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Teacher Evaluation: 
Focus on Outcomes 

R O B E R T R . N E W T O N 

Teacher Evaluation: Pressures for Reform 
As an area of school operation teacher evaluation is undergoing dramatic changes. Both 

teachers and administrators are searching for a better, fairer, more reasonable and accurate way 
both to evaluate teaching performance and to encourage professional development. Pressures 
to devise a more effective system are many and varied. Emergence of teacher associations and 
unions has transferred to teachers the power to insist on more formal, objective evaluative 
processes. These groups have aimed at development of explicit criteria for teaching perform
ance, elimination of arbitrary administrative decisions, and generation of clearly defined 
procedures for due process. On the administrative side, the possibility (more likely probabil
ity) that unfavorable personnel decisions will be challenged and brought before a neutral third 
party, e.g., a court or arbitrator, has created the need to be able to demonstrate the existence 
and fair application of clearly articulated criteria of evaluation. Too many administrators, their 
energies and time drained away or severely distracted from educational priorities, have 
devoted serious attention to finding a better way. Pressures from both administrators and 
teachers have aimed at replacing vague criteria and unstated assumptions with unambiguous 
statements both of areas for evaluation and of standards for application. 

An additional force for more effective teacher evaluation emerges from the general inability 
of present systems to sort out or recognize obvious distinctions in performance among teachers 
apparent to administrators, teachers themselves, students, parents, and anyone else familiar 
with the operation of a particular school. Evaluation systems can distinguish the very bad 
(usually few under existing evaluation procedures) from the vast majority of teachers; but few 
systems separate average from superior or superior from excellent. Inability to differentiate 
levels of teaching performance is not a new issue, of course, but one which the largely 
unsuccessful efforts towards differentiated staffing and merit pay have attempted to address 
during the past two decades. In spite of these efforts, clearly educators have failed to devise a 
system for distinguishing and rewarding different levels of performance—much to the distress 
of the public, especially the business sector, which identifies the lack of an appropriate 
incentive system as one major cause for education's low productivity, overall lack of progress, 
and general inefficiency. 

Education and our society need a system which defines with greater precision various levels 
of teaching performance in a way which not only allows accurate evaluation but also 
encourages improved performance. Teachers and administrators are searching for an evalua
tion process that reduces to a minimum uncertainty about what is expected or what actually has 
been accomplished. Criteria employed in such a system should be easily understood and 
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interpreted by a third party, should such interpretation be needed. Teachers would be certain 
about what characterizes poor, satisfactory, superior, or excellent performance. Adminis
trators would have a set of specific norms which explicate a point-by-point basis for evaluative 
decisions. The system that both administrators and teachers seek is an objective middle ground 
which eliminates, as far as is humanly possible, unexpressed assumptions or expectations of 
either party. 

A Potential Solution: An Outcomes-Focused Evaluation System 
Perhaps the most pervasive movement in American education is the effort to reinterpret all 

aspects of education in terms of specific outcomes.1 The attempt to manage education by 
objectives originates in behaviorist psychology with its emphasis on the definition of terminal 
behaviors as the first and most important step in learning, or, for that matter, any organized 
activity.2 The highly rational, scientific approach of the behaviorists has given birth to the 
educational technology movement in schools and colleges. 

The educational technology movement represents, in part, a reaction against what critics 
regard as the bumbling and failure of American education in contrast to the precision and 
success of American science and technology. This perspective views education as mired in a 
prescientific dark age, content with vague educational goals and hit and miss programs. This 
discontent has been felt in virtually every level of school activity. Though an extensive 
discussion of the educational technology movement is out of place here, the following 
examples indicate the extent and impact of this movement. Program planning-budgeting-
systems, for example, assume that all aspects of the school budget can be planned in terms of 
explicitly stated performance objectives.3 New approaches to teacher training and certification 
focus on competences—demonstrable skills and knowledge outcomes—rather than inputs— 
e.g., the number of courses taken at the local university. Similarly, statewide competency 
testing plans for students assume that the high school diploma, for example, should not be 
awarded on the basis of time spent in the classroom as much as on students' ability to 
demonstrate that they have achieved the outcomes (i.e., the skills, knowledge, attitudes, etc.) 
which define a high school education. Rather, "students are judged against agreed-upon, 
preset criteria and standards."4 Competency models also are applied to the training of teachers; 
fundamental characteristics of competency-based teacher education include precise learning 

'Gene V . Glass and Mary Lee Smith interpret the movement towards accountability, assessment, competency-
based education, minimal competence requirements, etc., as the latest stage in the ongoing political struggle for 
control over the schools: Educational Technology, 18 (May 1978), 12-18. 

