers in Turkey believed that the in-service
training that is carried out considering the prior knowledge and needs of the teacher is
the most effective. Research also showed that teachers can develop professionally in
schools where the needs of teachers are determined correctly (Icel, 2008; Jiang et al.,
2015; Kini & Podolsky, 2016; Kraft & Papay, 2014).

The participants of the research were asked the question of which qualification areas
should be evaluated and improved in line with the purpose they determined. It can be
said that the emerging qualification areas (planning and preparation, instruction,
reflective  thinking, communication and collaboration, and professional
responsibilities) overlap with the areas in the leading teacher evaluation models
(Clayton, 2017; Danielson; 2013; Marzano & Toth, 2013; Marzano ve Simms, 2014;
Shinkfield & Stufflebeam, 1997; Sloat et al., 2017; Toch & Rothman, 2008; Bender,
2005; Danielson, 2007; Danielson ve McGreal, 2000; Deiro, 2005; Egan, 2010; Geng
et.al, 2019; Graham et al., 2015; Graham & Berman, 2018). While the participants
stated that these areas should be evaluated, they also emphasized that the teacher's
weaknesses in this area could be identified, and the strengths of the teachers should be

revealed for balanced evaluation.
Evaluation Criteria

The criteria for each qualification area were included in the model and these criteria
were also used in the model tools. Moreover, attention was paid to ensure that the
criteria representing teacher behaviors are measurable and observable. According to
the findings of the present study, the participants explained the importance of
evaluation with certain criteria in line with two needs. One of them is the teacher's
need to know which behaviors are evaluated according to what kind of criteria while
being evaluated. As stated by Darling-Hammond (2012), while determining criteria
for teacher evaluation, it is important to consider what behaviors teachers will be
included in detail. For the developed teacher evaluation model not to leave out many
important teacher behaviors and strategies, the list of criteria is kept very detailed in

many subcategories.
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Another need of the participants to use detailed criteria is the need-to-know what
behaviors the teachers lack so that they can express themselves or defend themselves
when necessary, during the process of explaining the evaluation results and giving
feedback to the teacher. It has been determined that it is important for the accuracy of
the model to justify the results by sharing the decisions obtained, to be meticulous
about the results, and to pay attention to the fact that all results are based on
justification criteria. Looking at the overall evaluation system, clearly defined
performance standards at the beginning of the process, clear feedback based on
multiple observations, and the performance rubric create a transparent system. This
transparency can also build teacher enthusiasm for the process, foster more trusting
and respectful relationships between teachers and evaluators, and increase the
likelihood that the process will have an impact on teaching practices (Donahue &
Vogel, 2018).

One of the challenges inherent in any rating system is the consistency or reliability of
ratings given by raters. To increase consistency in teacher evaluations, detailed,
standards-based performance rubrics should be adopted to provide objectivity and
consistency among raters (Donahue & Vogel, 2018). Open standards or criteria can
also make it easier for evaluation to be perceived as authentic and fair (Lavigne, 2014).
According to Danielson and McGreal (2000), each teacher qualification should be
represented in detail by criteria or standards to accurately determine the behaviors to
be evaluated with teacher evaluation models, and valid indicators of the teaching
approach that change over time can be added to these criteria. The participants of the
present study also stated that inclusion of the criteria into an evaluation model would
clarify what will be evaluated, that they can manage the acceptance or self-defense
processes of the decisions taken according to the criteria, and in this way, they would
trust the model. These findings, which are also consistent with the research findings
conducted by Igel (2008), showed that well-prepared rubrics containing clear criteria
or standards can be used to build trust between teachers and principals. Teachers
generally liked rubrics containing detailed criteria and used them to reflect or evaluate
their practices (Garet et al., 2017). Other studies have shown that data tools prepared
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with clear criteria provide important feedback to teachers and inform the direction of
professional development (Daley & Kim, 2010; Holtzapple, 2003; Kaplan, 2019;
Ozbek & Taneri, 2019).

Effective Classroom Observation

The teachers, principals, and experts participating in the research clearly stated that
the evaluations made in this school do not reflect the real situation in the classroom
and that what is happening in the classroom must be observed. For this reason, in this
model, classroom observations were used as the basic evaluation tool. Similarly, the
findings of Ozbek and Taneri's (2019) study conducted with 304 principals and
teachers; most of the participants stated that teacher performance evaluation can be
done through classroom observation. Most studies investigating how observation
affects teaching have found that observation can improve teaching or at least help
teachers improve their teaching, even though the changes are small and uneven.
According to the study conducted by Firestone and Donaldson (2019) observations
can increase teachers' access to data and those teachers are likely to find these data
formats more useful than growth scores. Teachers reported that observation data,
unlike growth scores, can encourage productive conversations with colleagues and
mentors about teaching, and in some cases, change their teaching (Firestone &
Donaldson, 2019). Furthermore, it was revealed that classroom teachers, who are
observed more in the classroom, find the observation process useful (Donaldson et al.,
2014).

The fact that classroom observation provides data to the teacher and this data is
meaningful for the teacher has led to an increase in the use of observation over the
years (Firestone et al., 2014). Classroom observations are effective assessment tools
and today’s teachers often find data from classroom observations useful, as opposed
to growth measures (Firestone & Donaldson, 2019). On the other hand, classroom
observations can also bring some problems. It is common practice to use classroom

observations to evaluate teachers, but there is much inconsistency between what to
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focus on when making classroom observations, duration, and frequency of observation
(Pianta & Hamre, 2015).

Observation may also cause some unexpected results, such as the fact that the
observation creates time pressure, especially for the principals (Stecher et al., 2018),
or causes the routine organizational tasks to be sacrificed because it takes the
principals’ time too much (Donaldson et al., 2014; Firestone et al., 2014). On the other
hand, researchers identified reliability and validity issues with both observational and
test-based measures of teacher performance (Baker et al., 2010; Kimball &
Milanowski 2009; Lavigne, 2014). To prevent these negative aspects of the
observation process, principals and school districts need to use classroom observation
tools with proven reliability and validity as part of the teacher evaluation process, to
ensure evidence-based teacher evaluation policy and practice (Marx, 2014; Pianta,
2012).

Determining whether the information produced as a result of the evaluation is valid
enough to make decisions and make judgments affect accuracy (Howard &
Gullickson, 2009). Misinterpretations should be avoided to ensure accuracy. Making
judgments about teacher performance with a single observation in this school where
the research was conducted affected the accuracy of the results. The teachers stated
that they behaved differently from normal due to the anxiety they felt and the
uncertainty of not knowing what the result of this observation would be used for, and
this situation negatively affected the process of reaching the right results. Collins
(1999) also revealed that observing the teachers with a single classroom observation
for a year at the school where he conducted his research led to similar results.
Furthermore, effective teaching depends on the type of the activity, the subject matter,
pupil background, and pupils' characteristics (Jones et al., 2006) and it is not possible
to observe all these variables together with a single class observation. Sufficient time
for effective classroom observation and observations should be repeated many times.
According to Widget Effect Report results' schools are having problems in identifying
the poor or effective teachers although school members especially teachers and
administrators both recognize ineffective teaching in their school due to short and
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infrequent observations mostly conducted by principals without getting training
(Weisberg et al., 2009).

For ensuring accuracy is that it is important in increasing the reliability of the data
collected about the teacher due to the information gathered from more than one source.
Therefore, when observing the effectiveness of a classroom teacher, the performance
of the teacher in different lessons, different subject matter, and different course
sections (teaching a new topic, reinforcing a topic, evaluating, etc.) should be
evaluated by more than one person. This situation, which emerged concerning
multiple observations, is like the results of the study conducted by Marzano in 2012.
Throughout the study, many of the participants stated that a single observation made
for one year is not enough and that the different course processes of the teacher should
be evaluated by different people such as teachers and principals. Teachers and
principals will contribute to the design and implementation of fair and transparent
evaluation systems with multiple effectiveness measures (McQueen, 2022). In many
research and literature sources teachers request multiple classroom observations to
review professional practices (Cohen & Goldhaber, 2016; Collins, 1999; Ford &
Hewitt, 2020; Fulton, 2019; llgaz; 2011; Jiang et al., 2015; Kaplan, 2019; Kimball,
2001; Winslow, 2015; Stronge, 2006; Siizen, 2007; Yilmaz, 2017).

It is estimated that the observation forms and the planned observation process in the
evaluation model designed within the scope of the present study will prevent the
mentioned problematic situations. The developed observation forms include
comprehensive and detailed criteria for the teaching. Pre-pilot studies of these forms
were carried out and necessary arrangements were made for their validity. It is
estimated that the training based on the practical application will be given to those
who will use the form, which would improve the competencies of the evaluators. The
fact that teachers will evaluate multiple and repetitive measurements by making more
than one observation makes the forms developed within the scope of this model
powerful. Within the scope of this model, before the observation, relevant information
will be collected about the lesson process to be observed through the interviews with
the teachers. The lesson is observed in line with this information. Thus, the teacher
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was allowed to express himself through the course process and to prevent any
misunderstandings that may occur. For standardization, it is important to include rules,
and procedures for data collection procedures to ensure consistency and quality in the
data collection process (Pianta & Hambre, 2015). In the present study at the beginning
of each tool used in the model, information, and procedure about how to use the tool
and important points are given in detail. On the other hand, the length of the
observation, training protocol, and scoring directions are kept standardized in the data
collection process. Collins (1999) also draws attention to the conclusions regarding
the importance and necessity of clearly specifying the rules and procedure of the data
collection process.

Self-Assessment

The teachers and the principals working at the school where the research was
conducted mentioned the importance of a classroom teacher knowing her teaching
better than anyone, and the importance of evaluating herself correctly and objectively.
Teachers know very well what kind of teacher they want to be by being aware of their
personalities, abilities, and what they enjoy doing in the profession (Graham et al.,
2015). According to Graham, Berman, and Bellert (2015), "failure to implement a plan
means making a new plan for failure”. Good lessons do not happen by chance,
effective teachers apply what they have designed for teaching, question this practice,
and use the results of inquiry (Marzano & Toth, 2013). Self-evaluation should be one
of the data sources that should be included in performance appraisal to help teachers
see their shortcomings and needs (Ozbek & Taneri, 2019). Teachers need to think
about lesson plans, teaching, assessments, and decisions and focus on the impact these
elements have on student learning. In this way, teachers can decide whether their
efforts require a change or to continue their effective practice in the future. If teachers
can identify the gaps in their learning, that is, if they are aware of their strengths and
weaknesses by questioning their teaching process, they can develop professionally
(Hernandez & Endo, 2017). Within the scope of the model developed in line with the
present study, teachers evaluate both their lesson plans and their teaching. The teacher
is also asked to evaluate himself in the post conferences held after the classroom
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observations, and he evaluates himself together with the school principal at the
professional development meetings held at the end of each term. In short, within the
scope of this model, the teacher is given the opportunity for self-evaluation and
reflective thinking many times. Fulton (2019) also revealed that teachers were aware
of the importance of evaluation components, and they perceived teacher reflection as
the most influential component of improving teacher practices. Another research
finding showed that teachers found the self-reflection process useful to support
professional development and building teacher effectiveness over time (Jaffur, 2017).
Along with this research, many studies reveal that the role of teacher self-assessment
is important in teacher evaluation systems (Lillejord et al., 2018; Nelson, 2015;
Yilmaz, 2017; Kaplan, 2019).

Lesson Plan Evaluation

The field of planning and preparation for the lesson includes planning and preparing
the teaching process, materials, technologies to be used, and assessment processes of
the lesson. The most effective teachers are also those who can plan well and organize
processes (Stronge, 2018). The more effectively the teacher plans and prepares the
lesson, the more likely it is to use instructional strategies effectively (Marzano & Toth,
2013). On the other hand, lesson plans give the observer detailed information about
the focal point to be observed in the lesson, and an effective teacher is expected to
carefully plan the teaching process for each lesson (Marshall, 2013). In the model
prepared in line with the findings of the present study, the lesson plans of the teachers
are evaluated with the help of a form consisting of detailed criteria.

Evaluating Communication and Collaboration

In the model prepared in line with the findings of the present study, communication
and cooperation are evaluated by the head of the department and the classroom
teachers with an evaluation form. In this form, positive communication and
collaborative working areas are discussed. These areas were revealed in detail with
criteria such as using positive language in communication, listening carefully to the

other person, sharing teaching materials with colleagues, being open to learning from
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colleagues, and taking an active role in group work. It can be said that the teachers of
successful countries are in constant communication and cooperation with each other.
An important factor that distinguishes Canada, Singapore, and Finland from many
systems is a culture of collaborative professionalism that serves the teacher for both
individual and collective learning (Fullan & Hargreaves, 2016). In addition to having
very effective teachers and principals who perform very well in schools, effective
practices should be shared in collaboration and supported by other teachers and
principals. In other words, schools that constantly complain about their colleagues and
that have a culture of competition among colleagues cannot make such shares, so it
may not be possible to make progress (Fullan & Hargreaves, 2016).

In fact, at the core of the success of school systems is a culture of interaction,
interactive pedagogy, mutual trust, and regular and quality feedback, which is a
function of purposeful cooperation. (Fullan & Hargreaves, 2016). Teachers learn a lot
from each other, and the effectiveness of their communication with each other in this
professional learning environment also affects the quality of sharing and contributions
(White, 2016). It is important to conduct communication as positively as possible, as
people are generally more receptive and cooperative when approached in a kind, non-
threatening manner (Bender, 2005). When you start the communication process with
positive comments, this positive start continues throughout the communication
process and helps create a more moderate environment when you need to address
unpleasant but necessary issues. Another important aspect of communication is to use
active listening strategies. Listening carefully to the other person, making you feel that
you are listening to understand while listening, and using expressions that show you

empathize show that you are listening effectively (Bender, 2005).

Professional collaboration among teachers in the school is an example of the correct

execution of quality processes (OECD, 2018). Teachers work in collaboration with

their colleagues to develop teaching processes, lesson plans, course materials,

assessment processes, teaching approaches, strategies, activities, etc. They can share,

exchange views, and make editions. Teaching is quite complex, and it may not be

possible for every teacher to experience problems and solutions related to every
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situation in the classroom or to use every teaching method and technique effectively
(Danielson & McGreal, 2000). Each teacher needs to share unique application
examples from their classroom and creative and effective solutions to the problems
experienced in supporting each other's professional development, and the
development of a school with collaborative teachers and the increase in job satisfaction
and student success in this school will be inevitable (Graham et al., 2015; OECD,
2014). Teachers are mostly only listeners in the training they attend to support their
professional development, however, when they work in cooperation with their
colleagues, they learn from each other and are willing to practice; they feel part of the
school community and learn more effectively than many in-service training programs
(Lieberman, 2000; TEDMEM, 2018).

Evaluating Professional Responsibilities

Teachers working in a school spend most of their working hours attending classes and
fulfilling their responsibilities to their students. At the same time, teachers try to
improve themselves professionally outside the classroom to fulfill their other
responsibilities at school. In today's world, students’ profiles and educational
innovations are rapidly changing. Cognitive learning processes, the functionality of
learning, the meaning of learning, and how high-level thinking should be taught are
the subjects that should be developed in every period of the teaching profession
(Graham et al., 2015). It should not be forgotten that students' sustainable skills, that
is, they can continue to learn and adapt to new conditions throughout their lives by
taking advantage of students' learning abilities, can be also developed by teachers
(Graham et al., 2015; Graham. & Berman, 2018). For teachers to develop these skills
in students, they need to be open and willing to learn, follow the innovations, regularly
update the knowledge they have, work with their colleagues for developmental
purposes, participate in training, and read and search. Thus, it is an undeniable fact
that professional development is a never-ending process for teachers. In another word,
continuous professional development is an indispensable part of effective teaching,

and this development brings student success.
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It was very important for the case of the present study to evaluate the service to school
including professional and in-school responsibilities of teachers such as making
contributions to the development of the school, participating in the activities carried
out in the school, keeping duties in the school, and taking responsibility in ceremonies.
Teachers' fulfillment of their in-school responsibilities is very important in terms of
the efficiency of the school operation and the sustainability of the school culture.
Teachers stated that not everyone is equally involved in the fulfillment of these
responsibilities, in this case, no sanctions are applied and therefore they evaluate the
school environment as unfair. This sense of injustice seems to have made it important
for teachers to measure this area. If it is important for a school that teachers fulfill their
responsibilities outside the classroom, the teacher evaluation system may ask teachers
to take responsibilities outside the classroom and contributing to the development of
the school can be among effective teacher behaviors (Danielson & McGreal, 2000;
Jenkin & Lord, 2006). In the model prepared in line with the findings of the present
study, professional responsibilities are evaluated by the head of the department and
the classroom teachers with an evaluation form, the criteria of which are prepared in
detail.

Feedback Process and Functional Reporting

Many studies revealed that feedback is important in supporting professional
development (Collins, 1999; Lillejord et al., 2018; Tiirkoglu, 2015). To maintain
progress with professional development efforts, evaluators should continually involve
teachers in regular conversations with specific feedback (The New Teacher Project,
2010). When a teacher receives effective and formative feedback, their confidence in
the evaluation process increases, and they think that it benefits their professional
development. Overall, a large majority of teachers from TALIS countries (83.2% on
average across TALIS countries) who had received appraisal and feedback considered
them to be fair assessments of their work, and most of them (78.6%) found that they
helped develop their work as teachers (OECD, 2009a). In the teacher evaluation model
developed within the scope of the present study, feedback is given both through
interviews with teachers after each observation and with an explanatory and functional
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report at the end of each term. Immediately after the lesson observation, the evaluator
conducts interviews with the teacher. In these interviews, the teacher is expected to
evaluate himself and the teacher is allowed to explain the specific events or situations
that happened in the classroom necessary. After the teacher's self-evaluation, the
evaluator gives his feedback on how the teacher can improve herself in the necessary
areas, with the help of criteria. Furthermore, in these interviews, teachers' opinions are
also taken about how they can change or improve the parts that they think are missing

or ineffective during the lesson.

