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The edTPA is a performance assessment of teaching used variously by some state
education departments (SEDs) and institutions of higher education (IHEs) for licensure
testing and evaluating teaching candidates. Eleven states have policies in place that
presently mandate, or eventually will require, that teaching candidates take and pass
the edTPA or a suitable alternative. In 19 additional states, at least one IHE employs
the edTPA as a teacher education program assessment or is exploring its use thereof
(American Association of Colleges of Teacher Education, 2014). The states of New
York and Washington are the first to require all teaching candidates to submit edTPA
portfolios to their SEDs and achieve passing scores on those portfolios for certification.
Put differently, the edTPA represents a high-stakes test for beginning teachers in those
two states. Wisconsin will be the next state to phase in a similar policy.
While the assessment has the potential to shape teaching and teacher education,
its impacts on practice and programming remain unclear, primarily because the
edTPA’s operationalization as a licensure requisite is such a new phenomenon. As
teacher educators consider how and to what extent they might adapt their programs
to the edTPA, an important step in that process is to better understand teaching
candidates’ experiences with and perspectives on the assessment during its initial
year of implementation in New York and Washington. This report presents the results of
a survey administered in 2014 to a sample of 104 edTPA completers across 10 IHEs in
both states. The survey, which is part of a broader studyi that includes interviews with 24
of the survey respondents and a second round of data collection in 2015, addressed
teaching candidates’ knowledge and perceptions of the edTPA and their experiences
creating edTPA portfolios for state certification. We conclude with a discussion of
the results’ implications for beginning teachers and teacher educators as the edTPA
settles into the teacher preparation landscape, and for policymakers concerned with
evaluating teaching candidates’ readiness for the profession.
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Executive Summary

In the summer of 2014, we surveyed 104 pre-service

2. There were differences between New York and

teachers in New York and Washington States about their

Washington States in terms of pre-service teachers’

experiences with and perceptions of the edTPA. The edTPA

understanding and perceptions of the edTPA, perhaps

is a performance assessment of teaching used variously

reflecting the rapid rollout of the high-stakes assessment

by some state education departments and institutions

in New York State. Some of the differences include the

of higher education for licensure testing and evaluating

following:

teaching candidates. The edTPA artifacts include written

a. In New York, just less than half of edTPA completers

commentaries, lesson plans, video segments, and

claimed to thoroughly understand the assessment, its

samples of student work, based on a series of three to five

criteria, and its aims during its initial year of high-stakes

consecutive lessons. Two states, New York and Washington,

use, compared to about two-thirds of candidates in

were the first to make the edTPA a requirement for teaching
certification. New York State implemented the assessment

Washington State;
b. Over two-thirds of participating New Yorkers indicated

as high-stakes soon after adopting it, while Washington

that they had not been informed about the edTPA

State pursued five years of development, piloting, and field-

early in their programs, whereas two-thirds of

testing. We surveyed teaching candidates’ (1) perceptions

Washington State candidates agreed that they had

of the edTPA’s positioning in their teacher education

been informed early in their programs;

programs; (2) viewpoints about the assessment’s fairness,
credibility, and process of completion; and (3) experiences
constructing their edTPA portfolios and submitting them to
their state education departments. The main findings of the
survey are presented below:

c. The number of candidates who felt prepared to write
the commentaries was about 30% lower in New York
than in Washington (47% compared to 80%); and
d. Similarly, the number of candidates who knew where
to find appropriate resources to support their efforts
was about 30% lower in New York than Washington

1. Across both states:

(53% compared to 80%).

a. Slightly more than half of the respondents agreed that
they understand the specific criteria by which they

Implications

would be judged;

The overall findings suggest that:

b. A strong majority (almost 80%) of respondents found
the edTPA’s goals to be unclear;
c. Even more (85%) perceived it to be an unfair
assessment of their teaching practices;
d. Despite those negative suggestions, about half
suggested that the edTPA’s tenets are consistent
with their and their teacher education program’s
conceptions of good teaching;
e. 90% of the candidates strongly agreed that edTPA was