2 B . F. Skinner notes, "The first step in designing instruction is to define the terminal behavior. What is the student 
to do as the result of having been taught?" The Technology of Teaching (New York: Appleton-Century-Crofts, 1968), 
pp. 199-200. 

3 Harry J. Hartley's description of educational planning-programming-budgeting is based on the same premise of 
clearly defined outputs as the initial prerequisite: "Education has been defined as change in behavior, so it appears that 
behavioral understandings are a prerequisite for systematic program analysis of schools before one attempts to improve 
budget narratives." In Educational Planning-Programming-Budgeting: A Systems Approach (Englewood Cliffs, NJ: 
Prentice-Hall, 1968), p. 50. 

4 F . Coit Butler, "The Concept of Competence," Educational Technology, 18 (January 1978), 7. For a brief 
summary of the pros and cons of competency testing see Robert L . Ebel, "The Case for Minimum Competency 
Testing" and Gerald W. Bracey, "Some Reservations About Minimum Competency Testing," Phi Delta Kappan, 59 
(April 1978), 546-52. 
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objectives, defined in behavioral and assessible terms, and accountability, by which the 
prospective teacher knows that he is required to demonstrate the specified knowledge and skills 
in the agreed-upon manner.5 

Educational agencies interested in grants or special funding from public or private sources 
are warned that project proposals must include specific outcomes and procedures for 
evaluation in terms of tangible results. Administrators are urged to set performance objectives 
for themselves and are evaluated on the basis of their achievement of these predetermined 
goals. Probably the most important and pervasive manifestation of the educational technology 
movement appears in the widespread use of behavioral objectives in classroom instruction.6 

Finally, mastery learning assumes that learning is definable " in terms of a specific set of major 
objectives (content and cognitive behaviors) the student (is) expected to exhibit by a subject's 
completion." 7 The insistence on accountability, a theme running through all of these 
movements, rests on the same premise and process: the assumption that what to accomplish 
will be determined prior to activity and will serve as the criterion on which evaluation wil l take 
place. 8 

What holds all of these movement/manifestations together is the commitment to objectives 
and outcomes—the dedication to a precise specification of what is to happen as a result of a 
program of activity. Proponents of this approach hold forth the promise of a more effective and 
efficient educational system, one which will produce not only better immediate results but also 
will build into the educational system the capacity for systematic and carefully controlled 
improvement. 

The educational technology movement is not a totally new phenomenon; rather we can see it 
as a new form of scientific management. Frederick Taylor, originator of the scientific 
management movement, focused attention on a careful analysis and prescription of how tasks 
could be most efficiently and effectively accomplished to increase productivity.9 Taylor 
sought to control the organization by specifying the way in which to perform all tasks. The 
educational technology movement attempts to structure activity toward organizational goals 
but does so by specifying precise outcomes for the complex network of units constituting the 
organization. The focus has shifted from delineating how to perform the task to prescribing 
what result to achieve. This is an important shift. Rather than managing the organization by 
interlocking role descriptions (activities expected of individual organizational members or 
groups), the enterprise is managed by predetermining results expected of each individual or 
unit. 

Emphasizing accomplishments rather than activities, the educational technology movement 
suggests a new approach to faculty evaluation and development. Rather than emphasizing 

sSee W. Robert Houston and Robert B . Howsam, eds., Competency-Based Teacher Education: Progress, 
Problems, and Prospects (Chicago, IL : Science Research Associates, 1972). 

6 A clear statement of the behavioral objective approach to curriculum design and its applicability to all parts of the 
curriculum can be found in Benjamin S. Bloom and others, " A View of Education," Handbook of Formative and 
Summative Evaluation of Student Learning (New York: McGraw-Hi l l , 1971), pp. 5-18. 

