
   
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 

Burris Laboratory School 

Evaluator and Teacher Handbook 
 

Version 3 
 
 
 

Adapted from 
 
 
 
 
 

Revision date: June 5, 2019



2 | P a g e  
 

 
Contents 
 
 Indiana Teacher Evaluation: Public Law 90....................................................................................... 3 
 
 Our Teacher Evaluation System ...................................................................................................... 4 
 

 Background/Context ................................................................................................................. 4 
 

 Scope of Evaluation ................................................................................................................... 5 
 

 Performance Level Ratings ......................................................................................................... 5 
 

 Feedback ................................................................................................................................. 6 
  

 Overview of Components........................................................................................................... 6 
 
 Component 1: Professional Practice................................................................................................ 7 
 

 Teacher Effectiveness Rubric: Background and Context ................................................................. 7 
 

 Burris Teacher Effectiveness Rubric: Overview ............................................................................. 8 
 

 The Burris Teacher Effectiveness Rubric ......................................................................................  9 
 

 Observation of Teacher Practice: Questions and Answers for Teachers ..........................................  9 
 

 Teacher Effectiveness Rubric: Scoring ........................................................................................  12 
 

 The Role of Professional Judgment ............................................................................................  15 
 

 Consistently Highly Effective Teachers .......................................................................................  16 
 
 Component 2: Student Learning ...................................................................................................  17 
 

 Student Learning: Overview .....................................................................................................  17 
 

 Available Measures of Student Learning ....................................................................................  17 
 

 School-wide Learning ..............................................................................................................  18 
 

 Indiana Growth Model .............................................................................................................  18 
 

 Student Learning Objectives .....................................................................................................  18 
 
 Summative Teacher Evaluation Scoring .........................................................................................  28 
 

 Review of Components ............................................................................................................  28 
 

 Weighting of Measures ............................................................................................................  29 
 

 Definition of Negative Impact ...................................................................................................  31 
 

 Timeline .................................................................................................................................  31 
 
Glossary of RISE Terms .................................................................................................................  30 
 
Appendix A – Burris Teacher Effectiveness Rubric ...........................................................................  35 
 
Appendix B – Burris Classroom Walkthrough Form ..........................................................................  50 
 



3 | P a g e  
 

 
 
 
 
 
 
 
 
 
 
 
 
Indiana	Teacher	Evaluation:	Public	Law	90 
 
The 2011 Education Agenda put students first by focusing on the individuals who most strongly influence 
student learning every day — teachers. Indiana’s teachers are hard-working and devoted to the success 
of every student. It’s time we treat them like the professionals they are and take special care to identify 
and reward greatness in the classroom. 
 
To do this, we need fair, credible and accurate annual evaluations to differentiate teacher and principal 
performance and to support their professional growth. With the help of teachers and leaders throughout 
the state, the Indiana Department of Education has developed an optional model evaluation system 
named RISE. Whether or not corporations choose to implement RISE, the Department’s goal is to assist 
corporations in developing or adopting models that comply with Public Law 90 and are fair, credible, and 
accurate. Regardless of model or system, evaluations must: 
 

• Be Annual: Every teacher, regardless of experience, deserves meaningful feedback on their 

performance on an annual basis.  
 
 

• Include Student Growth Data: Evaluations should be student-focused. First and foremost, an 

effective teacher helps students make academic progress. A thorough evaluation system includes 
multiple measures of teacher performance, and growth data must be one of the key measures.  

 
• Include Four Rating Categories: To retain our best teachers, we need a process that can truly 

differentiate our best educators and give them the recognition they deserve. If we want all 
teachers to perform at the highest level, we need to know which individuals are achieving the 
greatest success and give support to those who are new or struggling.  
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Burris	Teacher	Evaluation	System 
 
Background/Context  
RISE (from which the Burris Laboratory School Teacher Evaluation System was adapted) was designed to 
provide a quality system that local corporations can adopt in its entirety, or use as a model as they develop 
evaluation systems to best suit their local contexts. RISE was developed over the course of a year by the 
Indiana Teacher Evaluation Cabinet, a diverse group of educators and administrators from around the 
state, more than half of whom have won awards for excellence in teaching. These individuals dedicated 
their time to develop a system that represents excellence in instruction and serves to guide teacher 
development. To make sure that their efforts represented the best thinking from around the state, their 
work was circulated widely to solicit feedback from educators throughout Indiana. 
 
A meaningful teacher evaluation system should reflect a set of core convictions about good instruction. 
From the beginning, the Indiana Teacher Evaluation Cabinet sought to design a model evaluation system 
focused on good instruction and student outcomes. RISE was designed to be fair, accurate, transparent, 
and easy-to-use. IDOE staff and the Indiana Teacher Evaluation Cabinet relied on three core beliefs about 
teacher evaluation during the design of RISE: 
 

• Nothing we can do for our students matters more than giving them effective teachers. Research 
has proven this time and again. We need to do everything we can to give all our teachers the 
support they need to do their best work, because when they succeed, our students succeed. 
Without effective evaluation systems, we can’t identify and retain excellent teachers, provide 
useful feedback and support, or intervene when teachers consistently perform poorly.  

 
• Teachers deserve to be treated like professionals. Unfortunately, many evaluations treat 

teachers like interchangeable parts—rating nearly all teachers the same and failing to give 
teachers the accurate, useful feedback they need to do their best work in the classroom. We need 
to create an evaluation system that gives teachers regular feedback on their performance, 
opportunities for professional growth, and recognition when they do exceptional work. We’re 
committed to creating evaluations that are fair, accurate and consistent, based on multiple factors 
that paint a complete picture of each teacher’s success in helping students learn.  

 
• A new evaluation system will make a positive difference in teachers’ everyday lives. Novice and 

veteran teachers alike can look forward to detailed, constructive feedback, tailored to the 
individual needs of their classrooms and students. Teachers and principals will meet regularly to 
discuss successes and areas for improvement, set professional goals, and create an individualized 
development plan to meet those goals.  
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Scope	of	Evaluation  
All teachers (classroom, special education, and all related arts) will be evaluated using the RISE 

evaluation system paired with a trained primary evaluator according to the timeline.  The principal will 

evaluate the assistant principals and directors.  The Superintendent of University Schools will evaluate 

the principal.  The 3 building administrators (along with the two directors) will evaluate the certified 

teaching staff.  All evaluators have been trained on the RISE rubric by the IDOE in partnership with the 

East Central Indiana Service Center.  Burris Laboratory School intends to evaluate all certified staff 

members annually. 

 

 

Performance	Level	Ratings  
Each teacher will receive a rating at the end of the school year in one of four performance levels: 
 

• Highly Effective: A highly effective teacher consistently exceeds expectations. This is a teacher 

who has demonstrated excellence, as determined by a trained evaluator, in locally selected 
competencies reasonably believed to be highly correlated with positive student learning 
outcomes. The highly effective teacher’s students, in aggregate, have generally exceeded 
expectations for academic growth and achievement based on guidelines suggested by the Indiana 
Department of Education.  

 
• Effective: An effective teacher consistently meets expectations. This is a teacher who has 

consistently met expectations, as determined by a trained evaluator, in locally selected 
competencies reasonably believed to be highly correlated with positive student learning 
outcomes. The effective teacher’s students, in aggregate, have generally achieved an acceptable 
rate of academic growth and achievement based on guidelines suggested by the Indiana 
Department of Education.  

 
• Improvement Necessary: A teacher who is rated as improvement necessary requires a change in 

performance before he/she meets expectations. This is a teacher who a trained evaluator has 
determined to require improvement in locally selected competencies reasonably believed to be 
highly correlated with positive student learning outcomes. In aggregate, the students of a teacher 
rated improvement necessary have generally achieved a below acceptable rate of academic 
growth and achievement based on guidelines suggested by the Indiana Department of Education.  

 
• Ineffective: An ineffective teacher consistently fails to meet expectations. This is a teacher who 

has failed to meet expectations, as determined by a trained evaluator, in locally selected 
competencies reasonably believed to be highly correlated with positive student learning 
outcomes. The ineffective teacher’s students, in aggregate, have generally achieved unacceptable 
levels of academic growth and achievement based on guidelines suggested by the Indiana 
Department of Education.  
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Feedback  
Burris Laboratory School is utilizing Standard for Success to simplify our evaluation system record 

keeping and communication.  After short observations, teachers are being notified to review the 

observation notes available through their secure login to the software.  This notification is coming within 

3 school days of the observation.  After each long observation, the teachers will again be notified to 

review the notes in Standard for Success using their logins within 5 school days of the observation. The 

evaluator will also sit down and review the notes with the individual in person after a long observation.  

Final summative ratings will not be available until the summer or fall following the observations during a 

given school year.  When growth model data and school grades are available, the evaluators will be 

allowed to complete the summative evaluation and to provide documented feedback for each certified 

staff member within seven business days of the completed evaluation. 

The school will use any means practical to avoid a student being instructed by a teacher for 2 

consecutive years that has been evaluated as Ineffective.  As we approach the end of the school year in 

the spring, we will estimate which teachers may receive such a rating.  The schedule will be rebuilt to 

avoid the possibility whenever practical.  Should the school ever have a student instructed by 

consecutive teachers rated as Ineffective, the student’s parents will be notified in writing. 

 

Overview	of	Components  
Every teacher is unique, and the classroom is a complex place. RISE relies on multiple sources of 
information to paint a fair, accurate, and comprehensive picture of a teacher’s performance. All teachers 
will be evaluated on two major components: 
 

1. Professional Practice – Assessment of instructional knowledge and skills that influence student 

learning, as measured by competencies set forth in the Indiana Teacher Effectiveness Rubric. All 
teachers will be evaluated in the domains of Planning, Instruction, Leadership, and Core 
Professionalism.  

 

2. Student Learning – Teachers’ contribution to student academic progress, assessed through 

multiple measures of student academic achievement and growth, including Indiana Growth 
Model data as well as progress towards specific Student Learning Objectives using state-, 
corporation-, or school-wide assessments.  
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Component	1:	Professional	Practice 
 
 
Teacher	Effectiveness	Rubric:	Background	and	Context 
The Teacher Effectiveness Rubric was developed for three key purposes: 
 

1. To shine a spotlight on great teaching: The rubric is designed to assist principals in their efforts 

to increase teacher effectiveness, recognize teaching quality, and ensure that all students have 
access to great teachers.  

 
2. To provide clear expectations for teachers: The rubric defines and prioritizes the actions that 

effective teachers use to make gains in student achievement.  

 
3. To support a fair and transparent evaluation of effectiveness: The rubric provides the foundation 

for accurately assessing teacher effectiveness along four discrete ratings.  
 
While drafting the RISE Teacher Effectiveness Rubric, the IDOE development team examined teaching 
frameworks from numerous sources, including: 
 

• Charlotte Danielson’s Framework for Teachers   
• Iowa’s A Model Framework   
• KIPP Academy’s Teacher Evaluation Rubric   
• Robert Marzano’s Classroom Instruction that Works   
• Massachusetts’ Principles for Effective Teaching   
• Kim Marshall’s Teacher Evaluation Rubrics   
• National Board’s Professional Teaching Standards   
• North Carolina’s Teacher Evaluation Process   
• Doug Reeves’ Unwrapping the Standards   
• Research for Bettering Teaching’s Skillful Teacher   
• Teach For America’s Teaching as Leadership Rubric   
• Texas’ TxBess Framework   
• Washington DC’s IMPACT Performance Assessment   
• Wiggins & McTighe’s Understanding by Design  

 
In reviewing the current research during the development of the teacher effectiveness rubric, the goal 
was not to create a teacher evaluation tool that would try to be all things to all people. Rather, the rubric 
focuses on evaluating teachers’ primary responsibility: engaging students in rigorous academic content so 
that students learn and achieve. As such, the rubric focuses on evaluating the effectiveness of instruction, 
specifically through observable actions in the classroom. 
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Burris	Teacher	Effectiveness	Rubric:	Overview  
The primary portion of the Teacher Effectiveness Rubric consists of three domains and 
nineteen competencies. 
 
Figure 2: Domains 1-3 and Competencies 
 
Domain 1: Planning   

1.1 Utilize Assessment Data to Plan  
1.2 Set Ambitious and Measurable Achievement Goals  
1.3 Develop Standards-Based Unit/Lesson Plans and Assessments  

 
 
 
 
 
 
 
 
 
 

 

Domain 2: Instruction 
 

2.1 Develop Student Understanding and Mastery of Lesson Objectives   
2.2 Demonstrate and Clearly Communicate Content Knowledge to Students   
2.3 Engage Students in Academic Content   
2.4 Check for Understanding   
2.5 Modify Instruction as Needed   
2.6 Develop Higher Level of Understanding Through Rigorous Instruction and Work   
2.7 Maximize Instructional Time   
2.8 Create Classroom Culture of Respect and Collaboration   
2.9 Set High Expectations for Academic Success  

 
 
 
 

Domain 3: Leadership 
 

3.1 Contribute to School Culture   
3.2 Collaborate with Peers   
3.3 Seek Professional Skills and Knowledge   
3.4 Engage Families in Student Learning 

 
 

In addition to these three primary domains, the Teacher Effectiveness Rubric contains a fourth domain, 
referred to as Core Professionalism, which reflects the non-negotiable aspects of a teacher’s job. 
 
