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Abstract 

Teacher preparation is a hot topic in the world of education today. Performance 

assessments mark one way that colleges may prove the readiness of their pre-service 

teaching candidates for a career in the classroom. This study used methods to evaluate 

one college’s effort to implement such an assessment, to integrate assessment tasks into 

its program of teacher education, and to determine the effectiveness of these features – as 

well as the completion of the assessment itself – in improving the professional practice 

and reflexivity of pre-service teaching candidates. The evaluation showed that proper 

implementation of the performance assessment was an issue for the college as a result of 

Minnesota’s “fast track” status and the college’s difficulty in keeping up with constant 

changes from the state Board of Teaching. This affected student perception of the 

assessment negatively. They viewed it as a “hoop to jump through” for their institution 

rather than as a task for professional development. The evaluation also suggested that the 

college’s successful curricular integration of performance assessment skills aided 

students in their ability to be successful in tasks involving planning, instructing, and 

reflecting, but that more thorough integration was needed in the areas of assessment of 

student work and familiarity with academic language. Finally, the evaluation documented 

that TPA was perceived as successful in helping teaching candidates develop 

professionally and improve their reflective practice for a future career in the classroom. 
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Chapter 1 

Statement of the Problem 

Changing Views of Teacher Competence 

In today’s world of educational accountability, teaching, teachers, and teacher 

preparation programs are under a microscope. The repercussions of No Child Left Behind 

(2001) call for schools that offer the highest quality in education and demand the same 

from educators. A demand for speed in preparation has given rise to alternative teacher-

certification programs such as Teach for America (Teach for America, 2011) and Teach-

Now (National Center for Education Information, 2010) that do not require a bachelor’s 

degree in education. In response, colleges of education are utilizing a variety of 

performance assessments to ensure that their graduates are well-prepared and classroom 

ready.   

According to David Ryan’s 1960 teacher characteristics study (Castle & Shaklee, 

2006), an effective teacher was one who possessed personal qualities such as warmth, 

fairness, kindness, and confidence. With the proper coursework, community service 

hours, and the recommendations of one’s cooperating teacher and field supervisor, 

colleges of education would grant a teaching license. Today’s definition of teacher 

readiness is more highly evolved.  In addition to the aforementioned characteristics, much 

time and thought are devoted to the way colleges design and execute programs of teacher 

education and assessments of teaching candidates. 
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This shift in thinking began after a 1983 report published by the National 

Commission on Education Excellence concluded that students’ education skills were 

diminishing by generation and that achievement tests were at an all-time low.  A Nation 

at Risk condemned certain educational reforms of the day and made claims about the 

extremely poor condition of education in schools at that time.  This report was followed 

three years later by the Carnegie Forum on Education and the Economy’s A Nation 

Prepared:  Teachers for the 21
st
 Century (1986).  The Carnegie report broadened the 

view of what it meant to be an effective teacher and recommended the creation of a 

National Board for Professional Teaching Standards (NBPTS). 

The National Board developed a view of teaching widely endorsed and 

 summarized in its five propositions about what effective teachers know, how they 

  think, and what they can do.  It designed procedures to assess the performance of 

 experienced teachers, and it began issuing a national certificate to those who met 

 its rigorous standards. (Castle & Shaklee, 2006, p. 11) 

These five propositions included:  1) teachers’ commitment to students and their learning; 

2) teachers’ knowledge of subjects and how to teach those subjects to children; 3) 

teachers’ responsibility for managing and monitoring student learning; 4) teachers’ 

systematic thinking about their practice and learning from their experience; and 5)  

teachers as members of learning communities. 

At the same time, states were launching their own education initiatives:  

Connecticut and California were among the first to establish more accountable practices 
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for institutions of higher education in preparing new teachers. Each state designed 

assessment devices for beginning teachers similar to those used by the National Board to 

evaluate a candidate’s knowledge and skills. These included written exams testing basic 

skills (similar to those used for admission into teacher education programs), written 

exams on pedagogical knowledge and on subject-specific content knowledge, and an 

observation system to assess teaching skills in the first year. 

 

The Nature of Performance Assessment 

“The focus on performance assessment in the National Council for the 

Accreditation of Teacher Education (NCATE) 2000 Standards changed many things for 

many teacher educators and teacher candidates” (Castle & Shaklee, 2006, p. ix).  

Performance assessments for pre-service teachers are growing not only in popularity, but 

are being increasingly required by states for teacher licensure.  Today, a subject matter 

teacher licensing assessment early in a teacher’s career is required in six states as a way 

to meet Federal mandates requiring states to train highly qualified teachers (HQT) under 

No Child Left Behind (NCLB).  California requires both a subject matter teacher licensure 

assessment and a teaching performance assessment for a preliminary teaching credential.  

Still, performance assessments are a work in progress.  A growing body of research 

shows that these types of assessments can help teachers to understand their work and its 

effectiveness with children while at the same time ensuring the quality of teaching 

candidates through real data and not just subjective impressions (Darling-Hammond, 
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2006; Castle & Shaklee, 2006).  The 1996 National Commission on Teaching and 

America’s Future found four problems with teacher education programs around the 

country:  inadequate time, fragmentation, uninspired teaching methods, and superficial 

curriculum (National Research Council, 1999).  An organized teacher performance 

assessment that tied together content knowledge, pedagogical knowledge, methods 

courses, and basic skills had the potential to counteract these shortcomings. The Interstate 

Teacher Assessment and Support Consortium (InTASC) helped forward a solution.  

“InTASC is a consortium of state education agencies and national educational 

organizations dedicated to the reform of the preparation, licensing, and on-going 

professional development of teachers” (Council of Chief State School Officers, 2011).     

 

Defining Performance Assessments 

Within the arena of teacher preparation, a performance assessment is defined as 

“tasks that can be used to enable student teachers to engage in certain practices and 

analyze them, along with their effects” (Darling-Hammond, 2006, p. 105). For the 

purposes of this study, a student teacher will be referred to as a “teaching candidate
1
.”  

These are defined as pre-service teachers in a professional semester of practice teaching. 

Performance assessments of teaching candidates can have two main purposes.  Some are 

developed simply to provide candidates with feedback and ideas for improvement and 

growth.  These are valuable in teacher preparation: 

                                                           
1
  The term "student teacher" was used in data collection instruments. The term was left as "student teacher" 

in certain quotations (the cooperating teachers used the term frequently). For the purpose of this written 

document, a shift was made to “teaching candidate” for the purpose of clarity. 
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Assessments of the work of a teacher that include opportunities for learning 

 from feedback can support development of a greater level of competence and 

 measure a critical attribute of an effective teacher:  the ability to learn from 

 reflection on practice.  (Darling-Hammond, 2006, p. 118)  

Others can be used to make high-stakes decisions, such as determining a 

candidate’s readiness for licensure.  For example, assessment of an actual teaching 

performance is often used at the end of a student teaching experience. The performance 

can be live or simulated in a microteaching format. As previously described, checklists 

used in assessing teaching performance have evolved with the times and with changing 

views of effective instruction. These instruments are used to observe and assess various 

behaviors presumed to correlate with student achievement and are typically aligned with 

InTASC standards. These standards fall under four categories:  1) the learner and 

learning, 2) content knowledge, 3) instructional practice, and 4) professional 

responsibility. Scales commonly range from “Outstanding” to “Unsatisfactory.”  

Choosing, implementing, and using an appropriate assessment for the benefit of 

future educators is a challenge for teacher preparation programs today. Course grades, 

test results, and even the successful completion of student teaching are no longer enough.  

In a growing number of states (23 plus the District of Columbia at the time of this study) 

teaching candidates must now demonstrate competence in the classroom as well as their 

ability to reflect on and adjust instruction appropriately. This is by no means an easy task. 

Performance assessments attempt to accomplish this by (a) using an authentic teaching 

situation, (b) providing summative judgment on readiness, and (c) giving the pre-service 
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candidate needed reflection and feedback. There is a tension here that highlights the 

issues of validity and reliability in such an approach. Questions of validity arise as to 

whether or not a segment of three lessons can and will accurately assess a candidate’s 

readiness for the profession, who will score the assessment, how it will be scored, and 

what that score represents.  Reliability issues include recognizing the fact that candidates 

may choose their own lessons, rehearse them as much as they wish, and edit the 

videotape portions selected for viewing. 

Another tension centers on the integration of the performance assessment into the 

curriculum of a college of education. Performance assessments are designed to assist in 

preparing candidates for future success and to maximize what has been taught them 

throughout their program of educational studies. It is imperative that the assessment and 

the curriculum correspond, in order that one may build on the other. 

Purpose of the Study 

 This study was designed to examine the effects of the implementation of a pre-

service teacher performance assessment in a private college of education in the Midwest. 

It particularly examined how well the college of education had integrated the 

requirements of a state-mandated performance assessment into its program of training 

and preparation.  Finally, this study sought to determine the efficacy of performance 

assessments in developing the reflective practice of the institution’s pre-service 

candidates and enhancing their overall readiness for teaching.   
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The study has implications not only for the participating teaching candidates and their 

college, but also for candidates and colleges of teacher preparation everywhere. Indeed, 

the implications become national as more and more states use performance assessments 

to judge the quality of their teaching candidates as well as to grant licensure.  “Twenty-

three participating states plus the District of Columbia comprise the Teacher Performance 

Assessment Consortium (TPAC), which includes representatives from state education 

agencies and more than 140 institutions of higher education” (American Association of 

Colleges for Teacher Education, 2012).  

The following evaluation questions guide this study: 

 To what extent does a college of education’s implementation of a teacher 

performance assessment affect the outcome of its candidates’ final stages for 

teacher preparation and licensure? 

 To what extent does a college of education’s integration of necessary knowledge 

and skills into its program of study help its pre-service candidates to complete a 

teacher performance assessment? 

 To what extent does the use of a teacher performance assessment help to improve 

pre-service candidates’ reflective practice and overall readiness for teaching? 

 

Background and Rationale 
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Federal, state, and local politicians became critical of the nation’s teaching force 

during the mid- to late 1990s (American Educational Research Association, 2005). There 

have always been disputes in education over how to teach a subject or skill (Cuban & 

Shipps, 2000). Cuban (2009) asserts that in the last century the debate over what 

constitutes good teaching has become too politicized.  Whether this problem stems from 

leadership (Tyack, 1982) or corporate influence (Cuban & Shipps, 2000), society 

demands that all children have access to high-quality education.  Ravitch and Vinvskis 

(1995) contend this is why many of today’s standards in education have evolved, 

including “the professionalization of teacher training, with shared norms and 

expectations” (p. 167). Teacher performance assessments (one of which this study will 

evaluate) are based on the same standards of effective practice.   

In today’s 21
st
-century world of education, researchers continue to search for 

connections between teacher effectiveness and student outcomes.  Cuban (2009) warns 

consumers of such studies to “beware of what you buy when it comes to linking a 

tradition of teaching to student achievement” (p. 61). Teacher performance assessments 

are a way to respond to Cuban’s fear. They allow for the idea that successful teaching 

produces hybrids of good pedagogy that use a variety of methods. Performance 

assessments of actual instruction are designed to evaluate how teachers use what they’ve 

learned in their classroom training and teach them to use reflection to improve both their 

own instruction and the resulting achievement of their students. This study will focus on 

the improvement of instruction for pre-service teachers. 
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Improved teacher preparation should be top priority for any college of education.  

Although many things have remained the same, some dramatic changes have occurred in 

teacher education over the last 50 years. There has been an evolution toward more 

accountability in teacher education.  Policymakers and the professional community are 

demanding more and more of teaching candidates before they are placed in schools. As 

described above, state departments of education have introduced performance 

assessments in order to ensure accountability and professionalism.   

Performance assessments for teachers are seen as more than levers for 

accountability. Advocates suggest that they are a way to address critical issues affecting 

education today such as growing student diversity, student achievement, quality teaching, 

and bringing to the forefront the need for quality teacher preparation (Carlile, 2006; 

Chung, 2008; Darling-Hammond, 1998; Darling-Hammond, 2010; Guaglianone, Payne, 

Kinsey, & Chiero, 2009; Hafner & Maxie, 2006; Hudson, 2009; Larsen, 2009; Mayer, 

2005; Newton, 2010; Okhremtchouk, Seiki, Gilliland, Ateh, Wallace, & Kato, 2009; 

Pecheone & Chung, 2006; Riggs, Verdi, & Arlin, 2009; Selvester, Summers, & Williams, 

2006; Torgersen, Macy, Beare, & Tanner, 2009; van Es & Conroy, 2009; Youngs, 

Odden, & Porter, 2003).   

Castle and Shaklee (2006) list the steps to developing an effective performance 

assessment.  These include developing a task and scoring criteria; aligning the assessment 

with identified outcomes and standards; and establishing validity (being sure the 

assessment measures what it is supposed to measure), reliability (making the assessment 



10 

 

consistent over time, with varying scorers, and across differing conditions), and fairness 

(ensuring a lack of bias toward any individual or group).   

Arends (2006) describes a continuum of the types of performance assessments 

that exist for teachers. On one end are assessments that are formative in nature, providing 

feedback to teachers for the purpose of learning and growth. On the other end of the 

continuum are high-stakes performance measures that are used to make summative 

decisions regarding a teaching candidate’s acceptance into a program or recommendation 

for licensure.   

 

Context 

Chung (2008) explains that upon the passing of Senate Bill 2042 in 1998, all 

California teaching candidates enrolled in credential programs were required to complete 

a teaching performance assessment as part of their licensing process. Schools in 

California could either use the performance assessment designed by the state or design 

their own as long as it met the state’s Assessment Quality Standards.  In response, a 

consortium of California schools put together what became known as the Performance 

Assessment for California Teachers (PACT). 

In Minnesota, education officials proposed the use of a new Teacher Performance 

Assessment (TPA). TPA was developed by Stanford University Drs. Linda Darling-

Hammond and Raymond Pecheone along with a team of researchers and a nationwide 

consortium of state boards of education, licensure boards, and colleges of education. TPA 
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will eventually be scored, reported, and included in programs of teacher licensure within 

the state. It has four tasks that teaching candidates must complete—each with its own 

detailed scoring rubrics.  The assessment is aligned with InTASC standards. At this time, 

it is up to each institution as to what role TPA plays in licensing its candidates.   

The Minnesota Association for Colleges of Teacher Education (MACTE) 

proposed TPA as a way for those outside the world of education to understand what it 

means to work with pre-service teachers.  In 2007, a number of MACTE members 

received a Bush Grant. Stanford University approached the University of Minnesota in 

Minneapolis and Minnesota State University in Mankato to pilot a performance 

assessment they had created and were using in California. According to the author’s local 

MACTE representative, the institutions refused Stanford’s offer unless all MACTE 

member institutions could be included in the pilot.  Once all 22 MACTE member schools 

were on board, the decision was made to move ahead with the assessment to show critics 

that Minnesota teacher preparation and assessment were moving in a positive direction.   

Minnesota’s teacher performance assessment is being implemented in partnership 

with the American Association of Colleges for Teacher Education (AACTE), the Council 

of Chief State School Officers (CCSSO), and the Performance Assessment for California 

Teachers (PACT).  Of the states participating in TPA, six states (including Minnesota) 

are accelerated states. This means that the state’s Board of Teaching (BoT) volunteered to 

implement the assessment in its colleges of teacher education at a faster rate than the 

other 17, ideally by 2012-2013. The Minnesota Board of Teaching considers the TPAC a 

valid and reliable tool for assessing pre-service teacher performance, approving it for use 
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in 2010 after its initial development.  It is available to states and teacher preparation 

programs for program improvement, licensure, and accreditation. 

All members of MACTE agreed to (a) pilot TPA in their programs during the 

2010-2011 school year, (b) broaden the scope of its use in a 2011-2012 field study, and 

(c) have TPA in place for scored implementation by the second semester of 2012-2013. 

