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Ohio Revised Code 3319.112 (D)(4) directs the Ohio Department of Education to provide
“guidance to districts on how information from student surveys, student portfolios, peer review
evaluations, teacher self-evaluations, and other components determined appropriate by the
district may be used as part of the evaluation process.” This document provides guidance
regarding teacher peer review evaluations, which are a set of observations, meeting notes, and
other documents based on the work a peer does with the teacher being evaluated. Included in
this document are examples of how peer review evaluations are used in teacher evaluation
systems around the country, the benefits and limitations of their use and steps for the design of
a system that uses the peer review evaluation as a possible source of evidence in teacher
evaluation.

Scope of Guidance
This guidance document includes information on two approaches to peer review evaluations.
Before using either approach, it may be necessary to review your collective bargaining
agreement.

• Approach 1: Peer reviewers are used as part of performance evaluations for all

teachers. Peers observe teachers’ classroom practices as part of performance evaluations
that occur on a regular basis, usually annually. Peer reviewers conduct observations and
provide feedback in post-observation conferences. Peer reviewers also provide a final
summative evaluation rating based on a review of collected artifacts from those
observations.
–

Peer reviewers usually apply for the position and participate in training on both the
process and their responsibilities to other teachers (i.e., giving performance feedback).

• Approach 2: Consulting teachers are used as part of aligned peer assistance and

review (PAR) programs for novice and/or struggling teachers. The PAR program is
designed to support and evaluate novice or struggling teachers within a school.
–

In the PAR program, mentor-teachers (usually referred to as consulting teachers)
conduct observations of teacher practice and provide coaching and mentoring support
to those teachers throughout the school year.

–

Consulting teachers usually apply for the position and participate in training on both
the process and their responsibilities as a mentor.

–

The consulting teacher presents midyear and end-of-year recommendations to a PAR
panel composed of both union and district leadership. The PAR panel must then decide
if it wishes to retain or dismiss theteacher.
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–

Districts may align an existing PAR program to a performance evaluation system
used for all teachers by using evidence gathered through PAR (such as observations)
as part of a teacher’s regular performance evaluation.

In addition, this guidance document provides considerations for creating a peer observation
system, selecting peer reviewers or mentor teachers, and examples of districts implementing peer
reviews as part of teacher evaluations in other states.
Peer review may be used as evidence for the following components of teacher performance taken
from the Ohio Teacher Performance Evaluation Rubric 2.0.
AREA: ..STRUCTION AND ASSESSMENT
Domains

Components

L ESSON
DELIVERY
(Standard 2 :
C•ontcnt,
Standard 3:
Assessment ,
Standard 4 :
lnstructi on,
Standard 5:
Leaming
En vi ronment,
Standard 6:
Co'll aboration
and
Communication)

Commun ication wit h
students

POSSthle Sources
o.f Evidence:
pre-confsrence,
post-conference,
formal
observation,
classroom walkthroughslinformal

Element 2..2
Element4 .3
Element 4.6
Element 6.1

Ineffactiva
1ne teacher does not
commu nicate learning
goals and expectations
for mas ery and does not
model exemplary
performance to students.
Students cannot discern
learning goals_
Differentiated learning
goals are not used.

Develooina
The teacher inconsistently
oommunicates learning
goals , expectations. for
mastery and models of
exemplary performance to
students_lnere is Ii mited
use of d ifferentialed learning
goals .

S;ld llad

1ne teacher is consistent
and effective in
commu nicating appropri ate ,
needs-based, differentiated
learning goals, expectations
for mastery and models of
exemplary performance to
students .

Accomolishad
T he teacher is oonsistenl and
effective in communicating
differentiated learning goals
(such as needs based, in eras!
based, strength based),
expectations for mastery and
models of exemplary
performance to students
through multiple comm unication
techniques.

The teacher does not
d emonstra e content
knowledge by using
content-specific,
developmentally
appropriate langu age or
content-specific
strategies. T here is no
student engagement

The teacher demonstrates
some oontent knowledge by
usi ng limited contlelntspecific, developmentally
appropriate language and
Iimited oontenl-specific
strategies . Students
demonstrate little
engagemen in the lesson_

The teacher oonsistently
demonstrates content
knowledge by using
content-specific,
developmentally
appropriate langu age and
content-specific strategies
to engage students_
The teacher's
commu nication strateg ies
and questioning techniques
check for understanding
and enoourage higher-level
thinking.