The Core Professionalism domain has four criteria (described in the TER):  

• Attendance:  a max. of 9 absences per year, excluding administration/university approved leaves  
• On-Time Arrival:  upon observance of 2 tardies within a school year, administration may require 

a teacher to check-in upon arrival each morning  
• Policies and Procedures:  if a pattern of behavior is observed (not isolated incidents), 

administrators will provide that teacher with an official warning before the next incident would 
result in the one point deduct; this includes all deadlines, schedules, and faculty guidelines and 
policies as set by the administration and Ball State University.  

• Respect:  if a pattern of behavior is observed, administrators will provide that teacher with an 
official warning before the next incident would result in the one point deduct 

* An official write-up can also be cause for an immediate Core Professionalism deduct. 
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The	Burris	Teacher	Effectiveness	Rubric  
In Appendix A of this guidebook, you will find the Burris Teacher Effectiveness Rubric. 
 
 
Observation	of	Teacher	Practice:	Questions	and	Answers	for	Teachers  
How will my proficiency on the Burris Teacher Effectiveness Rubric be assessed? 
 

Your proficiency will be assessed by a primary evaluator, taking into account information collected 
throughout the year during extended observations, short observations, and conferences 
performed by both your primary evaluator as well as secondary evaluators. 

 
What is the role of the primary evaluator? 
 

Your primary evaluator is responsible for tracking your evaluation results and helping you to set 
goals for your development. The primary evaluator must perform at least one of your short and 
at least one of your extended observations during the year. Once all data is gathered, the primary 
evaluator will look at information collected by all evaluators throughout the year and determine 
your summative rating. He or she will meet with you to discuss this final rating in a summative 
conference. 

 
What is a secondary evaluator? 
 

A secondary evaluator may perform extended or short observations as well as work with teachers 
to set Student Learning Objectives. The data this person collects is passed on to the primary 
evaluator responsible for assigning a summative rating. 

  
Do all teachers need to have both a primary and secondary evaluator? 
 

No. It is possible that a teacher would only have a primary evaluator. However, in most cases 
more than one evaluator will contribute to a teacher’s evaluation. This provides multiple 
perspectives on a teacher’s performance and is beneficial to both the evaluator and teacher. 

 
What is an extended observation? 
 

An extended observation lasts a minimum of 40 minutes. Teachers will be notified by the 
Wednesday of the week before the observation will take place that they need to submit Week-
at-a-Glance for all subjects/courses (due 8:00a on Monday).  The specific day or time of the 
observation during that week will be unannounced.  It may take place over one class or span two 
consecutive class periods. 

 
Are there mandatory conferences that accompany an extended observation? 
 

Post-Conferences are mandatory and should occur within five school days of the extended 
observation. During this time, the teacher must be presented with written and oral feedback from 
the evaluator.  
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How many extended observations will I have in a year? 
 

By default, teachers will have a minimum of two extended observations per year – at least one 
per semester.  Once a teacher has earned a rating of Effective or Highly Effective for two 
consecutive years at Burris, they will receive one extended observation per year (at a minimum).  
Separate from this, Consistently Highly Effective (CHE) teachers will have a new focus in their 
annual evaluation that is not driven by the Teacher Effectiveness Rubric and will not follow a set 
number of observations. 

 
Who is qualified to perform extended observations? 
 

Any trained primary or secondary evaluator may perform an extended observation. The primary 
evaluator assigning the final, summative rating must perform a minimum of one of the extended 
observations. 

 
What is a short observation? 
 

A short observation lasts a minimum of 10 minutes and will not be announced. There are no 
conferencing requirements around short observations, but a post-observation conference could 
be scheduled if there are areas of concern. A teacher should receive written feedback following a 
short observation within three school days. 

 
How many short observations will I have in a year? 
 

All teachers will have a minimum of two short observations – at least one per semester. However, 
evaluators may choose to visit classrooms much more frequently than the minimum requirement 
specified here, and teachers will also have the option to request an additional short observation 
if they so desire. Consistently Highly Effective (CHE) teachers will have a new focus in their annual 
evaluation that is not driven by the Teacher Effectiveness Rubric and will not follow a set number 
of observations. 

 
Who is qualified to perform short observations? 
 

Any primary evaluator or secondary evaluator may perform a short observation. The primary 
evaluator assigning the final, summative rating must perform a minimum of one of the short 
observations. 

 
How many walkthroughs will I have in a year? 
 

Consistently Highly Effective (CHE) teachers will receive at least 8 walkthroughs each year.  No 
other teachers will have required walkthroughs, but they may occur. 
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Is there any additional support for struggling teachers? 
 

It is expected that a struggling teacher might receive observations above and beyond the 
minimum number required by RISE. This may be any combination of extended or short 
observations and conferences that the primary evaluator deems appropriate. It is expected that 
primary evaluators will place struggling teachers on a professional improvement plan.  

 

What is a professional improvement plan? 
 

An important part of developing professionally is the ability to self-reflect on performance. The 
Professional Improvement Plan (PIP) is a tool for teachers and their evaluators to assess their 
performance and set development goals. In this sense, a professional improvement plan supports 
teachers who strive to improve performance.  Although every teacher is encouraged to set goals 
around his/her performance, only teachers who score an “Ineffective” or “Improvement 
Necessary” on their summative evaluation the previous year are required to have a professional 
improvement plan monitored by an evaluator.  If an evaluator observes a deficiency in a particular 
area during the evaluation process or feels that a teacher might be at risk of a final rating of 
“Ineffective” or “Improvement Necessary,” a teacher may also be put on a PIP. This may also serve 
as the remediation plan specified in Public Law 90. 

 
 
If I have a professional improvement plan, what is the process for setting goals and assessing my progress? 
 

Teachers needing a professional improvement plan work with an administrator to set goals (often 
at the beginning of the academic year). These goals are monitored and revised as necessary. 
Progress towards goals is formally discussed during conferences, at which point the evaluator and 
teacher discuss the teacher’s performance thus far and adjust individual goals as necessary. 
Professional improvement goals should be directly tied to areas of improvement within the 
Teacher Effectiveness Rubric. Teachers with professional improvement plans are required to use 
license renewal credits (PGPs) for professional development activities.  These activities should be 
directly related to the area of improvement and approved by the administration. 

 
 

Domain 1: Planning and Domain 3: Leadership are difficult to assess through classroom observations. How 

will I be assessed in these domains? 
 

Evaluators should collect material outside of the classroom to assess these domains. Teachers 
should also be proactive in demonstrating their proficiency in these areas. However, evidence 
collection in these two domains should not be a burden on teachers that detracts from quality 
instruction. The teacher is the primary source of documented evidence for evaluators to reference 
while scoring these two domains.  Examples of evidence for these domains may include (but are 
not limited to): 
 
a. Domain 1: Planning – Submitted lesson plans, unit assessment analyses, curriculum maps, 

etc. will be the primary sources along with other artifacts such as assessments or systems for 
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record keeping 
 

b. Domain 3: Leadership - documents from team planning and collaboration, call-logs or notes 
from parent-teacher meetings, and attendance records from professional development or 
school-based activities/events 

 
 
Teacher	Effectiveness	Rubric:	Scoring  
Evaluators are not required to score teachers after any given observation. However, it is essential that 
during the observation the evaluator take evidence-based notes, writing specific instances of what the 
teacher and students said and did in the classroom. The evidence that evaluators record during the 
observation should be non-judgmental, but instead reflect a clear and concise account of what 
occurred in the classroom. The difference between evidence and judgment is highlighted in the 
examples below. 
 
  Figure 3: Evidence vs. Judgment       

 

          

  

Evidence 
   

Judgment 
   

       
 

          

        

  

(9:32 am) Teacher asks: Does everyone understand? 
   

The teacher doesn’t do a good job of making sure 
  

 

       
 

  (3 Students nod yes, no response from others)    students understand concepts.   
 

  Teacher says: Great, let’s move on       
 

  (9:41 am) Teacher asks: How do we determine an element?       
 

  (No student responds after 2 seconds)       
 

  Teacher says: By protons, right?       
 

        

        

  

Teacher to Student 1: “Tori, will you explain your work on this 
   

The teacher asks students a lot of engaging questions 
   

       
 

  problem?” (Student explains work.)    and stimulates good classroom discussion.   
 

  Teacher to Student 2: “Nick, do you agree or disagree with       
 

  Tori’s method?” (Student agrees) “Why do you agree?”       
 

          

          

 
After the observation, the evaluator will take these notes and match them to the appropriate 
indicators on the rubric in order to provide the teacher with rubric-aligned feedback during the 
post-conference. Although evaluators are not required to provide teachers interim ratings on 
specific competencies after observations, the process of mapping specific evidence to indicators 
provides teachers a good idea of their performance on competencies prior to the end-of-year 
conference. Below is an example of a portion of the evidence an evaluator documented, and how 
he/she mapped it to the appropriate indicators. 
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Figure 4: Mapping Evidence to Indicators 

 
  

Evidence 
    

Indicator 
    

          

         
 

             

        

  

(9:32 am) Teacher asks: Does everyone understand? 
   

Competency 2.4: Check for Understanding 
  

 

       
 

  (3 Students nod yes, no response from others)    Teacher frequently moves on with content before   
 

  Teacher says: Great, let’s move on    students have a chance to respond to questions or   
 

      frequently gives students the answer rather than   
 

  (9:41 am) Teacher asks: How do we determine an element?    helping them think through the answer. (Ineffective)   
 

  

(No student responds after 2 seconds) 
          

           
 

  Teacher says: By protons, right?          
 

        

        

             

  Teacher to Student 1: “Tori, will you explain your work on this    Competency   2.6:   Develop   Higher   Level   of   
 

          

  problem?” (Student explains work.)    Understanding  through  Rigorous  Instruction  and   
 

  Teacher to Student 2: “Nick, do you agree or disagree with    Work      
 

  Tori’s method?” (Student agrees.) “Why do you agree?”    Teacher frequently develops higher-level   
 

      understanding   through effective questioning.   
 

      (Effective)      
 

             

             

 
 
At the end of the year, primary evaluators must determine a final, teacher effectiveness rubric rating 
and discuss this rating with teachers during the end-of-year conference. The final teacher effectiveness 
rating will be calculated by the evaluator in a four step process. 
 
Each step is described in detail below. 
 
 
 
 
 

1        Compile ratings and notes from observations, conferences, and other sources of information. 
 
At the end of the school year, primary evaluators should have collected a body of information 
representing teacher practice from throughout the year. Not all of this information will necessarily come 
from the same evaluator, but it is the responsibility of the assigned primary evaluator to gather 
information from every person that observed the teacher during that year. In addition to notes from 
observations and conferences, evaluators may also have access to materials provided by the teacher, such 
as lesson plans, student work, parent/teacher conference notes, etc. To aid in the collection of this 
information, schools should consider having files for teachers containing evaluation information such as 
observation notes and conference forms, and when possible, maintain this information electronically. 
 
Because of the volume of information that may exist for each teacher, some evaluators may choose to 
assess information mid-way through the year and then again at the end of the year. A mid-year conference 
allows evaluators to assess the information they have collected so far and gives teachers an idea of where 
they stand. 
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2        Use professional judgment to establish three, final ratings in Planning, Instruction, and 

           Leadership 

 

After collecting information, the primary evaluator must assess where the teacher falls within each 
competency. Using all notes, the evaluator should assign each teacher a rating in every competency on 
the rubric.  Evaluators will be allowed to assign half points on the competency level (Ex. Competency 2.2 
is scored as a 2.5). Next, the evaluator calculates the mean score of the competencies within each 
domain and assigns that score for the entire domain.  The final three domain ratings should reflect the 
body of information available to the evaluator, and can be partially informed by prior year evaluations at 
Burris.  In the end-of-year conference, the evaluator should discuss the ratings with the teacher, using 
the information collected to support the final decision.  
 
Scoring Requirement: Planning and instruction go hand-in-hand. Therefore, if a teacher scores a 1 (I) or 2 

(IN) in Instruction, he or she cannot receive a rating of 4 (HE) in Planning. 
 
 
 
 

  3        Use established weights to roll-up three domain ratings into one rating for domains 1-3 
 
 
At this point, each of the three final domain ratings is weighted according to importance and summed to 
form one rating for domains 1-3. As described earlier, the creation and design of the rubric stresses the 
importance of observable teacher and student actions. These are reflected in Domain 2: Instruction. Good 
instruction and classroom environment matters more than anything else a teacher can do to improve 
student outcomes. Therefore, the Instruction Domain is weighted significantly more than the others, at 
75%. Planning and Leadership are weighted 10% and 15% respectively. 
 