• States should consider a rollout model similar to
Washington State’s to help educators and pre-service
teachers familiarize themselves with the edTPA before it
becomes a high-stakes assessment;
• There needs to be greater transparency in terms of the
goals and evaluation processes of the edTPA; and
• The edTPA is an onerous process for teaching candidates,
potentially impacting their ability to focus on and learn
from their coursework and clinical experiences.

a time-consuming process; and
f. Only 30% agreed that they were adequately
supported in selecting artifacts for the assessment.
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Background

edTPA as a Mechanism for Strengthening
Teaching

complexities and dilemmas. Berliner (2005) makes a similar case

Two core assumptions underlie the edTPA’s positioning as a lever

instead is grounded in normative competencies and activities,

for strengthening the field of teaching. One is that effectively

like demonstrating and explaining concepts, encouraging and

assessing teaching practice can meaningfully elevate the

motivating learners, and modeling compassion, tolerance, and

quality of practice; the other is that performance assessments of

respect. Second, the potential for a performance assessment to

teaching do a better job in that regard than traditional written

inform teaching rests largely on its purposes and uses, in context.

examinations. On the second point, Darling-Hammond (2010) and

That is, it matters to those who administer, complete, and interpret

Wei and Pecheone (2010) argue that performance assessments

the edTPA whether the assessment is a high-stakes test, rated

are more powerful tools for measuring and providing feedback

outside of IHEs and designed to hold institutions and candidates

on enacted practice than tests that measure candidates’

accountable for their achievement, or adopted by IHEs as a

knowledge, but fail to capture and contextualize interactions

locally- controlled, formative tool for supporting candidates’

among teachers, students, and subject matter. On the first point,

growth and identifying opportunities for program improvement.

when he explains that teaching practice is not task-centric, but

they suggest that assessments like the edTPA can be used as
mechanisms to clarify standards of effectiveness and expertise

Lit and Lotan (2013) address this caveat extensively in a paper on

in teaching, to scaffold learning for those being evaluated, and

integrating PACT into teacher education programming at their IHE.

to target resources needed to strengthen specific professional

They note that “managing the conflicting values of the formative

competencies and practices. Chung (2008) and Bunch, Aguirre,

nature of the work of educators and the summative imperatives

and Tellez (2008), who conducted studies of beginning teachers’

of a high-stakes assessment” (p. 59) is a core dilemma associated

experiences with the Performance Assessment for California

with traversing the distinct but entwined backdrops of teacher

Teachers (PACT), a precursor to the edTPA and model on which

education and state licensure. Put differently, performance

it was built, substantiate these suggestions. They claim that

assessments of teaching tend to be most credible and

PACT presses candidates to acutely define and investigate the

consequential when they are longitudinal and offer opportunities

various learning needs of their students and to use evidence from

for ongoing qualitative feedback (Darling-Hammond & Snyder,

those investigations, rather than just their cooperating teachers’

2000)—two characteristics lacking in the implementation of edTPA

and supervisors’ feedback, to reflect on and improve their

as a high-stakes policy instrument in New York and Washington.

teaching. In another study of candidates’ experiences with PACT,
Okhrehmchouk and colleagues (2009) found that most beginning

Returning to the first caveat, Sato (2014) argues that, while the

teachers perceived the processes of video recording and writing

edTPA’s construct of quality teaching is consistent with proficiencies

about their work to strengthen their understandings of learning and

and practices that are supported by research and delineated

teaching.

in the Interstate Teacher Assessment and Support Consortium
(InTASC) Standards, bigger questions about the assessment’s

Yet Cohen (2010) and Cochran-Smith, Piazza, and Power

face validity remain. These questions include whether the

(2013) propose two important caveats to the aforementioned

intrusions of video recording and associated permissions threaten

assumptions, respectively. First, because teacher quality is

the authenticity of candidates’ teaching; whether extensive

defined divergently—for instance, some characterize it by

curricular and instructional controls or other attributes of stifling

teachers’ credentialing status, others by the degree to which their

school climates disadvantage candidates in those situations;

classroom practices push students’ thinking, and still others by their

and whether a snapshot of three to five lessons, 20 minutes of

students’ standardized test results—the establishment of a valid

video, and three student assessment results credibly captures the

and reliable system for assessing quality is replete with technical

comprehensiveness and complexity of a beginning teacher’s
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capabilities. Berlak (2011) takes another perspective on the