Many studies have shown that effective feedback should be clear, detailed, useful,
immediate, and evidence-based (Ford et al., 2016; Murtagh, 2014; Reddy et al., 2016).
Feedback should include evidence of instructional practice or improvement goals for
teachers (Hattie & Timperley, 2007; Looney, 2011; Tuytens & Devos, 2014).
Teachers, who find their observational feedback generally helpful, believe that this
feedback is fair, objective, or accurate, that they contain actionable suggestions for
their improvement, and that they can have useful discussions on these suggestions
(Garet et al., 2017; Jiang et al., 2015; Sporte et al., 2013). In the present study, post
conferences were organized to have meaningful discussions for improvement, to talk
about the suggestions, and thus give useful feedback to the teacher. Since it is
generally thought that teachers cannot evaluate themselves objectively, this type of
evaluation is avoided, but this also affects the active participation of the teacher in
their evaluation process. Teachers believed that setting attainable goals during post-
conference with their evaluators helped improve their teaching effectiveness
(Vandermolen & Mey-Looze, 2021). Observation and the post-conference process
gave teachers information that could improve how they teach (Sporte et al., 2013;
Stecher et al., 2018). A study conducted by Jiang et al. (2015) also revealed that
teachers agreed that the feedback they were provided in the post-observation
conference guided them to improve their teaching. Similarly, another study finding
showed that the teachers embraced post-conference as the most impactful part of the

entire evaluation system (Jaffurs, 2017).
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The reporting part of the model developed in line with the findings of the present study
also provides detailed and specific feedback to teachers. In addition to the feedback
process after each classroom observation results were gathered from lesson plan
evaluations, all the classroom observations conducted throughout a semester, self-
evaluation reports, professional development evaluation results, and communication
and cooperation evaluation results will be reported at the end of each term. The holistic
report, which is prepared based on the criteria in the forms, is shared with the teacher
by the school principal through face-to-face meetings at the end of each semester. The
meeting content is only accessible to the evaluated teacher and is kept completely
confidential. In this "Performance Evaluation Meeting", teachers always have the right
to express their opinions about the evaluation results. The main purpose of this
meeting is to appreciate the teachers' identified strengths and to create a joint work
plan to ensure that all other teachers benefit from these aspects. The second purpose
of this meeting is to plan what can be done in a semester regarding the identified and
agreed-upon weaknesses of the teacher and thus to support the professional
development of the teacher. The specific feedback given to the teacher with the help
of this reporting is directed towards both strengths and weaknesses. In addition,
professional development suggestions will be useful to improve teaching as they
emerge as a result of a detailed evaluation and are developed by establishing open
communication with the teacher. Overall, this report will illuminate the teacher's
concerns or doubts about the evaluation, as well as provide practical feedback to the
teacher through an open dialogue. It is not surprising that an important part of what
motivates teachers to improve is the desire to see their students grow and develop.
There is a lot of research that the feedback given to the teacher who is so motivated
by the student's development should be aimed at improving the teacher's teaching
(Ford & Hewitt, 2020; Lavigne, 2014; Jiang et al 2015). The ultimate goal of reducing
power inequalities and re-centering teachers as key actors in the assessment system is
to ensure that feedback is used not only for effectiveness judgments but also to
improve teaching (Ford & Hewitt, 2020). As Ozbek & Taneri, (2019) revealed,
providing timely and sound information on performance evaluation can prevent the

spread of unnecessary fear and false information. The benefits of this open
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communication and collaborative feedback can be found in other research and
literature. Teacher evaluation models are effective when meaningful feedback
processes are carried out in cooperation (Icel, 2008; Jiang et al., 2015; Kini &
Podolsky, 2016; Kraft & Papay, 2014). In the field of education, while giving feedback
on strengths and weaknesses, specific teaching strategies used in observed lessons,
content-related topics, or improvement suggestions for any of these can be given
through open dialogues (Hattie & Timperley, 2007; Looney, 2011; Tuytens & Devos,
2014).

The reporting process that emerged as a result of the present study was planned to be
shared face-to-face by the school principal. Although teachers, in general, find it more
beneficial to receive feedback from their fellow teachers, the research conducted by
Reinhorn et al. (2017) showed that teachers can also receive meaningful feedback from
their principals. According to the findings, teachers stated that they were evaluated by
their principals for up to ten observations a year and received face-to-face feedback
immediately after these observations. Furthermore, the teachers who participated in
the study found these conversations particularly meaningful and useful. Stecher et al.
(2018) also found that, in conjunction with improvements in teacher observation,
principals have better knowledge to plan professional development and teachers use

observation, among other influences, to select professional development.

It was frequently emphasized that teachers should have confidence in the evaluation
process in the school where the present study was conducted. Teachers have frequently
reported that they need to trust this model to accept and apply assessment results. A
trustworthy assessment environment is closely related to the feedback process. If the
teacher believes that the feedback received by the principal is in their favor, and their
sole purpose is to improve themselves, they trust this system. According to the study
conducted by Donahue and Vogel (2018) teachers felt that feedback was more
valuable when it came from a reliable and reputable source. Some of the teachers who
took part in the research expressed their belief that if the relationship between
themselves and their evaluators was not positive, there would be no change in their
teaching practices. Increasing reliance on principal feedback can increase teachers'
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willingness to use assessment feedback for self-improvement (Awkard, 2017). Once
trust is established between the teacher and the administrator providing the feedback,
the teacher is more likely to perceive the evaluation feedback as valuable in the
observation process (Awkard, 2017; Yoo, 2016).

Obijectivity

The opinion that teachers need to believe in the evaluation process and the objectivity
of the evaluator is one of the important elements that shape this evaluation model. The
participants described the comparison and competition-based environment created
among the teachers, the different treatments made in favor of the experienced teachers,
the use of student achievement as a single source in evaluating teacher effectiveness,
and the neglect of the instruction and effort in the classroom as problems that hinder
objectivity. They stated that this problem should be solved in the teacher evaluation

model that was developed through the present study.

To ensure objectivity and accuracy of the model providing its validity orientations is
one of the most important findings which comprises independent evaluations apart
from prejudices and personal relationships. To achieve this, one of the important issues
included in the model is the selection of the observer. Teachers will be evaluated by
teachers from different grade levels in order not to affect the evaluation process due
to the personal relations between observers and teachers. The fact that the classroom
teachers teach at different grade levels each year they master all four levels, and this
situation enables teachers working at different levels to evaluate each other.
Furthermore, to ensure objectivity and the consistency of the evaluations, attention
will be paid to the evaluation of the teacher's lessons by two different observers at the
same time. Present study participants also stated that the evaluator's classroom
teaching experience would provide more reliable data, which is in line with the
findings of the research conducted by Donahue and VVogel (2018). Similarly, in this
study, the teachers stated that if the evaluator has sufficient teaching experience, they
can evaluate the teaching in the classroom correctly and give accurate feedback on

what is what.
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Another finding that is specific to this school and stands out in ensuring accuracy is
that everyone should be evaluated equally and regardless of their teaching experience.
This finding is specific to this school, and the main reason for this is that teachers are
uncomfortable with different practices in favor of experienced teachers and the
oppressive approach that experienced teachers take against new teachers. These
practice differences among teachers undermine their trust in the school and evaluation
system. For instance, in a study high school teachers stated that some teachers were
treated as privileged, the warnings given to them were not given to these teachers and
they considered this situation unfair (Tiirkoglu, 2015). Through the developed model
of the present study, regardless of new or experienced teachers, each teacher is
evaluated with the same data collection. After these evaluations, planning will be made
for the new or experienced teacher to receive training in any field that they need
individually. Research from "Project on the Next Generation of Teachers" revealed
that the training received by new teachers within the scope of professional
development supported them and they felt safe in the profession thanks to the guidance
they received (Johnson & Kardos, 2002). This result of the research supports the claim
that this school-based model will be effective in meeting the professional needs of the
teacher in the school.

Overall if the purpose of the evaluation is professional development, then a more
trusting environment is needed between teachers and principals or other stakeholders.
Teachers, who are judged by the growth scores obtained through student test results,
feel increased pressure and competition, which reduces morale and cooperation
(Collins, 2014). The study conducted to support efforts in increasing teacher
effectiveness by examining how teachers value the feedback they receive showed that
credibility was the most important characteristic affecting teachers' response to
feedback (Cherasaro et al., 2016). In other words, according to this study, teachers'
reactions to feedback are affected by how useful they perceive it, which in turn, is how
credible they perceive their evaluators. As Ozberk and Taneri (2019) found in their
study, it will be effective if teacher evaluation is done accurately, unbiased, fairly, and
scientifically. When we look at the present study in general, it seems more likely that
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systems or models that are far from prejudice, where teachers are not competing with
each other, and where objective and fair evaluations are provided, are more likely to
be effective, as frequently stated by the participants of the case. It seems very
important that the person being evaluated believes in the evaluation system and its
effectiveness, as in many other evaluation systems. In the study conducted by
McQuuen (2022), teachers also talked about their feelings of anxiety, bias, and
unfairness toward the evaluation system. The teachers in this study felt that the teacher
evaluation system was effective when the methodology was objective. The results of
the findings noted that most respondents wanted evaluations to be fair, consistent with
open communication, and as objective as possible. It has been revealed that teachers
want to believe that the results of high-stakes evaluations are fair and that they are
transparent to the criteria used to evaluate teachers (Hallinger et al., 2014). VVon der
Embse et al. (2016) also stated that the teachers perceived the selected evaluation
methods as ineffective, that they used ineffective methods such as fear tactics by the
administrators in the assessments, and as a result, they generally experienced high-
stress levels. This is in line with the findings of the McQueen (2022) study, as this
research shows that the evaluation system and method play a role in their thinking
about whether the evaluation system is subjective or objective.

Openness and Confidentiality

The teachers working in this school emphasized that feedback should be given face to
face, open and positive communication should be established while giving feedback
and a supportive approach should be followed. In addition, it has been revealed that it
is important for the accuracy of the model that teachers have a say in the information
collected about themselves, communicate with the evaluator, and defend themselves
in a positive and open environment. Since observation is the basic data collection tool
of this model, instant feedback is given to the teacher after the observation. Giving
this feedback through positive communication along with the effectiveness of the
content facilitates the teacher's process of accepting criticism. The implications of the
findings of the Paufler et al. (2020) study showed that the teachers in this study find
that the assessment system is beneficial when they are actively involved in the process
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and have positive relations with the evaluator. According to this research, post-
observation interviews allowed teachers to better understand and implement
improvement suggestions because they were able to ask explanatory questions and
specific guidance. If teacher evaluation systems are based on classroom observation,
the teacher can be informed with more constructive discussion, and a standardized
observation system helps to establish a common language for such conversations
(Stecher et al.2018). According to Stronge (2018), teachers who work in a more
supportive professional learning environment improve their effectiveness more
quickly than those working less supportive context. Evaluation systems provide
teacher improvement best when there is two-way communication and a supportive
climate is established (Ford & Hewitt, 2020). In a case study conducted with high
school teachers, it was concluded that teachers needed motivation, they considered
principals to use positive communication and they expected supportive guidance from
principals rather than commanding words (Tiirkoglu, 2015). Other research also
showed that teachers develop rapidly professionally when they receive positive,
supportive, and face-to-face feedback and communicate positively with the evaluator
(Hallinger et al., 2014; Kimball, 2001; La Masa, 2005; Winslow, 2015).

Dynamics-Evaluator Trainings

In the model developed within the scope of the present study, it is planned to provide
training at regular intervals to those who will evaluate and be evaluated. In these
training, practical courses will be given about the purpose and process of the
evaluation model, the effective use of data collection tools, and the reporting process.
Considering that observation is an important part of this evaluation model, examples
such as videos taken in the classroom environment, transcripts are written for
classroom observation, and hypothetical scenarios will be used in the training to be
held before the model is applied. With these examples, practical implications are made
by using observation forms and evaluators are guided to look at a lesson observation
from the same point of view. The training is planned to be repeated at regular intervals
every year and the content of the training will be updated in line with the suggestions
received. Widget Effect report showed that school principals are ill-equipped to
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evaluate teachers effectively and school districts invest in evaluation training of
administrators minimally (Weisberg et al., 2009). Training of evaluators is needed for
a clearer understanding by teachers and principals of what is a great teaching and how

to evaluate effective teaching (Danielson & McGreal, 2000).

As in this research, classroom observation tools have taken on a greater role in research
and practice in recent years because of their potential to provide a valid, reliable, and
evidence-based measure of teaching quality that can help rationalize teachers'
supervision and evaluation. Employees at the school where the present research was
conducted suggested that ensuring consistency between observations could be
possible by training the observer. According to White (2016), it depends on carefully
trained and supervised observers (evaluators) to make observations accurate and
provide consistent scores. According to Pianta and Hambre (2015), to implement tools
for practitioners with fidelity within the workflow and sustain the roles successfully at
school it is important to apply a training protocol to all the raters. Daghe (2018),
examined different teacher evaluation models and it was revealed that evaluators were
getting training, especially about the rubrics used in the evaluation model and
participants believed that the training about the use of the evaluation rubric gave them
better credibility and ability to understand what to look for during the observations.
Furthermore, the importance and necessity of evaluators to be competent in the field
of teacher evaluation have been frequently emphasized in the present study and it is
an indispensable element for this exemplary situation. Similarly, according to the
findings of another research that reveals the importance of training, classroom teachers
are considered trained and competent evaluators, and clear and straightforward
standards and adhered to procedures as the most critical and desirable components of
a teacher evaluation system (Nelson, 2015). Along with this research, many studies
reveal that it is important to include evaluator training in teacher assessment systems
(Grissom & Youngs, 2015; Kane & Staiger, 2012; La Masa, 2005; OECD, 2009b;
Ozbek & Taneri, 2019).
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5.3 A School-Based, Participatory Teacher Evaluation Model

School-Based Evaluation Model

One of the biggest mistakes applied in developing the teaching profession is to believe
in the truth of the general and universal and to apply it as it is (Lewis & Hogan, 2016).
Schools should be considered with their teachers, principals, students, and school
culture, and teacher evaluation approaches focusing on professional development
should be designed by the context and goals of the school (OECD, 2013a). Schools
should be the main organizations that support teacher learning, and schools themselves

should be thought of as “learning organizations” (Bautista,2015).

Although all schools are part of the same system, the professional development needs
and development plans of each school will be different due to the different
environmental conditions they are in and the needs of students and teachers
(TEDMEM, 2018). It seems easier and more convenient to take the model prepared
for teacher evaluation for schools and apply it as it is, but these applications do not
meet the needs of the school, do not show the expected effect, and the use of such
models is abandoned over time (Ofsted, 2018). It is important for teacher evaluation
reforms to change the organizational culture at the school level and to ensure the
effective participation of principals and teachers for their effective implementation
(Dee et al., 2021). According to TALIS 2018 results teachers report that school-based
professional development based on collaboration has the most impactful effects on
teaching practices and is more relevant to the daily jobs of participants (OECD,
2020b). Adopting school-embedded approaches to teacher training is an efficient way
and respond to the needs of teachers. One of the best ways for schools to conduct their
collaborative and school-based professional development is doing peer observations
where teachers have the opportunity to observe new pedagogical methods, evaluate
the instruction of peers, and provide valuable feedback to foster the reflective practice

and improvement like lesson study model used in Japan (OECD, 2020b).

The evaluation model, developed in line with the present study, is specific only to the

culture and dynamics of this school. This school-based model, which was developed,
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also supported school-based professional development because it aimed to determine
the needs of the teachers accurately and clearly at this school with a school-based
teacher evaluation. Thus, professional development studies will also be planned to
meet these needs. Most of the professional development of Singaporean primary and
secondary teachers takes place in school settings, where they have numerous work-
embedded learning opportunities (Bautista et al., 2015). Just as the feedback given to
students is successful when associated with their learning environment, teacher
evaluation will not work unless it is placed in a school culture where teachers are

motivated to learn by receiving feedback (Fullan, 2011).
Participatory Development Process of the Model

The teacher evaluation model developed in this research was developed with the
participation of stakeholders (classroom teachers, principals, experts) working at the
school. Teachers especially care about having a say in the planning and
implementation of teacher evaluation models. What is known about how evaluation
experience can change teacher effort and effectiveness from teachers' perspectives is
relatively limited (Tuytens & Devos, 2013; Taylor & Tyler, 2012). Although there is
a limited number of studies conducted to understand teachers' perspectives for
developing teacher evaluation systems, to make scratch the surface of teacher
evaluation development processes Jiang et al. (2015) conducted a study. This study
aimed to understand teachers' perceptions of evaluation, develop reliable measures of
these perceptions, and understand teachers' evaluation experiences to be useful both
for researchers and policymakers. Fowler (2001) found that one important suggestion
of the teachers was about stakeholder involvement meaning that teachers being
involved in the design of the teacher evaluation plan to be clear about the elements of
the evaluation, understand and apply the rubric, to be clear on how the elements of the
evaluation related with rubrics and summative evaluation. The teachers stated that not
getting their views while planning and implementing this system created the feeling

that they dictated something, and the management was challenging them.
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Research and literature studies that emphasize the importance of incorporating and co-
developing the views of teachers and other stakeholders in the development of the
teacher evaluation system, in general, have shown that teacher evaluation systems will
be more effective (ESSA,2019; McQueen, 2022; Paufler et al., 2020). Teachers,
students, parents, administrators, and officials involved in the development of teacher
evaluation programs understand the importance of teacher evaluation systems (ESSA,
2019). The creation of teacher evaluation systems that consider the perception of the
teacher about the effectiveness of this system can help determine how effective this
evaluation system can be in terms of student success and teacher professional
development (McQueen, 2022). The importance of involving evaluators and teachers
in the evaluation process has also been demonstrated in a study conducted in Texas
(Paufler et al., 2020). The perceptions of the teachers and administrators in this study
showed how the perceptions of the participants and how these affect the impact and
sustainability of the evaluation system in practice. Thus, in theory, the purpose,
criteria, processes, and impact of assessment systems should work together to help
teachers develop, capture the real work teachers do, provide opportunities for teachers
to participate actively in the process, and have a positive impact on teachers and their
students (Paufler et al., 2020). Yilmaz (2017) examined the evaluation systems of the
four countries (China, Singapore, South Korea, and Japan) that were successful in the
PISA 2012 exam, and she revealed that all stakeholders had a say in the evaluation
process and the purpose of these evaluations was to ensure continuous professional
development. Receiving input and feedback from teachers about teacher evaluation
for teacher development that directly impacts students can help formulate teacher
evaluation systems that are effective for teachers (McQueen, 2022). In recent years,
collaborative and participatory teacher evaluation models continue to be developed to
improve professional practices in schools (Darling-Hammond, 2014; Lillejord et al.,
2018; Shulha et al., 2015).