 

 Rating (1-4) Weight Weighted Rating 
      

Domain 1: Planning 2.67  10% 0.267  
      

Domain 2: Instruction 2.88  75% 2.16  
      

Domain 3: Leadership 3  15% 0.45  
      

 Final Score   2.88  
The calculation here is as follows: 
 

1) Rating x Weight = Weighted Rating  

 
2) Sum of Weighted Ratings = Final Score  
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  4        Incorporate Core Professionalism  
 
 
At this point, the Teacher Effectiveness Rubric rating is close to completion. Evaluators now look at the 
fourth domain: Core Professionalism. As described earlier, this domain represents non-negotiable aspects 
of the teaching profession, such as on-time arrival to school and respect for colleagues. This domain only 
has two rating levels: Does Not Meet Standard and Meets Standard. The evaluator uses available 
information and professional judgment to decide if a teacher has not met the standards for any of the 
four indicators. In order for the Core Professionalism domain to be used most effectively, corporations 
should create detailed policies regarding the four competencies of this domain, for example, more 
concretely defining an acceptable or unacceptable number of days missed or late arrivals. If a teacher has 
met standards in each of the four indicators, the score does not change from the result of step 3 above. 
If the teacher did not meet standards in at least one of the four indicators, he or she automatically has a 
1 point deduction from the final score in step 3. 
 
Outcome 1: Teacher meets all Core Professionalism standards.  
Final Teacher Effectiveness Rubric Score = 2.88 
 
Outcome 2: Teacher does not meet all Core Professionalism standards.  
Final Teacher Effectiveness Rubric Score (2.88-1) = 1.88 
 
Scoring Requirement: 1 is the lowest score a teacher can receive in the RISE system. If, after deducting a 

point from the teacher’s final Teacher Effectiveness Rubric score, the outcome is a number less than 1, 
then the evaluator should replace this score with a 1. For example, if a teacher has a final rubric score of 
1.75, but then loses a point because not all of the core professionalism standards were met, the final 
rubric score should be 1 instead of 0.75. 
 
The final Teacher Effectiveness Rubric score is then combined with the scores from the teacher’s student 
learning measures in order to calculate a final rating. Details of this scoring process are provided in the 
Summative Teacher Evaluation Scoring section. 
 
 

The	Role	of	Professional	Judgment  
Assessing a teacher’s professional practice requires evaluators to constantly use their professional 
judgment. No observation rubric, however detailed, can capture all of the nuances in how teachers 
interact with students, and synthesizing multiple sources of information into a final rating on a particular 
professional competency is inherently more complex than checklists or numerical averages. Accordingly, 
the Teacher Effectiveness Rubric provides a comprehensive framework for observing teachers’ 
instructional practice that helps evaluators synthesize what they see in the classroom, while 
simultaneously encouraging evaluators to consider all information collected holistically. 
 
Evaluators must use professional judgment when assigning a teacher a rating for each competency as well 
as when combining all competency ratings into a single, overall domain score. Using professional 
judgment, evaluators should consider the ways and extent to which teachers’ practice grew over the year, 
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teachers’ responses to feedback, how teachers adapted their practice to the their current students, and 
the many other appropriate factors that cannot be directly accounted for in the Teacher Effectiveness 
Rubric before settling on a final rating. In short, evaluators’ professional judgment bridges the best 
practices codified in the Teacher Effectiveness Rubric and the specific context of a teacher’s school and 
students.  Additionally, if a teacher’s mathematical mean score is greater than or equal to 3.5, evaluators 
can use professional judgment to move that score to a 4 going forward in the calculations. 
 

Consistently	Highly	Effective	Teachers  
For teachers (with at least 5 years of experience) who receive a final rating of Highly Effective in 3 out of 
5 years at Burris (with no final ratings below 3.2), the primary evaluator will allow the teacher’s previous 
TER score to “carry” forward for the professional practice portion of the annual evaluation.  If at any 
point in the evaluation process there is a concern from administration about the teacher’s effectiveness 
in the classroom, the primary evaluator may move back to the TER-driven evaluation model again.  The 
student learning components of the annual evaluation (SLOs, IGM, SWL) will continue unchanged, and 
Domain 4, Core Professionalism, will not be altered in any way.  Teachers must still be fully compliant 
with all school, state, and federal policies and procedures (including, but not limited to, ensuring all IEP 
or 504 accommodations are followed and that school initiatives or improvement goals are met). 
 
Consistently Highly Effective (CHE) teachers will be given the opportunity to work with their primary 
evaluator at the beginning of the school year to set their own goals for growth in professional practice.  
These goals will become the focus of the coaching that the evaluators will provide throughout the 
academic year.  The evaluator will perform regular walkthroughs and will meet with the teacher as 
needed throughout the academic year to discuss progress toward selected goals.  As long as the primary 
evaluator feels that the teacher has engaged well in the process of being a reflective, improvement-
focused practitioner, the achievement of those goals will not determine the teacher’s rating.  If the 
evaluator feels that the goal-setting process is not working with the teacher for any reason or if there 
are issues with Domain 4 Core Professionalism, the teacher may be put back on a regular TER-driven 
evaluation model again.  If this decision is made, evaluators will complete a minimum of 1 extended and 
1 short observation. 
 
A CHE teacher will receive a minimum of 8 walkthroughs each year in addition to any other related 
observations.  Evaluators will use the walkthrough checklist found in Appendix B.
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Component	2:	Student	Learning 
 
Student	Learning:	Overview  
Many parents’ main question over the course of a school year is: “How much is my child learning?”  
Student learning is the ultimate measure of the success of a teacher, instructional leader, school, or 
district. To meaningfully assess the performance of an educator or a school, one must examine the growth 
and achievement of their students, using multiple measures. 

 
 
 
Achievement is defined as meeting 
a uniform and pre-determined level 
of mastery on subject or grade level 
standards 

 
 

• Achievement is a set point or  
“bar” that is the same for all 
students, regardless of 
where they begin  

 
 
 
 
Available	Measures	of	Student	Learning 

 
 
 
Growth is defined as improving 

skills required to achieve mastery 
on a subject or grade level standard 
over a period of time 
 
 

• Growth differentiates 

mastery expectations based 
upon baseline 
performance.  

 
There are multiple ways of assessing both growth and achievement. When looking at available data 
sources to measure student learning, we must use measurements that: 
 

• Are accurate in assessing student learning and teacher impact on student learning  
 

• Provide valuable and timely data to drive instruction in classrooms  
 

• Are fair to teachers in different grades and subjects  
 

• Are as consistent as possible across grades and subjects  
 

• Allow flexibility for districts, schools, and teachers to make key decisions surrounding the best 
assessments for their students  
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School-wide	Learning  
Because it is important for teachers to have a common mission of improving student achievement, all 
teachers will also have a component of their evaluation score tied to school-wide student learning by 
aligning with Indiana’s new A – F accountability model. The new A – F accountability model will be based 
on several metrics of school performance, including the percent of students passing the math and ELA 
ISTEP+ and ISTAR for elementary and middle schools, and Algebra I and English 10 ECA scores as well as 
graduation rates and college and career readiness for high schools. Additionally, school accountability 
grades may be raised or lowered based on participation rates and student growth (for elementary and 
middle schools) and improvement in scores (for high schools). 
 
All teachers in the same school will receive the same rating for this measure. Teachers in schools earning 
an A will earn a 4 on this measure; teachers in a B school will earn a 3; teachers in a C school receive a 2; 
and teachers who work in either a D or F school earn a 1 on this measure. 
 
 
Indiana	Growth	Model  
The Indiana Growth Model indicates a student’s academic progress over the course of a year. It takes a 
student’s ISTEP+ scores in the previous year or years and finds all other students in the state who received 
the same score(s), for example, in math. Then it looks at all of the current year math scores for the same 
group of students to see how the student scored compared to the other students in the group. Student 
growth is reported in percentiles, and therefore represents how a student’s current year ISTEP + scores 
compare to students who had scored similarly in previous ISTEP+ tests. 
 
Indiana teachers are accustomed to looking at growth scores for their students, but these scores will now 
also be calculated at the classroom level and across classes for use in teacher evaluation. Individual growth 
model measures are only available for students and teachers in ELA/Math in grades 4-8. For these 
teachers, students’ growth scores will be used to situate teachers in one of the four rating categories. 
Please access the IDOE website for more information on the metrics used to calculate teachers’ 1-4 score 
based on student growth model data. 
 
 
Student	Learning	Objectives  
Effective teachers have learning goals for their students and use assessments to measure their progress 
toward these goals. They review state and national standards, account for students’ starting points, give 
assessments aligned to those standards, and measure how their students grow during the school year. 

For those who teach 4th through 8th grade math or ELA, information on the extent to which students grow 

academically is provided annually in the form of growth model data. Teachers of other grades and subjects 
do not have such information available. The RISE system helps account for these information gaps by 
requiring Student Learning Objectives. 
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A Student Learning Objective is a long-term academic goal that teachers and evaluators set for 
groups of students. It must be: 

 
• Specific and measureable using the most rigorous assessment available   
• Based on available prior student learning data   
• Aligned to state standards   
• Based on student progress and achievement  

 
 
 
Student learning objectives provide teachers standards-aligned goals to measure student progress that 
allow for planning backward to ensure that every minute of instruction is pushing teachers and schools 
toward a common vision of achievement. By implementing Student Learning Objectives, our evaluation 
system seeks to make these best practices a part of every teacher’s planning. 
 
Student Learning Objectives involve setting rigorous learning goals for students around common 
assessments. All teachers will have Student Learning Objectives based on the best available assessments 
for the grades and/or subjects taught. 
  
The Indiana Growth Model indicates a student’s academic progress over the course of a year. It takes a 
student’s ISTEP+ scores in the previous year or years and finds all other students in the state who received 
the same score(s), for example, in math. Then it looks at all of the current year math scores for the same 
group of students to see how the student scored compared to the other students in the group. Student 
growth is reported in percentiles, and therefore represents how a student’s current year ISTEP + scores 
compare to students who had scored similarly in previous ISTEP+ tests. 
 
Indiana teachers are accustomed to looking at growth scores for their students, but these scores will now 
also be calculated at the classroom level and across classes for use in teacher evaluation. Individual growth 
model measures are only available for students and teachers in ELA/Math in grades 4-8. For these 
teachers, students’ growth scores will be used to situate teachers in one of the four rating categories. 
Please access the IDOE website for more information on the metrics used to calculate teachers’ 1-4 score 
based on student growth model data. 
 
The Indiana Growth Model is the most common method of measuring growth. This model will be used to 
measure the student learning for all math and ELA teachers in grades in 4-8. For teachers who have a 
Growth Model rating, these Objectives will serve as additional measures of student achievement. For 
teachers who do not have a Growth Model rating, the Student Learning Objectives will form the basis for 
the student learning measures portion of their evaluation. More details on how each type of student 
learning measure affects a teacher’s final rating can be found in the Summative Teacher Evaluation 
Scoring section. 
 
Following is a brief overview of the SLO process, taken from the RISE SLO Handbook.  Teachers should 
work closely with their primary evaluator throughout the Student Learning Objectives process. 
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Step 1: Choose Quality Assessments 

Assessments are central to Student Learning Objectives. Whether and to what extent students have met 
the objectives set for their learning is determined by their performance on an end-of-course 
assessment. Choosing a quality assessment is, therefore, an important first step. Teachers and 
evaluators must be confident that the chosen assessment is aligned to the course content standards, is 
appropriately rigorous for the grade-level/course and includes questions that require critical thinking, 
and is formatted in a way that is clear and free from bias. 

Moreover, it is important that those who teach the same course or grade use a common assessment 
wherever available. This helps ensure fairness and consistency across classes, and encourages teachers 
to collaborate around student learning. 

The diagram below ranks assessment types based on the amount of confidence one can have in the 
alignment, rigor, and format of the assessments, as well as the extent to which the assessments are 
common across teachers of the same grades and courses. 

The type of available assessments from each level of the above hierarchy varies by grade level and 
course subject. Examples of the most widespread assessments are displayed below: 

 

 



21 | P a g e  
 

 
Step 2: Determining Students’ Starting Points 

Ensuring that the assessments used for Student Learning Objectives are of high-quality helps make 
certain that teachers can get an accurate picture of what students know, understand, and can do at the 
end of a course or school year. Yet, in order to assess the extent to which students’ learning progressed 
over the duration of a year or course, teachers must also have an accurate picture of where their 
students began. An important component of the Student Learning Objective process, therefore, is 
collecting evidence on what students already know and understand, and the types of skills they already 
possess – in other words, determining their starting points. 

Knowing students’ starting points lets teachers set learning objectives that are both ambitious and 
feasible for the students in their class. Factoring students’ starting points into Student Learning 
Objectives enables teachers and evaluators to determine the amount of progress students made during 
the year so that teachers are rewarded for promoting growth in their students’ academic abilities. 