7James H . Block, ed., Mastery Learning: Theory and Practice (New York: Holt, Rinehart and Winston, 1971), p. 
7. 

8See Creta D. Sabine, ed., Accountability: Systems Planning in Education (Homewood, IL : E T C Publications, 
1973), for an application of accountability concept to all levels of educational planning and evaluation. This volume is 
based on the assumption that educators "must be accountable for the learning to be achieved as stipulated before the 
process begins . . . " (p. xi). 

9Frederick Taylor, Scientific Management (New York: Harper and Row, 1947). 
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primarily the way teachers teach, it focuses on what teachers are expected to accomplish. 1 0 

The outcomes-focused approach can provide a detailed blueprint both for what is expected of 
faculty and a precise description of how evaluation will occur. The following example is 
intended as a model of how an outcomes-centered evaluation system might be devised. 
Schools with distinctive purposes or at diverse levels (e.g., elementary, secondary) will 
identify and interpret differently areas for faculty contribution; however, the basic approach in 
an outcomes-centered system remains the same, regardless of the school or of the level. 

A Model Outcomes-Centered Teacher Evaluation and Development System: 
Standards for Teacher Performance/Contribution 

The following standards for faculty performance/contribution provide a comprehensive and 
explicit description of the many ways faculty fulfill their professional responsibilities and 
contribute to the school's educational environment. The process of evaluation implied in the 
model has two phases: (1) faculty self-evaluation based on the standards described below, and 
(2) administrative review of faculty self-evaluations. The standards focus on two major areas 
of contribution: Teaching and Service; four grades of faculty performance are defined: 
excellent, superior, average, and below average. In their self-evaluation, faculty members 
propose that their performance in the past year falls within one of these categories. They are 
defined as follows: 

Excellent Performance A . Teaching Area 1 = 25 pts Area 2 = 13 pts 
B . Service = 20 pts 

Superior Performance A . Teaching Area 1 = 20 pts Area 2 = 10 pts 
B . Service = 15 pts 

Average Performance A . Teaching Area 1 = 16 pts Area 2 = 7 pts 
B . Service = 12 pts 

Below Average Performance A . Teaching Area 1 = below 16 pts Area 2 = below 7 pts 
B . Service = below 12 pts 

For a teacher's overall performance to fall within one of the designated grades (e.g., 
excellent, average), at least two of the three areas must be within that grade and the third must 
be in the next grade. For example, if a faculty member is excellent in Teaching A l and service, 
the rating in Teaching A 2 must be superior for the teacher to receive an overall excellent rating. 

A. Teaching 
Teaching is the most basic and important faculty responsibility. Teachers spend the bulk of 

their time and energies in preparing for classroom instruction, teaching, and then following up 
on classroom instruction. It is the primary focus of teacher/student interaction. Contribution to 
the school's teaching mission can embody many forms. The following listing indicates various 
areas in which contributions can be made. Readers may wish to add others that occur to them. 

10Another approach in teacher evaluation stemming from the educational technology movement is the suggestion 
that teacher performance be measured in terms of student outcomes, i.e., on the basis of how well students have 
learned as a result of the teacher's efforts. See John D . McNe i l and W. James Popham, "The Assessment of Teacher 
Competence," in Second Handbook of Research on Teaching, ed. Robert M . Travers (Chicago, IL : Rand McNal ly , 
1973), pp. 218-44, for a discussion of the need for further research on this approach. Though teacher evaluation in 
terms of student outcomes is not used in the following model, it is quite compatible with the model and could easily be 
integrated into it. 
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Regular teaching load (specified—e.g., 5 classes, 2 preparations) 
with satisfactory student evaluations 10 pts 

multipliers 
very high evaluations 
high evaluations 
low evaluations 
very low evaluations 

1.50 
1.25 

.75 

.50 

Area 1 

additional points 
extra preparations 
new course (not taught in the past three years) 
large number of students (above normal load) 
additional (outside the schedule) 

meetings with groups of students 

2 pts (per) 
2 pts 
2 pts 

2 pts 

supervisory evaluations of classroom teaching 
excellent (average) 
superior 
satisfactory 
below satisfactory 

15 pts 
10 pts 
5 pts 
0 pts 

development of significant instructional materials for 
personal classroom use 1-5 pts 

frequent use of outside resources for enrichment of 
instruction (speakers, field trips, etc.) 1-3 pts 