It can be said that the process of developing a participatory approach positively affects
the feasibility of the model. In the present study, the teachers stated that they were
willing to be evaluated with this model in which their opinions were reflected.
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According to the qualitative study conducted by DiGrazia (2018), it was revealed that
teachers want to have more say in the process in which they are evaluated to meet the
needs of the teachers, to have more control over the evaluation process and to accept
the evaluation willingly. According to the findings of the study conducted by La Masa
(2005), teacher evaluation would be more productive in improving teacher practice if
the teachers play an active role in the decision-making process of the professional
development and evaluation processes. Research conducted in a school in which an
evaluation model was developed based on the participation of the stakeholders and
results revealed that school staff generally had a clear idea of why evaluation was
important, they viewed the evaluation as a tool that could foster enthusiasm and
encourage staff in school improvement activities and participants were feeling a

commitment to the evolution process (Lee & Cousins, 1995).

5.4 Implications for Educational Practices

Policymakers, practitioners, and researchers have paid a lot of attention to teacher
evaluation reform over the past decade. Nations, states, regions, and schools have
invested substantial financial, political, and human capital into overhauling their
assessment systems. Teacher evaluation—as a legal requirement—is and likely will
remain an important policy tool in many countries. The teacher evaluation process has
always been important from past to present, and it looks like it will maintain its
importance for many years. In order to design effective teacher evaluation systems,
more investment is needed in developing models that include formative assessments

that focus on professional development, especially in Turkey.

Rather than suggesting a teacher evaluation model that can be used by every school,
teacher, and principal, this research is important in that it guides how to design an
effective teacher evaluation model for the culture of a school and the needs of teachers
and principals working in this school. The idea on which the research is based is that
it is not right to evaluate without involving the evaluator in the work of the
development process of the evaluation. For this reason, teacher evaluation models to

be developed for schools should be made with the participation of teachers, principals,
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and other relevant people working in the school. Otherwise, no matter how effective
external teachers' or top-down evaluation models are, teachers' biased responses may

prevent the implementation of these models.

Lillejord et al. (2018), defines teacher evaluation as a wicked policy problem and
teacher evaluation can be successfully implemented by productive approaches, not
through traditional linear approaches. Although this research being a case study is not
a complete solution to this wicked problem, the results revealed what kind of teacher
evaluation the teachers, principals, and experts working in a school needed. When the
results are examined, the evaluation model that emerges includes the definitions and
elements that many researchers in this field have made under the name of "effective
teacher evaluation systems". It can be said that the qualification areas included in the
model developed with the help of the results obtained from this research can be
included in almost every teacher evaluation model. According to the needs of other
schools, the criteria included in these qualification areas may differ or a weighting can
be made between the qualification areas, unlike this case study. Moreover, it is thought
that the basic elements that make up this model (multiple assessment, giving
functional feedback, being participatory, ensuring objectivity, consistency, clarity,
evaluator training, etc.) will also guide the teacher evaluation models to be designed.

Teachers are not happy to be evaluated with student achievement scores and these
evaluations impose sanctions on them. Moreover, they do not trust the teacher
evaluation models that are implemented by taking student growth measures as the
basis, do not take the feedback into account, and think that this process is not fair.
Since the participants did not trust the school-wide exams applied in this case, they
objected to gather data from student success for teacher evaluation. If the examination
systems applied at the school are changed, the opinions of the participants may change.
We can say that we follow the individual development of the student when the
minimum skills expected to be acquired by the students at each grade level are defined
and these skills are measured and reported in the process through exams, observations,
or assignments, instead of one-time exams for certain achievements and only true and
false feedback is given as in this school. In this case, perhaps the participants may
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want to be evaluated with the help of their students' individual development results.
Education systems need student assessment processes in which the individual
development of students is followed reliably so that these results can be a resource for
teacher development. Furthermore, teacher evaluation models or systems should
support and enable teacher professional development that aim to evaluate the
important qualifications of teachers with detailed criteria and professional
development activities should be planned to eliminate the weaknesses determined in

these criteria.

The most important element for the effective implementation of teacher evaluation is
that the practitioners trust and internalize the model or system. An effective appraisal
system that allows teachers to participate in the assessment process, should be fair and
impartial, continuous, and based on reliable and valid criteria as well. In almost every
part of the study, teachers frequently stated that they needed to trust the model. The
answer to the question of “What kind of a teacher evaluation model does a teacher

trust?” can be found based on the findings of this research.

Evaluation models or systems that the teacher will trust should include the teacher's
views, the teacher's needs should be determined reliably from multiple sources, and
the feedback should be functional and feasible. Based on the findings of the present
study, it can be said that the participants are willing to apply the evaluation model that
they believe, trust, and find useful. It can be said that the need for teachers to trust the
evaluation system, which emerged from the beginning of the study, can be eliminated
by designing a model that will accurately determine the needs of the people to be
evaluated and meet this need with effective feedback. When teachers understand the
necessity of an evaluation process and are allowed to participate in the design and
development of assessments, their attitudes and perceptions can be very positive
(Ozberk & Taneri, 2019). If the teacher has a positive attitude towards positive
evaluation, the teacher will be willing to accept constructive criticism to create
instruction that will increase student success (Nelson, 2015). Similarly, authentic
feedback from a trusted and respected source encourages self-reflection and increases
the likelihood that a teacher will act on new knowledge and insights gained from the
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process (Donahue & Vogel, 2018). Looking at these results if we want teacher
evaluation to work for the teacher and improve his/her teaching, what this data
contains and how it is shared is also important along with the collected data. The
teacher evaluation models to be developed should enable the teacher to access the
evaluation results more, the usefulness of these results for the teacher should be based
on, discussion and mutual opinions should be made about these results while the
results are reported. Moreover, the teacher evaluation system should allow for

feedback and collaboration between the evaluator and the teacher.

Moreover, it should include organizing training to improve the competencies of the
evaluators and to inform everyone to be evaluated. In other words, for teacher
evaluation models or systems to be developed in schools, evaluators should be trained
on how to effectively implement the teacher evaluation system used to evaluate

teachers.
5.5 Implications for Further Research

While designing the present study, the researcher was aware of teachers' reactions to
top-down evaluations. Moreover, the necessity of developing a model-specific for the
school's culture, ecosystem, and the relations of the stakeholders with each other was
revealed when the literature was searched. It can be said that this importance was
repeatedly demonstrated by the participants while collecting data for the present study.
Although there is a tendency to develop and use performance evaluation systems
throughout the country and generally in which the teacher is evaluated by scoring
certain items, teacher evaluation models must be autonomous and school specific. For
this reason, it is very important that teacher evaluation models, which will be
developed with the help of further research, have the necessary flexibility to enable

the application in schools and, if possible, be specific to the school.

Although the school where this research was conducted was a private school, there
was no systematic process for teacher evaluation at the school. It can be said that there
are teacher evaluation systems that have just started to be implemented in many private

schools or have been applied for many years. Future research can be conducted to
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evaluate the effectiveness of teacher evaluation systems implemented in these schools
and determine the working or non-functioning aspects of these systems, and even

develop new systems for rearranging the non-functioning aspects.

In the recruitment process of this school, which represents the case of the present
study, not many inexperienced teachers were preferred, and most of the teachers were
experienced teachers. Moreover, less experienced teachers often emphasized that the
same evaluation should be made for every teacher since there is a biased evaluation in
favour of experienced teachers. This result, which emerged following the teacher
profile of this school, could have emerged differently in institutions where less
experienced teachers work. For this reason, it may be important to conduct future

research, especially in institutions where inexperienced teachers work.

The model that emerged as a result of this research could not be implemented due to
both the school's policies and the covid 19 epidemic. The implementation and revision
of teacher evaluation models, which will be developed in line with further studies, will
be much more effective for practitioners in this field. In addition, the contribution of
the model that emerged as a result of this research on the professional development of
the teacher and the effects of the contributions of the professional development of the
teacher on student achievement could not be determined. More longitudinal studies
can be conducted to examine how teacher evaluation affects the professional
development of teachers and to investigate how the student is affected by the teacher's

development as a result of the evaluation.

As demonstrated in this study, teachers need to receive effective feedback after
evaluation. Examining policies regarding the usefulness of feedback or collecting data
to identify potential barriers to providing effective feedback could be the subject of
research for future studies. Since perceptions of evaluator credibility are strongly
associated with teachers' perceptions of the usefulness of feedback, focusing on ways

to build evaluator credibility may be a topic for further research.

Furthermore, it has been determined both by this research and many other studies that

it is important for the evaluated persons and evaluators to receive training. Research
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can be conducted to plan the content of these training. Thus, research can be designed
to determine how these training can be organized based on practice, what type of
training should be provided to validate assessments, and in particular, ways to

strengthen the usefulness of feedback.
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APPENDICES

A. TEACHER INTERVIEW SCHEDULE
OGRETMEN GORUSME FORMU

Tarih:
Katilmer:
Sire:

Sayn ...

Orta Dogu Teknik Universitesi Egitim Bilimleri Béliimii, Egitim Programlart ve
Ogretimi  programinda doktora d&grencisivim. Doktora tezimi bu okulda gérev alan
ogretmenlerin, yoneticilerin ve uzmanlarin, 6gretmen degerlendirme hakkindaki goriislerini
alarak ihtiyaclarini anlamak, onerileri ve katilimlar: dogrultusunda égretmenlerin mesleki
gelisimlerini destekleyecek bir degerlendirme modeli hazirlamak igin yiiriitmekteyim. Bu
baglamda, siz degerli 6gretmenlerin goriislerini almak benim i¢in ¢ok onemli.

Bu calismaya katildiginiz ve zaman aywrdiginiz igin ¢ok tesekkiir ederim. Bu roportaj,
kurumunuzda etkili bir o6gretmen degerlendirme modeli olusturma siireci hakkindaki
goriislerinizi paylagmak icin iyi bir firsat olabilir.

Goriismenin genel ozellikleri ve gizliligi hakkinda bazi hatwrlatmalar yapmak
istiyorum:

° Bu konusma sadece arastirma amacl kullamilacaktir. Adiniz hi¢cbir rapor vb.
belgede kullaniimayacak ve arastirmact tarafindan gizli tutulacaktir.

o Goriismedeki ayrintilart ve 6nemli bir seyi kacirmamam igin kaydetmek istiyorum.
Kayitlar tamamen gizli tutulacaktir.

o Konusmamizin hi¢bir béliimiinde, sizi yamltacak veya size zarar verebilecek
herhangi bir sey yoktur. Bununla birlikte, goriismenin herhangi bir asamasinda,
istemiyorsaniz, miilakat derhal feshedilecek ve tiim kayit iptal edilecek.

Goriisme yaklasik 40 dakika siirecektiv. Baslamadan once sormak istediginiz bir sey var mi?
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Tanimlayic Bilgiler
a. Kag yildir 6gretmenlik yapiyorsunuz?

b. Bu okulda kag yildir 6gretmenlik yapryorsunuz? Daha 6nce hangi kurumda ¢alistiniz?

c. Okulda idari bir goreviniz var m? Daha &nce idari bir goreviniz oldu mu? Ornegin,
Zumre baskanligi, miidiir yardimciligi vb.

d. Ogrenim diizeyinizden bahseder misiniz?

e. Bu okulda ya da daha 6nce ¢alistiginiz kurumlarda bir degerlendirme siirecinden
gectiniz mi?

Goriisme Sorular:

1. Ogretmen degerlendirme siireci denildiginde aklimiza neler geliyor?
(Bir ogretmen degerlendirme siirecini nasul tanimlarsiniz?)

2. Okulunuzda yapilan degerlendirme siirecleri ile ilgili 6rnekler verebilir misiniz?
Yapilan degerlendirmeler ile ilgili bir deneyiminizi paylasir misimiz?

3.0kulunuzda yiiriitiilen 6@retmen degerlendirme siireci ve bu siirecin nasil olmasi
gerektigi hakkinda biraz konusalim.

A1.Sizi kimler degerlendiriyor? Degerlendirmeyi yapan kisilerin bu alandaki
yeterlikleri hakkinda neler diisiiniiyorsunuz?
Sonda: Yoneticiler, veliler, dgrenciler, ayni branstaki 6gretmenler, farkl

brangstaki ogretmenler, kurum disindan kigiler vb.

A2. Bu kisiler tarafindan degerlendirilmenin, degerlendirme siirecine olumlu
etkileri nelerdir? Olumsuz etkileri nelerdir?

A3. Sizi kimler degerlendirmelidir? Degerlendirmeyi yapan kisiler hangi
yeterliklere ve 6zelliklere sahip olmalidir?

B1. Degerlendirmeler ne siklikta yapiliyor? Ne zaman yapiliyor?
B2. Degerlendirme sikliginin olumlu yonleri nelerdir? Olumsuz ydnleri nelerdir?

B3. Degerlendirmeler ne siklikta yapilmalidir? Ne zaman yapilmali?

C1. Okulunuzdaki degerlendirmede ne tiir degerlendirme araglari kullaniliyor?
Sonda: Gézlem, goriisme, oz-degerlendirme, uzmanlar tarafindan hazirlanmis
standart formlar, anketler vb.

C2. Kullanilan bu araglarin, degerlendirme stirecine olumlu katkilari nelerdir? Bu
araclar1 kullanmanin siiregte sebep oldugu olumsuzluklar nelerdir?

C3. Degerlendirme modelinde ne tiir degerlendirme araglari kullanilmalidir?

D1. Okulunuzdaki degerlendirmelerde ne tiir veri kaynaklari kullaniltyor?
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Sonda: Ders planlari, derslerde kullandiginiz arag ve geregler, 6grencilerin
bagari gostergeleri (karne notu, sinav sonuglari vb.), gézlem sonuglari, gériisme
sonuglari, oz-degerlendirme sonuglart vb.

D2. Bu veri kaynaklarmin kullanilmasinin degerlendirme siirecine olumlu etkileri
nelerdir? Olumsuz etkileri nelerdir?

D3. Degerlendirme modelinde ne tiir veri kaynaklari kullanilmalidir?

E1l. Hangi yeterlikleriniz degerlendiriliyor?

Sonda:

Derse hazirlik yapma (dersi planlama, sinif yonetimi, kullanilan arag-gereg ve
malzemeler, farkliliklar: dikkate alma vb.)

Osretimi gerceklestirme (etkili 6grenme ortami olusturma, farkliliklar: dikkate
alma, iist diizey diigiinme becerilerini destekleme vb.)

Ogretimi izleme (Ogrencilerin gelisimlerini takip etme, eksikliklerini belirleme ve
telafi etme)

Okul igindeki diger sorumluluklar: yerine getirme (okuldaki diger gorevleriniz,
zlmre igindeki gorevlerini vb.)

Iliskiler (6retmenlerle, velilerle, yoneticilerle etkili iletisim kurmak, is birligi
icinde ¢calismak, vb.)

Mesleki gelisim (egitimlere katilma, yayinlar: takip etme, gelismelerden haberdar
olmavb.)

E2. Degerlendirmenin bu yeterliklere gore yapilmasinin olumlu etkileri nelerdir?
Degerlendirmenin bu 6zelliklere gore yapilmasinin sebep oldugu olumsuzluklar
nelerdir?

E3. Hangi yeterlikleriniz degerlendirilmelidir?

F1. Okulunuzda yiiriitillen degerlendirmelerde objektiflik (tarafsizlik) nasil
saglaniyor?
(Degerlendirme sonug¢larina giiveniyor musunuz?)

F2. Degerlendirmelerin objektifligi (tarafsizlig1) nasil saglanmalidir?

G1. Degerlendirme sonuglari ne amagla kullaniliyor?

(Ne amagla degerlendiriliyorsunuz?)

Sonda: Kuruma iliskin raporlamalar (faaliyet, memnuniyet, gelisim vb.) yapma,
giiclii ya da gelistirilmesi gereken yonleriniz belirlemek, uyari ya da ceza vermek,
ogrenci basarisini arttirmak, profesyonel gelisimizi desteklemek)

G2. Degerlendirme sonuglarinin bu amaglarla kullanilmasinin olumlu yonleri
nelerdir? Olumsuzluklari nelerdir?

G3. Degerlendirmeden elde edilen verileler ne amagla kullanilmalidir?
(Bu verilere dayali olarak neler yapiimalidir ve ne tiir kararlar alinmalidir?)

H1. Degerlendirme sonuglarindan nasil haberdar ediliyorsunuz? Ne siklikla
haberdar ediliyorsunuz?
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Sonda.: Yiiz yiize goriismelerle, yazili iletisim yoluyla, telefonla, diizenli olarak,
rastgele

H2. Bu sekilde haberdar edilmenin olumlu yo6nleri nelerdir? Olumsuz yonleri
nelerdir?

H3. Degerlendirme sonuglari nasil haberdar edilmelidir?

[.Mesleki gelisim denildiginde akliniza neler geliyor?

(Mesleki gelisimi nasil tamimlarsiniz?)

Sonda.: Mesleki gelisim,; mesleginizle ilgili gelismeleri takip etmek, sorunlar
kesfetmek, etkili 6grenme ortamlart olusturmak, gercgeklestirdiginiz ogretimi
degerlendirmek ve iyilestirmek, alaninizda daha fazla bilgi sahibi olmak vb.

J1. Mesleki gelisiminize katki saglamak amaciyla hangi egitimlerin
gergeklestirilecegine kurum nasil karar veriyor?