In order to simplify the answer to the question “What are the starting points of my students?” the 
Student Learning Objectives have teachers classify students into one of three levels of preparedness: 

• Low level of preparedness: Students who have yet to master pre-requisite knowledge or skills 
needed for this course  

• Medium level of preparedness: Students who are appropriately prepared to meet the demands 
of the course  

• High level of preparedness: Students who start the course having already mastered some key 
knowledge or skills 

In order to make this determination, teachers should collect multiple forms of evidence. Teachers must 
use their professional judgment when deciding which types of information would be helpful in 
determining students’ starting points. Common sources of evidence are:  

ü Results from beginning-of-course (BOC) diagnostic tests or performance tasks, e.g., a department-
compiled BOC test, the first interim assessment, etc.  

ü Results from prior year tests that assess knowledge and skills that are pre-requisites to the current 
subject/grade.  

ü Results from tests in other subjects, including both teacher- or school-generated tests, and state tests 
such as ISTEP+, as long as the test assessed pre-requisite knowledge and skills. For example, a 
physics teacher may want to examine results of students’ prior math assessments.  

ü Students’ grades in previous classes, though teachers should make sure they understand the basis for 
the grades given by students’ previous teachers. 

Teachers should use as much information as needed to help identify student starting points. It is rare to 
find a single assessment or previous grade that provides enough information to determine a student’s 
starting point. Rather, by using multiple sources of evidence, teachers form a more comprehensive 
picture of the students in their class, and are more likely to get close to a student’s true starting point.  

 
 
 



22 | P a g e  
 

Step 3: Setting Student Learning Objectives 
 
After a teacher and evaluator have agreed on an assessment on which to base a Student Learning 
Objective, established the score on the assessment needed to demonstrate content mastery, and 
documented the starting points of the students in the class, the next step is to combine this information 
to define the Class and Targeted Objectives. The Class and Targeted Objectives complement each other: 
whereas the former focuses on the learning of all students, the latter helps teachers support those 
students who need it most and focus on the type of content they most need. Although the Class and 
Targeted Student Learning Objectives have different intentions and formats, and the process for setting 
each differs slightly, teachers discuss both with their evaluator in the same initial conference. 
 
Class Student Learning Objective (CLO)  
A teacher’s Class Objective is a mastery goal based on students’ starting points for a class or classes of 
students covering all of the Indiana content standards for the course. To write the Class Student Learning 
Objective, a teacher must, after accounting for students’ starting points, determine the number of 
students in his or her class who will achieve mastery in order for the teacher to be rated Highly Effective, 
Effective, Improvement Necessary, or Ineffective on this measure.  In accordance with IDOE policy on 
inclusion of students in the Indiana Growth Model score, only students who are present for at least 162 
days of instruction should be included in the final counts for the CLO. 
 
 
 
For example, a high school World History teacher using an end-of-course assessment with an approved 
content mastery standard of scoring 85 points out of 100 might set the following Class Objective: 
 

  Highly Effective (4)   Effective (3)    
Improvement 

Necessary (2)   Ineffective (1)   
  

(4) 
  

(3) 
   

Necessary (2) 
      

             
  At least 28 of 31   At least 23 of 31    At least 17 of 31   Fewer than 17 of 31    

  students will achieve an   students will achieve an    students will achieve an   students will achieve an   

  85/100 or better on the   85/100 or better on the    85/100 or better on the   85/100 or better on    

  end-of-course World   end-of-course World    end-of-course World   the end-of-course    

  History assessment.   History assessment.    History Assessment.   World History    
            Assessment.    
                
                

 
Both the assessment and content mastery standard are chosen and approved (or pre-approved) 
ahead of time. To set the Class Learning Objective, a teacher must only decide the appropriate 
proportion of students who will achieve mastery for each performance level. These proportions are 
based on students’ starting points. Although teachers and evaluators must use professional 
judgment when determining the appropriate proportions, the following guidelines are suggested: 
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• To be considered Highly Effective, all students in the high and medium levels of 
preparedness and most of the students in the low level achieve content mastery.  

 
• To be considered Effective, all students in the high level, almost all students in the medium 

level and many of the students in the low level achieve content mastery.  
 

• To be considered Improvement Necessary, most students in the high and medium levels of 
preparedness, and few students in the low level achieve content mastery.  

• To be considered Ineffective, few or no students achieve content mastery.  
 

For example, suppose the high school World History teacher profiled above had the following 
distribution of students: 
 

o  Of the 31 students in the class, 5 begin at a high level of preparedness.  
 

o Of the 31 students in the class, 11 begin at a medium level of preparedness.  
 

o Of the 31 students in the class, 15 begin at a low level of preparedness.  

 
 
Based on these starting points, the teacher might set the following proportions: 

 

 

 

 
 

  Performance  Suggested Guidelines   Number of students chosen  Final Proportion of   
  Level     from each category  Students   

  

Highly Effective 

 

All students in the high and 
medium levels of preparedness 
and most of the students in the 
low level achieve content 
mastery. 
   

High: 5 of 5 
Medium: 11 of 11 
Low: 12 of 15 

 

28 / 31 students 

  

  Effective 

 

All students in the high level, 
almost all students in the medium 
level and many of the students in 
the low level achieve content 
mastery. 
   

High: 5 of 5 
Medium: 10 of 11 
Low : 8 of 15 

 

23 / 31 students 

  

 

 
Improvement 

Necessary 

 

Most students in the high and 
medium levels of preparedness, 
and few students in the low level 
achieve content mastery. 
   

High: 4 of 5 
Medium: 10 of 11 
Low : 8 of 15 

 

17 / 31 students 

  
  

Ineffective 
 Few or no students achieve 

content mastery. 
 

    
Fewer than 17/31 
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The number of students selected from each level of preparedness is not strictly defined. Instead, it is 
expected that teachers – who know the students the best – use their professional judgment to determine 
how many students from each category most appropriately represent “most”, “many”, or “few”. Only a 
teacher knows the variation of levels of students within any given level of preparedness (e.g. a student 
who is medium high vs. medium low). The teacher should use this knowledge to help write the objective 
and discuss this with his or her evaluator. 
 
Although the number of students is not strictly defined, please note that the number set for Ineffective 
must mirror the number used for Improvement Necessary. So in the example above, since 17/31 must 
achieve content mastery in order for the teacher to be rated Improvement Necessary, “Fewer than 17” 
must be the number for a rating of Ineffective.  
 
Once the number for each performance category is set, any combination of students may be used to 
meet the set goal. For example, if the World History teacher above had 4 highly-prepared, 9 medium-
prepared, and 13 low-prepared students (26 total) score better than 85/100 on the end-of-course 
assessment, then he or she would be considered Effective because more than 23 of his or her students 
achieved content mastery. Even though the numbers of students achieving content mastery from each 
level of preparedness were not the same as when the teacher set the objective, only the total number 
of students scoring better than the content mastery standard should be considered when scoring a 
teacher’s SLO. 
 
Additional Examples of Class Learning Objectives can be found in the Student Learning Objectives 
Handbook. 
 
 
Setting the Final Class Student Learning Objective 
 
After teachers have considered students’ starting points, they record their Class Objective on the Class 
Objective Setting Form (found in Appendix A of the Student Learning Objectives Handbook). Each teacher 
then meets with the evaluator to discuss and finalize the Objective. In this meeting (which may coincide 
with the Beginning-of-Year conference or a post-observation conference), the teacher discusses students’ 
starting points with the evaluator as well as the evidence used to make these classifications. The teacher 
presents and justifies his or her Class Objective, and the evaluator either approves the Objective or 
provides feedback on revisions that need to be made prior to approval. 
 
Targeted Student Learning Objective (TLO)  
A teacher’s Targeted Student Learning Objective is a growth and/or achievement goal targeted at students 
beginning the class at a low level of preparedness that covers all or a subset of the Indiana content 
standards. The Targeted Objective has two purposes: 
 

1. It allows teachers to focus on those students who need the most and best instruction. By 
targeting students who begin at a low level of preparedness, teachers, schools, and 
corporations can help these students make the type of learning progress needed so that they 
begin the next course at a satisfactory level of preparedness.  

 
2. It allows teachers to focus on the subset of content standards and set a goal that best meets 
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the specific learning needs of students of the targeted population and provides the teacher 
with the flexibility to choose the most appropriate assessment.  

 
Unlike the Class Objective, teachers may set their Targeted Objective around any pre-approved or 
evaluator-approved assessment well-suited to measure the achievement/growth goal for the targeted 
population and subset of content standards. For example, a high school chemistry department may have 
a particular need to improve low-prepared students’ laboratory skills, and thus set a Targeted Objective 
around an approved laboratory-based assessment. Alternatively, a 2nd grade teacher may want to use a 
reading specific assessment to measure improvement in the reading abilities of students who begin the 
class reading below grade level.  
 
In all cases, teachers must answer the following questions before setting the Targeted Objective: 

 
1. What is the target population? Teachers should target students that begin the course at a 

low level of preparedness. If no student begins the course at this level, then the teacher may 
target a different subset of students (e.g., perhaps those students starting at the high level 
of preparedness).  

 
2. What are the targeted Indiana Content Standards? Teachers may choose to focus on a few 

key content standards or all standards.  
 

3. Which assessment best assesses the targeted population and/or content standards? The 

teacher may choose any assessment that is approved by the evaluator, which may or may 
not be the same assessment used for the Class Objective.  

 
After answering the above three questions, teachers should draft a single goal for the targeted population 
and content standard(s). This goal is the Targeted Student Learning Objective, and an example is shown 
below: 
 

 
 
The Targeted Objective should be a rigorous, yet feasible goal for targeted students. This goal should be 
appropriate for the incoming level of these students and should be attainable with hard work by almost 
all of the students in question. If it seems like only half or fewer of the targeted group is likely to achieve 

 Targeted  
Targeted Population: Students who start the course at the lowest level of preparedness 
as    

 Objective  identified in Step 2 - 12 Students    

 Example  
Targeted IN Content Standards: Standard 6 – English Language Conventions 

   
      

   Approved Assessment: 7th Grade English Final Assessment    

   Growth and/or Achievement Goal:    

   
10 of 12 targeted students will achieve a 50% or higher on all Indiana Academic 
Standard 6    

   assessment questions on the 7th Grade English Final Assessment.    
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the goal, then this is not an appropriate Targeted Objective. Consider setting a more achievable goal OR 
consider setting a tiered goal (x students will achieve… and y students will achieve…). If the class 
includes students in the low level of preparedness with greatly varying needs, this may be the best type 
of Targeted Objective. An example of this, as well as additional examples of Student Learning Objectives, 
can be found in Appendix C of the Student Learning Objectives Handbook. 
 
 
Unlike the Class Objective, teachers do not have to define the specific student outcomes necessary for 
the teacher to be rated Highly Effective, Effective, Improvement Necessary, and Ineffective. Instead, a 
teacher’s effectiveness on the Targeted Objective is determined by the extent his or her stated goal is met 
or exceeded, as shown below: 

 

 

 
Evaluators use professional judgment to decide which performance level best describes the effect the 
teacher had on his or her students’ learning. By providing a more flexible structure in which to set the 
Targeted Objective, teachers have more freedom to focus on the types of goals that best serve their 
students, even if those goals don’t fit well into a four-category structure. 
 
Once drafted, the teacher discusses the Targeted Objective with his or her evaluator in one of the 
conferences that will happen early in the year. The evaluator either approves the Targeted Objective or 
provides feedback on revisions that must be made. 
 
 
 
Step 4: Tracking Progress and Refining Instruction 
 
During the middle of the course, the teacher and evaluator should check-in regarding the teacher’s 
progress toward the Student Learning Objectives. Again, this conversation will usually occur during an 
extended observation post-conference to save time. To facilitate the mid-course check-in, the evaluator 
may ask the teacher to complete and submit a Mid-Course Check-in Form (found in Appendix A of the SLO 
Handbook) to the evaluator prior to the conference. Gathering this evidence mid-year will also help the 
evaluator in the scoring Domain 1 of the Teacher Effectiveness Rubric. This form encourages the teacher 
to gauge the current level of student learning by answering the following questions: 
 

• How are your students progressing toward your Student Learning Objectives? How do you know?   

  Highly Effective Effective Improvement  Ineffective (1)  
  (4) (3) Necessary (2)    
 Targeted The teacher has The teacher has met The teacher has not  The teacher has not  
 Objective surpassed expectations the expectation fully met the  met the expectation  
  described in the described in the expectation described  described in the  
  Student Learning Student Learning in the Student Learning  Student Learning  
  Objective and/or Objective and/or has Objective, but has still  Objective and has  
  demonstrated an demonstrated a demonstrated some  demonstrated an  
  outstanding impact on considerable impact on impact on student  insufficient impact on  
  student learning. student learning. learning.  student learning.  
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• Which students are struggling/exceeding expectations? What are you doing to support them?  
 