MACTE members were given latitude to conduct the pilot as they saw fit.  Minnesota’s 

performance assessment encourages reflection in the areas of planning, implementation, 

and assessing a pre-recorded and edited instructional sample consisting of three to five 

lessons within a candidate’s preferred area of instruction during a student teaching 

experience.   

 

The Reflective Nature of Performance Assessments 

Almost 80 years ago, Dewey (1933) noted that the process of reflection involves 

making observations, considering suggestions, rational thought, a guiding idea, 

reasoning, and testing by action. Darling-Hammond (2006) promotes the use of 

performance assessments in teacher education for the purpose of reflection:  “Preparing 

teachers to learn from teaching throughout their careers requires a set of tools to develop 

the skills and practices of systematic purposeful inquiry and critical reflection” (p. 106).  

Minnesota’s TPA allows for this type of reflection through video analysis of one’s own 

teaching with a supervisor or mentor.  Teaching candidates have the opportunity to see 

themselves teach, take note of the qualities they see as effective (or ineffective) discuss 
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them, adjust their perception of a lesson, and then write a reflection on how planning, 

teaching, or assessing may change in their future work. 

York-Barr, Sommers, Ghere, and Montie (2006) are convinced that reflection is a 

significant means by which teachers can improve their practice and stay “challenged, 

effective, and alive in their work” (p. 27). They understand that, although heavy demands 

placed on teachers may not always leave time for reflection, educators must make it a 

priority in order to improve professionally. These authors maintain that whether 

reflection occurs individually, with a partner, in small groups, or school-wide, the goal is 

professional growth: “As long as we are reflecting, we are learning. As long as we are 

learning, we are growing” (p. 63). Minnesota’s TPA, while time-consuming, does support 

multiple opportunities to reflect.   

Research has demonstrated that the use of performance assessments that 

encourage pre-service teachers to demonstrate reflexivity is a strong indicator of success 

in teacher preparation programs (Ballard & McBride, 2010; Calandra, Brantley-Dias, 

Lee, & Fox, 2009; Harford & MacRuaire, 2008; Harford, MacRuaire, & McCartan, 2010; 

Rich & Hannafin, 2008; Romano, 2006; Stevens, Hodges, Gibbons, Hunt, & Turvey, 

2006). Minnesota’s new TPA for elementary teaching candidates requires edited video of 

teaching events compiled from three to five consecutive lessons in either mathematics or 

language arts.  Requiring teaching candidates to assess their own video case studies has 

helped to improve the reflective nature of teaching candidates and their pre-service 

professional development and understanding (Calandra et al., 2009; Greenwalt, 2006; 

Harford et al., 2010; Rich & Hannafin, 2008).   
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Teachers need opportunities to practice and reflect on their teaching (Darling-

Hammond & Bransford, 2005). According to the National Research Council (1999), 

performance assessments for teachers support the fact that practicing teachers learn best 

from their own practice, from action research
2
, from interaction with other teachers, and 

from their teacher educators in college preparation programs. They argue that 

assessments must be learner-centered, that is, “built on the strengths, interests, and needs 

of learners” (p. 180). The council also reports that assessment-centered environments are 

best for teachers learning their trade since they allow opportunities to try out ideas and 

receive feedback. “Such opportunities are important to teacher learning…Teachers often 

don’t know if certain ideas will work unless they are prompted to try them with their 

students and see what happens” (p. 184).   

The same National Research Council promotes community-centered 

environments that encourage collaboration and learning. Minnesota’s TPA allows for all 

of these learning modalities to be utilized at once, as teachers view their own lessons and 

discuss them with a cooperating teacher (defined here as the lead teacher in the 

candidate’s practice teaching classroom and the day-to-day overseer of the candidate) and 

a college field supervisor. An effective TPA worthy of Minnesota’s colleges of education 

will provide these environments and push pre-service teachers to reflect upon their 

success, improvement, and readiness in the profession. Accurate self-evaluation is 

necessary for the betterment of teachers and students everywhere. 

                                                           
2
 A collaborative activity among colleagues searching for solutions to everyday, real problems. (The 

Education Alliance at Brown University, 2000) 
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Schön (1987) lists several reasons why professional practice must accompany 

classroom learning.  First, reflective practice is necessary due to the fact that there is a 

gap between the description of a task and knowing how to act upon it. To be grasped as a 

whole, a task must be experienced in action. Schön goes on to explain that the only way 

to recognize the quality of a task is to learn to do it and that understandings and 

misunderstandings about a task reveal themselves through the action of doing. He 

concludes his argument by positing that no description of a task can take the place of 

actually performing it. The reflective nature of the Minnesota TPA guides pre-service 

teachers to perform its tasks and to act upon their written reflections by adjusting their 

planning, instruction, and assessments.   

Proper implementation of an assessment (Chung, 2008; Okhremtchouk et al., 

2009; Pecheone & Chung, 2006; Selvester et al., 2006) and its thorough integration into a 

college’s program of education (Pecheone & Chung, 2006; Selvester et al., 2006) will 

help students to improve their professional practice and their overall reflexivity in 

preparation for a career in teaching. However, a lack of proper implementation or 

thorough integration may have the opposite effect.  This study was designed to evaluate 

whether proper implementation and integration could be contributing factors to a 

teaching candidate’s improvement. 
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Study Methods 

The study was conducted at a small parochial college of education and employed 

a mixed-method approach to determine the extent to which implementation of the 

assessment, program integration, and the reflective practices of a teacher performance 

assessment benefited the institution’s pre-service teaching candidates. Data were gathered 

over two semesters from elementary teaching candidates and their cooperating teachers 

during a student teaching field experience in a local public school. This 5-week student 

teaching experience was the shorter of two back-to-back experiences completed for 

recommendation toward a K-6 state teaching license. The shorter session was a better fit 

for the assessment than the other, a 10-week parochial school experience conducted in 

self-contained classrooms where no “prep” periods existed. Though shorter in duration, 

the 5-week public school session allowed candidates more time during the school day to 

complete the assessment. All of the candidates for the study participated in the TPA after 

they had completed their 10-week parochial school experiences. 

Instruments used included an electronic survey with both quantitative and 

qualitative components for the teaching candidates and their cooperating teachers. 

Personal interviews were conducted with college-level student teaching supervisors, as 

well as with the college’s education division chair and licensure officer. Small group 

interviews were conducted with the majority of the education division (10 of 12 

interviews in groups of two or three).  Follow-up interviews were also conducted with 12 

cooperating teachers in four small groups of two, three, or four. 
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Chapter 2 

Methods 

Purpose of Study 

 The purpose of this study was to examine the effects of implementing a pre-

service teacher performance assessment at a private college of education in the Midwest. 

It also determined whether the college had successfully integrated the performance 

assessment into its existing curriculum by preparing its teaching candidates to complete 

the assessment. Finally, the study measured the assessment’s impact on the reflexivity of 

the institution’s pre-service candidates and their overall readiness for teaching. The 

practical-participatory evaluation had implications not only for teaching candidates, but 

also for programs of teacher preparation everywhere. The following evaluation questions 

guided this study: 

 To what extent does a college of education’s implementation of a teacher 

performance assessment affect the outcome of their candidates’ final stages for 

teacher preparation and licensure? 

 To what extent does a college of education’s integration of necessary knowledge 

and skills into its program of study help its pre-service candidates to complete a 

teacher performance assessment? 

 To what extent does the use of a teacher performance assessment help to improve 

pre-service candidates’ reflective practice and overall readiness for teaching? 
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Context and Sample 

Martin Luther College (MLC) is a small college of training for a branch of 

Lutheran pastors and teachers.  Located in south-central Minnesota, it is the sole training 

facility for students who wish to be teachers in the schools of the Wisconsin Evangelical 

Lutheran Synod (WELS). Over 350 WELS schools are found nationwide, employing in 

excess of 2,000 teachers. MLC graduates 100 to 150 early childhood, elementary and 

secondary teaching candidates each year, recommending Minnesota licensure to all 

qualified candidates upon completion of its required programs. MLC piloted Minnesota’s 

TPA and implemented it into its Student Teaching II Program for both elementary and 

secondary teaching candidates. Early childhood performance assessment rubrics were not 

yet ready for use at the time of this study.  

The Martin Luther College Student Teaching II Program began in 2001.  Prior to 

2001, teaching candidates from MLC had only a Lutheran school student teaching 

experience. It lasted 10 weeks and did not result in a Minnesota state teaching license. 

Candidates were qualified to teach in WELS schools only.  To gain state licensure, 

candidates were required to prepare and apply for it in the state to which they were 

assigned. In 2001, under the leadership of Academic Vice President, Dr. David Wendler, 

Dr. Rolland Menk, and Dr. John Isch of the College’s Education Division, MLC made a 

decision to prepare its teaching candidates for any classroom – WELS or public school.   

After meeting with Minnesota Board of Teaching officials as well as academic 

vice presidents and education division chairs from Northwestern College in Roseville, 

MN and Concordia College in St. Paul, MN, Martin Luther College determined that its 
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students needed experience in public schools. Dr. Wendler presented information to the 

MLC education division, the faculty at large, and eventually the WELS in convention 

during the summer of 1999. The synod’s convention passed – by a 3-to-1 margin – the 

resolution to have MLC students seek Minnesota licensure and to student teach in public 

schools.  

The transition began in 2001 with a practicum consisting of seniors in their 

professional semester spending two days a week, for four weeks, in public schools. When 

the Board of Teaching visited the MLC campus in 2001, they strongly urged MLC to 

increase the amount of time that teaching candidates practiced in public school settings. 

Local public school cooperating teachers agreed that twice a week was insufficient time. 

The program evolved into four full weeks, was renamed Student Teaching II, and soon 

became a 5-week experience preceding or following the 10-week Lutheran school 

experience. Dr. Cindy Whaley was named licensure officer in 2001 and continues in that 

role. She also represents MLC as a member of the Minnesota Association of Colleges for 

Teacher Education (MACTE).  

The new program incorporated the coordination of additional clinical experiences, 

the use of licensure standards in all student teaching experiences, the introduction of a 

cumulative portfolio presentation and assessment, and the organization of the above-

described, 5-week student teaching experience in a public school setting. MLC continues 

to abide by all requirements for teacher licensure in Minnesota. 

Martin Luther College enrolls approximately 800 WELS students in its 

undergraduate and graduate programs, roughly 600 of these in education. It has a full-
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time and adjunct faculty of 78 and a support staff of 70. The MLC Student Teaching II 

program is set in public elementary schools within an approximate 50-mile radius of its 

campus. Program participants include 45 to 60 teaching candidates per semester in 

elementary schools alone. These students are part of MLC’s Bachelor of Educational 

Ministries program—either as a major area of study or as one-half of a double major. 

The total operating budget for MLC’s off-campus training program for the 2011-

2012 school year was $505,550. This included all 15 weeks of student teaching, in both 

parochial and public schools. Of the total budget, almost half was designated for wages 

($219,320). Other large-expense line items included travel ($37,170), student housing 

reimbursement ($49,810), and cooperating teacher honoraria ($14,300). Martin Luther 

College receives budget dollars through student tuition, synod subsidy, and special 

donations. 

 

Evaluation Design 

The purpose of this evaluation was to assess TPA’s use toward the betterment of 

MLC teaching candidates. It examined the implementation of the assessment as it began 

in earnest during 2011-2012, studied the way in which MLC integrated Minnesota’s TPA 

into its existing program of education, and determined its reflective value for teaching 

candidates. 

With the program entering its eleventh year, the addition of Minnesota’s TPA 

required the assessment of current practices—and possible changes—across MLC’s 

education curriculum. An updated, more rigorous program may have meant more 
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difficulty in finding cooperating teachers willing to take on the additional responsibilities. 

Students were asked to provide feedback regarding the new expectations for completion 

of their program, and for ways in which MLC might improve the experience. Finally, the 

evaluation gauged the improved reflective nature of the teaching candidates themselves. 

The practical-participatory evaluation approach enhanced relevance, ownership, 

and utilization of the program (Fitzpatrick, Sanders, & Worthen, 2011) as it entered what 

organizers called the “field test” year in 2011-2012. With the evaluator as a partner rather 

than a controller of the decisions, the author worked with a limited number of primary 

intended users (Patton, 2008). Primary intended users are those with thorough 

involvement in—and the ability to make needed changes to—the program’s 

implementation. 

Use of the evaluation was a key aspect to the work being done. Having “intended 

use for the intended users” of the evaluation followed the mantra of Michael Quinn 

Patton. Patton (2008) defined evaluation as simply the answer to three questions: “What? 

So what? Now what?” (p. 5). Furthermore, Patton described his theory of utilization-

focused evaluation as knowing the purpose of the evaluation and who will make the 

decisions with its findings. These are the primary intended users in any evaluation. They 

are described as those for whom “evaluation is done for specific intended uses” (p. 37). 

A practical-participatory design meant that the use of and communication with 

primary intended users in the MLC education, clinical, and licensure offices were a vital 

part of the evaluation process. As stakeholders, teaching candidates and their cooperating 
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instructors provided key input. In the Encyclopedia of Evaluation, King (2005, p. 291, as 

cited in Fitzpatrick, Sanders, & Worthen, 2011, p. 199) defines participatory evaluation 

as “an overarching term for any evaluation approach that involves program staff or 

participants actively in decision making and other activities related to the planning and 

implementation of evaluation studies.”  Input was continually sought on the strength, 

usefulness, and priority of the evaluation questions, methods of gathering data, and 

decisions regarding the use of findings. 

Primary intended users for this evaluation were Dr. Cindy Whaley (Licensure 

Officer) and Professor Jon Roux (Education Division Chair). It was helpful to ask these 

primary intended users how they felt about the evaluation process being used.  They had 

ideas on different methods to use, different ways to collect the data using the chosen 

methods, and ways in which results should be interpreted.  Analysis of results required 

the greatest amount of help from primary intended users to help the evaluator avoid 

insider bias.   

The complete results of this evaluation were distributed to the primary intended 

users. It is hoped that the results led to three things: (a) a better understanding of 

Minnesota’s TPA and how it must be implemented to meet BoT standards for teacher 

preparation at MLC, (b) an evaluation of an existing program of education and how well 

it prepares students to complete a performance assessment, and (c) a conversation on the 

value of this new assessment for pre-service teaching candidates, particularly the 

improvement of their reflective capacity in teaching. 



23 

 

The author shared the results of this evaluation with the members of the college 

education division at a December 2012 TPA scorer training session. Plans are in place to 

share results with the entire College of Education corps of advisors. A suggested sharing 

of results would include the members of the college’s school system through a district 

publication. All WELS teachers graduated at one time or another from MLC. They 

should be informed as to how their alma mater is training future colleagues in the 

teaching ministry. To that end, perhaps the entire synod will be made aware of the high-

quality efforts MLC uses to prepare its members for service in their own schools and the 

schools of their communities.   

 

Participants 

As a part of the TPA pilot in MACTE institutions, thirty-two students (14 male, 

18 female) out of the 37 who student taught under the author’s supervision were required 

to complete TPA in 2011-2012.  Those remaining had already completed the assessment 

in a different experience.  All students were working toward a degree in elementary 

education and a K-6 Minnesota state teaching license.   

 These students worked with 27 different cooperating teachers in local public 

schools throughout 2011-2012.  All but one cooperating teacher (95%) had no less than 

six years of teaching experience.  All of them had also had at least two teaching 

candidates previous to the one they worked with in these particular semesters (24% had 

2-5, 33% had 6-10, and 43% had eleven or more teaching candidates).  Only two of the 

candidates whom supervisors had worked with previously came from institutions other 
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than the one being used in this study.  All of the candidates had already completed their 

10-week parochial school experience before entering the five-week public school session 

where the assessment was to be completed. 

The Martin Luther College faculty is comprised of 63 full-time professors 

(undergraduate and graduate schools) and 15 adjunct instructors.  Twelve full-time 

professors make up the education division.  These 12 professors’ years of experience 

ranged anywhere from 20-40 years in WELS elementary, secondary, and post-secondary 

schools. 