J2. Bu karar verme siirecinin olumlu yanlar1 nelerdir? Olumsuz yanlari nelerdir?
J3. Ogretmenlerin ihtiyaglar1 nasil belirlenmelidir?

K1. Mesleki gelisiminizi saglamak i¢in kurum tarafindan nasil
destekleniyorsunuz? Siz kendi mesleki gelisimiz igin neler yapiyorsunuz?
Sonda. Hizmet i¢gi egitimler, ozel kurslar, seminerler, belli bir plan program
kapsaminda 6rnegin, 6gretimi iyilestirme plani, kalkinma plant

K2. Bu egitimleri nasil degerlendiriyorsunuz? Bu egitimlerin olumlu yanlar
nelerdir? Olumsuz yanlari nelerdir?

(Bu egitimler, sizin eksik ve zayif ydnlerinizi nasil gelistiriyor? Ogrendiklerinizi
mesleki yasantinizda nasil uyguluyorsunuz?)

K3. Ogretmen!prin mesleki gelisimlerini desteklemek amaciyla neler
yapilmalidir? Ogretmenler neler yapabilir?

L1. Kurumunuz bu egitimlerin sonrasinda sizlerin ihtiyaglarinin giderilip
giderilmedigini nasil belirliyor?

L2. Bu ihtiyaglarin giderilip giderilmediginden emin olmak igin neler
yapilmalidir?

Ogretmen degerlendirme hakkinda séylemek istediginiz baska goriis ve oneriniz var
mi?
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B. PRINCIPALS INTERVIEW SCHEDULE
YONETICIi GORUSME FORMU

Tarih:
Katihmer:
Sire:

Sayn ...

Orta Dogu Teknik Universitesi Egitim Bilimleri Béliimii, Egitim Programlart ve
Osretimi  programinda doktora d&grencisivim. Doktora tezimi bu okulda gérev alan
ogretmenlerin, yoneticilerin ve uzmanlarin, 6gretmen degerlendirme hakkindaki goriislerini
alarak ihtiyaglarint anlamak, onerileri ve katilimlart dogrultusunda égretmenlerin mesleki
gelisimlerini destekleyecek bir degerlendirme modeli hazirlamak icin yiiriitmekteyim. Bu
baglamda, siz degerli yoneticilerin goriiglerini almak benim igin ¢cok nemli.

Bu calismaya katildiginiz ve zaman aywrdiginiz icin ¢ok tesekkiir ederim. Bu roportaj,
kurumunuzda etkili bir o6gretmen degerlendirme modeli olusturma siireci hakkindaki
goriislerinizi paylagmak icin iyi bir firsat olabilir.

Goériismenin genel ozellikleri ve gizliligi hakkinda bazi hatirlatmalar yapmak
istiyorum:

° Bu konusma sadece arastirma amacl kullamilacaktir. Adiniz hi¢cbir rapor vb.
belgede kullaniimayacak ve arastirmact tarafindan gizli tutulacaktir.

o Gortismedeki ayrintilart ve 6nemli bir seyi kacirmamam igin kaydetmek istiyorum.
Kayitlar tamamen gizli tutulacaktir.

o Konusmamizin hi¢bir béliimiinde, sizi yamltacak veya size zarar verebilecek
herhangi bir sey yoktur. Bununla birlikte, goriismenin herhangi bir agamasinda,

istemiyorsaniz, miilakat derhal feshedilecek ve tiim kayit iptal edilecek.

Goriisme yaklasik 40 dakika siirecektiv. Baslamadan énce sormak istediginiz bir sey var mi?
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Tanimlayic Bilgiler

a. Kag yildir yoneticilik yapiyorsunuz?

b. Bu okulda kag yildir ¢alisiyorsunuz? Daha 6nce hangi kurumda ¢aligtiniz?
c. Daha 6nce kag y1l 6gretmenlik yaptiniz?

d. Ogrenim diizeyinizden bahseder misiniz?

e. Ogretmen olarak calistiginiz dénemde bu okulda ya da daha 6nce ¢alistiginiz
kurumlarda bir degerlendirme siirecinden gectiniz mi?

f. Bir 6gretmen degerlendirme siirecinde degerlendirici olarak rol aldiniz mi1?

Goriisme Sorular:

1. Ogretmen degerlendirme modeli denildiginde akliniza neler geliyor?
(Bir ogretmen degerlendirme modelini nasil tanimlarsiniz?)

2. Okulunuzda yapilan degerlendirme strecleri ile ilgili 6rnekler verebilir misiniz?
Yapilan de@erlendirmeler ile ilgili bir deneyiminizi paylasir misimz?

3.0kulunuzda yiiriitiilen 6gretmen degerlendirme siireci ve bu siirecin nasil olmasi
gerektigi hakkinda biraz konusalim.

Al. Ogretmenleri kimler degerlendiriyor? Degerlendirmeyi yapan kisilerin bu
alandaki yeterlikleri hakkinda neler diisiiniiyorsunuz?
Sonda: Yoneticiler, veliler, ogrenciler, ayni branstaki ogretmenler, farki

brangtaki ogretmenler, kurum disindan kisiler vb.

A2. Bu kisiler tarafindan degerlendirilmenin, degerlendirme siirecine olumlu
etkileri nelerdir? Olumsuz etkileri nelerdir?

A3. Ogretmenleri kimler degerlendirmelidir? Degerlendirmeyi yapan kisiler
hangi yeterliklere ve 6zelliklere sahip olmalidir?

B1. Degerlendirmeler ne siklikta yapiliyor? Ne zaman yapiliyor?

B2. Degerlendirme sikliginin olumlu yonleri nelerdir? Olumsuz yonleri
nelerdir?

B3. Degerlendirmeler ne siklikta yapilmalidir? Ne zaman yapilmali?
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C1. Okulunuzdaki degerlendirmede ne tiir degerlendirme araglari kullaniliyor?
Sonda: Gozlem, goriisme, oz-degerlendirme, uzmanlar tarafindan hazirlanmig
standart formlar, anketler vb.

C2. Kullanilan bu araglarin, degerlendirme siirecine olumlu katkilari nelerdir?
Bu araglari kullanmanin siiregte sebep oldugu olumsuzluklar nelerdir?

C3. Degerlendirme modelinde ne tiir degerlendirme araglari kullanilmalidir?
D1. Okulunuzdaki degerlendirmelerde ne tiir veri kaynaklar1 kullaniliyor?
Sonda: Ders planlari, derslerde kullandiginiz arag ve geregler, 6grencilerin
bagari gostergeleri (karne notu, sinav sonuglart vb.), gézlem sonuglari,
gortisme sonuglari, oz-degerlendirme sonuglart vb.

D2. Bu veri kaynaklarimin kullanilmasinin degerlendirme siirecine olumlu
etkileri nelerdir? Olumsuz etkileri nelerdir?

D3. Degerlendirme modelinde ne tiir veri kaynaklar1 kullanilmalidir?

E1. Ogretmenlerin hangi yeterlikleri degerlendiriliyor?

Sonda:

Derse hazirlik yapma (dersi planlama, sinmif yonetimi, kullanilan arag-gereg ve
malzemeler, farkliliklar: dikkate alma vb.)

Ogretimi gerceklestirme (etkili 6grenme ortami olusturma, farklihklar dikkate
alma, iist diizey diigiinme becerilerini destekleme vb.)

Ogretimi izleme (Ggrencilerin gelisimlerini takip etme, eksikliklerini belirleme
ve telafi etme)

Okul igindeki diger sorumluluklar: yerine getirme (okuldaki diger gorevleriniz,
zUmre igindeki gorevlerini vb.)

[liskiler (65retmenlerle, velilerle, yoneticilerle etkili iletisim kurmak, is birligi
icinde ¢alismak, vb.)

Mesleki gelisim (egitimlere katilma, yayinlar: takip etme, gelismelerden
haberdar olma vb.)

E2. Degerlendirmenin bu yeterliklere gore yapilmasinin olumlu ve olumsuz
etkileri nelerdir?

E3. Ogretmenlerin hangi yeterlikleri degerlendirilmelidir?

F1. Okulunuzda ytiriitiilen degerlendirmelerde objektiflik (tarafsizlik) nasil
saglantyor?
(Degerlendirme sonuglarina giiveniyor musunuz?)
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F2. Degerlendirmelerin objektifligi (tarafsizligi) nasil saglanmalidir?

G1. Degerlendirme sonuglar1 ne amagla kullaniliyor?

(Ogretmenler ne amacla degerlendiriliyor?)

Sonda.: Kuruma iligkin raporlamalar (faaliyet, memnuniyet, gelisim vb.) yapma,
giiclii ya da gelistirilmesi gereken yonleriniz belirlemek, uyart ya da ceza
vermek, 6grenci basarisini arttirmak, profesyonel geligimizi desteklemek)

G2. Degerlendirme sonuglariin bu amaglarla kullanilmasinin olumlu yonleri
nelerdir? Olumsuzluklar1 nelerdir?

G3. Degerlendirmeden elde edilen verileler ne amagla kullaniimalidir?
(Bu verilere dayali olarak neler yapilmalidir ve ne tiir kararlar alinmalidir?)

H1. Ogretmenler degerlendirme sonuclarindan nasil haberdar ediliyor? Ne
siklikla haberdar ediliyor?

Sonda: Yiiz yiize goriismelerle, yazili iletisim yoluyla, telefonla, diizenli olarak,
rastgele

H2. Bu sekilde haberdar edilmenin olumlu yonleri nelerdir? Olumsuz yonleri
nelerdir?

H3. Degerlendirme sonuglari nasil haberdar edilmelidir?

I. Ogretmenlerin Mesleki gelisim denildiginde akliniza neler geliyor?
(Ogretmen mesleki gelisimini nasil tanimlarsiniz?)

Sonda: Mesleki gelisim; mesleginizle ilgili gelismeleri takip etmek, sorunlar

kesfetmek, etkili 6grenme ortamlart olusturmak, gergeklestirdiginiz ogretimi
degerlendirmek ve iyilestirmek, alaninizda daha fazla bilgi sahibi olmak vb.

J1. Ogretmenlerin mesleki gelisimine katki saglamak amactyla hangi
egitimlerin gerceklestirilecegine nasil karar veriliyor?

J2. Bu karar verme siirecinin olumlu yanlar1 nelerdir? Olumsuz yanlari nelerdir?

J3. Ogretmenlerin ihtiyaglar1 nasil belirlenmelidir?

K1. Ogretmenlerin mesleki gelisimi kurum tarafindan nasil destekleniyor?
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Sonda: Hizmet i¢i egitimler, 6zel kurslar, seminerler, belli bir plan program
kapsaminda drnegin, 6gretimi iyilestirme plani, kalkinma plam

K2. Bu egitimleri nasil degerlendiriyorsunuz? Bu egitimlerin olumlu yanlari
nelerdir? Olumsuz yanlar nelerdir?

(Bu egitimler, 6gretmelerin eksik ve zayif yonlerinizi nasil gelistiriyor?
Ogretmenler dgrendiklerinizi mesleki yasantinizda nasil uyguluyorsunuz?)

K3. Ogretmenlerin mesleki gelisimlerini desteklemek amaciyla neler
yapilmalidir? Ogretmenler neler yapabilir?
L1. Kurumunuz bu egitimlerin sonrasinda 6gretmenlerin ihtiyaglarinin giderilip

giderilmedigini nasil belirliyor?

L2. Bu ihtiyaglarin giderilip giderilmediginden emin olmak igin neler
yapilmalidir?

Ogretmen degerlendirme hakkinda soylemek istediginiz baska goriis ve oneriniz
var m?
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C. EXPERT INTERVIEW SCHEDULE
UZMAN GORUSME FORMU

Tarih:
Katilmer:
Sure:

Sayin ...

Orta Dogu Teknik Universitesi Egitim Bilimleri Boliimii, Egitim Programlart ve
Ogretimi programinda doktora &grencisiyim. Doktora tezimi bu okulda gorev alan
ogretmenlerin, yoneticilerin ve uzmanlarin, ogretmen degerlendirme hakkindaki goriislerini
alarak ihtiya¢larint anlamak, onerileri ve kattlimlar: dogrultusunda égretmenlerin mesleki
gelisimlerini destekleyecek bir degerlendirme modeli hazirlamak igin yiiriitmekteyim. Bu
baglamda, siz degerli uzmanlarin gériislerini almak benim icin ¢ok onemli.

Bu ¢alismaya katildiginiz ve zaman ayirdiginiz igin ¢ok tesekkiir ederim. Bu réportaj,
kurumunuzda etkili bir ogretmen degerlendirme modeli olusturma siireci hakkindaki
gortislerinizi paylasmak icin iyi bir firsat olabilir.

Goriismenin genel ozellikleri ve gizliligi hakkinda bazi hatirlatmalar yapmak

istiyorum:
. Bu konusma sadece arastirma amach kullanilacaktir. Adiniz hi¢bir rapor vb.
belgede kullamilmayacak ve arastirmaci tarafindan gizli tutulacaktir.
. Goriismedeki ayrintilart ve 6nemli bir seyi kacirmamam igin kaydetmek istiyorum.

Kayitlar tamamen gizli tutulacaktir.
. Konusmanmuzin hicbir béliimiinde, sizi yamltacak veya size zarar verebilecek
herhangi bir sey yoktur. Bununla birlikte, goriismenin herhangi bir asamasinda,

istemiyorsaniz, miilakat derhal feshedilecek ve tiim kayit iptal edilecek.

Goriisme yaklasik 40 dakika siirecektir. Baslamadan énce sormak istediginiz bir sey var mi?
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Tanimlayic Bilgiler
a. Kag yildir uzmanlik yapryorsunuz?

b. Bu okulda kag yildir ¢alisiyorsunuz? Daha 6nce hangi kurumda galistiniz?
c. Daha 6nce 6gretmenlik yaptiniz m1? Kag yil 6gretmenlik yaptiniz?

d. Ogrenim diizeyinizden bahseder misiniz?

e. Bu okulda ya da daha 6nce calistiginiz kurumlarda 6gretmenler degerlendirme yapiliyor
muydu?

f. Siz bir 6gretmen degerlendirme siirecinde degerlendirici olarak rol aldiniz m1?

Goriisme Sorular:

1. Ogretmen degerlendirme modeli denildiginde akliniza neler geliyor?
(Bir égretmen degerlendirme modelini nasil tanmimlarsiniz?)

2. Okulunuzda yapilan degerlendirme siirecleri ile ilgili 6rnekler verebilir misiniz?
Yapilan degerlendirmeler ile ilgili bir deneyiminizi paylasir misimz?

3.0kulunuzda yiiriitiilen 6@retmen degerlendirme siireci ve bu siirecin nasil olmasi
gerektigi hakkinda biraz konusalim.

Al. Ogretmenleri kimler degerlendiriyor? Degerlendirmeyi yapan kisilerin bu
alandaki yeterlikleri hakkinda neler diisiiniiyorsunuz?

Sonda: Yoneticiler, veliler, ogrenciler, ayni branstaki ogretmenler, farkl
branstaki ogretmenler, kurum digindan kigiler vb.

A2. Bu kisiler tarafindan degerlendirilmenin, degerlendirme siirecine olumlu
etkileri nelerdir? Olumsuz etkileri nelerdir?

A3. Ogretmenleri kimler degerlendirmelidir? Degerlendirmeyi yapan kisiler
hangi yeterliklere ve 6zelliklere sahip olmalidir?

B1. Degerlendirmeler ne siklikta yapiliyor? Ne zaman yapiliyor?
B2. Degerlendirme sikliginin olumlu yonleri nelerdir? Olumsuz yonleri nelerdir?

B3. Degerlendirmeler ne siklikta yapilmalidir? Ne zaman yapilmali?

C1. Okulunuzdaki degerlendirmede ne tiir degerlendirme araglart kullaniliyor?
Sonda: Gozlem, goriisme, oz-degerlendirme, uzmanlar tarafindan hazirlanmig
standart formlar, anketler vb.

310




C2. Kullanilan bu araglarin, degerlendirme siirecine olumlu katkilari nelerdir? Bu
araglar1 kullanmanin siiregte sebep oldugu olumsuzluklar nelerdir?

C3. Degerlendirme modelinde ne tiir degerlendirme araglari kullanilmalidir?

D1. Okulunuzdaki degerlendirmelerde ne tiir veri kaynaklar1 kullaniliyor?
Sonda. Ders planlari, derslerde kullandiginiz arag ve gerecler, 6grencilerin
bagar: gostergeleri (karne notu, sinav sonuglari vb.), gézlem sonuglari, goériisme
sonuglari, oz-degerlendirme sonuglart vb.

D2. Bu veri kaynaklarinin kullanilmasinin degerlendirme siirecine olumlu etkileri
nelerdir? Olumsuz etkileri nelerdir?

D3. Degerlendirme modelinde ne tiir veri kaynaklar1 kullanilmalidir?

E1. Ogretmenlerin hangi yeterlikleri degerlendiriliyor?

Sonda:

Derse hazirlik yapma (dersi planlama, sinif yonetimi, kullanilan arac-gereg ve
malzemeler, farkliliklar: dikkate alma vb.)

Osretimi gerceklestirme (etkili 6grenme ortami olusturma, farkliliklar: dikkate
alma, iist diizey diigiinme becerilerini destekleme vb.)

Osretimi izleme (6grencilerin gelisimlerini takip etme, eksikliklerini belirleme ve
telafi etme)

Okul icindeki diger sorumluluklar: yerine getirme (okuldaki diger gorevleriniz,
ztimre icindeki gorevlerini vb.)

fliskiler (6gretmenlerle, velilerle, yoneticilerle etkili iletisim kurmak, ig birligi
icinde ¢alismak, vb.)

Mesleki geligim (egitimlere katilma, yayinlar: takip etme, gelismelerden haberdar
olmavb.)

E2. Degerlendirmenin bu yeterliklere gére yapilmasinin olumlu ve olumsuz
etkileri nelerdir?

E3. Ogretmenlerin hangi yeterlikleri degerlendirilmelidir?