• What additional resources do you need to support you as you work to achieve your Student 
Learning Objectives?  

 

 

Step 5: Reviewing Results and Scoring 
 
At the end of the year, teachers compile available results of the assessment(s) used for the Class and 
Targeted Objectives and discuss these results during the summative conference. Some of the data from 
end-of-course assessments will not be available until the summer, thus postponing the timeline for 
discussion of Student Learning Objectives results until the following fall. Because the Class Objective is 
structured in a way that students’ performance on the end-of-course assessment specifies exactly which 
performance rating a teacher receives, teachers only need to compile students’ scores on the Class 
Objective assessment. 
 
Rating the Targeted Objective requires more professional judgment on the part of the evaluator. For 
example, if the teacher’s targeted students met the expectations set forth in the Targeted Objective (thus 
earning an Effective rating), then the evaluator must decide if students’ performance on the assessment 
provides evidence that the teacher exceeded expectations (thus earning a Highly Effective rating); if the 
teacher’s targeted students did not meet the expectations set forth in the Targeted Objective (thus 
earning an Ineffective), then the evaluator must decide if the students’ performance on the assessment 
provides evidence that the teacher almost met expectations (thus earning an Improvement Necessary 
rating). Consequently, in addition to compiling the results of the target population on the designated 
assessment, teachers should compile additional evidence of student learning that will help inform 
evaluators’ decisions. This evidence might consist of additional graded student assessments, classwork, 
or student work products. 
 
The teacher compiles and submits necessary evidence to the evaluator prior to the summative 
conference.  Administration will notify teachers of the due date at least 1 week in advance. Prior to the 
conference, the evaluator reviews the submitted evidence and comes to a tentative final rating on the 
Student Learning Objectives. During the conference, the evaluator and teacher discuss the results of the 
assessments used for the Learning Objectives, as well as any supplemental evidence regarding the 
Targeted Objectives. During this conference, the evaluator should ask any outstanding questions about 
student learning data. By the end of the conference, the evaluator should assign a final rating to the 
Student Learning Objective and share the results with the teacher.  This can also occur outside of a 
conference setting via communication between the teacher and primary evaluator. 
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Summative	Teacher	Evaluation	Scoring 
 
Review	of	Components 
Each teacher’s summative evaluation score will be based on the following components and measures: 
 

1) Professional Practice – Assessment of instructional knowledge and skills 

Measure: Burris Teacher Effectiveness Rubric (TER) 
2) Student Learning – Contribution to student academic progress 

Measure:  School-wide Learning Measure (SWL) 
Measure:  Indiana Growth Model (IGM) 
Measure:  Student Learning Objectives (SLO) 

 
The method for scoring each measure individually has been explained in the sections above. This section 
will detail the process for combining all measures into a final, summative score. 
 
Weighting	of	Measures  
The primary goal of the weighting method is to treat teachers as fairly and as equally as possible. This 
particular weighting method does this in a few ways: 
 

• Wherever possible, it aims to take a teacher’s mix of grades and subjects into account  
• It gives the most weight to the measures that are standardized across teachers   
• It includes the same measures (whenever possible) for each teacher  

 
 
 
 
Compared across groups, the weighting looks as follows: 
 
 

Component  Group 1:  Group 2:  

  
Has IN Growth 

Model data  No IGM data  
    

Teacher Effectiveness Rubric  70%  70%  
      

Individual Growth Model Data  12.5%  0%  
    

Student Learning Objectives      
       Class Learning Objective (CLO)  0%  12.5%  
       Targeted Learning Objective (TLO)  12.5%  12.5%  

      
School-wide Learning Measure  5%  5%  
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Once the weights are applied appropriately, an evaluator will have a final decimal number. Below is an 

example from a Group 1 teacher: 
 

 Component    Raw Score    Weight    Weighted Score   
                
             

 Teacher Effectiveness Rubric    2.6    X 50%    = 1.3   
              
 Individual Growth Model Data    3    X 35%    = 1.05   
              
 Student Learning Objectives    4    X 10%    =0.4   
              
 School-wide Learning Measure    2    X 5%    =0.1   
               
 Sum of the Weighted Scores            2.85   
                

                
 
* To get the final weighted score, simply sum the weighted scores from each component. 
 
This final weighted score is then translated into a rating on the following scale. 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
The score of 2.85 maps to a rating of “Effective”. Primary evaluators will meet with teachers in a 
summative conference to discuss all the information collected in addition to the final rating. The 
summative conference may occur at the end of the school year in the spring, or when teachers return in 
the fall, depending on the availability of data for the individual teacher. 

 
A teacher who receives a summative evaluation rating of ineffective may file an appeal. The appeal must 
submitted in writing within 30 business of receipt of salary increase to the school superintendent. The 
appeal process will follow the Complain/Appeal Procedure currently in place.  
 
The school will use any means practical to avoid a student being instructed by a teacher for 2 

consecutive years that has been evaluated as Ineffective.  As we approach the end of the school year in 

the spring, we will estimate which teachers may receive such a rating.  The schedule will be rebuilt to 

avoid the possibility whenever practical.  Should the school ever have a student instructed by 

consecutive teachers rated as Ineffective, the student’s parents will be notified in writing. 
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Definition	of	Negative	Impact 
 
Teachers receiving Growth Model Data from the IDOE will also be receiving judgment on whether or not 
the teacher “Negatively Impacted Student Learning.”  Teachers not receiving this determination from 
the IDOE will use the following criteria. 
 
If a teacher satisfies the following two variables, he or she will not be eligible to receive a summative 
rating in the Effective or Highly Effective range. 

1. The teacher receives an ineffective rating in both SLOs (class and targeted, or both targeted), AND   
2. Fewer than 40% of their students pass the end of course assessment. 

The criteria for both variables must be met in order for a teacher to be identified as negatively impacting 
student learning. This rigorous requirement supports an accurate identification of negative impact and 
protects against anomalies. 

 
 
 
Timeline	(example) 
 
August – Early September 

• Beginning of Year Evaluation Conference/Meeting 
o Notification to certified staff in writing of primary evaluator 
o Copies of the evaluation tool to be used will be provided to the certified staff. 

• A list with teachers’ names and their primary evaluator will be created  
• Secondary evaluators could include:� 

o Building Administrators and Directors with RISE training 
o Ball State University Personnel with RISE training  

• It is the responsibility of the teachers to collect evidence for Domains 1 and 3 throughout the 
year. 

 

September 
• First Short Observation  

o First short observation to be completed (at least 10 minutes in length) 
o Copy of observation notes to be e-mailed to teacher within 3 working days of 

observation 
o Post conference is recommended but not mandatory if deficiencies are noted 

 

September – October � 
• Student Learning Objective (SLO) 

o Student Learning Objective (SLO) to be completed 

 

October  – March 
• Extended Observations 

o Teachers who have received a final rating of Effective or Highly Effective from Burris 
Laboratory School for the most recent two consecutive years are only required to have 
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one extended observation; others will receive 2 observations 
o Extended Observation to be completed (at least 40 minutes) 
o Written documentation of observation given to teacher within 5 working days 
o Post-Conference to be held within 5 days after observation 
o Option to collect documentation for Domains 1 and 3 review/discuss at the Post-

Conference 
 
January 

• SECOND SEMESTER Secondary Student Learning Objectives (if applicable) 
o Only for teachers who had one semester courses selected for their SLOs 
o Second Semester Student Learning Objective (SLO) conference to be completed by 

January 31st 
o Second Semester Student Learning Objectives (SLO) to be completed by January 31st 

(the results of the two sets of SLOs will be averaged to determine the final summative 
evaluation score). 

 

March – April  
• Second Short Observation  

o Short observation to be completed (at least 10 minutes in length) by secondary 
evaluator 

o Copy of observation notes to be e-mailed to teacher within 3 working days of 
observation 

o Post conference is recommended but not mandatory if deficiencies are noted 
 
 

Late April – May 

• End of year summative conference will be held to finalize the Teacher Effectiveness Rubric score 

• Begin developing Professional Improvement Plan for following school year if deficiencies have 
been identified 

 

Note: Final Summative rating will not be completely finished until the State releases Individual 

Growth Model (IGM) and School-wide Learning Measure (SWL).  The totally completed Final 

Summative Evaluation rating containing the remaining sections of School-wide Learning Measures and 

Individual Growth Model data (where applicable) will be concluded when the teacher returns to 

school in August (or later). The final signatures will be done on the Final Evaluation when both 

sections (Professional Practice + Measures of Student Learning) scores are completed. 

 
** Note – The timeline dates are subject to change if data releases and/or calendar concerns make it 
impossible to complete the necessary tasks to effectively evaluate teachers. 
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Glossary	of	RISE	Terms 
 
Achievement: Defined as meeting a uniform and pre-determined level of mastery on subject or grade 

level standards. Achievement is a set point or “bar” that is the same for all students, regardless of where 
they begin. 
 
Beginning-of-Year Conference: A conference in the fall during which a teacher and primary evaluator 

discuss the teacher’s prior year performance and Professional Development Plan (if applicable). In some 
cases, this conference may double as the “Summative Conference” as well. 
 
Competency: There are nineteen competencies, or skills of an effective teacher, in the Indiana Teacher 

Effectiveness Rubric. These competencies are split between the four domains. Each competency has a list 
of observable indicators for evaluators to look for during an observation. 
 
 
Corporation-Wide Assessment: A common assessment given to all schools in the corporation. This 

assessment may have either been created by teachers within the corporation or purchased from an 
assessment vendor. This may also be an optional state assessment that the corporation chooses to 
administer corporation-wide (ex. NWEA, Acuity, etc). 
 
Domain: There are four domains, or broad areas of instructional focus, included in the Indiana Teacher 

Effectiveness Rubric: Planning, Instruction, Leadership, and Core Professionalism. Under each domain, 
competencies describe the essential skills of effective instruction. 
 

End-of-Course Assessment: An assessment given at the end of the course to measure mastery in a given 

content area. The state currently offers end-of-course assessments in Algebra I, English 10, and Biology I. 
However, many districts and schools have end-of-course assessments that they have created on their 
own. 
 
End-of-Year Conference: A conference in the spring during which the teacher and primary evaluator 

discuss the teacher’s performance on the Teacher Effectiveness Rubric. In some cases, this conference 
may double as the “Summative Conference” as well. 
 
Extended Observation:  An observation lasting a minimum of 40 minutes. Extended observations can be 

announced or unannounced, and are accompanied by optional pre-conferences and mandatory post-
conferences including written feedback within five school days of the observation. 
 
Growth: Improving skills required to achieve mastery on a subject or grade-level standard over a period 

of time. Growth differentiates mastery expectations based on baseline performance. 
 
Indiana Growth Model: The IN Growth Model rating is calculated by measuring the progress of students 

in a teacher’s class to students throughout the state who have the same score history (their academic 
peers). Most teachers will have a small component of their evaluation based on school-wide growth model 
data. Individual growth model data currently only exists for teachers in grades 4-8 ELA/Math. 
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Burris Teacher Effectiveness Rubric (TER): The Burris Teacher Effectiveness Rubric is adapted from the 
RISE TER which was written by an evaluation committee of education stakeholders from around the state. 
The rubric includes sixteen competencies and three primary domains: Planning, Instruction, and 
Leadership. It also includes a fourth domain: Core Professionalism, used to measure the fundamental 
aspects of teaching, such as attendance. 
 
Indicator: These are observable pieces of information for evaluators to look for during an observation. 
Indicators are listed under each competency in the Indiana Teacher Effectiveness Rubric. 
 
ISTEP+: A statewide assessment measuring proficiency in Math and English Language Arts in grades 3-8, 
Social Studies in grades 5 and 7, and Science in grades 4 and 6. The Indiana Growth model uses ISTEP 
scores in Math and ELA to report student growth for these two subjects in grades 4-8. 
 
Post-Conference: A mandatory conference that takes place after an extended observation during which 

the evaluator provides feedback verbally and in writing to the teacher. 
Pre-Conference: An optional conference that takes place before an extended observation during which 

the evaluator and teacher discuss important elements of the lesson or class that might be relevant to the 
observation. 
 

Primary Evaluator: The person chiefly responsible for evaluating a teacher. This evaluator approves 

Professional Development Plans (when applicable) in the fall and assigns the summative rating in the 
spring. Each teacher has only one primary evaluator. The primary evaluator must perform a minimum of 
one extended and one short observation. 
 
Professional Development Goals: These goals, identified through self-assessment and reviewing prior 
evaluation data, are the focus of the teacher’s Professional Development Plan over the course of the year. 
Each goal will be specific and measurable, with clear benchmarks for success. 
 
Professional Development Plan: The individualized plan for educator professional development based on 
prior performance. Each plan consists of Professional Development Goals and clear action steps for how 
each goal will be met. The only teachers in RISE who must have a Professional Development Plan are those 
who received a rating of Improvement Necessary or Ineffective the previous year. 
 