In regards to the [assessment task], we request that

relationship between performance assessments of teaching and

our colleagues not provide professional judgment and

quality, questioning whether audit mechanisms, like edTPA, can

feedback in most cases… Simply put, a high-stakes

have any impact on systemic educational problems that impact

assessment, at times, requires us to ignore or undermine

teaching and learning, like widening opportunity gaps between

‘teachable moments’ in the educational experience of

wealthy and poor schools.

our candidates. (2013, pp. 63-64)

edTPA as a State Certification Requirement

Research on the PACT might be germane to the edTPA, yet neither

A performance assessment of teaching, if done well, potentially

the tests nor their contexts and modes of implementation in New

can enhance candidates’ learning by focusing their planning,

York and Washington are the same. A consortium of California IHEs

instruction, and reflection. Yet to invoke Campbell’s (1976)

created the PACT in 2001, after the state adopted a law requiring

aphorism, whether or not stakeholders in New York and Washington

its teaching candidates to pass a performance assessment of

find that edTPA’s requirement for licensure distorts and corrupts the

teaching for licensure. The design consisted of a “teaching event,”

practices it is designed to monitor, on account of its construction

modeled after the National Board for Professional Teaching

as a high-stakes policy tool, remains to be seen. Some evidence

Standards and Connecticut State Department of Education

on the implications of a mandatory performance assessment for

portfolio assessments, and a local component, intended to

certification comes from research related to PACT implementation

reflect the particular priorities and strengths of individual IHEs.

in California. For instance, Okhremtchouk and colleagues (2009)

Over four years of development, piloting, and revision, the PACT

found that constraints in some school placement sites, including a

evolved to incorporate planning, instruction, assessment, and

lack of knowledge about the PACT or disagreement with its tenets

written reflection, with a special emphasis on learners’ academic

among cooperating teachers, impeded candidates’ completion

language development. The PACT consortium’s lead institution,

of the assessment. Other scholars describe uncertainties within

Stanford University and its Center for Assessment, Learning, and

teacher education programs about how extensively faculty

Equity (SCALE), drew from that work to develop edTPA, positioning

and peers should support candidates’ efforts, given the PACT’s

it as an ecologically valid assessment of teaching practice with

summative, high-stakes nature (Lit & Lotan, 2013; Peck, Gallucci, &

broad, national appeal and applicability.

Sloan, 2010). On this point, Lit and Lotan note:
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Washington State’s participation in edTPA development, piloting,

by candidates who successfully completed edTPA portfolios

and field-testing began in 2009. As of January 2014, all Washington

in English as an Additional Language (EAL) for New York State

teaching candidates were required to complete and pass the

certification in 2014. Some of their encounters with the assessment

edTPA portfolio to qualify for a teaching license, at a cut score of

vary considerably; others are common. For instance, Proulx (2014)

35 or above for all licensure areas except for World and Classical

argues that the edTPA is a more appropriate certification test than

Languages. From 2009 through 2014, SCALE, the Washington

its written predecessors, which demanded no evidence of teacher-

State Professional Educator Standards Board (PESB), and IHE

student interaction. By contrast, McConville (2014) describes her

representatives collaborated to negotiate assessment standards,

edTPA portfolio as an exercise in responding to aggravatingly

train edTPA scorers, pilot assessments, support IHE leaders in using

repetitive questions in an effort to predict what an unknown

pilots and field tests to adapt their programs, and prepare for full

rater might value. Several candidates explained that ambiguous

implementation.

policies and eleventh-hour decisions by NYSED—including a lack
of baseline performance data and unclear support guidelines for

By contrast, New York State adopted edTPA as a certification

teacher educators and candidates—bogged down the process of

requirement in 2012, set cut scores of 41 at the secondary level and

completing the edTPA (Chiu, 2014; McKenna, 2014; Proulx, 2014).