F1. Okulunuzda yiiriitiilen degerlendirmelerde objektiflik (tarafsizlik) nasil
saglaniyor?

(Degerlendirme sonuglarina giiveniyor musunuz?)

F2. Degerlendirmelerin objektifligi (tarafsizlig1) nasil saglanmalidir?

G1. Degerlendirme sonuglart ne amagla kullaniliyor?

(Ogretmenler ne amagla degerlendiriliyor?)

Sonda: Kuruma iliskin raporlamalar (faaliyet, memnuniyet, gelisim vb.) yapma,
giiclii ya da gelistirilmesi gereken yonleriniz belirlemek, uyart ya da ceza vermek,
o6grenci basarisini arttirmak, profesyonel gelisimizi desteklemek)
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G2. Degerlendirme sonuglarinin bu amaglarla kullanilmasinin olumlu yonleri
nelerdir? Olumsuzluklar nelerdir?

G3. Degerlendirmeden elde edilen verileler ne amagla kullanilmalidir?

(Bu verilere dayali olarak neler yapilmalidir ve ne tiir kararlar alinmalidir?)

H1. Ogretmenler degerlendirme sonuglarindan nasil haberdar ediliyor? Ne
siklikla haberdar ediliyor?

Sonda: Yiiz ylize goriismelerle, yazili iletisim yoluyla, telefonla, diizenli olarak,
rastgele

H2. Bu sekilde haberdar edilmenin olumlu yonleri nelerdir? Olumsuz ydnleri
nelerdir?

H3. Degerlendirme sonuglar1 nasil haberdar edilmelidir?

1.Ogretmenlerin mesleki gelisim denildiginde akliniza neler geliyor?
(Ogretmen mesleki gelisimini nasil tanimlarsiniz?)

Sonda: Mesleki gelisim; mesleginizle ilgili gelismeleri takip etmek, sorunlart
kesfetmek, etkili 6grenme ortamlar: olusturmak, gerceklestirdiginiz 6gretimi
degerlendirmek ve iyilestirmek, alaninizda daha fazla bilgi sahibi olmak vb.

J1. Ogretmenlerin mesleki gelisimine katki saglamak amaciyla hangi egitimlerin
gerceklestirilecegine nasil karar veriliyor?

J2. Bu karar verme siirecinin olumlu yanlar1 nelerdir? Olumsuz yanlari nelerdir?
J3. Ogretmenlerin ihtiyaglari nasil belirlenmelidir?

K1. Ogretmenlerin mesleki gelisimi kurum tarafindan nasil destekleniyor?
Sonda: Hizmet i¢i egitimler, ozel kurslar, seminerler, belli bir plan program
kapsaminda érnegin, 6gretimi iyilestirme plani, kalkinma plam

K2. Bu egitimleri nasil degerlendiriyorsunuz? Bu egitimlerin olumlu yanlari
nelerdir? Olumsuz yanlar1 nelerdir?

(Bu egitimler, 6gretmelerin eksik ve zayif yonlerinizi nasil gelistiriyor?
Ogretmenler dgrendiklerinizi mesleki yasantinizda nasil uyguluyorsunuz?)
K3. Ogretmenlerin mesleki gelisimlerini desteklemek amaciyla neler
yapilmalidir? Ogretmenler neler yapabilir?

L1. Kurumunuz bu egitimlerin sonrasinda 6gretmenlerin ihtiyaclarin giderilip
giderilmedigini nasil belirliyor?

L2. Bu ihtiyaglarin giderilip giderilmediginden emin olmak i¢in neler
yapilmalidir?

Ogretmen degerlendirme hakkinda séylemek istediginiz baska goriis ve oneriniz var
mi?
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D. FOCUS GROUP INTERVIEW SCHEDULE

A. ACILIS

Merhaba,

Bu odak grup goriismesinin amaci daha once sizlerle yapilan gdriisme sonuglari ile olusturulan
ogretmen degerlendirme modelinin her bir 6gesi ile ilgili sizlerin goriislerini almaktir.
Goriismeye baslamadan 6nce bu ¢alismaya katildiginiz ve zaman ayirdiginiz i¢in ¢ok tesekkiir
ederim. Goriismenin genel oOzellikleri ve gizliligi hakkinda bazi hatirlatmalar yapmak
istiyorum:

° Bu konusma sadece arastirma amacgh kullamilacaktir. Adiniz hi¢bir rapor vb.
belgede kullamilmayacak ve arastirmaci tarafindan gizli tutulacaktir.

. Gortismedeki ayrintilart ve 6nemli bir seyi kacirmamam igin kaydetmek istiyorum.
Kayitlar tamamen gizli tutulacaktir.

. Konusmamizin hicbir béliimiinde, sizi yamiltacak veya size zarar verebilecek
herhangi bir sey yoktur. Bununla birlikte, goriismenin herhangi bir asamasinda,
istemiyorsamiz, miilakat derhal feshedilecek ve tiim kayit iptal edilecek.

Goriisme yaklasik 1 saat stirecektir. Baslamadan énce sormak istediginiz bir sey var mi?

B. TANITMA

Sizlerden kisaca kendinizi tanitmanizi rica edecegim. Bu amagla sizlere dagitmis oldugum
forma adinizi, soyadinizi, dgrenim diizeyinizi, ka¢ yildir dgretmenlik yaptigimizi ve bu
kurumda kag yildir ¢alistiginiz1 yazar misiniz?

Bu model olusturulurken 20 6gretmen, 9 ydnetici ve 7 uzmandan goriis toplandi. Goriigler
incelendiginde cogunlugun ortak belirttigi hususlar dogrultusunda bu model planlandi. Sizlere
planlan modeli kisaca tanmitmak isterim. Bu modelin amaci 6gretmen yeterliklerini

degerlendirmek ve degerlendirme siirecine bagli olan 6gretmen mesleki gelisimi igin

sistematik destek saglamaktir... (Bu béliimde dnerilen model sunum yardimiyla tanitilir.)

C. SORULAR
1. Sizlerden gelen goriisler dogrultusunda modelin islenisinde ilk sayfada bahsedilen

hususlara yer verilecektir. Bu hususlarin her biri ile ilgili ayr1 ayri gorislerinizi alabilir miyim?
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2. Sizlerle yapilan goriismelerde bu model kapsaminda hangi 6gretmen yeterliklerinin
degerlendirilmesi  gerektigini konusmustuk. Gorligmelerden elde edilen sonuglar
dogrultusunda belirtilen yeterlik alanlarinin yer almasi1 uygun goriilmiistii. Bu yeterlik alanlari
hakkinda goriislerinizi alabilir miyim?

a) Bu yeterlik alanlarina ekleme yapmak ister misiniz? Ag¢iklayin.

b) Bahsettiginiz alanlar bahsedilen bes yeterlik alanina dahil edilebilir mi? Nasil?

¢) Bualanlardan hangisi ¢ikartilmalidir? Neden?

d) Bu yeterlik alanlar1 arasinda Onem sirast olmali mudir? Bu kurum igin
disiindigilinlizde hangi yeterlik alaninin  degerlendirilmesi digerinden daha
onemlidir?

3. Bu modeldeki vyeterlik olcutleri hem okulunuzda yeni baslayan hem de tecriibeli
Ogretmenler i¢in aynit mi olmalidir?

a) Degilse hangi ol¢iitler farklilik gostermelidir? Neden?

b) Yeterlik alanlarinin 6nem sirasi yeni baglayan ve tecriibeli 6gretmen icin farklilik
gostermeli midir? Nasil bir agirlik andirma 6nerirsiniz?

4. Belirtilen yeterlik dlciitleri kim tarafindan, nasil ve 6gretim yilinin hangi zaman diliminde
degerlendirilecegi belirtilmistir. Tablodaki her bir siitunu tek tek inceleyelim (Katilimcilarin

inceleyebilmesi icin 5 dk stire verilir) Her bir sttun igin.

a) Belirtilen olgitler bu kisi ya da kisiler tarafindan degerlendirilebilir mi?
Degerlendirilemezse nedenlerini agiklar misiniz? Bu 6l¢iit bagka kimler tarafindan
degerlendirilebilir? Gézlem yapan kisilerin objektif olamayacagindan bahsetmistiniz
bu durumda g6zleme ayni anda birden fazla kisinin girmesi ¢éziim olabilir mi? Nasil?

b) Belirtilen 6lgiitler i¢in kullanilmas1 planlanan yéntem ve veri toplama araci uygun
mudur? Degilse nedenlerini acgiklar misiniz? Bu Olgiitler bagka nasil
degerlendirilebilir?

c) Belirtilen 6lgiitler i¢in planlanan zaman dilimi uygun mudur? Degilse nedenlerini
agiklar misiniz? Bu 6lgiitler baska ne zaman degerlendirilebilir?

d) Yapilan goriismeler incelendiginde 6gretmenlerin gogunlugunun ders planlarinin
degerlendirilmesinin siireci yansitmayacagi i¢in yer almamasi gerektigini ifade
etmisti. Boyle bir model dahilinde ders plammin kullanilmasi konusunda ne
disiiniiyorsunuz?

5. Bu modelde her donemin sonunda miidiir ve Ogretmenin bir araya gelerek tiim

degerlendiricilerden elde edilen raporlar yardimiyla bir gelisim plam1 hazirlanmasi ve
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Ogretmenin bu gelisim plan1 dogrultusunda kendi mesleki gelisiminin desteklenmesi
onerilmektedir. Bu performans degerlendirme goriismesi ile ilgili goriisleriniz nelerdir?
a) Ogretmenlerin mesleki gelisimini destekleyen bir model bu modelden farkli olarak
nasil tasarlanabilir?
6. Bu modelin uygulanabilirligi hakkinda ne diisiiniiyorsunuz? Siz boyle bir model ile

degerlendirilmek ve/veya degerlendirme yapmak ister miydiniz? Neden/ neden degil?

D. KAPANIS

Katilimlariniz ig¢in ¢ok tesekkiir ederim. Bundan sonraki asamada sizlerin karar verdigi
yeterlik alanlarina ve degerlendirme yontemlerine bagli olarak Olgeklerde yer alamsi
disiiniilen olgiitler liste halinde sizlerle paylasilacak ve bu ol¢iitler ile ilgili sizlerin goriigleri

alinacaktir.
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E. THE CODEBOOK OF 15T DATA COLLECTION PROCESS
(INDIVIDUAL INTERVIEWS)

RQ1: What kind of teacher evaluation practices are carried out for classroom teachers at

this private school?

Theme 1. Evaluation Process

Code Description Example

No evaluation Statements showing that “Evaluations are not made in a
schedule or participants were not evaluated at a | certain time period, so it can happen
pattern certain time or at certain intervals. at any time.”

No standardized
forms

Explanations that the evaluations,
especially the observation done by
the principal, were made only by
taking notes without a form.

“I do not think that the evaluations
are made with a certain form. Our
principal just sat in the classroom
and took notes.”

No written The state of being unaware of the “I do not know clearly, what the
purpose for existence of an evaluation purpose | evaluation was made for, and
evaluation or stating that the purpose of the suppose the evaluation was

evaluation was not informed in conducted based on a purpose.

writing. Unfortunately, no one informed us

about this purpose written or orally.”

No defined Statements showing that the “I do not know what criteria are
standards or evaluation was not made in used. | don't even think the criteria
criteria accordance with certain criteria or exist.”

standards.

Data source:
Average
achievement
scores

Reporting the results of school-
wide achievement tests a using
them for teacher evaluation or
regarding the test scores as
equivalent to the teacher's success.

“After each exam, the average score
of the class is used to evaluate the
teacher.”

Data source:
Lesson plans

Use of lesson plans which were
checked by assistant principals for
evaluation purposes.

“I send lesson plans to the assistant
principal every week. They also
evaluate me through these plans.”

Data source:
Informal principal
observation

Informal classroom observation
process carried by the school
principal.

“This year, our school principal came
to the classroom and observed during
a lesson by taking notes.”

Other data source:

Opinions of
colleagues and
parents

Seeking the opinions of the head of
the department or the parents for
the purpose of evaluation.

“I think that the opinions of our head
of department are used in the
evaluation.” “Since we are a private
school, the opinions of the parents
are also included in the evaluation.”
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Theme 2. Use of Evaluation Data

Code

Description

Example

Improving student
achievement

The use of assessments to increase
student achievement, even if not
explicitly stated.

“It is not clearly stated, but I think
the only purpose is to increase
student success.”

Predicting
teachers’ success

The use of assessments, especially
exam results, to predict the teacher
level of success.

“According to the exam results, the
teacher is considered as successful or
unsuccessful.”

Improving the
quality of school

Implying that evaluations may
indirectly affect the quality of the
school.

“As student success increases, so
does the quality of the school.”

Providing Giving result-oriented feedback on | “At the end of the semester, general
summative general issues at a meeting attended | information was given to all
feedback by teachers teaching at the same teachers.”

grade level.
Providing One-on-one meetings with teachers | “If there is a complaint from the
individual only in problematic or undesirable parent, we receive one-to-one
formative situations feedback.”
feedbacks

RQ2: How are teacher evaluation practices perceived in terms of strengths and weaknesses
by classroom teachers, principals, and experts at this private school?

Theme 1. Propriety

Code Description Example

Not providing Problems arising from the absence | "The purpose, and the process is
policies and of a policy or procedure that states | unclear. This brings the question of
procedures the purpose, process, schedule, or why I'm being evaluated.” “The

timeline of the evaluation.
Problems that arise due to the fact
that the evaluations are far from
being systematic.

lack of a certain frequency of
observation means that everyone
should be as comfortable as
possible.”

No access to
evaluation results

Problems caused by not sharing
evaluation or observation results.
Not giving feedback to the
teachers.

“I haven't received any notification
or feedback about what happened in
the evaluation yet, for what purpose
this evaluation result was used.”

No balanced
evaluation

Receiving notifications or
feedbacks only for the weaknesses.
Receiving one-to-one feedback,
especially when they were not
successful in the classroom. Not
sharing the aspects in which
teachers are effective or good at.

“Principals only talk about my
weaknesses when they want to
speak individually. | never heard a
good thing about my teaching”

Theme 2. Utility

Code

Description

Example

Lack of explicit
criteria

The absence of criteria, standards
or indicators negatively affects the
usefulness of the results or
defensibility of the judgment.

“Principals has opinions about me,
but I do not know how they have
achieved this view. | don't know
which performance indicator was
used. [...] I can neither defend
myself,” “I think it is meaningless
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and not useful when the evaluation
is not done with the criteria.”

Lack of functional
reporting

Failure to record and report
evaluation results and feedback to
guide teacher development.

“If one had checked me and kept
the report, it would keep me
vigorous. In this way, | know my
weaknesses and follow
developments.”

Theme 3. Accuracy/ Misinterpretation of teacher effectiveness
Code Description Example
Competitive Inaccurate measurement of “Everyone is compared to each

environment

effectiveness by comparing
teachers with each other, creating a
competitive environment among
them

other. Being successful is somewhat
like the ego war between teachers.
If you have achieved significant
success in your class, this is the
success of your class. Should not be
compared to others."

Negative aspects
of the observation
process

The fact that the teacher behaves
differently from the normal due to
the anxiety caused by the
observation process causes a
mistake in the evaluation.

“We constantly think that these
observation results will be used
against us. For that reason, perhaps
we are trying to explain better or
being more positive when we are
reacting to the student”

Theme 3. Accuracy/ Biased identification

Code

Description

Example

Biased
judgements based
on experience

Being evaluated differently
according to teaching experiences
and evaluations are made in favor
of experienced teachers.

“[...] experienced teachers continue
to practice what they knew twenty
years ago, and | have never seen
that they have received any
warning”

Biased
judgements based
on personal
relations

The situation where the friendship
relations between individuals
prevent negative criticism of each
other or the negative relations
between individuals cause biased
evaluations.

“If I have to give an example from
myself, | do not want to evaluate a
friend I love negatively.” I'm not
good with some teachers. She can
make observations just to evaluate
badly.”

Theme 3. Accuracy/ Reliable Information

Code

Description

Example

Ignoring other
important domains
of learning

Equating student achievement with
teacher success tends to ignore
teacher efforts to improve some
important areas such as the
affective domain.

“I don't think it's right to use
student achievement as a single
source. No one knows what | do for
affective domain. Then it was up to
my conscience to develop this
domain.”

Not reflecting the
complexity of
teaching/learning
process

The fact that student success is
equated with teacher success and
using lesson plans as the only data
source causes the complexity of
the process carried out by the
teacher in the classroom to be
ignored.

“Only the average test score cannot
be my success. | think the effort I
put into the classroom is more
meaningful.”

“Lesson plans do not reflect the
classroom environment or my
teaching, which we often fail to
follow. Teaching is more difficult

and complex than this plan.”
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RQ3: What are the recommendations of classroom teachers, principals, and experts of this
school to develop an effective teacher evaluation model?

Theme 1. Evaluati

on Process/ Purpose of Evaluation

Code

Description

Example

Evaluating and

Statements that the purpose of

“Evaluation should be for the

developing evaluation should be to evaluate the | development of teachers and their
teacher qualifications of the teacher. qualifications”

qualifications

Improving Statements that the purpose of the “Success is important, but I don't find
student’s evaluation may be to increase it right to use student success as a

achievement

student achievement if the average
scores obtained from school-wide
exams are not considered as the
only data source and/or if the
teacher's contribution to the
individual success of the students is
correctly evaluated.

single source” “We are teachers; of
course, we do our best to increase the
success of the student. But rather than
the success of the whole class,
students' individual achievement
should be looked at to understand
what we have contributed to this

student individually.”
Theme 1. Evaluation Process/ Teacher Qualification to be assessed
Code Description Example

Communication
and Collaboration

Statements explaining the
importance of assessing the ability
to communicate effectively and
positively with other teachers,
principals, and students and to work
collaboratively with colleagues

“Everyone has to work together and
collaboratively, whether it is related
to classes or extracurricular activities.
An indispensable part of cooperation
is to use communication effectively.
That is, teachers need improvement
and change in the field of
communication and collaboration”

Instruction

Situations regarding the necessity
of including effective teaching
among the competence areas to be
evaluated

“Perhaps the most important
evaluation of what happens in the
classroom, namely instruction.”