 

Data Collection 

With this evaluation, I proposed a mixed methods approach to study the extent to 

which a performance assessment implementation, program integration, and its reflective 

practices were perceived to benefit the institution’s pre-service teaching candidates.  Data 

were gathered over two semesters and came from 26 of 32 elementary teaching 

candidates as well as 21 of their 27 cooperating teachers during their student teaching 

field experience in local public schools.  This student teaching experience was the second 

and shorter (five weeks) of two back-to-back experiences (the other was ten weeks) 

completed for state licensure.  Instruments included an electronic survey with both 

objective and subjective components for both teaching candidates and their cooperating 

teachers.   Small group interviews were conducted with college-level student teaching 

supervisors, MLC’s education division chair, and its licensure officer.  Small group 

follow-up interviews were also conducted with willing cooperating teachers. 
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Data for this study were gathered using four methods: electronic surveys, individual 

interviews, group interviews, and document analysis of the particular assessment being 

described. Each tool had its own strengths and weaknesses for the purpose of evaluation. 

Patton (2008) reminds us that “for non-researchers, being expected to participate in 

design decisions can be intimidating” (p. 393). He describes the need for evaluations to 

collect data that are credible, usable, consistent, and valid. 

Surveys - The first data collection method, electronic surveys, was used to gather 

material from 32 teaching candidates at MLC as well as their 27 cooperating teachers 

during Student Teaching II. The college field supervisor requested that students complete 

the survey toward the end of the 5-week student teaching session. Electronic surveys 

were inexpensive and easy to distribute, making this method of data collection both cost 

effective and convenient.   

Electronic surveys asked teaching candidates questions to gauge their understanding 

of the purposes of TPA and the helpfulness they received from MLC in its 

implementation before—and during—their 5-week session. Teaching candidates were 

also asked about various qualities of TPA, and whether they felt it made them a more 

reflective practitioner and future professional educator (see Appendix A for survey 

instrument).  Of the 32 students, 26 submitted surveys (81%). 

Cooperating teachers were asked about MLC’s effectiveness at implementing and 

orienting them to the TPA process before their teaching candidates arrived. They were 

asked about their understanding of the purpose and opportunities of TPA for MLC 

teaching candidates. The survey asked these cooperating teachers to gauge their teaching 
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candidates’ reactions and responses to TPA activities and compare them to past 

candidates to determine whether or not TPA helped make MLC candidates more 

reflective practitioners in their opinion (see Appendix B for survey instrument).  Of these 

27 (five of whom had a teaching candidate in each semester), 21 completed the survey 

(78%).  

A challenge that electronic surveys must contend with is the fact that so many of 

them are being conducted. While not as cumbersome as paper and pencil, they are more 

easily ignored by hitting the “delete” key or saving them for later in an “inbox.” 

However, since all of the survey participants in this instance directly benefited from and 

were directly involved in the MLC student teaching program, it was expected that they 

would have a strong stake in the organization, the evaluation, and its results, and would 

therefore be likely to respond. Finally, since the evaluator was in the field with 

cooperating teachers and their teaching candidates, it was easier for him to request that 

the candidates voluntarily participate in electronic surveys.   

 Small group interviews - Permission was granted by the chairman to garner 

education division input through a series of small group interviews of no more than three 

professors at a time. It was hoped that this would allow faculty members who were 

experiencing TPA for the first time to share both their expectations and their reactions in 

personal, interactive ways. Interview questions endeavored to seek the education division 

staff’s perception concerning the implementation of TPA throughout the teacher 

education program at MLC:   
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 Is MLC already doing things in its program that prepare candidates for the 

activities TPA asks of them?   

 Is the education faculty using academic language consistent with TPA?  

 Is videotaping something students will be used to?   

 Are the planning, instructional, assessment, and analyzing practices of TPA going 

to be consistent with what candidates have seen, heard, and practiced in their 

methods courses and other clinical experiences leading up to their professional 

semester of student teaching? (see Appendix C for interview question protocol)   

One of these small group interview sessions was conducted with only college 

field supervisors. These supervisors met with teaching candidates and their cooperating 

teachers twice during the five-week experience.  They were the first and most available 

source of help and encouragement for candidates to complete the TPA.  Questions for 

college supervisors included their perceptions of implementation by MLC for both 

candidates and supervisors as well as their recognition of their candidates’ reflective 

practices during the assessment experience. 

Group interviews were also held at the end of the school year with cooperating 

teachers.  These interviews were a follow-up to the surveys completed in either 

December or May.  Data from these cooperating teachers included opinions and 

comments about the overall value of TPA, the engagement level of their teaching 

candidates, and the college’s ability to successfully prepare them for the new 

requirement.  Twelve of the 27 supervisors (44%) agreed to interviews (see Appendix C 

for interview question protocol). 
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 One final small group interview was conducted with the primary intended users of 

the program.  The MLC licensure officer, who happens to also represent the college on 

the Minnesota Association of Colleges for Teacher Education (MACTE), has been 

closely associated with the integration of TPA into the teacher preparation program at 

MLC. As the performance assessment is further implemented in Minnesota, she will face 

the responsibility of using the scored assessment to make decisions regarding licensure. 

Questions in her interview centered on the implementation of TPA and its future use for 

granting licensure.  

The second member of the final small group interview was the education division 

chairman. Questions centered on the idea of implementing TPA throughout the program 

of teacher education at MLC. As in the group interviews conducted with the entire 

division, questions focused on current methods of implementation and ideas for future 

improvement (see Appendix C for interview question protocol). 

Small group interviews allow an evaluator to establish a more comfortable 

rapport. Again, since the evaluator had worked with faculty and staff for four years, this 

rapport was already well-established. It was, however, important for the evaluator to 

remind colleagues about their voluntary participation and to give candid answers with 

honest opinions.  Face-to-face interviewing allowed for clarification and gave the 

interviewer the chance to probe with follow-up questions based on responses given. Since 

the information being collected was more ambiguous and subjective in nature, this was a 

strong tool to use in the evaluation process. Such interviews also allowed the evaluator to 

read, sense, and follow-up on emotions.   
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By conducting group interviews, the evaluator received a guaranteed response 

rate and was able to adapt to the specific situation. As a member of the division, the 

evaluator already had an established rapport with the group. Ten of the college’s 12 

education division members (83%) agreed to small group interview sessions. 

 TPA Documentation - Finally, the evaluation conducted a document analysis to 

make best use of information available on the new Teacher Performance Assessment. 

Considering this existing information allowed the evaluation to be more cost effective, to 

have more nonreactive information (information not changed by the act of collecting or 

analyzing it), and to focus the evaluation on information that can be used (Fitzpatrick et 

al., 2011). The author worked closely with the division chair, licensure officer (both 

MACTE representatives), and the former division chair (now a BoT member) to help 

with understanding, format, and intended use of TPA. 

 

 

 

Data Analysis 

 Electronic surveys were given to candidates and cooperating teachers in the third 

week of the 5-week student teaching experience in each semester. The survey invitations 

always referenced an attached letter of consent and the promise of a $10 gift card for 

participating. Reminders were sent at the end of weeks four and five. The surveys were 

collected and stored electronically. Written comments and prompted writing responses 

from surveys were coded for similarities and trends at the end of each semester under the 
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main categories of (a) TPA implementation, (b) curriculum integration, or (c) overall 

usefulness for teaching candidate improvement. The coded responses were also used to 

formulate the small group follow-up interview questions for cooperating teachers.  

Cooperating teachers from both semesters received their first invitation for small 

group interview sessions in the third week of the second semester. These invitations 

included sign-up opportunities for small group interview sessions in their building or 

within a certain geographical area. Invitations also included questions that would be 

discussed in the interview session as well as a letter of consent. They also promised a $10 

gift card for participating.   

Cooperating teacher interviews were conducted in groups of three or four and 

were recorded on audiotape. The author took notes during the discussion. Interview notes 

were typed with details added from the audiotape recordings. They were coded for 

similarities and trends that fit into the areas of (a) TPA implementation or (b) overall 

usefulness for teaching candidate improvement. 

The MLC education division members received their first invitation to participate 

in small group interviews in the spring of 2012.  While the rest of the division could sign-

up for any group they wished, the author asked that college field supervisors be part of a 

separate group and that the division chair and licensure officer be interviewed in a 

separate session.  The invitations also included a letter of consent and the promise of a 

$10 gift card for participating. 

Education division interviews were conducted in groups of three or four, recorded 

on audiotape, and were supplemented with the author’s handwritten notes.  The notes 
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were retyped with the recordings used for clarification and accuracy.  They were coded 

for similarities and trends that fit into the areas of (a) TPA implementation, (b) 

curriculum integration, or (c) program usefulness toward the overall improvement of 

teachier candidates. In the next chapter, the results of all the above-mentioned data 

analysis will be shared. 

 

 

 

 

 

 

 

 

 

Chapter 3 

Results 

 The purpose of this evaluative study was (a) to assess the extent to which a 

college of education’s implementation of a new performance assessment affected 

teaching candidates’ ability to successfully complete it, (b) to assess how well the 

college’s existing program of study integrated the required skills necessary to complete 

the assessment, and (c) to determine whether or not the performance assessment was 

viewed as a positive and useful tool for advancing the improved practice, reflexivity, and 
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overall readiness of teaching candidates. What follows are the results of surveys and 

interviews conducted to determine the utility of the Minnesota Teacher Performance 

Assessment at this particular institution.  The results will be shared (a) in the order of the 

evaluation questions (implementation, integration, and improved practice), (b) according 

to the tasks of the Teacher Performance Assessment (planning, instruction, assessment, 

analysis, and academic language), and (c) according to each resource utilized (teaching 

candidates, cooperating teachers, and education division faculty). 

 

Implementation of the TPA – Understanding TPA 

 Teaching candidate Surveys - To assess the college’s implementation of the 

performance assessment, candidates were asked to identify three key ways in which they 

believed TPA helped to better prepare them for their future careers (see Figure 1 on p. 

33). Their comments centered mainly on the tasks of the performance assessment. Sixty-

two percent of the respondents (25% of all answers given) spoke of improving reflective 

practice. Fifty-two percent (22% of all answers given) mentioned more effective lesson 

planning. Forty-eight percent of the respondents (20% of all answers) made note of 

improved assessment practices for the purpose of student learning. Thirty-eight percent 

(16% of all answers) spoke of improvement in their ability to teach a lesson to students. 

Answers that were not directly related to the tasks of TPA included (a) the assurance of 

quality in future teachers (14% of respondents; 5% of all answers), (b) improved 

professional time-management skills (10% of respondents; 4% of all answers received), 

and (c) a heightened awareness of proper use of academic language (10% of respondents; 
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4% of all answers).

 

Figure 1. Which aspects of TPA better prepared you for your future teaching career? 

Cooperating Teacher Surveys - To gain another perspective on the 

implementation of the performance assessment, cooperating teachers were asked to 

describe, in their own words, three things that TPA required of them while supervising 

their teaching candidates (see Figure 2). The most common response (80% of the 

respondents and 33% of all answers given) centered on helping teachers to discuss and 

reflect on their lessons, either while planning or after teaching. The next most common 

response (50% of the respondents and 20% of all answers given) described helping to 

record the lesson with the video recording equipment. The third most common response 

(30% of the respondents and 12% of all answers given) involved helping with 
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demographic information for the initial commentary in the Task 1 planning stage.

 

Figure 2. What did TPA require of you while supervising your teaching candidate? 

 Education Division Interviews - At the beginning of each small group interview 

conducted with the college’s education faculty, a question was asked about their 

understanding of TPA in order to gauge how well the assessment had been implemented 

among them. One member described the assessment as “an authentic reflection tool that 

demonstrates whether or not a candidate can plan, execute, assess, and reflect on a series 

of lessons.”  One member described the assessment as 

…a tool that helps to bridge the gap between perception and reality for 

 candidates. The videotaping helps them realize or validate what kind of teacher 

 they’ll be. There are still some bugs to work out in this pilot, but it’s what we 

 want.   

Another member expressed concern:   
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It’s really what we used to do ourselves, only with a deeper reflection piece.  This 

now seems more geared toward holding the candidate responsible and not the 

supervisor.  The difficulty occurs when follow-up is needed…My greatest 

frustration with TPA is that we’ve been told that the plane is being designed and 

built as it’s flying. 

 A separate interview session brought forth another faculty member’s perspective. 

Since he served as one of the college’s representatives to the Minnesota Association of 

Colleges for Teacher Education (MACTE), he had more “insider” knowledge. After 

providing the history of how the assessment came to be in Minnesota, he shared another 

purpose: “This is a proactive effort to help those outside of education understand what it 

means to work with pre-service teachers. It’s a more substantive unit on planning, 

implementing, and reflecting on a lesson.” A colleague agreed: “It’s used to advance the 

profession of teaching by providing a body of evidence to substantiate how far along a 

candidate has advanced in preparation for the profession.” A third member of the group 

appreciated that the assessment is a proactive way to address national criticism of teacher 

preparation, also calling it an “authentic measure.” He, too, was aware of student 

frustration: “I’ve been asking kids about it, and I’m hearing frustration. They’re not sure 

of the purpose yet. They’re just ‘doing’ it.” The first member agreed: “One drawback 

right now is that since the Board of Teaching isn’t connecting it to the student and only 

mandating institutional use, our students may not be very motivated.”   

 The third interview session revealed confusion as to whether the performance 

assessment is a summative or formative tool for candidates. One member thought it was 
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summative, with no real feedback loop other than the scored results after completion. 

Another posited that it seemed formative, due to the reflective nature of the writing and 

the videotape evidence viewed by the candidate and hopefully discussed with a 

supervisor. All agreed that it was an objective and concrete way for students to show 

accountability for their skills in the classroom. 

 The final interview session, with the division chair and the licensure officer, 

showed similar understanding of the assessment’s purpose: 

It’s a benchmark for beginning teachers to measure where they’re at as they wrap 

up their training. It is not the measure of a seasoned teacher. I’d like to see us use 

it in our graduate school or continuing education program to do ongoing 

evaluation of teachers in the field. 

The licensure officer shed more light on another purpose of the assessment: “It will be a 

part of our 2014 visit from the Board of Teaching and our Program Effectiveness Reports 

for Continuing Approval (PERCA).” 

  

 

Implementation of the TPA – Supporting TPA 

Teaching candidate Surveys - Candidates were divided in their opinions 

regarding the support their college provided in helping them to understand and carry out 

the performance assessment (see Figure 3). Forty-four percent responded with answers of 

either “partially” or “sufficiently,” while only 12% believed the help they received was 

“extremely” supportive. This rang true for the technical side of completing the 
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assessment as well, with 36% reporting “partial” support and 44% receiving “sufficient” 

support. Only 16% considered the technical help they received to be “extremely” 

supportive and 4% felt “not at all supported.” 

  

Figure 3.  Bar graph showing levels of support felt by teaching candidates in understanding and 
completing TPA. 

 Open-ended comments concerning the college’s support of candidates completing 

TPA were long and varied—and only 8% were positive. Sixty percent of comments, on 

the other hand, mentioned the need to provide improved orientation and a simplified or 

more clearly explained purpose for completion of the performance assessment. Plenty of 

suggestions were made as to how the college could better support teaching candidates in 

the process of completing TPA. These included providing more time, making allowances 

to hand in parts of the assessment at staggered deadlines, video formatting and editing 
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training, and avoiding redundancies between the assessment and existing portfolio 

requirements. 

 Candidates were then asked about certain individuals who played key roles in 

their completion of the assessment. When asked about the support received from their 

cooperating teacher, 24% said they could have used more help. Seventy-six percent, 

however, felt their college supervisor was supportive enough to get them through the 

assessment. 

Cooperating Teacher Surveys - Cooperating teachers were asked how well they 

felt the college had prepared them for implementation of the performance assessment 

prior to their taking on a teaching candidate. Forty-eight percent of teachers believed they 

were supported “sufficiently” in their preparation for the TPA process. Another 33% felt 

only “partially” or “not at all” supported (see Figure 4 on p. 39).  