T he teacher consistently
demonstrates con en!
knowledge by using conlBntspecific, developmenta ly
appropriate language and
content-specific strateg ies to
engage students. The teacher's
communication strategies and
questioning techniques engage
students in higher-level and
creative thinking and stimulate
student-to-student interactions.

1ne teacher does not

Feedback to students is
general, oocasional or
limited and may not always
support student learning_

1ne teacher gives students
substantive, specific and

T he teacher gives students
su bsl antive . spec:ifi c and timely
feedback to SU pport individual
student learning. The teacher
gives students opportunili es to
engage in self-assessment,
provide feedback to each other
and reHect on their own
strengths and challenges_

obseNBtions,
pserroview

give students feedback.
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timely feedback to support
their learning_
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Monitoring
student
understanding

The teacher fails to
monitor and address
student confusion and
misconceptions.

The teacher inconsistently
monitors or incorrectly
addresses student confusion
and misconceptions.

The teacher consistently
monitors and addresses
common student confusion
and misconceptions by
presenting information in
multiple formats and
clarifying content as he or
she sees challenges.

The teacher consistently
monitors, addresses, articulates
and anticipates individual
s tudent confusion or
misconceptions by presenting
information in multiple formats
and clarifying content as he or
she sees challenges.

Learning is entire ly
teacher directed.
Students are not
participating in learning
activities.

Learning is primarily teacher
directed. Students
participate in whole class
learning activities.

Learning is a balance
between teacher-d irected
instruction and s tudentdirected interaction as
students apply their
knowledge and skills as
developmentally
appropriate. The teacher
effectively combines
collaborative and whole
class learning opportunities
to maximize student
learning.

Learning is primarily selfd irected with the teacher in the
role o f facilitator encouraging
s tudents to apply their
knowledge and skills as
developmentally appropriate.
The teacher encourages
s tudents to persist in the
learning tasks. The teacher
effectively combines
independent, collabo rative and
whole class learning
opportunities to maximize
s tudent learning.

There a re no
opportunities for student
choice about what will
be learned and how
learning will be
demonstrated. There is
no evidence of
differentiated
instructional s trategies
or resources.

There are few opportunities
for student choice about
what will be learned and how
learning will be
demonstrated. The teacher
uses limited d ifferentiated
instructional strategies or
resources.

Teacher gives opportunities
for student choice about
student learning paths or
ways to demonstrate their
learning. Teacher uses
differentiated instructional
strategies and resources for
groups of students.

Teacher routinely promotes
opportunities for s tudents to
actively take part in developing
goals toward mastery, and
s tudents are responsible for
deciding how to demonstrate
their learning. Instructional
s trategies, pacing and
resources are differentiated to
make the lesson accessible and
challenging for all students,
while supporting the various
learning needs of individual
s tudents.

Element 3.2
Element 3.3

Studentcentered
learning
LESSON
DELIVERY
(continued)

Element 3.5
Element 4.5
Element 4.6
Element 5.3
Element 5.4

ORGANIZATIONAL AREA: INSTRUCTION AND ASSESSMENT
DOMAINS
CLASSROOM
ENVIRONMENT
(Standard 1:
Students,
Standard 5:
Learning
Environment)
Possible Sources
of Evidence:
pre-conference,
post-conference,
formal
observation,
classroom walkthroughslinformal
observations,
peer review,
student surveys

Comoonents
Classroom
routines and
proced ures
Element 5.5

Classroom
cli mate and
cultural
competency
Element 1.4
Element 5.1
Element 5.2

Ineffective
The teacher has not
established routines
and procedures.
Effective transitions
are not evident,
resulting in a
significant loss of
instruc tional time and
frequent o ff-task
behavio r.
There is no evidence
of rapport or
expectations for
respectful, supportive
and caring
interactions with and
among students and
the teacher.

Developin!I
The teacher establishes
routines and procedures but
uses them inconsistently.
Transitions are sometimes
ineffective, resulting in a loss
of instructional time. Off-task
behavior is sometimes
evident. The teacher makes
decisions about classroom
operations.
There is some evidence of
rapport and expectations for
respectful, supportive and
caring interactions with and
among s tudents and the
teacher.

Skilled
The teacher consistently uses
routines, procedures and
transitions that effectively
maximize instructional time.
On-task behavior is evident.
Students assume appropriate
levels of responsibility for
effective operation of the
classroom.