Service to the

Statements explaining the

“In this school, it is very important to

school importance of assessing service to evaluate the responsibilities within
school including professional and the school, keeping duties or, for
in-school responsibilities of example, the behavior in the
teachers such as making ceremonies.”
contributions to the development of
the school, participating in the
activities carried out in the school,
keeping duties in the school, and
taking responsibility in ceremonies.

Planning and Situations that reveal that the “One of the most critical factors for

Preparation

process of lesson preparation or
prepared lesson plan should be
evaluated together with the
observation process of the
instruction.

the success of the course is the well-
structured preparation phase. Before
observing, teachers may be asked
what kind of preparations or planning
we are doing.”

Monitoring and
managing
learning

Opinions supporting that following
the cognitive or affective
development of students and taking
precautions when necessary are
among the qualifications that

should be evaluated.

“A good teacher should already
follow the academic and affective
development of his student. The
classroom teacher knows students
‘shortcomings best. I think this
competence is important.”

319




Professional
development

Opinions that it is important for
teachers to develop themselves by
receiving necessary training and
that professional development
competence can be evaluated for
this purpose.

“Professional development should be
evaluated, | think, as an essential
qualification. Participation in training
is critical, and | think this is an
important criterion to be evaluated.”

Theme 1. Evaluati

on Process/ Evaluation Schedule

Code

Description

Example

Except beginning
of each academic
period

Statements that it would not be
appropriate to make assessments
and classroom observations as soon
as the academic term starts.

“At the beginning of the semester, we
are dealing with the adaptation of
students a lot, I think there should be
no observations at these times.”

One or two
observations for
each month

Opinions that it would be
appropriate to make at most one or
two observations per month.

“It is sufficient to be observed at most
two times in a month. Too much will
cause the lesson to be divided.”

Three classroom
observations for
each semester

Opinions that it would be
appropriate to make at most three
observations in each semester

“There may be a total of 2 or 3
observations during the period.”

Theme 1. Evaluati

on Process/Evaluator Features

Code

Description

Example

Objective/Fair

Emphasizing the importance of the
evaluator being objective and/or
fair for the effectiveness of the
evaluation.

“Perhaps the essential feature of an
observer is objectivity the most
important and possibly the most
difficult.”

Positive/effective
communication
skills

The importance of the evaluator
having effective and positive
communication skills for the
efficiency of the evaluation.

“The evaluator must establish positive
communication to create an
environment where | can internalize
his criticism of me.”

Has teaching
experience

The importance of the evaluator
having teaching experience and
knowing the classroom
environment for the assessment to
be accurate.

“[...] it is crucial to have a person
who knows primary school students
and even works as a primary school
teacher”

Empathy skills

The importance of making
evaluations by people who can
empathize and consider the
situation in the classroom.

“If she cannot put herself in my place,
she cannot correctly assess what | am
doing in the classroom, and it
incorrectly determines where | am
missing.”

Enough
knowledge about
school

The fact that the evaluator works at
the school and/or knows the school
is important in evaluating the
teacher working at that school

“A person outside the school could
not make objective evaluations more
than the evaluations made by the
people who knew the school”

Evaluation
knowledge and
skills

Evaluator should have
qualifications and skills required,
such as using the tools effectively,
fulfilling the requirements of the
observer role, and making accurate
evaluations

“Must be knowledgeable in making
observations and conducting
interviews. If possible, should have
evaluated in this way before.”

Theme 1. Evaluati

on Process/ Enabling Evaluation Dynamics

Code

Description

Example

Training schedule
for evaluators

The importance of evaluators
receiving training on knowledge
and skills such as the purpose of the
model, using data collection tools

adequately, effective

“Evaluators may not have much
information and skills about the
evaluation, but they can be competent
in this field with the training they
received.”
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implementation of the evaluation
process, and giving correct
feedback.

Information
meetings for
evaluated person

The importance of informing the
evaluated person about the purpose
of the model, the use of the tools,
how the process will be carried out

“There should be training at the very
least, including the purpose of this
evaluation model, data collection
tools to be used, and even

and how the result will be observation.”
informed.
Theme 1. Evaluation Process/ Data source
Code Description Example
Principals Evaluation of teachers by school “I really want the principal to observe
principals. my class.”
Classroom Evaluation of teachers by teacher “I am sure a classroom teacher can
teachers another classroom teacher. observe me very well in the
classroom.”
Self Evaluation of teachers by teacher “Perhaps the most important thing is

herself.

that the teacher can evaluate herself.
Because a teacher knows herself very
well.”

Math/science
teachers

Evaluation of teachers by math and
science teachers.

“Teachers from different branches
can say something about the field. It
is helpful to be aware of new
information in this field, especially in
science and mathematics lessons, or
give me feedback if I am wrong or
missing.”

School Experts

Evaluation of teachers by school
experts.

“Expert working in this school could
also evaluate teachers, because they
are qualified to evaluate the
teachers.”

Students Evaluation of teachers by students. | “A student going to 4th grade may
evaluate his teacher.”
Parents Evaluation of teachers by parents. “I have a parent who is an educator.

Her feedback is important. For
example, she can evaluate.”

Theme 1. Evaluati

on Process/ Evaluation Method

Code

Description

Example

Observations

Evaluation of the teacher through
multiple classroom observations.

“Making multiple observations is the
only way to understand the teacher
performance and classroom practices
totally.”

Debriefing after
observation

Conducting interviews after the
observation for debriefing to reduce
the misunderstandings caused by
the observer in the classroom.

“If the observer talks to me about
what is observed in the classroom,
maybe | can clear up any
misunderstandings about what is
happening in the classroom at that
moment.”

Self-evaluation

Evaluation of the teacher through
self-evaluation and/or self-
evaluation forms. .

“But I think as a teacher, we must
first evaluate ourselves and get used
to these forms.”

Theme 2. Use of Evaluation Data/ Access to Evaluation

Information

Code

Description

Example

Importance of
confidentiality

Sharing the results, opinions or

decisions obtained from the

“No one should know my result and
only I should be able to reach it.”
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evaluation only with the teacher,
keeping confidential and accessing
the information only by the teacher.

Individual
feedback (face to
face)

Individual reporting of the results,
opinions or decisions obtained from
the evaluation

“Collective feedback has no effect.
One-on-one and individual feedback
should be given.”

Theme 2. Use of Evaluation Data/ Propriety

Code

Description

Example

Balanced
Evaluation (identi
fies both
strengths and
weaknesses)

Individual-oriented feedback on
both teacher strengths and
weaknesses to support professional
development.

“In fact, when explaining the
evaluation results, first the strengths
and then the shortcomings can be
explained. Weaknesses should not
only be justified but also how these
weaknesses can turn into strengths
should be described.”

Professional
interactions

The necessity of reporting feedback
or work that needs to be done
through respectful and positive
communication

“We should aways be moderate,
courteous and respectful when giving
feedback to the teacher about her
work.”

Theme 2. Use of Evaluation Data/Utility

Code

Description

Example

Explicit criteria
for usefulness of
the results or

Evaluations should be on explicit
criteria so that interpretation and
judgment based on these criteria

“Evaluations should be criteria-based,
and the results should inspire me. So,
I should be able to develop it for

defensibility make sense and, thus, an open and myself with the help of these results.
defensible assessment environment | The criteria ultimately give clear
is created. information on what | should
improve on performance.”
Functional The necessity of a report including | “A detailed report with feedback and
reporting feedbacks and teacher growth plan. | you can follow my progress would be
very useful.”
One written Reports should be given at the end “It would be unfair to wait until the

report per year

of each education period to give
teachers enough time for their
development.

end of the year for students in this
class. The teacher should get
feedback as soon as possible about
this. Feedback should be given at the
end of the first semester at the latest.”

Theme 2. Use of Evaluation Data/Accuracy

Code Description Example

Bias Suggesting that people with such “A close friend of mine cannot
Identification and | personal relationships should not observe me objectively. It would be
Management observe each other so that the good | better for a teacher with whom | am

or bad individual relations between
teachers do not prevent objective
evaluations.

not very familiar to observe.”

Equal evaluation
regardless of
teaching
experience

The importance of evaluating all
teachers in the same way and with
the same criteria, regardless of their
professional experience.

“Therefore, assessment should be the
same for all, irrespective of the
teaching experience, and even the
criteria should be the same.”

Use of multiple
data source and
method

The necessity of multiple data
collection process to provide
reliable information and to be
accurate in evaluation.

“My teaching should not be evaluated
by looking at a single performance.

In fact, it should not be done only an
observation. [...] Observation,
interview all must be used. It can be a
structured observation form. Self-
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assessment should also be linked to
other observations.”

Open
communication

An environment of trust that gives
the teacher the opportunity to
express and/or defend himself
without fear in the process of giving
feedback or creating a professional
development plan.

“Evaluation results should be
explained face to face, and the
teacher should defend herself when
necessary. The teacher should be
allowed to protect her right and
express herself. She should not feel
fear to express herself.”

Positive
communication

The importance of establishing
positive communication with the
teacher in the process of giving
feedback or creating a professional
development plan.

“I can express myself more
comfortably in a different, more
positive environment.”

RQ4: What kind of professional development processes are carried out at this private school and

what is needed?

Theme 1. Training planning

Code Description Example
Needs of most Preferring the topics reported by “The most-posted title is selected.
teachers most of the teachers in planning the | Then, finally, a seminar on that topic
trainings targeting professional is given.”
development
Based on Preferring topics or people that are | “There are things like that, for

educational issues
on the agenda

on the agenda and/or popular in
planning trainings targeting
professional development

example, a person is trendy at that
time, writes about education, and can
come to our school and give a
seminar.”

Opinions of
school experts

Considering the suggestions of the
experts working at the school in
planning the trainings targeting
professional development.

“These experts are constantly
working with teachers. | know they
are sometimes asked to determine the
training topics.”

Theme 2. Strengths of professional development process

Code

Description

Example

Supportive
environment

The institution's support for
professional development and
providing opportunities for training.

“For example, I want to attend many
pieces of training, and the school
board says, let me know the training
you want to join. In fact, the school
supports us [...]”

Theme 3. Problems of professional development process

Code

Description

Example

Trainings in large
groups

The problem of the ineffectiveness

of the general trainings given to the
large masses since they do not meet
individual needs, what is learned is
not permanent, and the participants
cannot actively participate.

“Why do we sit in a big room that is
very crowded and listen for hours in
training? | honestly remember very
little of what I learned when | left
training.”

Failure to
evaluate the
impact of
trainings

Problems arising from not
measuring the applicability,
effectiveness or permanence of the

“We received a lot of training, how
many of them do we apply properly
in the classroom? There are no

observations about this, so it should
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training received for professional
development.

be evaluated correctly. We forget
most of it.”

Repetition of
trainings of the
same content

The problem of repetition of
training stemming from the
incorrect determination of teachers'
professional development needs.

“You cannot give the right training
unless you determine the need
correctly. So, some ineffective ones
are being repeated.”

Theme 4. Needs of professional development process

Code

Description

Example

Determining the
needs based on
teacher
evaluation

The necessity of using teacher
evaluation results in determining
the needs of teachers to plan and
implement the professional
development trainings.

“Determining the teacher's needs is,
in fact, can be done through an
accurate teacher evaluation system.
The teacher also accepts the
weaknesses as a result and will be
willing to receive training.”

Measuring the
effectiveness of
training

The necessity of gathering data to
understand the effectiveness of the
trainings by conducting
observations and interviews.

“Okay, I took this training, but then
did I practice what I learned? It is
only evident through classroom
observation.”

Access to
different
instructional
processes

Providing teacher access to
different classroom practices,
examples, or activities.

“I think it is essential for teachers to
see the practices in each other's
classrooms in terms of professional
development.”
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F. THE CODEBOOK OF 2NP DATA COLLECTION PROCESS (FOCUS
GROUP INTERVIEWS)

RQ1: What kind of teacher evaluation practices

teachers at this private school?

are carried out for classroom

Theme 1. Evaluati

on Process/Important Issues

Code

Description

Example

Repetition of
training

The repetition of the training
about the model developed
with regular intervals.

Sometimes what is said at the
beginning of the academic year
can be forgotten at the end of the
term. | think it is important to
repeat these training, that is, to
make occasional reminders.

Practical training

The trainings to be given about
the developed model should be
practical and/or based on the
application.

These observers need to practice
using the form, just like piloting.
These applications can also be in
training, for example.

Consistency
between
observation
processes

The importance of ensuring
consistency between the
observer, observation process
and the observation results
when more than one
observation was made.

If observers use the observation
form differently, there is an
inconsistency here. Everyone
should understand the form in
the same way.

Theme 1. Evaluati

on Process/ Organization of the

Quialifications

Reorganizing or
Changing
qualifications

Reorganization or changing of
dimensions and sub-
dimensions of the
qualifications due to reasons
such as overlapping or being
intertwined.

In fact, all of the mentioned
areas of "relevance to the
student, being effective, using
resources correctly” seemed to
be related to "designing
teaching".

Equal importance
to each

Statements about the
importance of each

If a teacher does not do in-school
responsibilities, this causes

qualification qualification area to provide a | injustice. Therefore, it is crucial
holistic evaluation process. and cannot be less important
than others.
Same All the qualifications I think it is not a problem to

qualifications for

mentioned should be the same

evaluate inexperienced and
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experienced and
novice teachers

for both novice and
experienced teachers.

experienced teachers within the
same qualification areas. In this
school, everyone comes with a
specific experience [...]

Theme 1. Evaluati

on Process/Written Schedule of

the Model

Code

Description

Example

Classroom
teacher evaluating
communication
and collaboration

The necessity of evaluating the
competence area of working in
communication and
collaboration not only by the
head of the department, but
also by other classroom
teachers.

I want my communication to be
evaluated by another class
teacher.

Using lesson
plans as data
source

The importance of evaluating
lesson plans with more than
one data source as in this
model

If the lesson plans in this model
will not be determinant alone,
evaluating the plans can be used
because the classroom teaching
is also examined.

Theme 2. Evaluati

on Results/Access to Evaluation

Information

No scores

The situation where it is
unnecessary to give scores in a
model that supports
professional development

Let's say | got 70 points, and |
was successful in this evaluation.
Or I got 20, and | failed. I think
such a judgment has been made
to find a reason, not for
professional development but to
enforce the teacher.

Theme 2. Evaluati

on Results/ Feasibility

Willingness to
use the model

Willingness to use this
evaluation model that reflects
teachers' needs and
suggestions

I wish this model had been
applied immediately in our
school. | believe this model will
work as it will meet the needs of
most teachers.

Reducing the
duties and
responsibilities of
the head of
department

Reducing the course load of
the head of the department to
make these evaluations
feasible

In our school, the head of the
department has many duties. can
do all the evaluations if these
tasks are reduced.

Theme 3. Guide and Tools of the Model/ Need for

a detailed guide including

Importance of the
teacher evaluation

The necessity of including the
importance of teacher
evaluation in the guide.

Teacher evaluation is a difficult
concept to accept. In order not to
be afraid of evaluation, you need
to know what it means and its
importance. This importance
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should definitely be included in
the guide.

The model
development
process

The necessity and importance
of including the model
development process in the
guide.

“How this model is developed”
should be added to the guide so
that everyone knows. Even a
teacher who has just started the
institution should know.

The purpose of
the evaluation

The necessity and importance
of including the purpose of the
evaluation in the guide.

The fact that the purpose is in a
written form makes it clear to

everyone. This evaluation is not
made to punish. They can easily

apply it.

Detailed
explanation of the
qualifications

Qualification and explanation
of the qualifications needed to
be included in the guide in a

clear and understandable way

For the effectiveness of the
evaluation, it is very important to
use a common language, that is,
to evaluate with the same
terminology. This can only be
achieved by defining behaviors.
What are the teacher behaviors
that explain the qualification?

Use of data
collection tools

The necessity and importance
of including the use of data
tools in the guide.

All the tools should be in the
guide. They should be
introduced briefly, and it can
even be mentioned in the guide

[...]

Consistency,
objectivity, for
the process

The necessity of explaining
that the process of the model
will be carried out consistently
and objectively in the guide

If the first problem that comes to
our mind here is objectivity and
confidentiality, this may come to
everyone's mind. We should
clearly state how we will achieve
this in the guide.

Openness and
confidentiality for
the results

The importance of explaining
that the result

will be shared

in accordance with the
principle of openness and
confidentiality in the guide

What if it's not consistent? Will |
be given the right to express
myself? It is so important that all
of them should be included in
the guide one by one.

Theme 3. Guide and Tools of the Model/ Need for

developed tools

Piloting the tools

The need for piloting prepared
data collection tools.

Maybe we can't evaluate some
criteria. Then that criterion
should be changed, for example.