Area 2 
significant presentations to other classes 

(dependent on number and extent) 1-3 pts 

significant additional instructional time spent with students 
outside of normal classroom instruction 1-5 pts 

development of new pedagogical methods (e.g., more 
individualized program) 1-3 pts 

significant revision of an existing course 1-3 pts 

B. Service 
The effect of schools on students is produced by the total environment in which instruction 

occurs as well as by teaching itself. Faculty create the context of instruction; active faculty 
involvement in the life of the school produces an atmosphere which makes each school unique. 
Faculty serve the school in various ways to create the atmosphere of schooling. 

Advantages of an Outcomes-Centered Teacher Evaluation System 
The system described in the following model contains various significant advantages over 

present teacher/evaluation development systems. It eliminates or reduces dramatically the 
arbitrary nature of evaluation by diverting attention from personalities and concentrating on 
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academic advising (normal load with satisfactory 
student evaluations) 3 pts 

multipliers: 
high student evaluations 1.50 
low student evaluations .50 

additional points 
significant additional activities 

for advisees (specify) 1-2 pts 

membership on faculty committees (schoolwide) 
(assuming regular meetings) 1 pt 

membership on departmental committees 
(assuming regular meetings) 1 pt 

multiplier: 
unusually heavy assignment for 

the committee 2.00 

additional points: 
chairperson 1 pt 

participation in required school functions 2 pts 

participation in voluntary school functions 1-2 pts 

Service 
moderation of co-curricular activity 

multiplier: 
especially demanding activity 2.00 

2 pts 

additional unassigned school involvements (e.g., college 
recommendations, moderation of ad hoc school activities) 1-3 pts 

production of learning materials used in classes outside 
of one's own 1-2 pts 

assistance in the professional development of other teachers 
(outside of departmental chair responsibilities) 1-2 pts 

professional presentations to the faculty 
(not committee reports) 1-2 pts 

presentations to outside professional groups 1-2 pts 

participation in consultation/evaluation activities outside 
the school (unremunerated) 1-4 pts 

publications in journals or of instructional materials used by 
other schools 1-4 pts 

professional development activities 

graduate courses (to improve professional effectiveness) 
attendance at a major convention/workshop 1-2 pts 

active membership on professional organizations 1-2 pts 

extensive reading in professional journals 1-2 pts 
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objective, visible accomplishments. The teacher and principal focus on what the teacher has 
achieved rather than on more subjective estimates of how the individual is performing. Though 
obviously all subjectivity is not eliminated, the area of subjective judgment is significantly 
reduced. 

An objectives-based evaluation system provides encouragement for higher achievement by 
suggesting clear, attainable targets for individual faculty members. Rather than evaluation 
being interpreted either as punitive or as delineating only adequate performance, this 
objectives-focused approach provides a set of built-in achievement goals. Arguing for a prior 
definition of standards for performance, Odiorne points out the motivating effect of clearly 
defined goals: 

In the absence of such (clearly defined) standards no amount of generalized motivation can produce satisfactory results 
based on the assumption of personal responsibility. Where the standards have been made clear, they have strong 
motivating effects in themselves.11 

The goal, if seen as attainable with reasonable effort, draws the person on to its accomplish
ment. The objectives-centered approach provides a network of precise, achievable objectives. 
It points teacher effort in a variety of directions, suggesting and stimulating teachers to new 
dimensions of contribution which they may not have considered formerly. 

The objectives-based evaluation system also allows for differentation among faculty 
members. As noted above, one perennial problem of education has been the inability of 
evaluation systems to sort out and reward various levels of teaching performance. At the same 
time evidence suggests that recognition of achievement is on of the major forces motivating 
better performance in organizations.12 Instead of treating all teachers as simply either 
satisfactory or unsatisfactory, the system promotes better performance by recognizing objec
tively different levels of teacher contribution and by providing a definite way in which teachers 
can distinguish themselves. 

Since the system is comprehensive, it has the capacity to recognize diverse kinds of 
contributions to the life of the school. Frequently teachers are strong in some areas and less 
effective in others. The system can identify areas of strength and weakness and provide 
specific direction to the teacher whose performance may be excellent, for example, in 
classroom teaching (Area A l ) but weak in the other aspect of teaching performance (Area 
A 2 ) . At the same time, it allows a teacher good in one area to balance off less effective 
performance in another area. 