49 at the elementary level in late 2013, and required its completion

Chiu (2014) added that the uncertainties associated with how

for certification in May 2014. During the 2012-13 academic year,

raters might interpret the evaluation criteria fueled her reluctance

representatives from SCALE conducted regional meetings, webinar

to attempt any particularly ambitious instruction for her edTPA

orientations, and local evaluation workshops to introduce IHE

portfolio. To these candidates, the edTPA was a high-stakes black

representatives to the edTPA, and the New York State Education

box (Black & Wiliam, 1998), with hours of effort and documentation

Department (NYSED) used websites and newsletters to disseminate

fed into an opaque assessment mechanism that, several weeks

information about the assessment program. Only one year of

later, generate a succinct numerical rating.

field-testing was conducted, again from 2012 through 2013. In
spring 2014, concerns among IHEs and prospective teachers about
NYSED’s short implementation timeline and still-evolving edTPA
policy landscape led the State Board of Regents to adopt a safety
net policy, whereby candidates who failed the edTPA in its initial
year could be provisionally certified by completing its predecessor,
the written Assessment of Teaching Skills (ATS-W) (American
Association of Colleges of Teacher Education, 2014).

Potential Implications of edTPA as a
Certification Requirement
Speculation on the edTPA’s potential impact runs the gamut from
its celebration as a bar-like exam that could unite states and
teachers around common professional visions (Mehta & Doctor,
2013) to concerns that it could have virtually no effect on the
practices of teachers and teacher educators, aside from creating
additional obstacles to joining the profession. Further, Wei and
Pecheone (2010) explain that it may not be possible to divorce a
“design perspective” on teacher performance assessments—that
is, attention to how completing the edTPA supports beginning
teachers’ learning in and from practice—from a “policy context
perspective”—that is, recognition that policymakers ultimately use
the edTPA’s outcomes to reward and punish teaching candidates
and IHEs.
While this report represents one of the first efforts to document
teaching candidates’ perspectives on and experiences with the
edTPA across New York and Washington during its first year of
implementation, Columbia University’s Working Papers in TESOL and
Applied Linguistics (2014, vol. 14, no. 1) features several accounts
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Methods

We developed a survey consisting of Likert-scale and open-ended

Participant Characteristics

items to examine teaching candidates’ perceptions of and

A total of 136 PSTs began the survey, and 104 completed it. To the

preparation for the edTPA via their teacher education programs

best of our knowledge, the respondents constitute representative

and student teaching placements. The survey attended to four

samples from their institutions in terms of race, gender, age,

categories of interest: (1) teaching candidates’ knowledge of

ethnicity, and certification area. Of the survey completers, 84 were

the edTPA’s purposes, contents, and contexts; (2) candidates’

from New York State and 20 were from Washington State. At the

perceptions of the edTPA’s positioning in their teacher education

time of survey administration, 65% of participating candidates had

programs; (3) candidates’ viewpoints about the assessment’s

submitted their edTPA portfolios for certification. Of the 35% who

fairness, credibility, and process of completion; and (4) candidates’

had not yet completed their edTPAs, half of them planned to do so

experiences constructing their edTPA portfolios and submitting

within two months, and all of them planned to finish by

them to their SEDs. We administered the survey to pre-service

December 2014.

teachers (PSTs) at 10 universities between June 6 and September
4, 2014, focusing on candidates who had recently graduated from

The demographics associated with these students are shown

or were in the final terms of their teacher education programs. To

in Table 1. Overall, the sample was predominantly female, with

do this, we established contacts with faculty or staff representatives

a strong majority identifying as White. Most of the respondents

at each university; those representatives, in turn, forwarded the

(74%) were in the 18-24 age group, with another 14% in the 25-34

study information, human subject protocol language, and survey

age group. In terms of ethnicity, 2% of respondents identified as

link directly to eligible candidates at their institutions. In an effort

Hispanic or Latina/o.

to diversify our pool of participants, we took a purposive sample
approach, choosing institutions that were public and private,
with large and small teacher education programs, in different
geographic areas statewide.
We analyzed responses to the Likert-type items by calculating

Table 1
Demographics of Sample
Demographics
Gender

ended questions, we identified congruent responses and, when
For instance, for the item that asked participants to describe ways

Missing 1%
Age

18-24 74%
25-34 14%

in which they could have been supported more effectively while

35-44 8%

completing their edTPA portfolios, we created a single response

45-54 3%

category reflecting numerous suggestions that clearer directions

55-64 1%

for completion be provided by IHEs. In other cases, we maintained
finer-grained categories and report that these represent a smaller

Female 86%
Male 13%

their frequencies within enumerated categories. For the openappropriate, synthesized them into broader analytical categories.