A pilot may be necessary.
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G. THE INITIAL TEACHER EVALUATION MODEL

Modelin Amaci: Bu 06gretmen degerlendirme modelinin amaci Ogretmen
yeterliklerini degerlendirmek ve degerlendirme siirecine bagl olan 6gretmen mesleki
gelisimi icin sistematik destek saglamaktir.
Modelde Yer Almasi Planlanan Hususlar
e Guvenilir bilgi i¢in birden fazla veri kaynagi kullanma
e Farkli zamanlarda ve farkl kisiler tarafindan biitiinciil degerlendirme yapma
e Veri toplama araclarinin belli 6l¢iitler dogrultusunda hazirlanmasi
e Degerlendirme sonucunda hem gii¢lii hem de zayif yonlere yonelik doniit
verilmesi
e YUz yuze raporlama ile gizlilik saglanmasi
e Yiiz ylize goriismelerle savunulabilir ortam saglanmasi
e Hem degerlendiriciler hem de degerlendirilenler i¢in egitimin saglanmasi.
Degerlendirilecek Yeterlik Alanlari ve Alt Boyutlar
A. Plan Yapma ve Derse Hazirhk
Al. Alan ve Pedagoji Bilgisi
A2. Ogrenci Gelisimine, Ilgi ve Ihtiyaglara Uygunluk
A3. Program Okuryazarlig1
A4. Bilginin etkin bir sekilde sunulmasi
AS5. Kaynaklari etkili kullanma
A6. Ogrenci degerlendirmesi tasarlama
B. Ogretimi Gergeklestirme
B1. Ogrenmeye Giidileme ve Hedeften Haberdar Etme
B2.0gretmen-Ogrenci Etkilesimi
B3. Ogretim Yontem ve Tekniklerini Uygulama
B4.0grenme Ortamini Diizenleme

B5.Bilgiyi Anlamlandirma ve Ust Diizey Diisiinme Becerilerini Gelistirme
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B6. Ogrenmeyi degerlendirme

C. Yansitic1 Diisiinme

C1. Kisisel performansi degerlendirme

C2. Profesyonel gelisim planini olusturma

D. lletisim ve Is birligi

D1. Olumlu iletisim kurma
D2.Meslektaslardan gelen geri bildirimlere agik olma
D3. Meslektaslart ile Is birligi Icinde Calisma
E. Mesleki Sorumluluklar

E1l. Mesleki Gelisim

E2. Okul i¢i Sorumluluklar
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H. PART OF THE MODEL’S GUIDE

Ogretmen Mesleki Gelisimini Desteklemek icin Katihme: Bir Ogretmen Degerlendirme
Modeli

L. Giris

Bir egitim sistemi, 6grenci performansi 0gretmenleri tarafindan iyilestirildiginde ve her
Ogrencinin tiim potansiyelini gelistirildiginde etkilidir. Diger bir deyisle, 6gretmenler egitim
sistemlerinin merkezinde yer alan en etkili gii¢ olarak degerlendirilmekte ve 6gretmenlerin
yetenek ve niteliklerinin  6grencilerin  6grenmelerine  6nemli  katkilar  sagladig
diisiiniilmektedir (Darling-Hammond, 2006; Fullan, 2011; Wiliam, 2018). Ogretmenin
etkililiginin sadece smif ortaminda gecerli oldugu diisiiniilemez. Ogretmenin etkisi simfin
duvarlarini asar ve 6gretmenler de 6grencileri adim adim gelecekte onlar1 bekleyen durumlara
hazirlar. Ogretmenler, &grencilerinin ihtiyaglart dogrultusunda 6gretimi planlayarak,
uygulayarak, degerlendirerek ve kararlar alarak 6grencilerinin ¢agdas diinyanin karmasik ve
belirsiz kosullarina uyum saglamalarina 6nciiliik etmelidir. Egitimin, ekonomiyi ve uluslari
sekillendirmedeki 6nemli rolii nedeniyle en etkili dgretmenlere ve liderlere sahip olan

okullarin gelecekte de s6z sahibi olacagini gostermektedir (Stronge, 2018).

Okullar1 iyilestirmek, 6grenmeyi iyilestirmek ve 6grenci basarisini arttirmak i¢in 6gretmenin
ogrenmesi ve gelismesi gereklidir. Ogretmenler dgretme zanaatinda uzmanlik gelistirirlerse
ve hangi dgretim stratejilerinin 6grencinin 6grenmesi lizerinde en olumlu etkiye sahip oldugu
konusunda bilgi sahibi olurlarsa, 6grenci basarisi artacaktir (Netolicky, 2020). Bu amagla
Ogretmeni bireysel olarak gelistirmek Onemlidir. Egitim alaninda basarili iilkeler, iyi
ogretmenlere sahip olduklar i¢in degil 6gretmeni gelistirmek tizerine kurduklar1 yapiy1 tiim

ogretmenleri bireysel olarak gelistirmek iizerine kurduklari i¢in basarili oldular (Fullan, 2011).

Ogretmen kalitesi, 6grenci basarisini etkileyen en dnemli faktor olarak tanimlandigindan,
Ogretmen degerlendirme sistemleri aracilifiyla 6gretmen kalitesini tesvik etmeye vurgu
yapilmistir (Looney, 2011; Papay, 2012). Elbette tiim Ogrenciler ve siniflar essizdir ve

Ogretmenlerin 6gretim faaliyetlerinin tek bir etkili yolunun oldugundan s6z etmek miimkiin
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degildir ancak bu, Ogretmenlerin mevcut etkililiginin arttirilamayacagi anlamina
gelmemektedir. Ogretmenlerin etkililigini arttirmak ve mesleki gelisimini desteklemek icin de
Ogretmenlerin giiclii ve gelistirilmesi gereken ydnlerinin dogru tespit edilmesine ihtiyag
vardir. Bu nedenle bir kurumda 6gretmenin gelisimini saglamak icin ¢alismalar yiiriitiilmeden
once, etkili bir degerlendirme modeli ile 6gretmenlerin hangi alanlarda ve ne tiir eksiklikleri
oldugunu belirlemek olduk¢a 6nemlidir. Genel olarak 6gretmen degerlendirmesi, mesleki
gelisim i¢in yapici geri bildirim ve rehberlik saglamak i¢in hem okulda hem de smifta
Ogretmenlerin performansini gézden gecirmek igin kullanilan sistematik bir siire¢ olarak
tanimlanabilir. Egitim politikalarini gelistirenler ve akademisyenler, 6gretmen degerlendirme
sistemlerini, 6grencilerin akademik performansim yiikseltmek igin 6gretmenlerin kalitesini

iyilestirmenin ¢ok dnemli bir parcasi olarak tanimlamaktadir (Gordon, et al., 2006).

Ogretmenlik meslegini gelistirmede uygulanan en biiyiik hatalardan biri genel ve evrensel
olanin dogruluguna inanmak ve bunu oldugu gibi uygulamaktir (Lewis & Hogan, 2016).
Okullar 6gretmeni, yoneticisi, 6grencisi ve okul kiiltiirii ile bir biitiin olarak diisliniilmeli,
mesleki gelisime odaklanan 6gretmen degerlendirme yaklasimlari, okulun baglamina ve
hedeflerine uygun olarak tasarlanmalidir (OECD, 2013a). Tiim okullar ayni sistemin bir
parcasi olmasina ragmen, i¢inde bulunduklart farkli gevresel kosullar, Ogrencilerin ve
ogretmenlerin ihtiyaglart nedeniyle her okulun mesleki gelisim ihtiyaglar1 ve gelisim planlari
farkl1 olacaktir (TEDMEM, 2018). Okular i¢in 6gretmen degerlendirmeye yonelik
hazirlanmig modeli oldugu gibi alip uygulamak her ne kadar kendi modelini olusturmaktan
daha kolay ve kullamigli goriinse de bu uygulamalar okulun ihtiyaglarimi karsilamamakta,
beklenen etkiyi gostermemekte ve bu tarz modellerin kullanilmasindan zamanla

vazgecilmektedir (Ofsted, 2018).

Okula 6zgii gelistirilen bir degerlendirme modelinde bu modelin uygulayicilarinin fikirlerini
almak onlarin olusturulan modele giiven duymalarini saglarken, modeli uygulamaya istekli
hale getirir (Danielson & McGreal, 2000; Marzano and Toth, 2013). Bu &gretmen
degerlendirme modeli olusturulurken modelin her bir bileseni igin ve bu modelin nasil
uygulanmasi gerektigine yonelik kurumunuzda caligan Ogretmenlerin, yoneticilerin ve
uzmanlarin gorlisleri alinmistir. Elde edilen gorisler dogrultusunda model kapsaminda
degerlendirilecek 6gretmen yeterlik alanlari, alt alanlar, 6l¢iitler, bu dlgiitlerin kullanildigi veri
toplama araglar1 (gbzlem formlari, 6z degerlendirme formlar vb.) olusturulmus, modelin

amacina ve uygulanisinda dikkat edilmesi gereken hususlara birlikte karar verilmistir. Kuruma
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Ozgi gelistirilmis bu 6gretmen degerlendirme modelinin her bir bileseni ile ilgili ayrintili

aciklama asagida yer almaktadir.

II. Ogretmen Degerlendirme Modelinin Amaci

Mesleki gelisimlerinin desteklendigi okul ortaminda g¢alisan 6gretmenlerin, daha az destek
goren okullarda calisan Ogretmenlere gore ¢ok daha hizli gelistirdikleri bilinmektedir
(Stronge, 2018). Ogretimin iyilestirilmesi ve dgretmenin mesleki gelisiminin saglanmasi
amaciyla yiiriitillen degerlendirme sistemlerinde, 6gretmenlere etkili geribildirim vermeye ve
onlara rehberlik etmeye odaklanilir (Kane vd., 2014; OECD, 2009b). Ogretmenin mesleki
gelisimini temel alan modellerde yeterlik alanlari, yonetici ve 6gretmenler tarafindan yapilan
siif i¢ci gozlemler, 6z degerlendirme ve goriismeler ile belirlenebilir. Degerlendirme
Ogretmenin mesleki gelisimini desteklemek amaciyla yapildiginda ve degerlendirmenin
sonuglart Ogretmenlerin uygulamalarin1 gelistirmek amaciyla kullanildiginda 6gretmen,
yapilan her tiirlii degerlendirmenin ve alinan kararin kendisini gelistirmek amaciyla oldugunu
ve bu kararlar dogrultusunda bir yaptirim uygulanmayacagimin farkinda olarak kendi
uygulamalarini ictenlikle sorgular, eksik oldugu yonlerini gostermekten ¢ekinmez ve kendi
ogretmenligi ile ilgili daha etkili kararlar alir (OECD, 2009b; OECD, 2013; TEDMEM, 2018).
Bu degerlendirme modelinde de 6gretmen niteliklerinin degerlendirilmesi ve degerlendirme
siirecine bagli olarak Ogretmen mesleki gelisimi icin sistematik destek saglanmasi

amaclanmaktadir.

Modelin amac1 dogrultusunda yapilan gézlem, goriisme ve 6z degerlendirme sonuglari yilda
iki kez (ocak ve mayis aylarinda) raporlanarak 6gretmenlerle paylagilacak ve 6gretmenler ile
yapilan “Performans Degerlendirme Goriismesi” sonucunda her 6gretmen igin bir gelisim
plan1 hazirlanacaktir. Bu gelisim plani, 6gretmenlerin gelistirmesi gereken yeterlik alanlar1 ve
ihtiyaglar1 dogrultusunda belirlenen hedefler ve bu hedefleri gerceklestirmek igin
yapilacaklara yonelik onerilerin yer aldig1 bir plandir. Bu plan dogrultusunda 6gretmenler
belirlenen hedefleri gergeklestirmek icin bir donem siiresince egitimlere katilabilir,
meslektaslar1 ile ig birligi icinde calisabilir, arastirmalar yapabilir, smif gozlemlerine

katilabilirler. Bu 6gretmen degerlendirme modelinin bilesenleri sekil 1 de yer almaktadir.
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Her bir dgretmen yeterlik alant detayl
dlgiitlerle aciklanmgnr., Degerlendirme yklu (gretmen birden cok degerlendirici
maodeli bu dlgtitleri temele almaktadir. C( tarafindan bircok kez degerlendir.
Degerledirmele

Degerlendirecek ve degerlendirilecek = s 7 o
kigilere diizenli arahklarla yapilan (u)gretmt.an qeg'crh Gﬂffﬂﬂ; ?.'f_f" iigme formlar, o7
uygulamal egitimlerde degerlendirme Degerlendlme O]grn e degerlendirme formu ve ders plan

inceleme formunun on pilot

maodelinin amact, siireci, veri toplamd Modeli Arﬂ[;‘]ﬂl'] uygulamalar gercelestirmisti

araglarimn etkili kullanumy ve
raporlama stireci hakkinda bilgiler
verilir.

Bir dgretmenin farkh gizlem sonuglart
arasinda tutarliliga balalir. Degerlendiriciler
arasinda tutarliligin ve objektifligin ve
saglanmast amaciyla gerekli egitimler Tutarlilik
diizenlenir ve gegerli formlarin kullantlir. €

Olciitler yardumiyla agtk ve diizenli olarak
verilen geri bildirim siireci sadece dfretmen
ve degerlendirici arasinda yiiriitiiliir.

Sekil 1: Modelin Bilesenleri
II1. Ogretmen Yeterlik Alanlar, Yeterlik Alt Alanlari ve Olgiitler

Bir 6gretmen degerlendirme modeli 6gretmen yeterlik alanlari ve alt yeterlik alanlar
acisindan hem spesifik hem de kapsamli olmalidir. Etkili 6gretmenlik davraniglarini kapsayan
ve bu davraniglar1 yansitan bir 6gretmen degerlendirme modelinin &lgiit tabanli olmasi ve bu
olgiitlerin kapsamli olusturulmasi 6nemlidir. Bu degerlendirme modelinde yer alan ve agagida
aciklanan yeterlik alanlari, alt yeterlik alanlar1 ve Olgiitler kurumunuzdaki 6gretmenlerin,
yoneticilerin ve uzmanlarin goriisleri dogrultusunda olusturulmustur.

Al Pedagojik Icerik Bilgisi

A2. Etkili Ogretim Siireci Tasarlama
A3. Degerlendirme Siireclerini Tasarlama

E1. Mesleki Gelisim
E2. Okul i¢i Sorumluluklar

B1. Ogrenmeye Giidiileme ve
B Hedeften Haberdar Etme
B2. Simf Organizasyonu ve Yonetimi
B3. Ogretmen-Oprenci Etkilesimi
B4. Bilgiyi Anlamlandirma ve
Becerilerin Gelisimi
BS5. Ogrenmeyi Degerlendirme

A. Plan Yapma
ve Derse

i Hazirhk
E. Mesleki B. Ogretim

Sorumluluklar

C. Yansitic
IITITE Ogretimi Uzerine
Diigiinme ve Kendi
/ Performansim
Degerlendirme

D1. Olumlu iletisim kurma
D2. Meslektaslan ile Is birligi
icinde Cahsma

Sekil 2: Modelde yer alan yeterlik ve alt yeterlik alanlar
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IV. Ogretmen Degerlendirme Siireci

Bu degerlendirme modeli kapsaminda 6gretmenler okul miidiirii, miidiir yardimeilari, baska
bir smnif 6gretmeni, farkli branstan bir 6gretmen ve kendileri tarafindan degerlendirilecektir.
Degerlendirmeler yapilirken gozlem, goriisme ve 6z degerlendirme formlart kullanilacaktir.

Ogretmenlerin ders planlari ise ders plani inceleme formu yardimiyla degerlendirilecektir.
Egitimler

Degerlendirmede bulunacak ve degerlendirilecek kisilere diizenli araliklarla verilen bu
egitimlerde degerlendirme modelinin amaci, siireci, veri toplama araglarinin etkili kullanimi
ve raporlama siireci hakkinda uygulamali egitimler verilir. Gozlemin bu degerlendirme
modelinin 6nemli bir parcasi oldugu diisiiniildiigiinde, model uygulanmadan 6nce yapilacak
egitimlerde sinif ortaminda ¢ekilmis videolar, sinif gézlemine yonelik yazilmig transkriptler,
varsayimsal senaryolar gibi Ornekler yardimiyla gozlem formlarmn kullanimi uygulamali
olarak gerceklestirilir ve degerlendiricilerin bir ders gozlemine aymi bakis agisiyla
bakabilmesine rehberlik edilir. Egitimler her yil belli araliklarla diizenli olarak tekrarlanir ve

gelen Oneriler dogrultusunda egitimlerin igerigi giincellenir.
is ve zaman cizelgesi

Ogretmenlerin okul agilisinin ilk aylarinda yasadig1 oryantasyon siireci goz dniine alindiginda,
modeldeki gozlem siiregleri her yariyilin ilk ayinda yapilmaz. Degerlendirmelerin hangi ayda,
kim tarafindan, hangi yeterlik alanina yonelik ve ne tiir formlar kullanilarak yapilacagina

iligkin bilgiler asagida yer almaktadir.
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'Ekim

Ogretmen

Smf Ogretmeni ve Ziimre
Baskam

Miidiir/Miidiir Yardimcisi

Ogretmen

Miidiir/Miidiir Yardmmcisi
Arahk
Ziimre Baskam

Smif 6gretmeni

Ocak

Subat

Ogretmen

Smif Ogretmeni

Miidiir/Miidiir Yardmmcisi

Ogretmen

Miidiir/Miidiir Yardimmcisi

Nisan
Ziimre Baskam

Smmf Gg@retmeni

Mayis

Farkd Branstan Opreimen

— Performans Degerlendirme Gériismesi

ot Branston Orctmen

—>_"

Performans Degerlendirme Goriismesi

Ders Gozlemi
. Ders Plam

Inceleme

A. Plan Yapma ve Derse Hazirhk ve
Ogretim C. Yansitici Diisiime

Oz-
degerlendirme

B. Ogretim

Ders Gozlemi
Ders Plam
inceleme

A. Plan Yapma ve Derse Hazirhk ve
B. Ogretim C. Yansitici Diisiime

Ders Gozlemi
Ders Plam
inceleme

A. Plan Yapma ve Derse Hazirhk ve
B. Ogretim C. Yansitici Diisiime

B. Ogretim * Oz-degerlendirme

Ders Gozlemi
Ders Plani inceleme

A. Plan Yapma ve Derse Hazirhk ve
B. Ogretim C. Yansitici Diisiime

»
»

Toplantilar ve
Ders Disi Etkilesimlerin Gozlemi

D. iletisim ve s birligi

D. lletigim ve Is birligi O
Ders Disi Etkilesimlerin Gozlemi
Ders Gizlemi

Ders Plani inceleme

A. Plan Yapma ve Derse Hazirhk ve Ders Gozlemi

Ogretim C. Yansitici Diisiime Ders Plam
Inceleme
B. Ogretim Oz-degerlendirme
Ders Gozlemi
A. Plan Yapma ve Derse Hazulik ve Ders Plam
B. Ogretim C. Yansitic1 Diigiime Inceleme

Ders Gozlemi
Ders Plam
inceleme

A. Plan Yapma ve Derse Hazirhk ve
B. Ogretim C. Yansitic1 Diisiime
B. Ogretim » Oz-degerlendirme

Ders Gozlemi
Ders Plam inceleme

A. Plan Yapma ve Derse Hazirhk ve
B. Ogretim C. Yansitic1 Diisiime

et P Toplantilar ve
D. lletisim vels birligi Ders Disi Etkilesimlerin Goézlemi
P P Toplantilar ve
D. llet Is birli
etisim ve Sy DTS Ders Disi Etkilesimlerin Gozlemi
Ders Disi Etkilesimlerin
Gozlemi

Ders Disi Etkilesimlerin
Gozlemi

Ders Gozlemi
Ders Plam inceleme
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Veri Toplama Araclari

Gelistirilen veri toplama aracglar1 gozlem, goriisme formlari, 6z degerlendirme formu ve ders

plani inceleme formudur. Tiim araglar ve araglarda yer alan degerlendirme 6lgiitleri bu okulda

gorev yapmakta olan siif 6gretmenlerinin, uzmanlarin ve yoneticilerin goriis ve katkilariyla

olusturulmusgtur. Kullanilacak degerlendirme araglar1 Ek-F’de yer almaktadir. Bu veri toplama

araclarinin ne amagla ve nasil kullanilacagi asagida agiklanmaktadir.