39 

 

 

Figure 4. Bar graph depicting levels of support cooperating teachers felt before and during the TPA 
process. 

Additional comments on the survey confirmed this wide range of feelings. Forty-

seven percent of comments made reference to the seemingly limited role played by the 

cooperating teacher, due to the fact that their candidates explained everything and 

handled it mainly on his or her own: 

 “Almost all my preparation came from the students.”   

 “I had to go off of what my student teacher told me in the fall in order to 

know what to do.”   

 “Student teachers didn’t need much assistance from us.  The performance 

assessment didn’t really impact our work with them.  It seemed to be more 

work for them.”   
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Twenty-seven percent of comments pertaining to the college’s preparation of cooperating 

teachers mentioned the need for a more concerted effort:  

 “I think all of us learned the process by going through it a few times, but it 

would  have been nice to get a better introduction before starting with the 

student teachers.”   

 “I was told they had a project and we need to assist but was not given any 

written information on the process.”   

 “I have a good idea of what needs to be done for the TPA, but I feel a few 

more meetings before and during the process would still be helpful.”   

 “I felt a little unprepared in how I could assist my student teacher.” 

During active completion of the assessment process, 76% of cooperating teachers 

felt that the college was “sufficiently” or “extremely” supportive in implementing the 

assessment. Nineteen percent felt only “partially” supported and a mere 5% answered 

“not at all” (see Figure 4 on p. 39). Additional comments supported this response, with 

60% referencing teaching candidates and college supervisors who knew what they were 

talking about and explained the process to the classroom teacher:   

 “Once the face-to-face meetings started I think the college did a good job 

communicating.”   

 “The professors have always answered any questions I’ve had.”   

 “The student teachers were very prepared and self-sufficient.”   

Thirty-three percent of those who commented felt there was still more work to be done:   

 “I never received a handout about the process or its expectations.”   
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 “Didn’t get much information…no negative impact, but seemed odd.”   

 “The college did not speak to me about the TPA at all.” 

Cooperating Teacher Interviews - Follow-up interviews with cooperating 

teachers reinforced survey results concerning the implementation of the assessment in 

this first full year of field study. Although they knew the general purpose of the 

assessment was teacher improvement and were confident in the ability of their candidates 

to complete the assessment, cooperating teachers did not seem to have a firm grasp of 

exactly what their responsibilities were:   

 “I did not know the requirements.”  

 “I didn’t feel like I could help.  It seemed as if it was all up to the student 

teacher.” 

Most cooperating teachers offered suggestions for ways to improve 

implementation. Almost all who were interviewed suggested an official orientation 

meeting with the college. They wanted to be able to see a finished product, to see a more 

compact set of goals for the candidate while completing the experience, and to have an 

outline of the expectations the college (or the assessment) has for them as cooperating 

teachers. There was an obvious sense of professional frustration among the teachers. 

Although they wanted to help, many were idle due to the fact that their candidates chose 

to handle the assessment on their own.   

Finally, when asked if they would recommend supervising a teaching candidate 

despite the added expectations of TPA, every cooperating teacher said they would.  Most 

did so with the following caveats: 
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 “It’s a great reflection tool, but the state and the college need to find out 

how they want to maximize its use first.”   

 “I would ask that we be given more time to work with our teachers from 

this institution.  Five weeks just isn’t enough.  It takes three weeks for 

them to understand the context for learning, but by then they’re already 

videotaping lessons and starting the written process.  It’s no wonder they 

just want to finish.  There’s no time.”  

 “Those who do their 5-week experience before the 10-week one are really 

at a disadvantage.  They have no experience on which to base their work 

within TPA.” 

Education Division Interviews - When asked how they were introduced to TPA, 

division members remembered introductions and updates at regular division meetings 

from the chairman, the licensure officer, and the college’s MACTE representatives. 

Those who served as supervisors of teaching candidates learned about it in the orientation 

sessions for their candidates conducted by the licensure officer. All members were 

invited to a meeting between semesters that featured a TPA consultant from another 

university in Minnesota who explained the assessment thoroughly and allowed for 

questions. 

The division chair (also a MACTE representative) stated that there had been a lot 

of changes made in the introduction of the assessment, many without explanation. “This 

is all we know” was the answer often given at meetings. While the glitches left many 

wondering who was responsible, all the changes were positive. Both the division chair 
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and licensure officer appreciated the fact that Minnesota was in on the ground floor of 

TPA implementation as a “fast track” state. Both also showed appreciation for the Board 

of Teaching and its understanding, patience, and cooperation with MACTE: 

 “They’re not just mandating, they’re listening and encouraging.” 

 “While changes and adjustments may make institutions look bad, no one is at 

fault. All of us are just trying to run our ship and do the best we can, keeping a 

careful watch on news as it is made known.” 

 

Implementation of the TPA – Future Hurdles 

 Teaching candidate Surveys - Students were asked to identify which 

components caused the assessment to be more difficult than necessary and were likely to 

create hurdles to future implementation of TPA. Sixty-eight percent of the selections 

made (21% of all responses) chose time needed, 76% (23% of all responses) mentioned 

the need for willing and supportive cooperating teachers, 92% (28% of all answers) 

included the need for a better orientation process, and 68% (21% of all answers) 

requested better training in the video formatting and editing process (see Figure 5 on p. 

44). 
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Figure 5. What potential hurdles do you foresee in trying to incorporate TPA for the future? 

A free-response follow-up question asked candidates to name the hurdle most 

difficult to overcome. Most were unable to pin it down to one thing, and instead gave 

multiple answers. Forty-eight percent made mention in their commentary that finding a 

better way to orient students to the purpose of TPA would be the largest hurdle to 

overcome as the assessment moves forward: 

It seems like another hoop we need to jump through for graduation.  I feel that 

 our portfolio is a better compilation of our work and a better way to assess 

 ourselves.  I don’t know why we need to complete both.  We were left confused 

 many times and just did what we could with the answers we got in order to just 

  get it done.  Even a workshop would have been beneficial and helped students 

 see exactly how to complete it. 

 Forty percent of respondents included some aspect of the fact that time was the largest 

contributing factor to difficulty in completing the performance assessment: 
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Student teachers will need more time to complete the TPA requirements to the 

best of their ability. This will be most difficult to overcome because the demands 

of student teaching are already high. Adding the TPA makes the workload very 

heavy. 

Another 28% feared that finding and training supportive cooperating teachers 

might be the toughest hurdle to overcome: 

My teacher barely took enough time to conference with me about my teaching.   

I was able to get some specific answers that I needed to complete parts of TPA. 

 However, my supervisor never asked me how it was going or if I had any 

 questions before completing it. I feel that the supervisors need to be more 

 educated on TPA before they can be supportive of the student teachers.   

Cooperating Teacher Surveys - When surveyed regarding the potential hurdles 

they saw in implementing TPA with local teaching candidates, cooperating teachers 

selected three main areas where improvement was needed.  Sixty-three percent of 

selections (29% of total responses) stressed the need for more time to complete the work 

with their candidate. Fifty-eight percent (27% of total) wondered if teachers would 

continue to be willing to take on the extra duties of supervising a student teacher with 

more duties added to the job description. Seventy-four percent of the respondents (34% 

of total answers) also identified the need for more effective orientation sessions to help 

them understand and carry out TPA expectations (see Figure 6 on p. 46).   
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Figure 6.  What potential hurdles do cooperating teachers foresee as colleges try to incorporate TPA in 
future years? 

 Comments on this survey question fell into two equal categories: Fifty percent 

referenced the need for more up-front training or orientation. The other 50% noted that 

the students were well prepared with the skills necessary to complete the assessment on 

their own and that no potential hurdle would be enough to stop a full implementation of 

the performance assessment. 

 Final survey questions asked cooperating teachers to name anything that the host 

college could do to better assist them with their role in administering the performance 

assessment. Sixty-nine percent suggested better communication before teaching 

candidates arrive. This communication might take the form of meeting time, increased 

clarification of the purpose and expectations of TPA, and a summary information sheet 

outlining their duties as the cooperating teacher of a student completing the assessment. 
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Other answers included increasing the length of the student-teaching experience, and the 

need for training in video formatting and editing. 

  

Integration of the TPA – Task 1 (Planning) 

 The performance assessment involves four main tasks: planning, instructing, 

assessing, and analyzing. It also guides candidates to identify with the academic language 

involved in teaching. Survey questions asked candidates to rate how well their previous 

coursework prepared them for completion of the performance assessment by answering 

“extremely,” “sufficiently,” “partially,” or “not at all” helpful. 

Teaching candidate Surveys (Coursework) - The planning phase—Task 1 of 

the performance assessment—had students recognizing the coursework completed in 

their programs (see Figure 7). Ninety-two percent found it “extremely” (35%) or 

“sufficiently” (57%) helpful in support of their completion of TPA. The remaining 8% 

found it only “partially” helpful. Student comments reinforced these ratings. 

 

Figure 7. How helpful was coursework for the planning phase (Task 1) of TPA? 

Sixty-two percent of the comments on this survey question acknowledged that all 

of their methods courses engaged them in some form of planning. Thirty-three percent of 
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those comments recognized particular classes, like Teaching Reading, Teaching 

Language Arts, and Psychology of Learning, that specifically helped in the planning 

phase of the performance assessment. One commenter added this suggestion:  

In all the methods courses we wrote lesson plans and became very familiar with 

the layout of a good lesson plan.  It may have been beneficial, however, if we had 

been required to correlate our lesson plans with state standards on a more regular 

basis. 

In addition, 14% of the comments on this survey question added thanks for the 

attention given to the differentiation of instruction in previous methods courses. One such 

comment stated,  

The entire assessment emphasized differentiating instruction, but I believe the 

 planning phase emphasized it the most.  In most of the pedagogy courses, we 

 learn about differentiation, but not necessarily to the extent that TPA demanded it 

 of us, especially concerning the emphasis on students with special needs.  Perhaps 

  my view is the way it is because I took Educating the Exceptional Child after I 

 student taught.   

Another commenter stated that “Psychology of Learning taught me how to prepare for all 

learners.” Overall, the comments were positive: “Although the format and requirements 

of this task were specific and unfamiliar enough to be time consuming, the content was 

all familiar: standards, objectives, lesson development, etc.” 

 Teaching candidate Surveys (Clinical Experiences) - Students differentiated 

between the helpfulness of their third-year (one day a week) clinical and fourth-year 
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(full-time) student teaching experiences toward completing the expectations of the 

performance assessment. In Task 1, the planning assessment, 100% of candidates stated 

that their student teaching experiences were “extremely” helpful, while the helpfulness of 

junior clinical (see Figure 8) was seemingly more difficult to gauge (19% “extremely,” 

31% “sufficiently,” 31% “partially,” and 19% “not at all”).   

 

Figure 8. How helpful was the junior year clinical experience in preparing you for Task 1 of TPA? 

Survey comments fell into one of two categories regarding the third-year clinical 

experience. Thirty-six percent were positive: “My clinical teacher did a great job of 

helping me plan my lessons and carry them out accurately.” Another stated, “I wouldn’t 

have been able to handle student teaching and TPA if it hadn’t been for my previous 

experience in junior clinical!”  Negative comments were related to the fact that 

candidates had cooperating teachers who allowed them to participate in only a few basic 

experiences. 

As for student teaching, candidates agreed that the experience was better for those 

who had completed the 10-week Lutheran school experience before their 5-week stint in 

a public school:   
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 “I was able to learn from my mistakes.  I didn’t plan enough once.  This 

woke me up and showed me that I needed to plan more and better.”   

 “Since I had my 10-week experience first, I had more experience in 

writing lesson  plans and felt more comfortable writing them for TPA.”   

One student described a clear progression in planning responsibilities across the third and 

fourth year experiences:   

In my third-year clinical experience I was told what to teach and just needed to 

 develop a plan.  This gave me my first experience in planning classroom 

 instruction.  During student teaching’s first session, I had many opportunities to 

 plan lessons with specific foci.  My second student teaching session with TPA 

 showed that I already had a clear direction when it came to planning. 

 

Integration of the TPA – Task 2 (Instruction) 

Teaching candidate Surveys (Coursework) - The instruction phase—TPA’s 

Task 2—produced a similar response. Eighty-one percent recognized their previous 

coursework as either “extremely” (39%) or “sufficiently” (42%) helpful in completing 

the instructional task. Nineteen percent found their coursework only “partially” helpful 

(see Figure 9 on p. 51).  
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Figure 9. How helpful was coursework for the instruction phase (Task 2) of TPA? 

Once more, student comments supported these numbers. Sixty-three percent of 

the commenters spoke favorably concerning all—or most—of the methodology courses 

taken prior to their professional semester in the classroom.  One commenter appreciated 

the many in-class instruction opportunities methods courses provided: 

I felt very comfortable executing my lessons. I had already taught in many 

 methods courses here and had made many other presentations in general 

 education courses.  Therefore, executing a well-planned lesson was not difficult.  

  I felt confident that I understood good pedagogy and methodology, instructional 

 strategies, etc., and had the ability to carry out the instruction phase of the TPA.   

Ten percent of the comments suggested that more active teaching in these classes would 

be beneficial: “I felt better because I had student taught once prior to my TPA experience 

in a classroom, but I think that we could definitely do more teaching in our coursework.” 

Another commenter shared a similar view: “All of the education methods courses can be 

applied here. I believe that more mini-lessons and micro-teaching would be of benefit in 

these classes.”   
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Teaching candidate Surveys (Clinical Experiences) - Candidates’ views of 

clinical experiences’ support for other TPA tasks were similar to the results described for 

planning (see Figure 10).  Candidates found student teaching to be either “extremely” 

(89%) or “sufficiently” (11%) helpful with Task 2—the instruction task—while their 

junior clinical experiences varied (25% “extremely,”  44% “sufficiently,”  25% 

“partially,”  or 6% “not at all” helpful).  

 

Figure 10. How helpful were various clinical experiences in preparing you for the instruction phase (Task 
2) of TPA? 

Survey comments once again supported these results, with100% of commenters 

giving positive feedback regarding the helpfulness of student teaching in the instruction 

task of TPA. Many reiterated that completing TPA at the end of the semester was of the 

greatest benefit to them:   
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 “My longer experience in the parochial school definitely benefited this 

area as I had experience being in front of a classroom on my own and for a 

longer period of time before I had to do TPA.”   

 “Without three months of teaching prior to the TPA, I would have failed in 

this area during my recorded lessons.”   

Comments regarding the helpfulness of the third-year clinical varied once again. 

Some were very positive:   

 “My clinical teacher allowed me to have a lot of experience in getting up 

in front and teaching lessons in a variety of subjects.”   

 “Through my observations and teachings I was able to develop my own 

teaching strategy.  I liked that I could alter it as needed to suit my 

students.”   

Other comments explained how the third year clinical was less helpful in completing the 

instruction task of TPA. “My clinical teacher knew I was only required to teach a certain 

number of lessons. Some teachers aren’t always willing to give up more control of their 

classroom.” One commenter recognized this variance in clinical experiences and noted it: 

The one-day clinical experience I had was helpful; however, I did not feel like I 

 gained a ton of experience through it.  Other students have felt their clinical was 

 boring or that they just sat in the back and corrected papers.  While I understand 

 that this is a part of the experience, it seems as if it could be “upped” a bit.  My 

 clinical and early field experiences were good though, and so I personally felt 

 very ready for the instruction phase. 
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Integration of the TPA – Task 3 (Assessment) 

Teaching candidate Surveys (Coursework) - A majority of candidates reported 

that their coursework was “sufficiently” (54%) or “extremely” (15%) helpful when it 

came to assessment—Task 3 of TPA. Thirty-one percent felt it was only “partially” 

helpful.  This was the largest percentage of candidates who did not find their coursework 

as helpful as it could have been in any of the assessment’s components (see Figure 11).  

 

Figure 11.  How helpful was coursework in the assessment phase (Task 3) of TPA? 