There is no
demonstration of
regard for student
perspectives,
experiences and
culture. The teacher
does not address
needs related to
s tudent sense of wellbeing.

There is inconsistent
demonstration of regard for
student perspectives,
experiences and culture.
The teacher is aware of
needs re lated to student
sense of well-being but does
not address them effectively.

There is demonstration of
regard for s tudent
perspectives, experiences
and culture. The teacher
models expectations and
behaviors that create a
positive climate o f openness,
respect and care. The
teacher anticipates and
effectively addresses needs
related to student sense of
well-being .
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There is consistent evidence
of rapport and expectations
for respectful, supportive and
caring interactions with and
among students and the
teacher.

Accomplished
The teacher and s tudents have
collaboratively established
consistent use of routines,
procedures and transitions that are
effective in maximizing
instructional time. On-task
behavior is evident and ensured
by students. Students initiate
responsibility for effective
operation of the classroom.
The teacher intentionally creates a
classroom environment that shows
consistent evidence of rapport and
expectations for respectful,
supportive and caring interactions
with and among students and the
teacher.

There is demonstration of regard
for student perspectives,
experiences and culture. The
teacher models expectations and
behaviors that create a positive
climate of openness, respect and
care. The teacher anticipates and
effectively addresses needs
related to student sense of wellbeing . The teacher seeks and is
receptive to the thoughts and
opinions o f individual students and
the class. When appropriate, the
teacher includes other school
professionals and/or community
resources to ensure all students
are recognized and valued.
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ORGANIZATIONAL AREA: PROFESSIONALISM
Comnonents
Domains
Ineffective
PROFESSIONAL
Commun ication The teacher does
RESPONSIBILITI ES and
not communicate
(Standard 6:
collaboration
with students and
Collaboration and with families
families.
Communication,
Standa rd 7:
Element 6.1
Professional
Element 6.2
Responsibility and
G rowth)
Possible Sources of
Evidence:
Professional Growth
Plan or
Improvement Plan,
pre-conference,
post-conference,
artifacts, selfassessment,
peer review

Commun ication
and
collaboration
with colleagues

Develooina
The teacher inconsistently
or unsuccessfully uses
communication and
engagement stra tegies
with students and
families. These do not
contribute adequately to
s tudent learning, wellbeing and development.

Skilled
The teacher uses effective
and appropriate
communication and
engagement stra tegies with
s tudents and families,
resulting in partnerships that
contribute to s tudent
learning , well-being and
development.

Accomolished
The teacher uses multiple effective
and appropriate communication
and engagement strategies with
individual students and families.
These ongoing strategies promote
two-way communication , active
participaton and partnerships that
contribute to each student's
learning, well-being and
development.

The teacher does
not communicate
and/or collaborate
with colleagues.

The teacher inconsistently
or unsuccessfully
communicates and/or
collaborates with
colleagues, resulting in
limited improvement of
professional practice.

The teacher effectively
communicates and
collaborates with colleagues
to examine instructional
practice and analyze
patterns in student work and
s tudent data to identify and
implement targeted
s trategies for improving
professional practice.

The teacher initiates effective
communication and collaboration
with colleagues outside the
classroom. resulting in
improvements in s tudent learning,
individual practice, school practice
and/or the teaching profession.

The teacher
demonstra tes a lack
of understanding
and regard for
district policies,
state and federal
regulations, and the
Licensure Code of
Professional
Conduc t for Ohio
Educators.

The teacher
demonstrates minimal
understand ing of d istrict
policies, state and federal
regulations, and the
Licensure Code of
Professional Conduc t for
Ohio Educators.

The teacher demonstrates
understanding by following
d istrict policies, state and
federal regulations, and the
Licensure Code of
Professional Conduc t for
Ohio Educators.

The teacher demonstrates
understanding by following d istrict
policies, state and federa l
regulations, and the Licensure
Code of Professional Conduct for
Ohio Educators.

The teacher sets
short-term and longterm pro fessional
goals but fails to
monitor progress or
take action to meet
the goals.

The teacher sets and
monitors short-term and
long-term pro'essional
goals but fails to take
appropriate action to meet
the goals.

Element 6.3

District policies
and
professional
responsibilities
Element 7.1

Professional
learn ing
Element 7.2
Element 7.3

The teacher exemplifies effective
leadership characteristics beyond
the classroom. The teacher helps
shape policy a t the school, d istrict
or state level.

The teacher sets short-term
and long-term professional
goals and monitors progress
in meeting them based on
self-reflection and data
analysis. The teacher takes
appropriate action to meet
the goals.