An objectives-focused approach provides a better basis for settlement of conflicts that arise 
over teacher evaluation. By reducing the ambiguity surrounding teacher evaluation, this 
approach could prevent many problems resulting from lack of clear definition from emerging 
in the first place. For problems that are brought forward, it provides a clear set of criteria on 
which the conflict can be resolved (e.g., by a third party). 

l1George S. Odiorne, Management by Objectives: A System of Managerial Leadership (New York: Pitman, 
1965), p. 65. 

l 2 See, for example, Frederick Herzberg, "The Motivation-Hygiene Theory" in Organization Theory, ed. D. S. 
Pugh (New York: Penguin, 1971), pp. 324-44; Thomas J. Dergiovanni, "Factors Which Affect Satisfaction and 
Dissatisfaction of Teachers" in Organizations and Human Behavior: Focus on Schools, ed. Fred D. Carver and 
Thomas J. Sergiovanni (New York: McGraw-Hi l l , 1969), pp. 249-60. Both Herzberg and Sergiovanni see 
achievement and recognition as key elements in motivating higher performance. 
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Unarticulated assumptions of administrators and teachers are reduced dramatically by 
defining the outcomes of teacher performance. In evolving a system of evaluation, faculty and 
administration must come to a clear, public definition of areas of contribution and evaluative 
criteria prior to actual performance. The necessity of unambiguous initial definition forces not 
only precision in defining all expectations but also comprehensiveness in fully stating all 
possible forms of contribution. Specifying weights for various areas requires teachers and 
administrators to articulate normally unexplicitated assumptions about the relative merit/value 
of various forms of teacher performance and contribution. 

A clear definition of criteria for faculty performance can extend into a set of guidelines for 
selection of teachers and can become the underlying rationale for inservice activities parallel
ing the areas in which faculty are expected to contribute. The outcomes-focused evaluation 
system also supplies the new teacher with a definitive indication of what is expected of faculty 
members at this school. 

The capacity of the system to assign weights to different areas of faculty performance 
provides opportunity to encourage teacher effort in activities which reaffirm the school's 
distinctive aims. Also, it can adjust the relative importance of various areas to the school's 
current needs, thus promoting a more flexible school response to contemporary needs by 
directing faculty attention to special goals or objectives of immediate or long-range relevance 
for the school. 

The system also can establish minimal levels in all areas of contribution and insure solid 
performance of fundamental responsibilities. At the same time, it allows a significant degree 
of flexibility and promotes individual initiative in determining ways teachers may contribute 
additionally to the school effort. 

Other Issues: Faculty Involvement, Merit Pay 
Faculty involvement in devising an outcomes-centered evaluation system is important. 

Overall design of a system requires ideas and reactions of those most familiar with the concrete 
demands of teaching and the ways teachers contribute in a particular school. The management 
by objectives approach emphasizes mutual decisions of faculty and administration—not only 
to generate better decisions but also to create the kind of involvement which promotes 
acceptance and commitment to the plan. 1 3 

Application of the system to individual teachers also provides opportunity for faculty 
involvement in implementation of the system. The teacher and principal, in an obvious parallel 
with the management by objectives approach, can determine individual targets for ac
complishment in a given time period. 1 4 The teacher and administrator then decide how the 
administrator can help the teacher achieve these goals; they set up periodic checkpoints 
throughout the year to discuss how the teacher is progressing towards these goals. 

The outcomes-based evaluation system, moreover, provides a new and more realistic basis 
for schools interested in merit pay plans. As a device to achieve greater productivity, merit pay 
has not succeeded in large part because of the fuzziness with which superior performance was 
described. 1 5 Among criteria for the effective use of pay to increase productivity are that the 

13See Odiorne, Management by Objectives: A System of Managerial Leadership, chapter 10. 
1 4Douglas McGregor proposes management by objectives as a practical application of Theory Y , a managerial 

strategy which will promote initiative and responsibility on the part of subordinate: In Carver and Sergiovanni, 
Organizations and Human Behavior: Focus on Schools, especially pp. 154-55. 