Commentary on this question showed a much wider range of support and offered 

a variety of suggestions. Twenty-four percent of candidates surveyed reported that while 

they did feel prepared, they were unsure as to where this preparation came from. Some 

wondered if it was course content or simply an instructor’s classroom teaching comment 

on the topic of assessment. Sixty-seven percent of comments submitted mentioned at 

least one methods course that gave students a variety of assessment experiences.   

One comment seemed to sum up the difference between talking about assessment 

in coursework and working with it in the classroom.  The candidate was able to explain a 
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given assessment as well as a grading system but struggled with another portion of the 

assessment process.  “I hadn’t really been exposed to identifying class learning trends.  

TPA takes this to an extensive level.  In the confines of pedagogy courses, it’s difficult to 

simulate a situation where one would have to identify and evaluate class learning trends.” 

Another note concurred and included the idea of “having more practice in our 

coursework with analyzing and evaluating student work.” An area of concern in the 

assessment category was shown in a comment about documenting feedback:   

In addition, documenting feedback wasn’t something I was expecting, but this is 

 also something I believe they want to impress upon teachers as a means of 

 assessment and making sure students are learning what they are supposed to learn.  

 Documenting feedback isn’t something I had worked with before.   

A final noteworthy commenter thought a greater challenge was necessary:  “The reason I 

said ‘partially helpful’ was because I don’t think we are challenged to come up with 

authentic ways to assess our students' work here.”    

Thirty-eight percent of the commenters named specific courses—Curriculum and 

Instruction and Teaching Social Studies—where students believe they learned the 

differences between assessment and evaluation, the definition of authentic assessments, 

and how children learn in general. “We had to come up with ways to assess our students 

that would show us what they really knew.” 

  Teaching candidate Surveys (Clinical Experiences) - In Task 3—the 

assessment phase—candidates once again attributed high levels of helpfulness to their 

student teaching experiences. Sixty-seven percent found student teaching “extremely” 
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helpful. The remaining 33% felt it was “sufficiently” helpful. The same candidates 

looked back on their junior year clinical work in varying ways: only 6% found the 

experience to be “extremely” helpful, 44% found it “sufficiently” helpful, 25% 

“partially” helpful, and 25% “not at all” helpful (see Figure 12).   

 

Figure 12.  How helpful were various clinical experiences in preparing you for the assessment phase 
(Task 3) of TPA? 

Candidates’ comments bear this out. Every comment regarding student teaching 

was positive, citing plenty of practice, examples, and discussions with supervisors about 

their approach to assessment. Again, the benefit of teaching in a longer session first was 

communicated:   

 “Plenty of practice in my first longer experience.”   

 “I got lots of opportunities to experiment with and experience different 

styles of assessments and their results.”   
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 “Talking with my supervisors, I have changed or molded my assessments 

to make them better.”   

 “From the assessments I did I became more skilled in understanding the 

purpose and effectiveness of the assessments given to my students.”   

Third-year clinical reactions were mixed.  Some students reported a lack of 

exposure to assessment:   

 “My supervising teacher ran a lot of worksheets and didn’t do any 

alternative or authentic assessing.”   

 “Assessment did not play a big role in my clinical experience.”  

 “I didn’t feel like (during clinical) I was really involved with much 

assessment.  One event does stand out in my mind of assessment, and that 

was when we asked the students to write a brief self-assessment and a 

group assessment as a way to get students to reflect as well as for us 

teachers to find out what worked and didn’t  work.  But overall, I don’t 

feel I was really involved with assessment during clinical in a way that 

helped prepare me for TPA.” 

 

Integration of the TPA – Task 4 (Analysis) 

Teaching candidate Surveys (Coursework) - Task 4—the analyzing 

component—scored more evenly in the higher levels of helpfulness. Ninety-two percent 

felt their coursework was “extremely” (46%) or “sufficiently” (46%) helpful, while the 

remaining 8% felt it was only “partially” helpful (see Figure 13).   
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Figure 13. How helpful was coursework in preparing you for the analysis phase (Task 4) of TPA? 

Many comments (65%) referenced the reflection journals in which students had 

been writing since their freshman-year clinical experiences:  

 Starting in our freshman year, we did a lot of reflection throughout our classes 

 here.  I didn’t realize how beneficial this was until this past year…very helpful to 

 write things down (experiences, successes, improvements needed) and discuss 

 them, and later be able to look back at them.   

Another comment similarly focused on how the regular practice of reflection was helpful:  

 Reflection is something that is heavily emphasized here.  Our journals are used 

 every year.  Because I’d been reflecting for over three years, this phase of the 

 performance assessment was not that difficult at all.  I was aware of what to look 

 for and how to find the positives in my lesson as well as the things to improve.  

Thirty percent of the comments connected to this question referred to specific 

methodology courses where reflection was encouraged. Some students pointed to the 

reflection done in answer to the questions on their detailed lesson plan template during 

student teaching: “The lesson plan lists three reflective questions at the end. To be honest, 
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I didn’t always fill that part out, but I think diligently answering the questions could have 

prepared me more for the assessment portion of TPA.” 

 Teaching candidate Surveys (Clinical Experiences) - As for Task 4, the 

analyzing phase, candidates again were greatly helped by thinking back on their student 

teaching experience—67% saw it as “extremely” helpful and 33% saw it as “sufficiently” 

helpful. The junior clinical proved more helpful for TPA’s analyzing activities than it had 

for any of the previous three. Fifty-six percent thought it was “extremely” helpful, 31% 

found it “sufficiently” helpful, and 13% saw it as “partially” helpful (see Figure 14). 

 

Figure 14.  How helpful were various clinical experiences in preparing you for the analysis phase (Task 
4) of TPA? 
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 All comments spoke positively of both experiences and the level of reflection 

each was responsible for, which—in turn—benefited candidates in completing the 

performance assessment. Student reflection journals were most frequently mentioned: 

 “Both my clinical and student teaching experiences required written 

reflections of  lessons taught and the different aspects of teaching.  Due to 

the quality and frequency of those reflections it was very easy for me to 

analyze and reflect on the TPA learning segment.”   

 “I had gotten used to assessing myself and my teaching from writing in 

my reflection journal each week of every experience since freshman year.”   

A comment worth noting that appeared in 18% of responses was the fact that the 

topics asked about in the analyzing section of TPA were very different than those covered 

in the college’s reflection journal entries during various experiences.  

 “I had never done reflection in this degree of detail.”   

 “We had to become reflective for our reflection journal, but the topics 

covered are very different.”   

 

Integration of the TPA – Academic Language 

Teaching candidate Surveys (Coursework) - When it came to the idea of 

coursework that helped in the understanding and use of academic language in the 

completion of TPA, teaching candidates shared their feelings of confusion.  Only 8% 

thought coursework was “extremely” helpful.  Most opinions fell in the middle of the 

choice spectrum with 42% responding that coursework was “sufficiently” helpful but 
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another 38% reporting that it was only “partially” helpful.  Twelve percent thought the 

coursework “not at all” helpful (see Figure 15).   

 

Figure 15.  How helpful was coursework in preparing you for the academic language portion of TPA? 

Comments shed light on this confusion. Seventy-one percent of those who 

commented on this survey question indicated uncertainty about what academic language 

was, how it was used in their coursework, or identifying it as such when it was used. One 

student described the difference between using academic language as a student and 

defining it as a teacher: 

I feel the college does a good job of providing us with the use of academic 

 language, but the professors never really told us ahead of time that this is what it 

 was.  In other words, I knew what academic language was, but I found it difficult 

 to expand on how I used it throughout my lessons for the purpose of completing 

 this performance assessment.   

Another comment stated it this way:   

The term “academic language” was fairly new to me until I started this 

 performance assessment.  Many teachers had mentioned the idea of academic 
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 language, and I learned that teachers need to help their students grow in their 

 vocabulary by teaching these terms.  I would have to admit that I still am not 

 certain on the meaning or proper use of academic language.   

One final quotation seems to summarize the ideas expressed by the participants and 

provide direction for the future on the difference between confusing and helping students 

with the language that is used in instruction:   

This topic was the most difficult for me to complete since I was unaware of the 

 extreme need that there is for instructors to use language that can be labeled as 

 “academic.”  I have previously held to the notion that an overload of terminology 

 can hinder students and that using other language that is comfortable to them may 

 keep their attention better.  I feel as though this could have been a bigger theme in 

 my courses and that modeling would have been helpful for exercises such as this. 

 Teaching candidate Surveys (Clinical Experiences) - Confusion was again 

expressed in response to the “academic language” portion of the performance assessment. 

Candidates’ experiences in student teaching were “extremely” helpful in this area of TPA 

for 11% of the students. Forty-five percent found student teaching “sufficiently” helpful 

with academic language requirements, 33% found it only “partially” helpful, and another 

11% found it “not at all” helpful. The same was true for the junior clinical experience: 

38% were helped “sufficiently,” 24% “partially,” and 38% “not at all” (see Figure 16 on 

p. 63).   
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Figure 16.   How helpful were various clinical experiences in preparing you for the academic language 
portion of TPA? 

 Eighty-three percent of comments pertaining to the helpfulness of clinical and 

student teaching experiences toward the use of academic language described little 

helpfulness or continued levels of uncertainty concerning this aspect of the performance 

assessment:   

 “I am familiar with some academic language, but I don’t feel that any 

supervisor in any experience really pushed/required me to use it beyond 

what I may have initially provided myself.”   

 “I do not remember talking about any academic language during my 

clinical experience.”   

 “Still not sure what that is but it helped me learn how to talk more like a 

teacher.”  
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One respondent had good things to say: “The variety of subjects taught throughout my 

clinical and student teaching experiences developed a wealth of background and 

knowledge of academic language which aided me when both teaching and evaluating my 

learning segment for TPA.” 

 

Integration of the Assessment – Education Division Faculty 

Small group interviews provided a wide range of topics for education division 

professors to either complain about or debate concerning the integration of TPA on the 

MLC campus.  One faculty member stated in an interview session, “There was no 

integration. We just added it. Once again, here’s the ‘designing the plane while it’s 

flying’ idea.” Faculty interviews continued to debate the possibility of either moving 

TPA to the 10-week student teaching session or extending the existing 5-week session.   

 Existing Integrations - Division members provided multiple examples of ways in 

which the performance assessment tasks were already a part of the curriculum, 

adjustments currently being made, and future changes to consider. According to the 

education faculty, the ideas of three of the four main tasks are firmly embedded in the 

curriculum. All methods courses ask for lesson plans (Task 1) and involve practice 

teaching (Task 2). The college’s early field experiences for freshmen and sophomores, 

the junior year clinical experience, and all student teaching semesters include a certain 

amount of reflective journal writing (Task 4). 

 Newly Added Integrations - Adjustments already in place during the school year 

in which TPA was field tested include context-of-learning prompts during early field 
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experiences for first- and second-year students. Two methods course instructors have 

already begun videotaping and reflecting on practice lessons. A division committee met 

in the summer of 2012 to improve the lesson plan template used for all methods course 

instruction. Their efforts include matching planning requirements to the prompts in Task 

1 of the performance assessment. The current Curriculum and Instruction and 

Foundations of Education classes do address assessment to a certain degree. Psychology 

of Human Growth and Development discusses context for learning, and the college’s 

Psychology of Learning course is addressing planning prompts in its coursework. A 

meeting of the college supervising faculty has already determined it will reduce the 

amount of other written reflection during 5-week student teaching sessions in lieu of the 

writing required by TPA. Finally, the entire faculty will hear a presentation on TPA—its 

beginnings, implementation, integration, and future—at a future college faculty 

conference. 

Future Integrations -  Ideas suggested for the future include (a) adding a video 

editing and formatting component to the general education computer applications 

requirement, (b) videotaping certain microteaching activities in various methods courses, 

(c) embedding task four analysis prompts into existing reflection journal prompts, (d) 

being more cognizant of academic language in teaching and in student understanding and 

use, (e) pushing for more discussion on various forms of assessment, and (f) the potential 

combination of certain aspects of TPA in the college’s existing portfolio requirement for 

licensure recommendation and graduation. 
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All faculty interviewed agreed that knowing what the performance assessment 

product is supposed to look like would help the efforts to continue to design and 

implement coursework that integrates naturally and progressively toward the completion 

of TPA. To effect changes in the program, division members agree that there must be 

greater instructor awareness and ownership of TPA among all faculty members:   

If all of the profs can learn and do a piece of it, we’d be off to a good start.  

 Learn it, talk positively about it, and make it become a part of what we do around 

 here.  Promotion is crucial.  See each piece and put them together as a team to 

 more deliberately and consciously try to map out a plan of success for  our 

candidates that includes TPA. 

Concerns - Concerns on these topics were addressed in each interview session as 

well. The licensure officer confessed, “We’re still ‘selling’ the positive nature of TPA to 

education division professors. The fact that we were continually changing things 

throughout the year didn’t help this cause.” Another concern addressed the idea of 

combining the portfolio and TPA requirements: 

I believe our portfolio has taken a step back.  The evaluation seems to be “get it 

 done” and not one of listening to students.  Ours is a checklist.  The reviewer has 

 no time to read it either.  A true portfolio should allow the student to put in as 

 much as they want and not limit them to required items.  TPA has a great 

 potential to be used in our current portfolio presentation.  We want them to talk 

 more.  The two are not the same thing, but the overlap could be tremendous. 
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Improved Practice, Reflexivity, and Readiness – TPA Task Ratings 

Teaching candidate Surveys – Topics reported on thus far in the study focused 

on the program in place for the implementation and integration of the TPA at MLC.  The 

final part of the evaluation focused on how this performance assessment had the potential 

to successfully “launch” teaching candidates into their future careers.  Survey questions 

for both teaching candidates and cooperating teachers focused on the value of the written 

portions of the TPA and the videotaping requirement. 

Writing Prompts - Candidates were asked their opinions on the value of the 

written work done for the assessment’s four tasks as well as the academic language 

component. Responses indicated that most found the tasks of planning, instructing, 

assessing, and analyzing “very” valuable, but that the attention given to the use of 

academic language in the assessment was only “somewhat” valuable (see Figure 17 on p. 

68). 

In the planning phase (Task 1), 60% of candidates found that the written work 

was “very” valuable to the improvement of their instructional practice, and another 32% 

found it “somewhat” valuable. Only 4% considered this writing to be “extremely” 

valuable, while another 4% said it was “not” valuable. 

Student comments on instruction (Task 2) also showed little attention to either 

end of the spectrum of choices (4% “extremely” valuable and 4% “not” valuable), yet 

52% of candidates believed this task’s written work was “very” valuable to the 

improvement of their instructional practice. Another 40% found it “somewhat” valuable.   
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Students assigned more value to the written work of the assessment phase (Task 

3). Sixteen percent found this task’s writing to be “extremely” valuable to the 

improvement of their instructional practice. Thirty-six percent saw it as “very” valuable, 

and another 44% “somewhat” valuable. Only 4% found it “not at all” valuable.   

The assessment’s final writing task (Task 4) involved candidates’ analysis of their 

teaching. Twenty percent found “extreme” value, 52% felt it “very” valuable, 20% 

“somewhat” valuable, and only 8% found it “not” valuable to the improvement of their 

instructional practice. 

Regarding the assessment’s attention to the use of academic language as it applied 

to the improvement of candidates’ instructional practice, teaching candidate responses 

were more centrally balanced along the continuum of responses. Forty-four percent chose 

“very” valuable, and the remaining 56% found it only “somewhat” valuable.   

 

Figure 17. How valuable were the written prompts of the TPA in improving your instructional practice? 
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Comments written by candidates concerning the value of the written portion of 

TPA stressed frustration with the suggested length and the perceived redundancy of the 

assessment’s written prompts: “I agree that all of these aspects are important in teaching. 

However, I feel that the commentaries were too long. I felt like I was constantly repeating 

myself question after question.” 