The teacher consistently pursues
best practices and sets, monitors
and reflects on progress toward
meeting short-term and long-term
professional goals based on data
analysis to improve s tudent
learning. The teacher takes
appropriate action to meet the
goals. The teacher collabora tes
with colleagues and others to
share best practices.

Selecting Peer Reviewers
Approach 1: Peer Reviewers in Teacher Performance Evaluations
As outlined above, any teacher could elect to be evaluated through the peer reviewer evaluation
system. In this model, a peer reviewer may be a teacher with any title, but is often a teacher
serving in a leadership capacity as an instructional leader, as a mentor or in another specialized
role. Peer reviewers may or may not serve as classroom teachers during the school year in which
they are conducting observations; however, they must have served as teachers for a significant
period in the past and must meet other criteria for the position. A peer reviewer should not serve
in an administrative or direct supervisory role but may have some responsibility over other
teachers based on the position. For example, a teacher who leads a professional learning
community or grade-level team may serve as a peer reviewer, whereas a full-time department
head may not be appropriate as a peer reviewer. For teachers in dual or hybrid teaching and
leadership positions (especially those in smaller schools or districts), it may or may not be
appropriate to serve as a peer reviewer given the existing culture of collaboration and feedback.
American Institutes for Research
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It is important for peer reviewers to receive training specific to their responsibilities, such as
choosing and scheduling observation sessions, using the observation framework, reviewing
artifacts and providing constructive feedback. Principals or other administrators—not peer
observers—should have responsibility for summative performance evaluations, although the
evidence gathered by peer reviewers is still included in the summative rating. The evidence that
is gathered by peer reviewers to be used as part of a summative evaluation should be in written
form and include data from the observation, rubrics or observation forms, scoring, feedback or
next steps. All of these documents will become part of the artifact set that is used when assigning
a final summative score for evaluation. One decision point to consider is whether every teacher
observation and meeting document that a peer reviewer has needs to be included in the set of
artifacts for final submission, or if only a select set of those documents needs to be included.
To focus the work that a peer reviewer does with the teacher being evaluated, it is recommended
that the observations, meetings and other work are aligned with the professional practice
framework used in the district, and it should align with the standards for Ohio educators. By
aligning the work of the peer reviewer to these standards, districts can better ensure the reliability
of observations by increasing the number of observers and observations of practice by the peer
observers (Ho & Kane, 2013). Teachers also recognize that having peer reviewers contribute to
teacher performance evaluations, in addition to an administrative observer, provides the
following benefits (Sullivan, 2012):

• Higher teacher confidence that the evaluation system is both fair and supportive rather
than punitive.

• An increased level of collegiality and common purpose between teachers across a system.
• Potentially higher retention rates of teaching staff.
• Increased alignment between teachers and administrators on expectations for
classroom teachers.

It is important to consider what types of peer reviewers are most compatible with the district’s
existing culture, structure and goals. Decisions should be made about how reviewers support the
evaluation process on the following dimensions (Osta & Grodsky, 2012):

• Contribute to support and evaluation or evaluation alone.
• Conduct informal observations, formal observations, or both.
• Gather evidence on some or all aspects of practice.
• Work exclusively in one school, across the district, or across districts.
• Work with specific types of teachers (e.g., specific grades or subjects; veteran, novice,
struggling) or all teachers generally.

• Serve as peer reviewers part-time or full-time.
Districts in Ohio might consider having a specific career track for teacher-leaders who are
interested in becoming peer reviewers. These teachers could receive evaluator training that is
aligned with the evaluator training received by administrators. The district could base selection
criteria on appropriate professional skills by hiring peer reviewers who have had a minimum
number of years successfully teaching in the district, evidenced by high effectiveness ratings or
American Institutes for Research
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other criteria, and who demonstrate leadership, collegiality, communication skills and
knowledge of pedagogy.