Professional Judgment: A primary evaluator’s ability to look at information gathered and make an 

informed decision on a teacher’s performance without a set calculation in place. Primary evaluators will 
be trained on using professional judgment to make decisions. 
 
Professional Practice: Professional Practice is the first of two major components of the summative 

evaluation score (the other is Student Learning). This component consists of information gathered 
through observations using the Indiana Teacher Effectiveness Rubric and conferences during which 
evaluators and teachers may review additional materials. 
 

School-Wide Assessment: A school-wide assessment is common to one school, but not given across 

schools. It is usually created by a team of teachers within the school, but may have been purchased from 
an outside vendor. It is administered to all students in a given grade or subject. For an assessment to be 
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considered school-wide, it must be given by more than one teacher. 
 
Secondary Evaluator: An evaluator whose observations, feedback, and information gathering informs the 
work of a primary evaluator. 
 
Short Observation: An unannounced observation lasting a minimum of 10 minutes. There are no 

conferencing requirements for short observations. Feedback in writing must be delivered within two 
school days. 
 
Statewide Assessment: A statewide assessment refers to any mandatory assessment offered by the state. 
Examples of this in Indiana include: ISTEP, ECAs, LAS Links, etc. 
 
 
 
 
Student Learning Objective: A long-term academic goal that teachers and evaluators set for groups of 
students. It must be specific and measureable using the most rigorous assessment available, based on 
available prior student learning data, aligned to state standards, and based on student progress and 
achievement. 
 

Student Learning: Student Learning is the second major component of the summative evaluation score  
(the first is Professional Practice). Student Learning is measured by a teacher’s individual Indiana Growth  
Model data (when available), school-wide Indiana Growth Model data, and Student Learning Objectives.  
These elements of student learning are weighted differently depending on the mix of classes a teacher 
teaches. 
 
Summative Conference: A conference where the primary evaluator and teacher discuss performance 

from throughout the year leading to a summative rating. This may occur in the spring if all data is available 
for scoring (coinciding with the End-of-Year Conference), or in the fall if pertinent data isn’t available until 
the summer (coinciding with the Beginning-of-Year Conference). 
 
Summative Rating: The final summative rating is a combination of a teacher’s Professional Practice rating 
and the measures of Student Learning. These elements of the summative rating are weighted differently 
depending on the mix of classes a teacher teaches. The final score is mapped on to a point scale. The 
points correspond to the four summative ratings: Highly Effective, Effective, Improvement Necessary, and 
Ineffective. 
 
Teacher-Created Assessment: A teacher-created assessment is an individual exam developed and 

administered by an individual teacher. Please note that a teacher-created assessment does not refer to 
an assessment created by and administered by groups of teachers (see school-wide assessment) 
 

Walkthrough:  An brief, unannounced classroom visit. There are no conferencing requirements for 
walkthroughs. Feedback in writing must be delivered within two school days. 
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Appendix	A	–	Burris	Teacher	Effectiveness	Rubric 
 

 
  

 

Burris Teacher 
Effectiveness Rubric 
2.1 
 

NOTE: THIS IS A MODIFIED VERSION OF THE RISE 2.0 RUBRIC. 
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DOMAIN 1: PURPOSEFUL PLANNING 
Teachers use Indiana content area standards to develop a rigorous curriculum relevant for all students: building meaningful units of study, continuous assessments and a system for tracking student progress as well as plans for 
accommodations and changes in response to a lack of student progress.  

 
Competencies Highly Effective (4) Effective (3) Improvement Necessary (2) Ineffective (1) 
1.1 Utilizing Data At Level 4, a teacher fulfills the criteria for Level 3 and 

additionally: 
- Incorporates differentiated instructional strategies in 
planning to reach every student at his/her level of 
understanding 
- Uses regular and frequent checks for understanding for 
additional data points 
- Uses data analysis of student progress to drive lesson 
planning for future instruction 

- Teacher uses prior assessment data to formulate 
achievement goals and unit plans / lesson plans 
- Recording student assessment/ progress data 
- Analyzing student progress towards mastery and 
planning future lessons/units accordingly 
- Maintaining a grading system according to faculty 
handbook that is aligned to student learning goals 

- Teacher occasionally uses prior assessment data to 
formulate achievement goals and unit plans / lesson 
plans 
 
Teacher uses an effective data tracking system for:  
- Recording student assessment/ progress data 
- Maintaining a grading system according to faculty 
handbook 
 
However, teacher may not: 
- Use data to analyze student progress towards mastery 
or to plan future lessons/units 
- Have grading system that appropriately aligns with 
student learning goals 

Teacher rarely or never uses prior 
assessment data when planning 
 
Teacher rarely or never uses an 
effective data tracking system for:  
- Recording student assessment/ 
progress data 
- Maintaining a grading system 
according to faculty handbook 
 
 
 

1.2 Set Ambitious 
and 
Measurable 
Achievement 
Goals (SLOs) 

At Level 4, a teacher fulfills the criteria for Level 3 and 
additionally: 
- Plans an ambitious annual student achievement goal 

Teacher develops an annual student achievement goal 
that is: 
- Measurable;  
- Aligned to content standards; AND  
- Includes benchmarks to help monitor learning and 
inform interventions throughout the year 

Teacher develops an annual student achievement goal 
that is: 
- Measurable 
However, the goal may not: 
- Align to content standards; OR 
- Include benchmarks to help monitor learning and 
inform interventions throughout the year 

Teacher rarely or never develops 
achievement goals for the class OR 
goals are developed, but are 
extremely general and not helpful for 
planning purposes 

1.3 Develop 
Standards-
Based Plans 
and 
Assessments 

At Level 4, a teacher fulfills the criteria for Level 3 and 
additionally: 
- Creates well-designed unit assessments that align with 
an end of year summative assessment (either state, 
district, or teacher created) 
- Anticipates student reaction to content and plans for a 
variety of differentiated instructional strategies, 
anticipating where these will be needed to enhance 

Teacher plans by: 
- Identifying content standards that students will 
master 
- Identifying lesson objectives that are aligned to state 
content standards 
- Matching instructional strategies as well as 
meaningful and relevant activities/assignments to the 
lesson objectives 

Teacher plans by:  
- Identifying lesson objectives that are aligned to state 
content standards 
 
However, teacher may not: 
- Matching instructional strategies and 
activities/assignments to the lesson objectives.  

Teacher rarely or never plans by 
identifying content standards that 
students will master in each 
unit/lesson.  There is little to no 
evidence that teacher plans at all or 
plans are thrown together at the last 
minute, thus lacking meaningful 
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instruction 
- Incorporates a variety of informal assessments/checks 
for understanding as well as summative assessments 
where necessary and uses all assessments to directly 
inform instruction 

- Designing formative assessments that measure 
progress towards mastery and inform instruction 

- Design assignments that are meaningful or relevant  
- Plan formative assessments to measure progress 
towards mastery or inform instruction. 

objectives, instructional strategies, or 
assignments. 
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DOMAIN 2: EFFECTIVE INSTRUCTION 
Teachers facilitate student academic practice so that all students are participating and have the opportunity to gain mastery of the objectives in a classroom environment that fosters a climate of urgency and expectation around 
achievement, excellence and respect. 

Competency Highly Effective (4) Effective (3) Improvement Necessary (2) Ineffective (1) 
 
Competency 2.1: 
 
 
 
Develop student 
understanding and 
mastery of lesson 
objectives 

Teacher is highly effective at developing 
student understanding and mastery of 
lesson objectives 

Teacher is effective at developing student 
understanding and mastery of lesson objectives 

Teacher needs improvement at developing student 
understanding and mastery of lesson objectives 

Teacher is ineffective at developing student 
understanding and mastery of lesson 
objectives 

For Level 4, much of the Level 3 evidence is 
observed during the year, as well as some 
of the following: 
 
- Students can explain what they are 
learning and why it is important, beyond 
repeating the stated objective 
 
- Teacher effectively engages prior 
knowledge of students in connecting to 
lesson.  Students demonstrate through 
work or comments that they understand 
this connection 

-  Lesson objective is specific, measurable, and aligned 
to standards.  It conveys what students are learning and 
what they will be able to do by the end of the lesson 
 
  
- Objective is written in a student-friendly manner 
and/or explained to students in easy- to- understand 
terms 
 
- Importance of the objective is explained so that 
students understand why they are learning what they 
are learning 
 
 
- Lesson builds on students’ prior knowledge of key 
concepts and skills and makes this connection evident 
to students 
 
-  Lesson is well-organized to move students towards 
mastery of the objective 

- Lesson objective conveys what students are learning 
and what they will be able to do by the end of the 
lesson, but may not be aligned to standards or 
measurable 
 
- Objective is stated, but not in a student-friendly 
manner that leads to understanding 
 
 
- Teacher attempts explanation of importance of 
objective, but students fail to understand 
 
 
 
-  Lesson generally does not build on prior knowledge 
of students or students fail to make this connection 
 
 
- Organization of the lesson may not always be 
connected to mastery of the objective 

- Lesson objective is missing more than one 
component.  It may not be clear about what 
students are learning or will be able to do by 
the end of the lesson.   
 
- There may not be a clear connection 
between the objective and lesson, or teacher 
may fail to make this connection for students. 
 
- Teacher may fail to discuss importance of 
objective or there may not be a clear 
understanding amongst students as to why 
the objective is important. 
 
- There may be no effort to connect objective 
to prior knowledge of students 
 
 
- Lesson is disorganized and does not lead to 
mastery of objective.   

Notes: 
1. One way in which an observer could effectively gather information to score this standard is through brief conversations with students (when appropriate). 
2. In some situations, it may not be appropriate to state the objective for the lesson (multiple objectives for various “centers”, early-childhood inquiry-based lesson, etc).  In these situations, the observer should assess whether or not students are 
engaged in activities that will lead them towards mastery of an objective, even if it is not stated.  
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Competency Highly Effective (4) Effective (3) Improvement Necessary (2) Ineffective (1) 
 
Competency 2.2: 
 
 
 
Demonstrate and Clearly 
Communicate Content 
Knowledge to Students 

Teacher is highly effective at demonstrating and 
clearly communicating content knowledge to students 

Teacher is effective at demonstrating and clearly 
communicating content knowledge to students 

Teacher needs improvement at demonstrating 
and clearly communicating content knowledge to 
students 

Teacher is ineffective at demonstrating and 
clearly communicating content knowledge to 
students 

For Level 4, much of the Level 3 evidence is observed 
during the year, as well as some of the following: 
 
- Teacher fully explains concepts in as direct and 
efficient a manner as possible, while still achieving 
student understanding 
 
- Teacher effectively connects content to other 
content areas, students’ experiences and interests, or 
current events in order to make content relevant and 
build interest 
 
- Explanations spark student excitement and interest 
in the content 
 
- Students participate in each others’ learning of 
content through collaboration during the lesson 
 
- Students ask higher-order questions and make 
connections independently, demonstrating that they 
understand the content at a higher level 

- Teacher demonstrates content knowledge and 
delivers content that is factually correct  
 
- Content is clear, concise and well-organized 
 
 
 
- Teacher restates and rephrases instruction in 
multiple ways to increase understanding 
 
 
- Teacher emphasizes key points or main ideas in 
content 
 
 
- Teacher uses developmentally appropriate 
language and explanations 
 
- Teacher implements relevant instructional 
strategies learned via professional development 

-Teacher delivers content that is factually correct 
 
 
- Content occasionally lacks clarity and is not as 
well organized as it could be 
 
 
- Teacher may fail to restate or rephrase 
instruction in multiple ways to increase 
understanding 
 
- Teacher does not adequately emphasize main 
ideas, and students are sometimes confused 
about key takeaways 
 
- Explanations sometimes lack developmentally 
appropriate language 
 
- Teacher does not always implement new and 
improved instructional strategies learned via 
professional development  

- Teacher may deliver content that is 
factually incorrect 
 
- Explanations may be unclear or incoherent 
and fail to build student understanding of 
key concepts 
 
- Teacher continues with planned 
instruction, even when it is obvious that 
students are not understanding content 
 
- Teacher does not emphasize main ideas, 
and students are often confused about 
content 
 
- Teacher fails to use developmentally 
appropriate language 
 
- Teacher does not implement new and 
improved instructional strategies learned via 
professional development 

 
Notes:  
1.  Content may be communicated by either direct instruction or guided inquiry depending on the context of the classroom or lesson. 
2.  If the teacher presents information with any mistake that would leave students with a significant misunderstanding at the end of the lesson, the teacher should be scored a Level 1 for this competency. 
3. Instructional strategies learned via professional development may include information learned during instructional coaching sessions as well as mandatory or optional school or district-wide PD sessions. 
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Competency Highly Effective (4) Effective (3) Improvement Necessary (2) Ineffective (1) 
 