Responses to this portion of the survey data agreed with previous questions 

concerning the various phases of the performance assessment, how well it was 

implemented, and how well it was integrated into their coursework.  The only difference 

was that the academic language portion was reportedly more valuable to students in their 

professional growth, showing that they seemingly wanted to know more about the topic 

and did so through this aspect of the TPA. 

Videotaped Lessons – Next, candidates were surveyed on the value of the 

recorded lessons as they related to the improvement of their instructional practice. They 

were asked not only about value, but also about with whom they viewed the video 

recordings. Twenty-eight percent of teaching candidates considered the video viewing 

“extremely” valuable. Thirty-six percent felt it was “very” valuable, and another 36% 

found it only “somewhat” valuable to the improvement of their instructional practice (see 

Figure 18 on p. 70).  Every one of the candidates viewed the video recording of their 

teaching alone. Not one viewed the recording with their cooperating teacher or college 

supervisor. 
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Figure 18. How valuable was the viewing of your recorded lessons in improving your instructional 
practice? 

Comments in this part of the survey fell into two main categories. Responses 

concerning the usefulness of video recording spoke of its positive impact on candidates’ 

improvement of their instructional practice (33%):   

 “I feel that watching myself was good for me to see because I have never 

videotaped myself teaching and then analyzed how I could do better.  I 

will do this as a teacher one day.”   

 “Personally, I found this to be the most beneficial part.  I feel like my 

teaching improved after watching this, and I got to see how I move around 

the room, how I talk, etc., all from a student’s perspective.”   

Responses also yielded candidates’ confessions that the video should have been 

watched by multiple people (50%):  “It would be beneficial to require that students view 

the video with a peer or supervisor to get even more feedback on the lesson.”   

Overall Task Ratings - Candidates were asked to determine the value of each 

overall activity of TPA toward their future teaching. Each task of the assessment was 

rated individually, as was the attention given to academic language, the written narrative 

28% 

36% 

36% Extremely valuable

Very valuable

Somewhat valuable



71 

 

to go with each task, and the consultation that occurred with each candidate’s cooperating 

teacher (see Figure 19). Values ranged from 1 (least value) to 4 (greatest value).   

 

Figure 19.  Bar graph depicting candidates’ average ratings of TPA activities in relation to their value for 
future teaching (1 = least value; 2 = some value; 3 = positive value; 4 = greatest value). 

The planning task (Task 1) was seen, overall, as having “positive” value to 

candidates’ future teaching, with an average rating of 3.04. No candidate rated this task 

as having the “least” value. Twenty-four percent of candidates rated it as having “some” 

value, 48% said that the planning activity had “positive” value, and another 28% felt it 

had the “greatest” value to their future teaching. Comments supported the high rating and 

spoke of the valuable planning practice they received, helping them appreciate the task’s 
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The instruction task (Task 2)—including video recording of lessons—was also 

seen as having “positive” value to candidates’ future teaching, as shown by an average 

rating of 3.12. Four percent felt this task had the “least” value to their future teaching, 

12% said it had only “some” value, 52% believed it had “positive” value, and 32% said it 

had the “greatest” value to their future teaching. Comments agreed with previous 

questions on the value of the instruction task and the videotaping requirement:  “The 

video was beneficial in allowing me to see myself as a teacher and accurately evaluate 

my skills.” 

The assessment of student learning (Task 3) was also shown, overall, to have 

“positive” value for the future teaching of these candidates, earning an average rating of 

3.00. No candidate rated this task as having the “least” value. Twenty percent thought it 

had “some” value, 52% felt it had “positive” value, and 28% described it as having the 

“greatest” value to their future teaching. Candidates’ comments showed not only their 

appreciation for the importance of assessment but also a desire to do even more with it: 

 “This should be the driving force behind instruction.”   

 “Assessing student learning and opportunities to practice that are always 

beneficial to future teaching.  However, I didn’t think the small collection 

of samples evaluated was enough to truly evaluate the extent of student 

learning.” 

Analyzing teaching (Task 4) had an overall rating of 2.76 on this same 4-point 

scale. Twelve percent of candidates said it was of the “least” value to them, 20% felt it 
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had “some value,” 44% claimed it had “positive” value, and 24% believed this task was 

of the “greatest” value to their future teaching. 

From here the ratings began to fall. The attention given to academic language 

yielded an average overall rating of 2.40. Responses showed that 8% found it the “least” 

valuable to improvement, 44% found it to have only “some” value, 48% felt it had 

“positive” value, and no candidate rated it as having the “greatest” value for future 

teaching. This was reminiscent of the fact that candidates did not have an understanding 

of the definition or an appreciation of the need for their classroom students to master 

academic language in order to succeed with their learning.  They did not see the 

importance of focusing on something they could not themselves fully comprehend. 

Writing out the results of the four tasks in response to the assessment’s writing 

prompts also fared poorly, showing an average rating of just 2.09. Twenty percent felt it 

had the “least” value for them, 52% thought it had “some” value, and 28% said it had 

“positive” value. Again, no one claimed that it was of the “greatest” value to their future 

teaching. 

Given the importance placed on frequent mentoring between cooperating teacher 

and candidate within the teacher preparation program, the consultation with a cooperating 

teacher gave surprising results with an average rating of 2.28.  Twenty-four percent of 

candidates said this part of the assessment was of the “least” value to their future 

teaching. Forty percent related that it had “some” value. Twenty percent said it had 

“positive” value, and the final 16% rated this discussion with a cooperating teacher as 

having the “greatest” value to their future teaching. Comments in this section were almost 



74 

 

all negative.  They focused on the fact that official consultations around the work they 

were doing with the TPA did not occur:   

 “I did not consult with my supervisor…communication never existed, but 

I can see how it would have been helpful to do so.”  

 “I had no consultations with my supervisor regarding TPA therefore that 

was not helpful for future teaching.”   

 

Improved Practice, Reflexivity, and Readiness – TPA Overall Value 

Teaching candidate Surveys - Teaching candidates were asked to rate the 

overall significance of their TPA experience as to how it helped them prepare for a future 

career as a classroom teacher (see Figure 20). Candidates rated the assessment as 

“positively” significant (36%), “somewhat” significant (48%), or “not at all” significant 

(16%). No one rated it “extremely” significant (0%).  

 

Figure 20. Overall significance of teaching candidates’ experience with TPA as it helped them prepare 
for a future career in teaching. 
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Additional comments for this survey question were easily grouped into two 

categories. Fifty-three percent of candidates commented that, while beneficial, their 

experience was one highlighted by poor communication and a feeling that the 

performance assessment was merely a “hoop to jump through,” lacking purpose and 

showing frequent redundancy with the current portfolio expectation for graduation and 

licensure recommendation: 

I felt that I did not receive as significant a gain from this experience as I would 

 have expected after all of the time put in.  I felt like it was a time consuming task 

 of ensuring that all of the questions were answered and the proper 

 attachments/materials were provided.  While I felt that I was able to take a 

 somewhat closer look into my teaching, I don’t feel like my teaching has been 

 greatly impacted because of TPA.   

Another large group of students (37%) commented that their experience with the 

performance assessment was an opportunity for them to improve their practice in a 

variety of ways: 

 “It has given me good ideas and teaches me how to properly plan, teach, 

assess,  and reflect on how the students learn.”  

 “I learned a lot about myself as a teacher.”   

 “It made me think of more things than I had been previously 

contemplating when planning a lesson and made me put a lot more effort 

into my class.” 
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TPA Descriptors – Another question gave candidates a list of descriptors to 

choose from to explain their overall feeling about the performance assessment for 

teachers. They could choose as many as they liked. 26 respondents made 56 selections 

(see Figure 21). Twenty-one percent of all descriptors selected fell into the category of 

“beneficial for my future career.” The most popular response chosen (29%) was “a way 

for the college to further assess my readiness.” Twenty-one percent of selections 

described the performance assessment as “challenging.” Fourteen percent of selections 

called it “a necessary evil” and another 14% felt it was “a waste of time.”  These answers 

were consistent with earlier findings about the effect of the fast and difficult 

implementation of this new assessment for candidates. 

 

Figure 21.  Pre-service teaching candidates’ choices concerning overall feelings on completing TPA. 
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Beneficial Components – The survey also asked candidates to name the top two or 

three activities that benefited them during their experience with TPA. Fifty-four percent 

of the candidates who responded spoke of the benefit of reflection.  Forty-two percent of 

survey respondents focused on the benefits of planning sequential lessons. Thirty-eight 

percent felt that differentiating instruction for the needs of all students was one of their 

big takeaways from TPA. Assessment was also a popular answer (25% of respondents). 

Other answers included organizational skills (8% of respondents) and use of academic 

language (4% of respondents). When candidates were forced in the survey to pick just 

one, no clear consensus was found. 

Reflection Value – The last question of the survey asked about the specific 

benefits of reflection for teacher preparation.  Seventy-five percent of these comments 

elaborated on the fact that reflection allows teachers to recognize the positive and 

negative aspects of their lessons and to make adjustments as needed:  

Reflection helps me to look back on my day of teaching and identify high and low 

points.  It allows me to go beyond identifying those experiences to deciding why 

those events happened and how I can make the good things happen more often 

and the bad things happen less often.  

Cooperating Teacher Surveys – Cooperating teachers were also asked to 

evaluate the potential benefits of TPA for future teaching professionals (see Figure 22 on 

p. 78). 

Overall Value – Nineteen percent thought it to be “extremely” beneficial, 52% 

“positively” beneficial, 24% “somewhat” beneficial, and 5% “not at all” beneficial.  
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Figure 22. Cooperating teachers’ feelings about the overall benefit of TPA for future teaching 
professionals. 

Their follow-up commentary to this question supports these responses. Of the 

comments made, 91% reflected positively on the use of the performance assessment for 

the benefit of future teaching professionals: 

 “I think the TPA would be extremely beneficial for student teachers.  

Being able to see yourself teach and reflect after watching your lesson 

again is a great tool for beginning teachers (and veteran teachers).”   

 “I think it is great for them to see how they present themselves and react to 

events  that are not ‘planned’ during a lesson.  I found that my student 

teacher was able to see mannerisms that she had but was unaware that she 

was doing while teaching. She was able to see her facial expressions and 

reactions to student behavior and adjust accordingly.”   
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Only a small percentage of comments included negative remarks.  They focused on 

uncertainty about implementation and the level of documentation:   

 “Once all the details are worked out and it’s organized better I think it will 

be helpful for future teachers.”  

 “Sounds like an awful lot of paperwork that hasn’t seemed to enhance the 

students’ reflection process.” 

 In light of the added responsibilities of TPA, supervisors were asked whether they 

thought the extra time commitment was a more- or less-effective use of the teaching 

candidates’ time as it relates to their professional development. Forty percent believed 

that completing the performance assessment was a more effective use of candidates’ time 

during student teaching; another 10% thought TPA was a less effective use of time. The 

remaining 50% said the candidates’ use of  time was equally effective with or without the 

additional expectations.  

The supervisors’ comments on this topic were 80% positive. Some were tempered 

with warnings about the amount of time and responsibility needed to complete the 

assessment during a short—but busy—5-week session:   

 “Although I feel the responsibility is greater, I think this is a greater tool 

than anything else a student teacher will do during their student teaching 

experience.”  

 “I do think it is a large time commitment, however, they do gain personal 

insight  of their teaching. I enjoy the discussions that we have after they 

watch their videos. The students self-reflect in a very positive way. While 
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the packet seems large and sometimes threatening, if the student teacher 

takes it one step at a time, it isn’t as scary as it may seem.” 

Task Ratings – Cooperating teachers also were asked to rate the helpfulness of 

TPA activities, including each of the four tasks, the written work accompanying each 

task, and the consultation that occurs between candidate and cooperating teacher. Values 

ranged from 1 (least value) to 4 (greatest value). Fewer than 9% of supervisors rated any 

of the tasks as either “somewhat” or “least” helpful to future teachers. A majority rated 

the four assessment tasks as “extremely helpful” to new teachers: planning, 62% average 

rating = 3.40); instructing, 67% (average rating = 3.30); assessing, 57% (average rating = 

3.40); and analyzing, 52% (average rating = 3.60). Fifty-seven percent also rated the 

consultations that took place between themselves and their candidates as “extremely 

helpful” (average rating = 3.30). The written paper (average rating = 3.30) was seen by 

71% as “mostly helpful” (see Figure 23).   

 

Figure 23.  Bar graph depicting cooperating teachers’ average ratings (lower bar) of TPA activities in 
relation to their value for future teaching (1 = least value; 2 = some value; 3 = positive value; 4 = 
greatest value).  Teaching candidate data from Figure 19 on p. 71 are added (upper bar) for comparison. 
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Overall, the perception that TPA was a supportive tool in the training of future 

teachers was consistent between the candidates and their cooperating teachers.  There 

were, however, two areas where this was not the case.  Candidates did not see benefit in 

the written work of TPA, nor did they see the advantage of discussing TPA with their 

cooperating teachers.  The cooperating teachers, on the other hand, saw benefit for all 

aspects of the assessment.  This seems to be consistent with the idea that experience 

breeds understanding of what is best and that candidates again lacked the time to take 

advantage of these two improvement practices in TPA. 

Cooperating teachers shared positive comments (83%) and ideas for future use of 

the TPA with teaching candidates.  One spoke of the possibility of collaborating on a 

larger scale:  “I would have liked to discuss the experience with the student teacher and 

college supervisor at the same time.”   

Another comment spoke of the assessment’s overall potential but noted the 

repetitive nature of the assessment:  “I think many of the TPA activities are helpful but 

they are what the candidates are already doing.  They are repeating the same activities in 

a new format for TPA.” 

Effect on Teaching candidates - Surveys also helped to assess the effects of 

Minnesota’s TPA on candidates’ teaching practice. One of the first questions asked of 

cooperating classroom teachers was whether candidates seemed more—or less—engaged 

with new TPA responsibilities than with other responsibilities. Only 10% of cooperating 

teachers observed a higher level of engagement in conversations and meetings with their 

teaching candidates over TPA tasks as opposed to other duties. Twenty-four percent 
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believed candidates were more engaged in video-recorded lessons as opposed to the other 

lessons taught during the experience. A convincing 90% reported that the candidates 

were engaged in all conversations and meetings at the same level, with 80% also agreeing 

that TPA’s recorded lessons were taught at the same level of engagement as all other 

lessons. 

 The supervisors explained one possibility for candidates seeming more engaged in 

video-recorded lessons by saying, “Any time you add accountability you will increase 

engagement.” Further comments, however, defended their candidates from any 

misperception that they cared more about one lesson than another: 

 “The student teachers so far are very engaged in all the lessons that they 

teach so there were no discrepancies.”   

 “While they definitely may have acted more professional while on camera, 

our discussions were always very professional and reflective so I noticed 

no changes there.”   

Overall, the majority of supervisors seemed to agree that they had worked with 

exceptionally dedicated and highly motivated teaching candidates. Their main goal was 

to provide the best learning experience possible no matter what the subject area or 

situation. 

 Cooperating Teacher Interviews - Follow-up interviews with cooperating 

teachers supported these survey responses. When asked about differences observed in 

teaching candidates during TPA activities, most agreed that they were surprised to see no 
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difference and that teaching candidate dedication and effort were consistent between TPA 

and non-TPA activities.   

 “They didn’t perform, they just taught their normal lesson.”   

 “Sure, there may have been a bit more detail in their plan or they may 

have showed more variety when teaching, but I expect that. With 

accountability comes  intensity. I assume that’s what TPA wants to help 

students realize.”   

Others saw a noticeable difference on the days of videotaping: “They were more 

organized than normal and it showed in their dress and level of enthusiasm while 

teaching. They were ‘into it’ more. I saw and appreciated the differences.” 

 Finally, interviewees were asked to comment on whether or not they saw TPA as 

advantageous for candidates in improving their practice. Many mentioned the benefit of 

accountability that comes with the assessment:   

 “Any time you watch and reflect, it’s a good thing.”   