Approach 2: Consulting Teachers’ Observations in Aligned PAR
Programs
Background
Districts across the country began relying on PAR programs in the 1980s to support instructional
improvement. Some districts have chosen to align their PAR program with their performance
evaluation system, using consulting teachers as peer observers in performance evaluations. A
PAR program is a professional induction and support system that is jointly controlled by the
local union and district administrators. PAR programs involve a panel of union representatives
(teachers or staff) and district administrators, usually with a slight union majority, and expert
consulting teachers who serve as mentors. Principals may be asked to refer struggling teachers
based on professional judgment and/or evaluation results. Teachers in the PAR program receive
support through activities such as observation, modeling, coaching and guided study with their
consulting teacher. The consulting teacher also conducts a formal evaluation of the teacher and
presents recommendations to the PAR panel. Recommendations may include dismissal,
continued PAR participation or successful completion of the program. Consulting teachers in
PAR differ from those who are assigned to assist teachers on a remediation plan; PAR consulting
teachers only work with teachers enrolled in the PAR program, and these teachers may or may
not have a remediation plan, depending on the design of the PAR program. PAR programs vary
widely based on the teachers served (novice, struggling, or both), the role of school
administrators and alignment to districtwide performance evaluations. Different PAR programs
have different criteria for consulting teacher positions, but consulting teachers usually apply for
the position and submit a portfolio demonstrating their teaching expertise, positive staff
relationships and communication skills.
PAR programs have many benefits, including the following (Goldstein, 2007; Payay, 2011):

• Emphasis on improving teaching quality
• Savings through the retention of effective educators and reductions in contested dismissals
• Practice-focused professional development and specific, high-quality feedback for teachers
• Meaningful union involvement in ensuring teaching quality
• Leadership opportunities for effective teachers
PAR programs, where they are implemented, usually have strong support from teachers, union
leaders and district leaders. Teachers especially tend to see PAR programs as fair and effective
because they allow teachers to be involved in all steps of the process. In order to implement a
PAR program effectively, districts should take the following challenges into account:

• PAR programs require a significant initial investment, as they may cost anywhere from

$1,500 to $10,000 for each teacher enrolled (Project on the Next Generation of Teachers,
Harvard Graduate School of Education, 2012). These costs can be offset or mitigated,
however, by increased retention rates because each teacher who leaves can cost the
district approximately $5,000 to nearly $18,000 to replace (Barnes, Crowe, & Schaefer,
2007).
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• PAR programs can help build positive relationships between districts and unions, but

they also require active cooperation among school administrators, district administrators
and union leaders.

• Peer review elevates the level of dialogue on teaching and learning. Although peer review
may be controversial for experienced teachers if their peer reviewer has recently worked
as a fellow classroom teacher at the same school, PAR programs that assign consulting
teachers with care may avoid this issue.

Prior to the recent widespread changes in teacher evaluation policies, PAR programs were
sometimes aligned to district performance evaluation systems, but they more often functioned
separately. Some districts that have long-established PAR programs have not moved to integrate
their PAR program into updated evaluation systems that include high-quality student data or
more frequent evaluations. Aligning the district PAR program (or similar mentoring or induction
program) to performance evaluations can help support novice teachers in becoming proficient
and by providing remediation for teachers who have areas that need improvement. Many of the
PAR programs reviewed for this document had the following features:

• Include formal processes for sharing formative and summative feedback based on the
same practice standards as performance evaluations.

• Have a clear and rigorous process for selecting consulting teachers based on evaluation

results and other qualifications. Consulting teachers and peer observers may have similar
roles and responsibilities, or even serve in a dual role in smaller districts.
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Recommendations to Districts on Peer Review
Evaluations
Based on reviews of the literature and of programs from other states and districts, the Ohio
Department of Education has identified the following recommendations for districts that choose
to include peer review as additional evidence in the OTES 2.0 process:

• Make the selection process for peer reviewers rigorous and based on multiple sources of
data including but not limited to:

–

Peer recommendations

–

Administrator recommendations

–

Observation(s) of classroom practice and review of planning documents

–

Structured interviews

–

Successful completion of evaluator training

• Identify possible training programs for potential peer reviewers.
• Evaluate the capacity to support reviewers/mentors who might need release time from
their current teaching positions

• Work with building-level administrators and the teacher association to ensure clear
understanding of the roles and responsibilities of the peer reviewers

• Define clearly the expectations for the number of classroom visits and pre- and post-visit
conferences that peer reviewers will make for each of the teachers they are evaluating

• Limit the overall caseload for peer reviewers to ensure that, based on their other duties,
they are able to complete the required observations and follow-up conferences.

• Consider the addition of a program coordinator who can work on the selection process as
well as match peer reviewers with the teachers with whom they will work.

• Include all stakeholders in communications about the peer review evaluation model and
process, including teachers, administrators and district staff.

• Consider and clarify how teachers are selected for the peer review process and make this
selection process transparent.
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