Competency 2.3: 
 
 
Engage students in 
academic content 

Teacher is highly effective at engaging 
students in academic content 

Teacher is effective at engaging students in academic 
content 

Teacher needs improvement at engaging students in 
academic content 

Teacher is ineffective at engaging students in 
academic content 

For Level 4, much of the Level 3 evidence is 
observed during the year, as well as some of 
the following: 
 
- Teacher provides ways to engage with 
content that significantly promotes student 
mastery of the objective 
 
- Teacher provides differentiated ways of 
engaging with content specific to individual 
student needs 
 
- The lesson progresses at an appropriate 
pace so that students are never disengaged, 
and students who finish early have 
something else meaningful to do 
 
- Teacher effectively integrates technology as 
a tool to engage students in academic 
content 

-3/4 or more of students are actively engaged in 
content at all times and not off-task 
 
- Teacher provides multiple ways, as appropriate, of 
engaging with content, all aligned to the lesson 
objective 
 
 
- Ways of engaging with content reflect different 
learning modalities or intelligences 
 
- Teacher adjusts lesson accordingly to accommodate 
for student prerequisite skills and knowledge so that 
all students are engaged 
 
 
- ELL and IEP students have the appropriate 
accommodations to be engaged in content 
 
 
- Students work hard and are deeply active rather 
than passive/receptive (See Notes below for specific 
evidence of engagement) 

-  Fewer than 3/4 of students are engaged in content 
and many are off-task 
 
- Teacher may provide multiple ways of engaging 
students, but perhaps not aligned to lesson 
objective or mastery of content 
 
 
- Teacher may miss opportunities to provide ways of 
differentiating content for student engagement 
 
- Some students may not have the prerequisite skills 
necessary to fully engage in content and teacher’s 
attempt to modify instruction for these students is 
limited or not always effective 
 
- ELL and IEP students are sometimes given 
appropriate accommodations to be engaged in 
content 
 
- Students may appear to actively listen, but when it 
comes time for participation are disinterested in 
engaging 

- Fewer than 1/2 of students are engaged in 
content and many are off-task 
 
- Teacher may only provide one way of 
engaging with content OR teacher may provide 
multiple ways of engaging students that are 
not aligned to the lesson objective or mastery 
of content 
 
- Teacher does not differentiate instruction to 
target different learning modalities 
 
- Most students do not have the prerequisite 
skills necessary to fully engage in content and 
teacher makes no effort to adjust instruction 
for these students 
 
- ELL and IEP students are not provided with 
the necessary accommodations to engage in 
content 

- Students do not actively listen and are overtly 
disinterested in engaging. 

Notes: 
1. The most important indicator of success here is that students are actively engaged in the content.  For a teacher to receive credit for providing students a way of engaging with content, students must be engaged in that part of the lesson. 
2. Some observable evidence of engagement may include (but is not limited to): (a) raising of hands to ask and answer questions as well as to share ideas; (b) active listening (not off-task) during lesson; or (c) active participation in hands-on 
tasks/activities. 
3. Teachers may provide multiple ways of engaging with content via different learning modalities (auditory, visual, kinesthetic/tactile) or via multiple intelligences (spatial, linguistic, musical, interpersonal, logical-mathematical, etc).  It may also 
be effective to engage students via two or more strategies targeting the same modality. 
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Competency Highly Effective (4) Effective (3) Improvement Necessary (2) Ineffective (1) 
 
Competency 2.4: 
 
Check for 
Understanding  

Teacher is highly effective at checking 
for understanding 

Teacher is effective at checking for understanding Teacher needs improvement at checking for understanding Teacher is ineffective at checking for understanding 

For Level 4, much of the Level 3 
evidence is observed during the year, 
as well as some of the following: 
 
- Teacher checks for understanding at 
higher levels by asking pertinent, 
scaffold questions that push thinking; 
accepts only high quality student 
responses (those that reveal 
understanding or lack thereof)  
 
- Teacher uses open-ended questions 
to surface common misunderstandings 
and assess student mastery of material 
at a range of both lower and higher-
order thinking 

- Teacher checks for understanding at almost all 
key moments (when checking is necessary to 
inform instruction going forward)  
 
- Teacher uses a variety of methods to check for 
understanding that are successful in capturing an 
accurate “pulse” of the class’s understanding 
 
 
- Teacher uses wait time effectively both after 
posing a question and before helping students 
think through a response 
  
 
- Teacher doesn’t allow students to “opt-out” of 
checks for understanding and cycles back to these 
students 
 
-  Teacher systematically assesses every student’s 
mastery of the objective(s) at the end of each 
lesson through formal or informal assessments 
(see note for examples) 

- Teacher sometimes checks for understanding of content, 
but misses several key moments 
 
 
- Teacher may use more than one type of check for 
understanding, but is often unsuccessful in capturing an 
accurate “pulse” of the class’s understanding 
 
 
-  Teacher may not provide enough wait time after posing a 
question for students to think and respond before helping 
with an answer or moving forward with content 
 
 
- Teacher sometimes allows students to "opt-out" of checks 
for understanding without cycling back to these students  
 
 
- Teacher may occasionally assess student mastery at the 
end of the lesson through formal or informal assessments. 

- Teacher rarely or never checks for understanding 
of content, or misses nearly all key moments 
 
 
-Teacher does not check for understanding, or uses 
only one ineffective method repetitively to do so, 
thus rarely capturing an accurate "pulse" of the 
class's understanding  
 
- Teacher frequently moves on with content before 
students have a chance to respond to questions or 
frequently gives students the answer rather than 
helping them think through the answer. 
 
- Teacher frequently allows students to "opt-out" of 
checks for understanding and does not cycle back to 
these students  
 
- Teacher rarely or never assesses for mastery at the 
end of the lesson 

 

Notes: 
1. Examples of times when checking for understanding may be useful are: before moving on to the next step of the lesson, or partway through independent practice. 
2. Examples of how the teacher may assess student understanding and mastery of objectives: 
• Checks for Understanding: thumbs up/down, cold-calling 
• Do Nows, Turn and Talk/ Pair Share, Guided or Independent Practice, Exit Slips 
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Competency Highly Effective (4) Effective (3) Improvement Necessary (2) Ineffective (1) 
 
Competency 2.5: 
 
Modify Instruction As 
Needed  

Teacher is highly effective at modifying 
instruction as needed  

Teacher is effective at modifying instruction as 
needed  

Teacher needs improvement at modifying instruction as 
needed  

Teacher is ineffective at modifying instruction as 
needed  

For Level 4, much of the Level 3 evidence is 
observed during the year, as well as some 
of the following: 
 
- Teacher anticipates student 
misunderstandings and preemptively 
addresses them 
 
- Teacher is able to modify instruction to 
respond to misunderstandings without 
taking away from the flow of the lesson or 
losing engagement 

- Teacher makes adjustments to instruction based 
on checks for understanding that lead to increased 
understanding for most students 
 
 
- Teacher responds to misunderstandings with 
effective scaffolding techniques 
 
 
 
- Teacher doesn’t give up, but continues to try to 
address misunderstanding with different 
techniques if the first try is not successful 

- Teacher may attempt to make adjustments to 
instruction based on checks for understanding, but these 
attempts may be misguided and may not increase 
understanding for all students 
 
- Teacher may primarily respond to misunderstandings by 
using teacher-driven scaffolding techniques (for example, 
re-explaining a concept), when student-driven techniques 
could have been more effective 
 
- Teacher may persist in using a particular technique for 
responding to a misunderstanding, even when it is not 
succeeding 

- Teacher rarely or never attempts to adjust 
instruction based on checks for understanding, and 
any attempts at doing so frequently fail to increase 
understanding for students 
 
- Teacher only responds to misunderstandings by 
using teacher-driven scaffolding techniques 
 
 
 
- Teacher repeatedly uses the same technique to 
respond to misunderstandings, even when it is not 
succeeding 

Notes:  
1. In order to be effective at this competency, a teacher must have at least scored a 3 on competency 2.4 - in order to modify instruction as needed, one must first know how to check for understanding. 
2.  A teacher can respond to misunderstandings using “scaffolding” techniques such as: activating background knowledge, asking leading questions, breaking the task into small parts, using mnemonic devices or analogies, using manipulatives or 
hands-on models, using “think alouds”, providing visual cues, etc. 
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Competency Highly Effective (4) Effective (3) Improvement Necessary (2) Ineffective (1) 
 
Competency 2.6: 
 
Develop Higher Level 
of Understanding 
through Rigorous 
Instruction and Work  

Teacher is highly effective at developing a higher 
level of understanding through rigorous instruction 
and work 

Teacher is effective at developing a higher level 
of understanding through rigorous instruction 
and work 

Teacher needs improvement at developing a 
higher level of understanding through rigorous 
instruction and work 

Teacher is ineffective at developing a higher level of 
understanding through rigorous instruction and work 

For Level 4, much of the Level 3 evidence is observed 
during the year, as well as some of the following: 
 
- Lesson is accessible and challenging to all students 
 
- Students are able to answer higher-level questions 
with meaningful responses 
 
- Students pose higher-level questions to the teacher 
and to each other 
 
- Teacher highlights examples of recent student work 
that meets high expectations; Insists and motivates 
students to do it again if not great 
 
-  Teacher encourages students’ interest in learning 
by providing students with additional opportunities 
to apply and build skills beyond expected lesson 
elements (e.g. extra credit or enrichment 
assignments) 

- Lesson is accessible and challenging to almost 
all students 
 
- Teacher frequently develops higher-level 
understanding through effective questioning 
 
 
- Lesson pushes almost all students forward 
due to differentiation of instruction based on 
each student's level of understanding  
 
- Students have opportunities to meaningfully 
practice, apply, and demonstrate that they are 
learning 
 
 
-  Teacher shows patience and helps students 
to work hard toward mastering the objective 
and to persist even when faced with difficult 
tasks 

- Lesson is not always accessible or challenging for 
students 
 
 - Some questions used may not be effective in 
developing higher-level understanding (too 
complex or confusing) 
 
- Lesson pushes some students forward, but 
misses other students due to lack of differentiation 
based on students’ level of understanding 
 
- While students may have some opportunity to 
meaningfully practice and apply concepts, 
instruction is more teacher-directed than 
appropriate 
 
- Teacher may encourage students to work hard, 
but may not persist in efforts to have students 
keep trying 

- Lesson is not aligned with developmental level of 
students (may be too challenging or too easy) 
 
- Teacher may not use questioning as an effective 
tool to increase understanding.  Students only show 
a surface understanding of concepts. 
 
- Lesson rarely pushes any students forward.  
Teacher does not differentiate instruction based on 
students’ level of understanding. 
 
- Lesson is almost always teacher directed.  Students 
have few opportunities to meaningfully practice or 
apply concepts. 
 
 
- Teacher gives up on students easily and does not 
encourage them to persist through difficult tasks 

Notes: 
1. Examples of types of questions that can develop higher-level understanding: 
• Activating higher levels of inquiry on Bloom’s taxonomy (using words such as “analyze”, “classify”, “compare”, “decide”, “evaluate”, “explain”, or “represent”) 
• Asking students to explain their reasoning 
• Asking students to explain why they are learning something or to summarize the main idea 
• Asking students to apply a new skill or concept in a different context 
• Posing a question that increases the rigor of the lesson content 
• Prompting students to make connections to previous material or prior knowledge 
2. Higher-level questioning should result in higher-level student understanding.  If it does not, credit should not be given. 
3. Challenging tasks rather than questions may be used to create a higher-level of understanding, and if successful, should be credited in this competency 
4. The frequency with which a teacher should use questions to develop higher-level understanding will vary depending on the topic and type of lesson. 
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Competency Highly Effective (4) Effective (3) Improvement Necessary (2) Ineffective (1) 
 
Competency 2.7: 
 
Maximize Instructional 
Time 

Teacher is highly effective at maximizing 
instructional time 

Teacher is effective at maximizing instructional time Teacher needs improvement at maximizing 
instructional time 

Teacher is ineffective at maximizing instructional 
time 

For Level 4, much of the Level 3 evidence is 
observed during the year, as well as some of the 
following: 
 
-  Routines, transitions, and procedures are 
well-executed.  Students know what they are 
supposed to be doing and when without 
prompting from the teacher 
 
- Students are always engaged in meaningful 
work while waiting for the teacher (for example, 
during attendance) 
 
- Students share responsibility for operations 
and routines and work well together to 
accomplish these tasks 
 
- All students are on-task and follow instructions 
of teacher without much prompting 
 
- Disruptive behaviors and off-task 
conversations are rare; When they occur, they 
are always addressed without major 
interruption to the lesson 

- Students arrive on-time and are aware of the 
consequences of arriving late (unexcused)   
 
- Class starts on-time 
 
- Routines, transitions, and procedures are well-
executed.  Students know what they are supposed 
to be doing and when with minimal prompting from 
the teacher 
 
- Students are only ever not engaged in meaningful 
work for brief periods of time (for example, during 
attendance) 
 
- Teacher delegates time between parts of the 
lesson appropriately so as best to lead students 
towards mastery of objective 
 
- Almost all students are on-task and follow 
instructions of teacher without much prompting 
 
 
- Disruptive behaviors and off-task conversations 
are rare; When they occur, they are almost always 
addressed without major interruption to the lesson. 