 “Watching this assessment was an epiphany for me when I did something 

similar in college. It was eye opening for me to watch myself and see my 

demeanor while teaching.”   

A few of the cooperating teachers did see drawbacks.  These focused on the fact 

that students lacked purpose and understanding when it came to the assessment, resulting 

in a lack of effort:   

 “It seems they’re not sure of the purpose.”   

 “They have a checklist and just want to complete it.”   
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 “One more downfall is that right now they don’t see any feedback or 

score. This also decreases their motivation.” 

 

Improved Practice, Reflexivity and Readiness – Education Division Faculty 

 Division faculty members were asked in their interviews to define quality 

teaching in order to facilitate the discussion of whether or not TPA helps improve a 

candidate’s teaching ability and readiness for the profession. Many gave similar 

definitions that seemed to highlight the four main tasks of TPA:   

 Quality teaching involves planning, understanding context, implementing, 

 assessing, and reflecting for future adjustment. It’s cyclical, and a teacher can 

 enter or stop the cycle at any point. Candidates need to be flexible to do so. This 

  is not a “one shot deal.”   

Another response was representative of the division:   

Teachers must ask who, what, when, where, why, and how questions about their 

 lessons. Who am I teaching? What is important to get across? Why is this 

 important? How will I convey this knowledge and know they’ve successfully 

 grasped it? 

 Will colleges of education be able to see a difference in candidates as a result of 

TPA? It may be too early for anyone to judge. Division members, however, seem to agree 

that the potential is there because the TPA is supportive of the program’s goals: 

 “We’re forever battling what we teach our students on campus and then 

hear that they go out and don’t see these things being put into practice. 
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TPA shows that teaching is more than just the rut of textbooks and 

worksheets they may see during student teaching experiences.”   

 “TPA provides a balanced approach to teaching that isn’t always seen in 

the field.”   

Division members saw great value in the reflective nature of the performance assessment:   

TPA will hopefully “haunt” our students, telling them to make a lesson their own, 

to not lose the four tasks in their work, and to make them reflective practitioners 

who make connections between their students and the material being taught. 

 

The results of the data accrued over the course of this evaluation were compiled to 

show how one college of education implemented a new performance assessment into its 

teaching candidates’ programs of study.  The results showed the levels of understanding, 

needed and provided support, and future hurdles to be overcome for longstanding TPA 

success to occur.  The data also assessed how well the same institution had integrated the 

four learning tasks and the use of academic language among candidates preparing to 

complete the assessment.  Finally, the data assessed how much candidates showed an 

overall improved sense of practice, reflexivity, and readiness for the teaching profession.  

The final chapter of this study will summarize these results and discuss in greater detail 

their interpretation, limitations, and ideas for future work surrounding TPA. 
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Chapter 4 

Discussion 

Summary 

 The purpose of this study was to determine the utility of the newly adopted 

Teacher Performance Assessment in the state of Minnesota. I sought to answer three 

questions. First, how well is the assessment being implemented into a college of 

education?  Secondly, how well are the demands of TPA integrated into the curriculum 

that prepares pre-service teachers to undergo this new assessment? Finally, would such 

an assessment help prepare more qualified pre-service teaching candidates?  In other 

words, do they and the teacher educators who work with them – at the college and in the 

field – believe it will improve their professional practice? 

 Being a supervisor of teaching candidates at this college, I used my own 

candidates—32 in all—as my research subjects. I also surveyed their cooperating 

teachers from the local school districts in which they taught. I followed up with small 

group interviews of these cooperating teachers to flesh out their survey responses. I 

conducted small group interviews with the education division faculty at the college as 

well. 

Survey questions asked candidates and cooperating teachers how well they felt 

the college had prepared them for the use of the assessment and whether they felt the 

assessment played a part in any improved professional practice or readiness for a career 
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in teaching. Student survey items also asked how well prepared candidates were for the 

assessment itself. Interviews with cooperating teachers followed up on the 

implementation of TPA by the college and how students performed during the assessment 

as compared to the rest of the student teaching term. Faculty interviews provided insight 

as to how the college was preparing candidates for this new method of assessment in its 

program of instruction and training. Faculty also shared their opinions regarding the 

suitability of the existing curriculum for the assessment and gave ideas for future changes 

or additions for improvement. We discussed the definition of quality teaching and how 

this new performance assessment is linked to that definition. 

I learned that this first year of fully implementing the assessment was confusing 

and hard for the college and its students. With ever-changing reports from the state’s 

Board of Teaching, nothing seemed constant or dependable throughout the experience. 

While I believe this to be simply the result of being new, it had, in my opinion, a 

profound effect on the way the assessment was meant to be used and appreciated by all 

concerned. Data document the fact that communication was poor from top to bottom. The 

college lacked information on what was required of them: deadlines, participants, 

scoring, reporting responsibilities, and formats. Students were confused about the overall 

purpose of the assessment and viewed completing it as more a “hoop to jump through” 

than an activity to help them engage in professional improvement. Cooperating teachers 

did not receive enough information and reported candidates who simply took on the 

responsibility of completing the assessment themselves. Education division members as a 
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whole saw the value of the assessment, but did not yet feel prepared to use it in their 

classrooms. 

Faculty members did recognize the core parts of the assessment as being in line 

with what the college’s program of study already asks students to do, albeit in a different 

and more rigorous format. Teaching candidates, too, felt that they had been adequately 

prepared to plan, instruct, and assess students, all the while reflecting on how to make 

adjustments and improvements to their teaching. So it was easy for all involved to make 

suggestions about ways to tweak the curriculum to prepare candidates as early as their 

freshman year for some of the requirements of this performance assessment. 

As for the perception of improved professional practice, it was evident. While 

students saw TPA as difficult, time consuming, and repetitive, they still were able to 

acknowledge that it gave them the opportunity to see themselves in a classroom setting, 

to recognize what was going on around them, and to learn from observation and 

reflection so that their cycle of planning, teaching, and assessing might continually 

improve. Cooperating teachers also saw the value of the assessment, citing the fact that 

accountability for teachers brings improved practice. In general, they agreed that TPA 

was a beneficial use of candidates’ time and a useful tool for improving readiness for the 

teaching profession.   

 

Interpretation 

 This study found that, when implemented properly, the performance assessment 

for pre-service teachers was perceived as beneficial to their improved professional 
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practice and reflexivity and was a natural part of the flow in their teacher education 

program. The candidates participating in this evaluation agreed that TPA could be 

beneficial to their future careers, but due to its complex nature and hurried state of 

implementation in Minnesota, the purpose of the assessment remained difficult to 

understand. Cooperating classroom teachers and college faculty members agreed. 

Selvester et al. (2006) found the same to be true. Students rated the performance 

assessment as beneficial to their practice, but stated that the assessment itself was 

redundant and that they needed more support from their institution to successfully 

complete it. Chung (2008) also recognized that assessments like TPA can be potential 

learning tools in teacher education programs, when implemented thoughtfully. In a study 

of the Performance Assessment for California Teachers (PACT), Okhremtchouk et al. 

(2009) found that 94% of candidates complained of the negative impact completion had 

on their life due to the time required of them. The study corroborated the fact that poor 

implementation was a factor, as 66% of candidates felt the level of support they received 

was less than what was necessary for success. Pecheone and Chung (2006) saw 

improvement in the scores of candidates between Year 1 and Year 2 of the PACT and 

speculated that smoother implementation was one of the reasons.  

As for integration of TPA at the college in question, the study showed that some 

of the assessment’s tasks were well-integrated into the existing curriculum, while others 

needed more definition within both coursework and classroom experiences. Both 

candidates and teachers saw areas in which assessment tasks already existed in the 

curriculum, as well as areas in which the curriculum might be further enhanced to 
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incorporate TPA tasks. Selvester et al. (2006) found that faculty discussion of 

performance assessments and their results increased dialogue about the effectiveness of 

teacher preparation programs. Pecheone and Chung (2006) saw improvements in the 

scores of candidates between Years 1 and 2 of the PACT and speculated that program 

improvement was another reason this occurred. 

Overall, this evaluation found that performance assessments do enhance 

candidates’ professional practice and overall readiness for the teaching profession. 

Studies conducted on the PACT confirm this, finding that both students and supervisors 

saw the assessment as beneficial for the skills of planning, instructing, assessing, and 

analyzing lessons. Chung (2008) worked with teaching candidates who said they learned 

from the assessment in important ways, including (a) learning about their students’ lives, 

(b) learning about the needs of their students in the classroom, (c) planning a sequence of 

connected lessons, (d) assessing student learning, and (e) modifying their instruction 

based on those same assessments. Darling-Hammond and Bransford (2005) agree. They 

described performance assessments as a way to measure and increase teacher 

effectiveness, a way of combining what teachers learned in courses and clinical 

experiences, and as a data source that can stimulate change in teachers resulting in more 

shared knowledge. Pecheone and Chung (2006) found that PACT was both a valid 

measure of individual teacher competence for the purpose of licensure and a powerful 

tool for teacher learning. 

Most candidates involved in the study agreed that Task 4 of the assessment—

analysis (or reflexivity)—had the greatest potential to improve professional practice and 
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growth. They also agreed that the 5-week length of this particular student teaching 

experience was not suitable for proper completion of TPA or an appreciation for what it 

can provide. These findings agree with the work of those who hold that reflective practice 

among teaching candidates improves professional growth. Bates (2009) agreed that 

growth does occur, but only over time and under the modeling, guidance, and 

encouragement of a supervisor. She also notes that it takes time for such growth to be 

appreciated by the teacher. Stevens et al. (2006) found that teaching candidates who are 

reflective begin to realize during similar assessments that good teachers are the ones who 

see themselves as learners and who transform themselves into learning teachers. 

TPA required teaching candidates to discover their context for learning while 

planning their lessons. Analysis of their lessons allowed them to go back and to realize 

what it would take to improve their instruction for a given group under given 

circumstances. Romano’s (2006) findings support the idea of teacher reflexivity based on 

prior knowledge of their students, which allows them to make informed decisions during 

the act of teaching. Okhremtchouk et al.’s 2009 study agrees, reporting that 59% of 

teaching candidates thought that reflection on their instructional practice was helpful 

(Okhremtchouk et al., 2009). 

TPA allows candidates’ reflexivity to increase as they record and review their 

planned instruction on videotape. This study’s candidates found viewing and reflecting 

on their videotaped lessons the part of their TPA experience most beneficial to improved 

professional practice. This holds true with other studies of performance assessments that 

include video recording for the purpose of reflection. Calandra et al. (2009) reports that 
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such assessments result in longer and more multi-faceted reflections on the part of 

candidates, facilitate novice teacher development, and transform candidates’ thinking 

about teaching. Greenwalt (2008) describes how video recordings of teaching segments 

create a desire within the candidate to master the profession and act as a teacher is 

supposed to act. The studies of Harford and MacRuaire (2008) and Harford et al. (2010) 

determined that video-recorded lessons for the purpose of teacher reflection helped 

overcome the tension caused by an external observer whose role is mostly evaluative. 

Harford’s studies also promote the idea that these recordings become the catalyst for 

creating a culture of critical dialogue between teaching candidates and their supervisors. 

Okhremtchouk et al. (2009) found that 44% of candidates completing an assessment 

believed that video recording helped their personal process of reflection. Rich and 

Hannafin (2008) confirmed that video analysis of teaching allows participants to 

highlight both teacher and student concerns in the classroom and provides better methods 

for teacher reflection on their specific classroom practices. 

 

Limitations 

“Credibility affects use. Credibility includes the perceived accuracy, fairness, and 

believability of the evaluation and the evaluator” (Patton, 2008, p. 396). Credibility may 

be challenged in this study: The infrequent number of observations made during the 

assessment may not be considered an accurate sample of what the teaching candidate is 

capable of accomplishing. A great deal of the research regarding performance 

assessments for pre-service teachers has been done with graduate school students over 
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longer field experiences of up to a full semester. The fact that this assessment took place 

over a 5-week period in the program studied may result in an unfair or inaccurate 

representation of a candidate’s final professional preparation. 

Minnesota is a “fast track” state in establishing use of the Teacher Performance 

Assessment. Other than a small pilot in one semester of the previous year, 2011-2012 was 

the first year of the field study for all students and their colleges. Due to this fact, every 

aspect of the assessment was rushed and in a constant state of change. In the author’s 

opinion this limited the ability of candidates, cooperating teachers, and faculty members 

to be as knowledgeable and objective as possible when helping to evaluate the 

implementation of the assessment, its existing and potential integration into the 

curriculum, and its effect on the professional practice and readiness of the candidates. 

Those closest to the implementation of the assessment, on the other hand, counted this as 

a positive, relating that they were in on the “ground floor” of the assessment’s 

implementation, where they could be a part of “working out the kinks” and making the 

assessment do what it is supposed to do. 

Martin Luther College is a relatively small college. The college has a unique 

mission and narrowly defined purpose:  training parochial school teachers for its 

nationwide Lutheran school system. This affected the work of this study in that both 

students and faculty were highly motivated in fulfilling all aspects of their mission and 

purpose. While this may seem to tilt results toward being overly positive, the author 

found that it made them more honest and open in their opinions.  
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The author worked with a small number of candidates during the TPA field study 

year. This small sampling may be seen as an inaccurate representation of the performance 

assessment’s true meaning for the teaching candidate. Also, the candidates were the 

evaluator’s own students. While he had a close working relationship with them that 

allowed for a strong response rate and accurate accounting of what the assessment was 

asking them to do, he had to avoid the possibility of coercing them in their participation. 

Potential bias of the author/evaluator was another related issue. Transparency was 

needed as the evaluator conducted a project within his own professional circle. 

Fitzpatrick, Sanders, and Worthen (2011) list six advantages of being an internal 

evaluator: 

• He has knowledge of the program model and its history, 

• He is familiar with stakeholders and their interests, 

• He has knowledge of the organization’s history, 

• He will remain with the organization after the evaluation and advocate for 

 the use of findings, 

• His presence allows for quicker start-up of the evaluation, and  

• He is a “known quantity” within the organization 

The author found that these benefits were all highly evident and helpful during the 

evaluation. Candidates, cooperating teachers, and division faculty members were all 

extremely responsible in completing surveys as well as open and at ease during 

interviews.  Also, candidates and faculty have shown an increased desire to know more 

and improve themselves when it comes to the use of TPA. 
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Conversely (according to the same authors), an external evaluator would have the 

following advantages: 

• He is viewed as more impartial and objective, 

• He is more credible to outside audiences, 

• He enables the organization to draw on outside expertise, 

• He has a new perspective, 

• He makes those within a program more willing to reveal sensitive 

 information needed for an accurate evaluation, and  

• He feels more comfortable in presenting unpopular information or 

 findings. 

In the case of this study, the evaluator had the opportunity to grow in his own work 

because he was so close to the evaluation, the students, and their feelings about the 

assessment’s use. This does not mean that an external evaluator would have had fewer 

advantages.  The author was asked by colleagues if he was able to separate himself from 

his candidates and these results.  He also had to share what may have been uncomfortable 

information about comments made toward professors and programs of which he is a 

colleague and participant. Peshkin (1988) describes the quality of subjectivity.  He 

defines it as the idea that “one’s class, status, and values interact with one’s 

investigation” (p. 17).  He stresses the idea that while it is not possible to separate oneself 

from his or her subjectivity, a researcher can manage it with an awareness of how the two 

are intertwined.  Being conscious of one’s subjectivity can help in an investigator’s goal 

to thwart bias. 
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Implications for Practice 

  As a result of this study necessary steps have been taken at Martin Luther 

College to further the implementation and integration of TPA so as to improve the 

readiness of its teaching candidates.  These same ideas would serve any college of 

education well as it seeks to increase its effectiveness in providing suitably qualified 

candidates for the profession.   

 Full education division training in scoring TPAs took place in December of 2012.  

In order for division faculty to fully understand the assessment’s expectations, it was 

essential that those responsible for preparing candidates be trained in scoring this final 

assessment of their ability to do what the division has always claimed them ready for:  

teaching effective lessons.   