Percentage

Ethnicity

Hispanic or Latina/o 2%
Non-Hispanic or Latina/o 98%

number of responses.

Race

White 88%
African American 7%
Multiracial 3%
Asian 2%
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Table 2
Primary and Additional Certification Areas

Table 3
Certification by Grade Bands

Certification Area

Primary

Additional
Area

Grade Bands

Percent

Early Childhood

7%

10%

Grades 1-6

37%

Elementary Education

25%

9%

Grades 7-12

34%

Elementary Mathematics

11%

1%

Birth-2nd grade

19%

Elementary Literacy

5%

3%

Grades K-8

15%

K-12 Performing Arts

4%

0%

Grades 5-8

12%

Special Education

9%

10%

Grades K-12

12%

Secondary English Language Arts

9%

3%

Grades 6-12

5%

Secondary History/Social Studies

7%

1%

Other

8%

Secondary Mathematics

5%

4%

We also asked participants about the grade levels for which they

Secondary Science

12%

2%

were seeking certification. As seen in Table 3, over one-third of

Other

9%

21%

them were pursuing certification to teach in Grades 1-6, and about

None

--

39%

one-third were seeking Grades 7-12 certification.

The participants’ certification areas are shown in Table 2. A total
of 40% of participants sought primary certification in elementary
education, while 23% sought secondary-level certification.
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Findings

We describe the following survey results, beginning with
questions about pre-service teachers’ understandings and

Table 4
Participants’ Understandings of edTPA – Overall

perceptions of the edTPA and their experiences preparing

Strongly
Disagree

Disagree

Agree

Strongly
Agree

I have a good
understanding of the
edTPA

20%

30%

46%

4%

I understand the
edTPA prompts and
rubrics for my subject
area

17%

28%

53%

2%

I know where to find
resources about the
edTPA

14%

29%

52%

6%

I was informed early in 32%
my program about the
edTPA

30%

26%

13%

for the assessment. In these sections, we provide overall
and state-by-state results, reporting and discussing any
substantial disparities among the responses of New York
and Washington teaching candidates. From there, we
address questions about how the edTPA integrated with
candidates’ teacher education programs and student
teaching placements.

Pre-service Teachers’ Knowledge
About the edTPA
The survey asked participants to describe how well they
understood the edTPA completion process; these results
are summarized in Tables 4 and 5. Half of the respondents
agreed or strongly agreed that they had a good general
understanding of the edTPA. Disaggregated by state,
however, more Washington candidates (65%) reported a
good understanding of the assessment than New
York candidates (47%). Regarding the edTPA’s
prompts and rubrics specifically, slightly more

Table 5
Participants’ Understandings of edTPA – Percentages by State

than half of the participants (55%) reported that

Strongly
Disagree

they understood these elements for their subject
areas, with little difference among respondents
across states.
Similarly, more than half of the candidates
knew where to find resources to support edTPA
completion, though the distinction between New
York (53%) and Washington (80%) respondents
was notable. Only 39% of all participants
indicated that they had been informed about
the edTPA early in their programs. Again,
candidates in New York and Washington replied
to this question discrepantly, with 32% of New
Yorkers and 65% of Washingtonians reporting that
they had early knowledge of the assessment.

Disagree

Agree

Strongly
Agree

NYS

WS

NYS

WS

NYS

WS

NYS

WS

25%

0%

29%

35%

43%

60%

4%

5%

I understand the 20%
edTPA prompts
and rubrics for
my subject area

5%

24%

45%

55%

45%

1%

5%

I know where to
find resources
about the
edTPA

17%

0%

31%

20%

48%

70%

5%

10%

I was informed
early in my
program about
the edTPA

39%

5%

29%

30%

25%

30%

7%

35%

I have a good
understanding
of the edTPA
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Pre-service Teachers’ Perceptions of the
edTPA
We asked participants about their perspectives on the edTPA as
a measure of teaching performance, inquiring specifically about
whether the assessment aligned with their understandings of
effective teaching and their teacher education program’s
goals. These results are summarized in Tables 6 and 7.