- Some students consistently arrive late (unexcused) 
for class without consequences 
 
- Class may consistently start a few minutes late 
 
- Routines, transitions, and procedures are in place, 
but require significant teacher direction or prompting 
to be followed 
 
 
- There is more than a brief period of time when 
students are left without meaningful work to keep 
them engaged 
 
- Teacher may delegate lesson time inappropriately 
between parts of the lesson 
 
 
- Significant prompting from the teacher is necessary 
for students to follow instructions and remain on-task 
 
 
-  Disruptive behaviors and off-task conversations 
sometimes occur; they may not be addressed in the 
most effective manner and teacher may have to stop 
the lesson frequently to address the problem. 

- Students may frequently arrive late (unexcused) 
for class without consequences 
 
- Teacher may frequently start class late.  
 
- There are few or no evident routines or 
procedures in place.  Students are unclear about 
what they should be doing and require significant 
direction from the teacher at all times 
 
- There are significant periods of time in which 
students are not engaged in meaningful work 
 
 
- Teacher wastes significant time between parts 
of the lesson due to classroom management. 
 
 
- Even with significant prompting, students 
frequently do not follow directions and are off-
task 
 
- Disruptive behaviors and off-task conversations 
are common and frequently cause the teacher to 
have to make adjustments to the lesson. 

Notes: 
1. The overall indicator of success here is that operationally, the classroom runs smoothly so that time can be spent on valuable instruction rather than logistics and discipline.  
2. It should be understood that a teacher can have disruptive students no matter how effective he/she may be.  However, an effective teacher should be able to minimize disruptions amongst these students and when they do occur, handle them 
without detriment to the learning of other students. 
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Competency Highly Effective (4) Effective (3) Improvement Necessary (2) Ineffective (1) 
 
Competency 2.8: 
 
Create Classroom 
Culture of Respect and 
Collaboration 

Teacher is highly effective at creating a 
classroom culture of respect and collaboration 

Teacher is effective at creating a classroom culture 
of respect and collaboration 

Teacher needs improvement at creating a classroom 
culture of respect and collaboration 

Teacher is ineffective at creating a classroom 
culture of respect and collaboration 

For Level 4, much of the Level 3 evidence is 
observed during the year, as well as some of the 
following: 
 
- Students are invested in the academic success 
of their peers as evidenced by unprompted 
collaboration and assistance 
 
- Students reinforce positive character and 
behavior and discourage negative behavior 
amongst themselves 

- Students are respectful of their teacher and peers 
 
 
 
- Students are given opportunities to collaborate 
and support each other in the learning process 
 
 
 
- Teacher reinforces positive character and behavior 
and uses consequences appropriately to discourage 
negative behavior 
 
- Teacher has a good rapport with students, and 
shows genuine interest in their thoughts and 
opinions 

- Students are generally respectful of their teacher and 
peers, but may occasionally act out or need to be 
reminded of classroom norms 
 
- Students are given opportunities to collaborate, but 
may not always be supportive of each other or may 
need significant assistance from the teacher to work 
together 
 
- Teacher may praise positive behavior OR enforce 
consequences for negative behavior, but not both 
 
 
- Teacher may focus on the behavior of a few 
students, while ignoring the behavior (positive or 
negative) of others 

- Students are frequently disrespectful of teacher 
or peers as evidenced by discouraging remarks or 
disruptive behavior 
 
- Students are not given many opportunities to 
collaborate OR during these times do not work 
well together even with teacher intervention 

                                                                                         
- Teacher rarely or never praises positive 
behavior 
 
                                                                                         
- Teacher rarely or never addresses negative 
behavior 

 
Notes: 
1. If there is one or more instances of disrespect by the teacher toward students, the teacher should be scored a Level 1 for this standard. 
2. Elementary school teachers more frequently will, and are sometimes required to have, expectations, rewards, and consequences posted visibly in the classroom.  Whether or not these are visibly posted, it should be evident within the culture of 
the classroom that students understand and abide by a set of established expectations and are aware of the rewards and consequences of their actions. 
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Competency Highly Effective (4) Effective (3) Improvement Necessary (2) Ineffective (1) 
 
Competency 2.9: 
 
Set High Expectations 
for Academic Success 

Teacher is highly effective at setting high 
expectations for academic success. 

Teacher is effective at setting high expectations for 
academic success. 

Teacher needs improvement at setting high 
expectations for academic success. 

Teacher is ineffective at setting high expectations 
for student success. 

For Level 4, much of the Level 3 evidence is 
observed during the year, as well as some of the 
following: 
 
- Students participate in forming academic goals 
for themselves and analyzing their progress 
 
- Students demonstrate high academic 
expectations for themselves 
 
- Student comments and actions demonstrate 
that they are excited about their work and 
understand why it is important 

- Teacher sets high expectations for students of all 
levels 
 
- Students are invested in their work and value 
academic success as evidenced by their effort and 
quality of their work 
 
                                                                                             
- The classroom is a safe place to take on challenges 
and risk failure (students do not feel shy about 
asking questions or bad about answering 
incorrectly) 
 
- Teacher celebrates and praises academic work. 

                                                                                             
-  High quality work of all students is displayed in 
the classroom 
 
 
 
  

- Teacher may set high expectations for some, but not 
others 
 
- Students are generally invested in their work, but 
may occasionally spend time off-task or give up when 
work is challenging 
 
 
- Some students may be afraid to take on challenges 
and risk failure (hesitant to ask for help when needed 
or give-up easily) 
 
 
-  Teacher may praise the academic work of some, but 
not others   
 
- High quality work of a few, but not all students, may 
be displayed in the classroom 

- Teacher rarely or never sets high expectations 
for students 
 
- Students may demonstrate disinterest or lack of 
investment in their work.  For example, students 
might be unfocused, off-task, or refuse to 
attempt assignments 
 
- Students are generally afraid to take on 
challenges and risk failure due to frequently 
discouraging comments from the teacher or 
peers 
 
- Teacher rarely or never praises academic work 
or good behavior  

- High quality work is rarely or never displayed in 
the classroom 

 
Note: 
1. There are several ways for a teacher to demonstrate high expectations - through encouraging comments, higher-level questioning, appropriately rigorous assignments, expectations written and posted in the classroom, individual student work 
plans, etc.  
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DOMAIN 3: Teacher Leadership 
Teachers develop and sustain the intense energy and leadership within their school community to ensure the achievement of all students.  

Competencies Highly Effective (4) Effective (3) Improvement Necessary (2) Ineffective (1) 
3.1 Contribute to 

School Culture 

At Level 4, a teacher fulfills the criteria for Level 3 
and additionally may: 
- Seek out leadership roles  
- Go above and beyond in dedicating time for 
students and peers outside of class 

Teacher will: 
- Contribute ideas and expertise to further the 
schools' mission and initiatives 
- Dedicate time efficiently, when needed, to 
helping students and peers outside of class 
such as attempting to remedy obstacles 
around student achievement 
- Advocate for students' individualized needs 

Teacher will: 
- Contribute occasional ideas and expertise to further the 
school's mission and initiatives 
 
Teacher may not: 
-  Frequently dedicates time to help students and peers 
efficiently outside of class 
- Advocate for students’ individualized needs 

Teacher rarely or never contributes ideas 
aimed at improving school efforts.  Teacher 
dedicates little or no time outside of class 
towards helping students and peers. 

3.2 Collaborate with 
Peers 

At Level 4, a teacher fulfills the criteria for Level 3 
and additionally may: 
- Go above and beyond in seeking out 
opportunities to collaborate 
- Coach peers through difficult situations 
- Take on leadership roles within collaborative 
groups such as Professional Learning Communities 

Teacher will: 
- Seek out and participate in regular 
opportunities to work with and learn from 
others 
- Ask for assistance, when needed, and provide 
assistance to others in need 

Teacher will: 
- Participate in occasional opportunities to work with and 
learn from others 
- Ask for assistance when needed 
 
Teacher may not: 
- Seek to provide other teachers with assistance when 
needed OR 
- Regularly seek out opportunities to work with others 

Teacher rarely or never participates in 
opportunities to work with others.  Teacher 
works in isolation and is not a team player. 

3.3 Seek Professional 
Skills and 
Knowledge 

At Level 4, a teacher fulfills the criteria for Level 3 
and additionally may: 
- Regularly share newly learned knowledge and 
practices with others 
- Seek out opportunities to lead professional 
development sessions 

Teacher will: 
- Actively pursue opportunities to improve 
knowledge and practice 
- Seek out ways to implement new practices 
into instruction, where applicable 
- Welcome constructive feedback to improve 
practices 

Teacher will: 
- Attend all mandatory professional development 
opportunities 
 
Teacher may not: 
- Actively pursue optional professional development 
opportunities 
- Seek out ways to implement new practices into instruction 
- Accept constructive feedback well 

Teacher rarely or never attends 
professional development opportunities.  
Teacher shows little or no interest in new 
ideas, programs, or classes to improve 
teaching and learning  
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3.4 Engage Families in 
Student Learning 

At Level 4, a teacher fulfills the criteria for Level 3 
and additionally: 
- Strives to form relationships in which parents are 
given ample opportunity to participate in student 
learning 
- Is available to address concerns in a timely and 
positive manner, when necessary, outside of 
required outreach events 

Teacher will: 
- Proactively reach out to parents in a variety 
of ways to engage them in student learning 
- Respond promptly to contact from parents 
- Engage in all forms of parent outreach 
required by the school 

Teacher will: 
- Respond to contact from parents 
- Engage in all forms of parent outreach required by the 
school 
 
Teacher may not: 
- Proactively reach out to parents to engage them in student 
learning 

Teacher rarely or never reaches out to 
parents and/or frequently does not 
respond to contacts from parents. 
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Core Professionalism Rubric 

These indicators illustrate the minimum competencies expected in any profession. These are separate from the other sections in the rubric because they have little to do with teaching and 
learning and more to do with basic employment practice.  Teachers are expected to meet these standards.  If they do not, it will affect their overall rating negatively.  
  

Indicator Does Not Meet Standard  Meets Standard  
1 Attendance Individual  demonstrates a pattern of 

unexcused absences 
Individual has not demonstrated a 
pattern of unexcused absences 

2 On-Time Arrival Individual demonstrates a pattern of 
unexcused late arrivals (late arrivals 
that are in violation of procedures set 
forth by local school policy and by the 
relevant collective bargaining 
agreement) 

Individual has not demonstrated a 
pattern of unexcused late arrivals 
(late arrivals that are in violation of 
procedures set forth by local school 
policy and by the relevant collective 
bargaining agreement) 

3 Policies and Procedures Individual demonstrates a pattern of 
failing to follow state, corporation, 
and school policies and procedures 
(e.g. procedures for submitting 
discipline referrals, policies for 
appropriate attire, etc) 

Individual demonstrates a pattern of 
following state, corporation, and 
school policies and procedures (e.g. 
procedures for submitting discipline 
referrals, policies for appropriate 
attire, etc) 

4 Respect Individual demonstrates a pattern of 
failing to interact with students, 
colleagues, parents/guardians, and 
community members in a respectful 
manner 

Individual demonstrates a pattern of 
interacting with students, colleagues, 
parents/guardians, and community 
members in a respectful manner 

 
• Attendance:  a max. of 9 absences per year, excluding administration/university approved leaves  
• On-Time Arrival:  a max. of 9 tardies per year  
• Policies and Procedures:  if a pattern of behavior is observed (not isolated incidents), administrators will provide that teacher with an official warning before the next incident would result in the one point 

deduct; this includes all deadlines, schedules, and faculty guidelines and policies as set by the administration and Ball State University.  
• Respect:  if a pattern of behavior is observed, administrators will provide that teacher with an official warning before the next incident would result in the one point deduct 

* An official write-up can also be cause for an immediate Core Professionalism deduct. 
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Appendix	B	–	Burris	Classroom	Walkthrough	Form 
 
 
Teacher: _________________________________   Date: ____________________  Subject/Period/Time: ________________________ 
 
Observer: ________________________________ 
 
 

Environment 
On task # of students on task / total # of students 

Addressing off-task students Proximity/Location Redirect off-task behavior Positive reinforcement 

Curriculum 
Cognitive Level Recall/Understanding Application/Analysis Creation/Evaluation 

 Clear objective 

 Use of school-adopted resources 

Instruction 
Setting Whole-group Small-group Independent 

Methods 
Direction Instruction Discovery Questioning 
Discussion Practice Project/Problem -based 

Differentiation In delivery In product In level of content 

Notes: 