2-] Ders Plani inceleme Ders Gozlemi (Oncesi ve
— Formu . Sonrasmda Goriisme) .
iGﬁzlem formlar kullamlaraki
Ogretmen tarafindan | 6fretmenin derse hazulik siireci ve!
gozlemlenecek derse yonelik EISIHIf icindeki ogretimi
hazirlanan plan belli dlciitler ' degerlendirilir. Her gozlem'
dogrultusunda gdzlemci oncesinde smfin ve dersin yapisin
tarafindan  gézlemden &nce anlayabilmek wve her gozlem
incelenir. sonrasinda yapilan gbzlemi

ogretmenle birlikte degerlendirmek
amaciyla goriismeler yapilur.

E 8 Oz degerlendirme

Ogretmen kendi derse hazirlik
slirecini  ve  Ofretiminin
etkililigini 6z degerlendirme
formu yardimiyla
degerlendirir.

[ ]
ﬁl?. Tetisim ve Isbirligi Mesleki Sorumluluklar
N7 Gozemi Giizlem

Ogretmenin meslek gelisimi
icin yaptigi calismalar ve okul

Zumre baskanlann ve farkh
simif gretmenlerin tarafindan

bir dgretmenin iletisim ve icindeki sorumluluklarin
isbirligi becerilenin yerine getirme diizeyi ziimre
degerlendirmesi amactyla bagkanlann ve  yoneticiler
toplantt ve ders disindaki tarafindan gozlemlenir ve her
etkilesimler gozlemlenir ve yilin sonunda bu gdzlemler
gozlem formu aracihifiyla raporlastirtlir.

degerlendirme yapilir.

Sekil 3: Modelde kullanilan veri toplama araglart

Veri Toplama Stireci

Modelde kullanilan her veri toplama aracinin 6n sayfasinda, nasil kullanilacagi, dikkat

edilmesi gereken 6nemli noktalar hakkinda bilgi ve prosediirler ayrintili olarak verilmistir. Bu

model kapsaminda mesleki tecriibesinden bagimsiz olarak her 6gretmen i¢in ayn veri toplama

aract, ayn1 prosediirler dogrultusunda uygulanir. Bir 6gretmen, giivenilir bilgi elde etmek ve

degerlendirmelerin dnyargidan bagimsiz olmasini saglamak i¢in birden ¢ok degerlendirici

tarafindan bir¢ok kez degerlendirilir.
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Ders gozlem siirecinde belirlenen yeterlilik alanindaki dlgiitlere uygun

olarak 6gretmen hakkinda dogru kararlar verebilmek icin, 6gretmenin

davraniginin siirekli olup olmadig1 kontrol edilmelidir. Diger bir

Tutarhlik deyisle, 6gretmenin olgiitlerde belirtilen davranislart her seferinde

farkli seviyelerde gergeklestirmesi durumunda davranisin istikrart

hakkinda konusmak dogru olmaz. Ancak, degerlendirmeler tutarli ise, yani, o Olgiit i¢in
yapilan her degerlendirmede 6gretmenin seviyesi benzer ise, bu Olgutle ilgili yorumlar dikkate
almmalidir. Bu durumun ¢6ziimii igin, degerlendiricilerin formlart etkin bir sekilde
kullanmasini saglamak amaciyla videolara, simif gozlemine yonelik videolara, yazilmig
transkriptlere, varsayimsal senaryolara dayali degerlendirme yapma sansina sahip
olacaklardir. Ayrica, 6zellikle gozlemler yoluyla elde edilen sonuglarin faydali ve gegerli
olabilmesi igin Ogretmenlerin smif performansi, farkli goézlemciler tarafindan benzer

glivenilirliklerin elde edilmesi icin en az dort kez gozlemlenecektir.

Etkili bir 6gretmenlik, sinifta gergeklestirilen etkinligin tiirline, konu alanina, grencinin
onceki 6grenmelerine ve karakterlerine baglidir (Jones, Jenkin & Lord, 2006). Bu nedenle, bir
sinif 6gretmeninin etkililigini gdzlemlerken, 6gretmenin farkli dersler, farkli konu ve farkl
ders boliimlerindeki performansi (yeni bir konu o&gretilmesi, bir konuyu pekistirme,
degerlendirme vb.), birden fazla kisi tarafindan degerlendirilmelidir. Gozlemlenecek ders ve
siniftaki 6grencilerin Ozellikleri ile ilgili bilgiler, gézlemden once yapilan goriismeler ile
toplanir ve ders bu bilgiler dogrultusunda izlenir. Bu modelde kullanilan formlar, 6gretimin
degerlendirilmesinde belirtilen bu etkili yolun kullanilmasimi saglayacak sekilde

olusturulmustur.

m Ayni seviyelerde 6gretim yapan gozlemci ve gozlenen kisiler arasindaki

kisisel iligkilerin  degerlendirme  siirecini  etkilememesi ve

degerlendirmenin tarafsizliginin saglanmasi amaciyla ders gozlemleri

farkli seviyelerde gorev yapan smif Ogretmenleri tarafindan

Objektiflik gerceklestirilir. Degerlendirilecek 6gretmenin bir sinif 6gretmeni
olmasi, sinif 6gretmenlerinin her y1l farkli seviyelerde ders vermesi

ve dort seviyenin timiine hakim olmasi bu durumun gergeklestirilmesine olanak
saglamaktadir. Ayrica gbzlemin iki farkli gozlemci tarafindan ayn1 anda yapilmasi saglanarak
degerlendirmelerin tarafsizligini saglanmir. Ayni dersi gozlemleyen farkli iki kisi arasindaki
tutarliligin  saglanmasinda degerlendirme Oncesinde aliman egitimlerin etkili olacagi

diistiniilmektedir.
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V. Degerlendirme Sonuclarinin Paylasinm

Her gozlem ve goriismeden sonra bu model kapsaminda 6gretmenlere ayni

a gun geri bildirim verilir ve bu geri bildirim verme sireci sadece

degerlendirici ile Ogretmen arasinda yapilir. Tim degerlendirme

sonuglarinin  6gretmene yol gOstermesi ve faydali olmasi igin,

Acikhk degerlendirmeler Ol¢eklerde agikga belirtilen olgiitler yardimiyla ve bu
olgiitlerin gerceklestirilme diizeyi belirtilerek paylasilir.

n ’ Tiim degerlendirmelerden elde edilen gorislerden sonra bir rapor

?

hazirlanir ve bu raporlar her 6gretim yilinin ocak ve mayis ayi

igerisinde okul midirii ile yapilan yilz yiize goriismelerle

Gizlilik Ogretmenle paylagilir. Bu paylagimin  yapildigi “Performans
Degerlendirme  Toplantisi'nda  dgretmenler  her  zaman

degerlendirme sonuglar1 hakkindaki goriislerini ifade etme hakkina sahiptir. Bu toplantinin bir
amaci, 6gretmenlerin giiclii yonlerini takdir etmek ve diger tiim dgretmenlerin bu yonlerden
faydalanmasini saglamak i¢in is birligine dayali bir calisma plani olusturmaktir. Bu toplantinin
ikinci amaci ise Ogretmenin belirlenen eksiklikleri ile ilgili bir donem boyunca neler
yapilabilecegini planlamak ve boylece 6gretmenin mesleki gelisimini desteklemektir. Bu iki
amag¢ dogrultusunda Ogretmen ile birlikte bir mesleki gelisim plam1 hazirlanir. Yapilan
degerlendirmelerin ve hazirlanan gelisim planinin icerigi veya mesleki gelisim planlamasi

stireci tamamen gizli tutulur, bu icerige yalnizca degerlendirilen 6gretmen erisebilir.
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Tletisim ve Is birligi Degerlendirme Formu

Degerlendirici: Ziimre Bagkani, Stmf Ogretmeni

I. EXAMPLES OF DATA COLLECTION TOOLS OF THE MODEL

Yonerge: Bu degerlendirme formu ile belirtilen 6lgiitler dogrultusunda 6gretmenin iletisim
ve is birligine yonelik durumunun degerlendirilmesi amaclanmaktadir. Buna gore, dlgiitte
belirtilen durumun ilgili 6gretmen tarafindan gergeklestirilme sikligimi disiinerek “Hig”,
“Nadiren”, “Sik sik” ve “Tamamen” kategorilerinden birini isaretleyiniz.

Olgiitler

Hic

Nadiren

Sik sik

Tamamen

Olumlu iletisim kurma

Karsisindakini dikkatle dinlemektedir.

Dinledigini anlamaya yonelik sorular sormaktadir.

Empati kurdugunu gosteren ifadeler
kullanmaktadir.

Yargilayict ya da ogit verici ifadeler
kullanmamaktadir.

Elestirilerinde yapici bir dil kullanmaktadir.

Yorum yaparken olumlu ifadeler kullanmaktadir.

Olaylan farkli bakis acilariyla degerlendirmektedir.

Is birligi icinde Calisma

Etkili oldugunu disiindiigii ders plani/6gretim
stireci/ materyali/ caligmay1 paylagmaktadir.

Meslektasindan 6grenmeye agiktir.

Kendisine sunulan fikirlere, bildirimlere agiktir.

Meslektaslarindan yardim almaya isteklidir.

Meslektaslarina ihtiyag duyduklarinda yardim
etmektedir.

Grup calismalarinda aktif, etkin goérev almaktadir.

Grup ¢alismalarinda verilen gorevi zamaninda
tamamlamaktadir.

Destek birimler (PGODEM, PDRM) ile uyumlu ve
ig birligi icinde ¢aligmaktadir.
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Mesleki Sorumluluk Degerlendirme Formu
Degerlendirici: Miidiir, Miidiir Yardimcisi

Yonerge: Bu degerlendirme formu ile belirtilen 6lgiitler dogrultusunda &gretmenin mesleki
sorumlulugunun degerlendirilmesi amaglanmaktadir. Buna gore, dlgiitte belirtilen durumun
ilgili 6gretmen tarafindan gergeklestirilme sikligini diisiinerek “Hig”, “Nadiren”, “Sik sik” ve
“Tamamen” kategorilerinden birini isaretleyiniz.

Olgutler Hic | Nadiren | Siksik | Tamamen

Yeterligini gelistirmek icin seminer,
kongre sempozyum gibi egitimlere
katilmaktadir.

Alani/meslegi ile ilgili yaymlar1 takip
etmektedir.

Alani/meslegi ile ilgili giindemi ve
gelismeleri takip etmektedir.

Katildig: egitimler, takip ettigi yayinlar,
uygulamalar vb.’den edindigi bilgileri
caligmalarina yansitmakta ya da Oneri
getirmektedir.

Mesleki Gelisim

Gelisme planindaki doniitler
dogrultusunda calismalarini
diizenlemektedir.

Okul kurallarina uymaktadir.

Toplantilara  katilmakta ve alinan
kararlar uygulamaktadir.

Gorev ve sorumluluklar1 (yillik plan-
giinliik plan hazirlama, 6dev hazirlama,
etkinlik diizenleme, nobet tutma, toren
hazirliklari vb.) yerine getirmektedir.

Kendisine verilen gorevlerde yaptigi
isler niteliklidir.

Kendisine verilen isleri zamaninda
yerine getirmektedir.

Ogrencilerin sosyal gelisimine ydnelik
kanitlar toplayarak gelisimlerini takip
etmektedir.

Okul i¢i Sorumluluklar

Ogrencilerin ~ akademik  gelisimine
yonelik kanitlar toplayarak gelisimlerini
takip etmektedir.

Kaynaklari kullanirken tutumlu
davranmaktadir.

Cevresini temiz ve diizenli tutmaktadir.
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M. TURKISH SUMMARY / TURKCE OZET

GIRIS
Ogretmenler egitim sistemlerinin merkezinde yer almakta ve 6grenci basarisi igin en
etkili gii¢c olarak degerlendirilmektedir (Fullan, 2011; OECD, 2018; Stronge, 2006;
Wiliam, 2018). Etkili 6gretim tarih boyunca farkli sekillerde tanimlanmustir.
Ogretmenin bilginin bekgisi olarak goriildiigii ve etkili égretmenin de &grencinin
kontrollii bir sekilde bilgiye ulagsmasini sagladigi goriisii yerini yeni tanimlara
birakmistir. Giiniimiizde hem beynin nasil 6grendigine iliskin ndroloji alnindaki
aragtirmalar hem de teknoloji alanindaki geligsmeler, 6grenmede 6gretmen-6grenci
etkilesiminin 6nemli oldugunu gostermektedir. Dahasi bilgiye ulasabilen, kendi ¢abasi
ve tecriibesiyle 6grenebilen, elestirel diistinme ve problem ¢ézme gibi list diizey
diisiinme becerilerine sahip 6grenciler yetistiren 6gretmen etkili bir 6gretmen olarak
tanimlanabilir. Etkili o6gretim ve Ogretmen yillar icinde bircok farkli tanimi
beraberinde getirmis olsa da etkili bir 6gretmenin sahip olmas1 gereken niteliklerin
Ogrencilerin 0grenmelerine ve basarilarina olan katkilarla birlikte belirlendigi
sOylenebilir (CDE, 2015; Clotfelter ve digerleri, 2007; Darling-Hammond, 2006;
Hanushek, 1992; Kim ve Sun, 2021). Buradaki “katk1” soézcligii 6nemlidir, ¢linkii
Ogretmen Ogrenciye sadece mevcut Ogrenme siirecinde degil, ayni zamanda
gelecekteki 6grenmelerine de katk getirir. Tucker ve Stronge'un (2005) belirttigi gibi,
ogrencilere bir y1l boyunca yiiksek performans diizeyine sahip 6gretmenler ile 6gretim
gordiigiinde, ilerleyen yillarda bu etkili 6gretimden yararlanmaya devam ederler, tam
tersine diisiik performans gosteren bir Ogretmen tarafindan saglanan Ogretimin
istenmeyen etkilerini de ilerdeki dgrenmelerine tasirlar ve bu durum &grencinin
sonraki yillarda 6grenmesini olumsuz etkiler. Dahasi 6gretmen etkililiginin sadece
sinif ortaminda gegerli oldugu diisiiniilemez. Ogretmenin etkisi sinifin duvarlarini asar
ve 0gretmenler de 6grencileri adim adim gelecekte onlar1 bekleyen durumlara hazirlar.
Egitimin, ekonomiyi ve uluslar sekillendirmedeki énemli rolii nedeniyle en etkili
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ogretmenlere ve liderlere sahip olan okullarin gelecekte de s6z sahibi olacaginm
gostermektedir (Stronge, 2018). Ogretmenler ayn1 zamanda giiniimiiziin rekabetci
diinyasiin vazgegilmez bir unsuru olan insan giiciiniin saglanmasinda da 6énemli bir
rol oynamaktadir ve toplumlar &gretmenlik meslegine yogun bir sekilde yatirim

yapmaktadir (OECD, 2019; Wiliam, 2018).

Ogretim siirecinin etkililiginin 6gretmenin etkililigi ile dogrudan iliskili olmas1
nedeniyle 0gretmenin gelisimini ve ilerlemesini saglayarak daha basarili 6grenciler
yetistirmek en umut verici ve temel stratejilerden biridir. Ogretmenin yeterliklerini ve
dolayistyla 6gretimin kalitesini iyilestirme fikri, politika yapicilar icin 6nemli bir odak
noktasidir ve 6gretmen iyilestirilmesi gereken birincil arag olarak kabul edilir (CDE,
2015; Darling-Hammond, 2010; Darling-Hammond, 2014; Gordon ve digerleri, 2006;
Stronge, 2006; Sahan, 2011). Ogretmenin gelisimini desteklemenin baslangi¢ noktasi
degerlendirmedir. Degerlendirilmeyen bir sey degistirilemez veya gelistirilemez bu
nedenle de 6gretmenin yeterliklerinin iyilestirilmesi de 6gretmenin degerlendirilmesi
ile miimkiindiir (Looney, 2011; Papay, 2012). Genel olarak 6gretmen degerlendirmesi,
mesleki gelisim i¢in yapici geri bildirim ve rehberlik saglamak amaciyla hem okulda
hem de sinifta Ogretmenlerin performansin1 goézden gecirmek igin kullanilan
sistematik bir siire¢ olarak tanimlanabilir (Ornstein, 1985; Danielson, 2011; Darling-

Hammond, 2010).

Degisen egitim politikalar1 ve reformlar okullarda uygulanan 6gretmen degerlendirme
sistemlerinin giincellenmesine veya yeniden yapilandirilmasina neden olmustur (Dee
vd., 2021; Donaldson ve Woulfin, 2018; Garrett ve Steinberg, 2015). Ancak yapilan
reformlarin veya uygulamalarin egitim sistemini gelistirmede ve daha etkili 6gretmen
degerlendirme modelleri ortaya koymada beklendigi kadar etkili olmadig
sdylenebilir. Oz