Table 6
Participants’ Understandings of edTPA’s Goals and
Impacts – Overall

Overall, few pre-service teachers (21%) agreed or strongly
agreed that the goals of the edTPA are clear, with more
Washington candidates (30%) reporting clarity than New York

Strongly
Disagree

Disagree

Agree

Strongly
Agree

The goals of the edTPA
are clear

32%

47%

19%

2%

The edTPA is a fair
assessment of my
teaching practices

42%

43%

14%

1%

The goals of the edTPA
are consistent with the
goals of my teacher
preparation program

24%

33%

41%

2%

The goals of the edTPA
are consistent with my
ideas of good teaching

19%

35%

44%

2%

The edTPA was a timeconsuming process

1%

1%

8%

90%

candidates (19%). Even fewer (15%) found the edTPA to be
a fair assessment of their teaching practices. Among those
who strongly disagreed that the edTPA is a fair assessment
of their teaching, New Yorkers (46%) represented a higher
percentage than Washingtonians (25%).
Nonetheless, nearly half (46%) of the candidates in this study
indicated that the edTPA is consistent with their ideas of
good teaching, and slightly fewer (43%) found edTPA’s goals
reflective of those in their teacher education programs.
The key difference among respondents from New York
and Washington regarding these questions came in their
degrees of disagreement. Specifically, more New Yorkers
than Washingtonians strongly disagreed that the edTPA was
aligned with their ideas of good teaching and their teacher
education programs’ goals. One result was clear across
almost all respondents in both states: they perceived the
edTPA to be a time-consuming process (98%).

Table 7
Participants’ Understandings of edTPA’s Goals and Impacts – Percentages by State
Strongly Disagree Disagree

Agree

Strongly Agree

NYS

WS

NYS

WS

NYS

WS

NYS

WS

The goals of the
edTPA are clear

37%

10%

44%

60%

17%

30%

2%

0%

The edTPA is a fair
assessment of my
teaching practices

46%

25%

39%

60%

13%

15%

1%

0%

The goals of the
edTPA are consistent
with the goals of my
teacher preparation
program

29%

5%

30%

45%

39%

50%

2%

0%

The goals of the
23%
edTPA are consistent
with my ideas of good
teaching

5%

31%

50%

44%

45%

2%

0%

The edTPA was a
time-consuming
process

0%

1%

0%

7%

10%

90%

90%

1%
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Pre-service Teachers’
Preparation for the edTPA

Table 8
Participants’ Preparation for edTPA in Teacher Education Program –
Overall

We asked candidates about the extent to

In my TEACHER EDUCATION
PROGRAM, there was adequate
preparation for:

Strongly
Disagree

Disagree

Agree

Strongly
Agree

selecting video for the edTPA lessons

29%

40%

29%

2%

27%

36%

30%

8%

shown in Tables 8 and 9. Only about one-third

formatting and uploading video to the
edTPA website

of participants agreed or strongly agreed that

writing the narratives for the edTPA

24%

23%

44%

9%

which their teacher education programs
prepared them for different elements of the
edTPA, including the processes of writing
narratives and selecting video footage for
the instructional component. These results are

they were adequately prepared
to select appropriate video
clips for their edTPA portfolios
(31%) and to format and submit
those videos to scorers (38%).
More candidates (53%) reported
that they were prepared to
write the edTPA commentaries,
but there was a substantial
disparity among New York and
Washington candidates in this
regard. Specifically, only 47% of
New Yorkers agreed or strongly

Table 9
Participants’ Preparation for edTPA in Teacher Education Program –
Percentages by State
In my TEACHER EDUCATION
PROGRAM, there was adequate
preparation for:

Strongly
Disagree
NYS

selecting video for the edTPA
lessons

Strongly
Agree

Disagree

Agree

WS

NYS

WS

NYS

WS

NYS

WS

34%

10%

39%

50%

27%

40%

2%

0%

formatting and uploading video to
the edTPA website

30%

15%

31%

55%

31%

25%

8%

5%

writing the narratives for the
edTPA

29%

5%

25%

15%

37%

75%

10%

5%

agreed that they were prepared
to write the commentaries, while

Table 10
Support for Instructional Design and edTPA Implementation in
Student Teaching Placement – Overall

80% of the Washington candidates
reported the same.