1 5 See, for example, analysis of Piamonte's reasons for failure of merit pay plans: John S. Piamonte, "In Praise of 
Monetary Motivation," Personnel Journal, 58 (September 1979), 597-99, 624. 
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incentive plan be related directly to a concrete performance, and that the employee be certain 
that the reward will be received if the performance has been accomplished.1 6 In the past, merit 
pay schemes have failed to fulfill these criteria as a result of their inability to specify the various 
aspects and levels of teaching performance in a way both teachers and administrators could 
understand mutually. Merit plans have failed because they do not describe precisely and 
objectively the outcomes expected, do not deliver the reward within a short time after the 
performance, and are not definite enough to insure the teacher that his/her performance will be 
clear enough to the principal to merit the reward unambiguously. 

An objectives-centered evaluation system moves substantially in the direction of providing 
these required elements. A relatively complete and accurate description exists of what is 
required to achieve various levels of performance. Because of its specificity and the common 
understandings it generates, this system can be applied more quickly than systems which have 
a higher proportion of discretionary judgments. Finally, the teacher knows with greater 
certainty that the accomplishment of predetermined goals will produce the rating he/she desires 
and will result in merit payment. Though an outcomes-centered evaluation system will not 
solve all of the problems associated with merit pay, it does provide a basis which gives such 
approaches a more searching trial than evaluation systems in the past have permitted. 

Summary 
Pressures for a new form of teacher evaluation are forcing administrators and faculties to 

search for a more precise, more objective, and more equitable system. This search is 
encouraged also by the desire to find a new motivational system to encourage teachers to higher 
levels of performance and, in the process, to recognize those whose achievement is outstand
ing. 

With its focus on the management of education through specification of outcomes, the 
educational technology movement offers the general direction for a new approach to teacher 
evaluation, focusing primarily on a review of teacher achievements rather than on supervisory 
opinions of teacher performance. As the model indicates, the approach can be reduced to a 
clear, comprehensive system characterized both by definite guidelines and by room for 
individual initiative. 

The system offers many advantages, particularly in its clarity and its potential for motivating 
higher performance through identification and recognition of superior performance. Further
more, an objectives-focused system can furnish a new basis for faculty involved in designing 
of the teacher evaluation system. It suggests a new perspective on merit pay plans which may 
permit application of this previously unworkable idea in education. 

A few further comments may help. The model presented is precisely that, a model. It has 
been worked out in detail, including quantitative values for various outcomes. The level of 
specificity appropriate in individual situations varies. Some may require more specificity than 
I have included; others less. The individual school must implement the basic principles behind 
the approach in a way acceptable to its environment. 

1 6 Harold F. Rothe, "Does Higher Pay Bring Higher Productivity?" Personnel, 37 (July-August 1960), 25ff. 
David E . Terpestra, reviewing the organizational motivational theories, concludes: "To the extent that goals are 
clear-cut and unambiguous, employees will be able to more clearly visualize the link between effort and performance 
(E-P expectancy), and increased motivation should result." Terpestra also emphasizes the need to make equally 
visible the connection between performance and rewards: David E . Terpestra, "Theories of Motivation: Borrowing 
the Best," Personnel Journal, 58 (June 1979), 379. 
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Though we can reduce dramatically the levels of ambiguity, opinion, and arbitrary judgment 
through the outcomes-focused approach, we cannot eliminate them completely. This fact has 
both advantages and disadvantages. While reducing significantly the possibility of administra
tive arbitrariness, there does remain a need to retain general administrative discretion in 
personnel decisions. A l l of the trees may not add up to a forest. Though criteria may be as 
specific as humanly possible, continued disagreement is also possible. In this case, given the 
safeguards of due process, administrative discretion must be maintained. 

Though not a perfect system, outcomes-centered evaluation can become a powerful 
instrument for improvement of education. It carries the potential for resolving the pressures for 
greater fairness and objectivity in teacher evaluation. It can introduce into education a 
mechanism for encouraging better performance and for recognizing and rewarding such 
performance. Teacher evaluation and development must consider seriously a movement which 
has generated significant improvement in other aspects of education and which, if properly 
adapted, could create a more equitable and productive approach to teacher evaluation. 
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