 Previously required reflective writings and activity reporting were reduced for 

candidates in their Student Teaching II experience at MLC.  Since TPA asks students to 

do these things in a much more in depth manner they were found to be no longer 

necessary. 

 With the help of the licensure officer and one other college field supervisor, the 

author began a series of mandatory training sessions for candidates to attend during their 

5-week student teaching session. This addressed an obvious need for clearer 

communication between MLC and its candidates. The first was an orientation session at 

the start of week one.  Candidates were required to read their handbooks and bring 

questions.  A schedule for completion of the assessment was laid out with deadlines for 
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each task set for the end of weeks 2-5, culminating in completion and submission dates at 

the end of the term. Two more training sessions were conducted at the end of weeks two 

and four with the same three professors explaining the directions and writing prompts in 

each task, reading selected answers from a sample TPA, facilitating peer reviews on 

various writing prompts, and conducting a peer scoring session for one of the 12 scoring 

rubrics. Students were able to ask questions and clarify problems and concerns 

encountered while they attempted to complete each part of the assessment.  

Outside of these sessions, the college’s network service department helped to 

identify qualified students who had indicated both interest and ability in video editing 

through a campus wide survey.  Three students were hired by the licensure officer and 

made available to candidates for help in editing their lesson segment videos. These 

sessions will continue each semester under the leadership of the licensure office and the 

college field supervisors responsible for each semester’s candidates.   

As a result of the shared findings of this study, college supervisors and 

cooperating teachers work more closely together in sharing the expectations for their 

work surrounding the assessment and the individual work done with candidates. This 

important learning triad (teaching candidate, cooperating teacher, and college supervisor) 

has the potential to continue the drive toward positive change in the use of TPA. The 

cooperating teacher role is especially poised to have a more significant impact on the 

process of candidate approval. Cooperating teachers are relied upon to be strong models 

of instruction and resources for professional development. If TPA in Minnesota moves 

toward being a requirement for licensure, these teachers could be even more important 
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advisers in the process of comparing the foci of candidates’ practice to the results of their 

scored assessments. 

On the other hand, TPA is a task that candidates must complete in order to assess 

their readiness for the profession, not the readiness of their cooperating teacher.  An 

argument can also be made for reducing the role of the cooperating teacher so as not to 

overly influence the candidates’ work. Striking the proper balance between support and 

influence will be a continuing factor in determining the way in which TPA is 

implemented in Minnesota and around the country. 

 Plans are underway for a TPA presentation to the group of advisors who represent 

all education majors as well as for the full college faculty during spring 2013 and/or fall 

2013 meetings yet to be determined.  The results of this study will be included in the 

presentation so that the entire campus faculty might be more fully aware of and 

knowledgeable about the expectations our students must meet for successful completion 

of their program of study. 

 Finally, discussion began at the scorer training session in December 2012 

concerning potential changes to the capstone requirement of all education majors at 

MLC:  the portfolio presentation.  Currently, students are asked to complete both TPA 

and a portfolio presentation as part of the requirements for graduation.  This study’s 

findings—shared in part at the training session—led to the college’s assessment officer 

(an education division member who attended the scorer training) to approach the 

evaluator. Thanks to the scorer training session, he immediately realized that MLC was 

asking its candidates to do too much in providing a final portfolio assessment of their 
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learning in addition to completing TPA.  In his estimation, the current 25-30 minute 

portfolio presentation has tremendous potential to overlap and combine with the 

requirments of TPA.  He is anxious to work with the evaluator and the licensure officer to 

compare the specific requirements of TPA with the Minnesota Standards of Effective 

Teaching Practice to create a complementary activity that will allow students to get the 

most out of each activity in a single presentation.  Colleges utilizing performance 

assessments will need to look carefully at how they summatively assess their own 

candidates and compare that method to TPA and its use in their state so that candidates 

might share their most pertinenet growth experiences with those who helped train them. 

 

Suggestions for Future Research 

 It would be a more accurate reflection of the effectiveness of performance 

assessments for pre-service teachers if the assessments were conducted over a longer 

period of time than the one administered in this study. These students had five weeks in 

which to conduct and grow from an experience that most undergo in a graduate school 

setting or, at the very least, over the course of a full semester. 

 Future studies could compare schools that are implementing a teacher 

performance assessment for the first time with those that have undergone TPA for 

multiple years. A comparative study between schools in so-called “fast track” states and 

those implementing performance assessments for teachers at later dates might also be 

beneficial. 
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 This study utilized only the responses of a small number of candidates under the 

supervision of one instructor. Studying an assessment’s use within a larger institution, 

across a wider field of candidates, and with multiple supervisors could result in more 

accurate and detailed conclusions. 

The potential bias of the evaluator in this study is also a concern. If future 

evaluators are in a similar position, perhaps work could be done with the students of other 

local supervisors or those of a different teaching college. 

 

Conclusion 

Imagine a child being taught by one of two first-year teachers. One of the two has 

been trained without TPA, the other with the new assessment. Attempt to think of a 

reason why anyone would choose the non-TPA teacher for their child. Why would 

anyone not want for their child a teacher who has learned from books, from experience, 

and from assessments utilizing both? 

As an educator, I recognize that the profession is in need of viable candidates due 

to growing trends of teacher apathy, retirements, shrinking budgets, and growing 

classroom sizes. Performance assessments are the only way a candidate can be judged on 

the quality of his or her actual instructional ability. While this evaluation suggested that 

implementation and integration of such an assessment was inconsistent at best, it also 

suggested that there was recognition of improved practice on the part of those who 

completed it. Whether the videotaped sample taught an easy concept, was well-rehearsed, 
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or was subjectively scored with a human error factor involved is, in my opinion, 

insignificant. It was real classroom instruction. 

The old way of assessing teachers is not going away. Candidates around the 

nation will continue to be assessed according to their ability to successfully complete a 

session of student teaching under the mentorship of a college field supervisor and a 

cooperating classroom teacher. They will still be required to pass proficiency tests in 

basic skills, subject areas, and in pedagogy. The inclusion of a performance assessment 

only adds to their summative assessment. It adds a real experience that places them under 

a microscope they must be willing to go under. Our country needs the best possible 

teacher corps. TPA makes this possible through rigorous expectations and practical 

experience that at the same time provides a chance for reflection and professional growth. 

The interaction among teacher coursework, clinical experiences, and performance 

assessments is an integral part of learning to become a teacher. It is a complex interaction 

that requires a strong program of study to integrate and prepare candidates for the 

assessments they will undergo as they seek graduation, licensure, and a career in the 

classroom. It also requires a strong mentor(s) who will assist candidates in their efforts to 

be the best teacher they can be. The use of a teaching performance assessment is a 

necessary tool to help candidates become just that. It must be implemented in an 

organized, meaningful, and thorough way. It must be integrated into the coursework of 

students before their defining clinical experiences. It must be guided by the professional 

advice of collaborative cooperating teachers and college supervisors. Performance 
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assessments most definitely have the potential to substantially improve and validate the 

abilities of teaching candidates everywhere. 
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Appendix A – Teaching candidate Survey Questions 

 

College Integration of TPA into Coursework 

(Choices:  Extremely, Sufficiently, Partially, Not at all) 

 

1.) How helpful was your coursework in preparing you for the “planning” phase (task 

1) of TPA? Give specific examples. 
 

2.) How helpful was your coursework in preparing you for the “instruction” phase 

(task 2) of TPA? Give specific examples. 

 

3.) How helpful was your coursework in preparing you for the “assessment” phase 

(task 3) of TPA? Give specific examples.  

 

4.) How helpful was your coursework in preparing you for the “analyzing” phase of 

TPA? Give specific examples. 

 

5.) How helpful was your coursework in preparing you for TPA’s “academic 

language” requirement? Give specific examples. 
 

 

College Integration of TPA into Clinical Experiences 

(Choices:  Extremely, Sufficiently, Partially, Not at all) 

 

1.) How helpful were your clinical and student experiences in preparing you for the 

“planning” phase (task 1) of TPA? Give specific examples. 
 

2.) How helpful were your clinical and student experiences in preparing you for the 

“instruction” phase (task 2) of TPA? Give specific examples. 

 

3.) How helpful were your clinical and student experiences in preparing you for the 

“assessment” phase (task 3) of TPA? Give specific examples. 

 

4.) How helpful were your clinical and student experiences in preparing you for the 

“analyzing” phase (task 4) of TPA? Give specific examples. 

 

5.) How helpful were your clinical and student experiences in preparing you for 

TPA’s “academic language” requirement? Give specific examples. 
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TPA Reflection and College Support 

(free response) 

 

1.) How would you describe the benefit of reflection as you prepare to teach? Please 

give specific examples of how it did or did not benefit you. 
 

2.) As you think about your experience with this assessment, in what ways could 

MLC better support teaching candidates in the TPA process? Give specific 

examples. 

 
 

College Implementation of TPA 

(Extremely, Sufficiently, Partially, Not at all) 

 

1.) Thinking of all the components that went into this assessment’s completion, how 

supportive was the MLC licensure office in helping you to understand the purpose 

and requirements of the Minnesota TPA during your student teaching experience? 
 

2.) Thinking of all the components that went into this assessment’s completion, how 

supportive was the MLC licensure office in helping you to complete the purpose 

and requirements of the Minnesota TPA during your student teaching experience? 

 

3.) Thinking of all the components that went into this assessment’s completion, how 

supportive were your classroom and college supervisors in helping you to fulfill 

the purpose and requirements of the Minnesota TPA during your student teaching 

experience? 

 

4.) After completing the assessment, what potential hurdles do you foresee in trying 

to incorporate TPA for all teaching candidates in Minnesota colleges of education 

for future years? Choose all that apply. (time, writing ability, willing supervisors, 

supportive supervisors, orientation/understanding, video 

recording/editing/uploading skills) 

 

5.) Considering your answer to the question above, which hurdle do you foresee 

being most difficult to overcome? Explain why you feel that way. 
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Preparation for a Career in Teaching 

(free response) 

 

1.) In your own words, what were 2 or 3 aspects of TPA that better prepared you for 

your future teaching career? 
 

2.) What one item could have made the experience better for your future teaching 

career? 

 

3.) Consider the written narrative required for TPA and its value toward improving 

your instructional practice. Rate the value each of the tasks in regard to the 

written narrative and add comments in the box below about your responses or 

how the narrative affected other TPA responsibilities. (extremely, very, 

somewhat, not) 

 

4.) Consider the value of the recorded of the recorded lessons as they relate to the 

improvement of your instructional practice. Choose how valuable they were to 

you as well as how you watched them. Make comments to give further detail or 

suggestions for improvement. 

 

5.) How would you rate the significance of your experience with the new TPA during 

your Student Teaching II session for MLC? Consider how it helped you prepare 

for your future teaching career. Please add comments explaining your choice. 

(extremely, positively, somewhat, not at all) 

 

6.) Rate the TPA tasks and activities on a scale from 1-4 (4 = greatest value to future 

teaching; 1 = least value to future teaching). Please include comments concerning 

your selections. 

 

7.) In your own words, describe three key ideas that you believe the Minnesota TPA 

is attempting to accomplish to better prepare teaching candidates for their future 

careers. 

 

8.) Finally, as a follow-up to the previous question, choose from the list of 

descriptors below to share your overall feeling about Minnesota’s TPA for future 

teachers. Choose all that apply. (beneficial for my future career, a way for the 

college to assess me, challenging, a necessary evil, a waste of time) 
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Appendix B – Cooperating Teacher Survey Questions 

 

College Implementation of TPA 

(Extremely, Sufficiently, Partially, Not at all) 

 

1.) How helpful was the college in preparing you for the TPA process. Please give 

specific comments. 
 

2.) How helpful was the college in supporting you during the TPA process. Please 

give specific comments. 

 

3.) How did your teaching candidate react (or how engaged were they) during their 

TPA video recorded lessons and conversations with you as opposed to their non-

TPA lessons and discussions with you. Please comment on your choices. (more 

engaged in TPA, engaged at the same level, less engaged in TPA) 

 

4.) After completing the program, what potential hurdles do you foresee as colleges 

try to incorporate TPA for all teaching candidates and classroom supervisors in 

future years? Choose all that apply. Add other factors as well as comments about 

your selections. (time to complete, continued willingness of supervisors, need to 

increase supervisor stipend, conducting effective orientations) 

 
 

Preparation for a Career in Teaching 

(free response) 

 

1.) How well would you rate your experience with the new TPA as it relates to the 

potential benefit for future teachers? Please comment on your selection. 

(extremely, positively, somewhat, not at all) 
 

2.) Consider previous student teaching expectations (from MLC or other colleges) 

and compare them to current expectations which not include TPA. Please add 

comments that explain your choices. (more, same, less) 

 

3.) Rate the following TPA activities on a scale from 1-4 (4 = most helpful to future 

teachers; 1 = least helpful to future teachers). (planning, instructing, assessing, 

analyzing, written prompts, consultation with supervisors) 
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4.) In your own words, describe 3-5 items TPA required of you as a classroom 

supervisor. 

 

5.) In your own words, use 3-5 points to describe your thoughts on how the new TPA 

better prepares teaching candidates (potentially). 

 

6.) Please share anything concerning TPA that this survey has not covered and that 

you believe to be crucial to the continued success of a student teaching program in 

Minnesota. 

 

7.) As leaders of the teaching candidate preparation program at MLC, we are grateful 

for your efforts to improve candidate readiness for the profession. In what way(s) 

can we better support you in your work? 

 

8.) How many years have you been licensed in the teaching profession? 

 

9.) How many teaching candidates have you supervised (from any institution) in your 

teaching career? 

 

10.) How many teaching candidates have you supervised from MLC? 
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Appendix C – Interview Question Protocols 

 

SMALL GROUP INTERVIEW PROTOCOL (COOPERATING TEACHERS) 

 

1. What is your understanding of the performance assessment’s purpose and benefit 

for teaching candidates? 

2. What did it mean for you to have the duties of this performance assessment added 

to your role as the classroom supervisor for this teaching candidate? 

3. How supportive did you feel you were to your teaching candidate in helping them 

complete the requirements of the performance assessment?  What specifically did 

you do to assist him/her? 

4. If a colleague showed interest in and asked you about supervising a teaching 

candidate and helping to oversee this assessment, how would you advise them? 

5. What is the difference seen in your teaching candidate when it comes to activities 

involving TPA responsibilities and activities not involving TPA (recorded lessons, 

meetings with you, etc.) 

6. Do you see TPA as advantageous for MLC teaching candidates as a way of 

improving their professional practice?  Why or why not? 

 

SMALL GROUP INTERVIEW PROTOCOL (EDUCATION DIVISION MEMBERS) 

 

1. How well do you feel you understand TPA and its importance as a tool to help 

improve the quality of our future teachers? 

2. How were you made aware of the requirements of TPA? 

3. What adjustments, if any, have been/will be made to your coursework to help 

prepare students for future TPA use? 

4. How do you define quality teaching? 

5. What will be necessary within the framework of program coursework to help 

teacher preparation and this performance assessment walk hand-in-hand at this 

institution? 
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INDIVIDUAL INTERVIEW PROTOCOLS 

 

LICENSURE OFFICER 

 

EDUCATION DIVISION CHAIRMAN 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

1. What is your understanding of the program and its purpose? 

2. How was the program put in place? 

3. What is needed financially for this institution to carry out the assessment 

effectively? 

4. What is the timetable for full implementation? 

5. What efforts will be necessary to see to it that students are prepared for each 

aspect of the assessment? 

1. What is your understanding of the performance assessment and its purpose? 

2. In what ways do TPA requirements match up with existing education program 

course requirements? 

3. In what ways to program requirements fall short of meeting the goals of the 

assessment? 

4. How will education professors be made aware of TPA requirements? 

5. What processes will be used to affect change in the division/program? 

6. How might course syllabi be changed to reflect TPA expectations? 