We also wanted to know how directly the
respondents’ student teaching placements
supported edTPA completion and, more broadly,
how those placements encouraged their planning
and instruction, which are two of the edTPA’s
key features. Tables 10 and 11 present the results
of these questions. Reflecting the novelty of
the edTPA to most practicing educators, only

In my STUDENT TEACHING PLACEMENT

Strongly
Disagree

Disagree

Agree

Strongly
Agree

my cooperating teacher was
knowledgeable about the
edTPA process

49%

31%

15%

5%

I was encouraged to try out
innovative lessons

9%

13%

39%

39%

I was encouraged to plan my
own lessons

2%

11%

43%

44%

20% of participants stated that
their cooperating teachers (CTs)
were knowledgeable about the
edTPA process. Similar to other
results in this study, fewer New York
candidates (18%) found their CTs
to be knowledgeable about edTPA
than Washington candidates (30%).
Nonetheless, most candidates across
both states agreed or strongly agreed
that their CTs supported them in
planning (87%) and implementing
(78%) their own lessons.

Table 11
Support for Instructional Design and edTPA Implementation in Student
Teaching Placement – Percentages by State
In my STUDENT TEACHING PLACEMENT

Strongly
Disagree

Disagree

Agree

Strongly
Agree

NYS

WS

NYS

WS

NYS

WS

NYS

WS

my cooperating teacher was
knowledgeable about the
edTPA process

56%

20%

26%

50%

14%

20%

4%

10%

I was encouraged to try out
innovative lessons

10%

0%

14%

10%

39%

40%

37%

50%

I was encouraged to plan my
own lessons

2%

0%

12%

5%

43%

45%

43%

50%
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edTPA Preparation Activities

education programs—indicating, for instance, that teacher

The survey’s open-ended questions focused on specific activities

educators explicitly should help candidates unpack the edTPA

that helped pre-service teachers prepare for the edTPA

handbook’s prompts and rubrics—while others suggested that

and recommendations for strengthening future candidates’

assessment designers and state agencies need to clarify jargon

experiences with the assessment. On the first point, 15 respondents

within the rubrics’ prompts and better delineate differences among

did not report any activities that helped them with edTPA

their levels of performance.

preparations. Ten others indicated that they had access to samples
of completed edTPA materials, and that reading those samples

Several participants reported mechanical dilemmas when

assisted them in constructing their own portfolios. Overall, the three

completing the edTPA, either because completing the assessment

most helpful activities reported by survey respondents were: (1)

alongside student teaching was too resource intensive, or because

completing an edTPA-like product or project, using the assessment

curricular and instructional conditions in their placements did not

prompts and rubrics as guidance; (2) engaging in group discussions

facilitate ambitious planning, instruction, and assessment. Relative

with other candidates about the edTPA’s specific expectations

to the latter point, candidates frequently suggested that successful

and demands; and (3) participating in a seminar or workshop

edTPA completion requires a strong network of support, specifically

dedicated to edTPA preparation. Fewer respondents mentioned a

with regard to: (1) placement schools’ and CTs’ knowledge of

handful of other helpful activities. These consisted of watching and

the assessment and encouragement of aligned practices; and

analyzing videos of teaching, including those recorded especially

(2) IHEs’ and state agencies’ provision of clear guidelines for and

for the edTPA; seeking out technical support for creating and

technical assistance with edTPA portfolio products, particularly the

submitting edTPA portfolio products; and writing reflectively about

videos. Several respondents also explained that it would be helpful

their teaching, in general.

for candidates to see samples of edTPA videos and commentaries
alongside written feedback on those products, so they can better

We also asked respondents to explain how teacher education

understand how scorers interpret the rubric criteria. Finally, a few

programs might better support edTPA completion. The most

candidates suggested that teacher educators in specific content

frequent suggestion was to introduce and begin preparing

areas might dedicate more instructional time to discussing the

candidates for the assessment early in their programs. Further, one-

particular implications and nuances of the edTPA in those areas,

third of all respondents (35) noted that the process of completing

and further, that teacher educators might frame their feedback on

the edTPA should be clearer or more transparent. Some of those

methods course assignments to align with the edTPA’s evaluation

respondents placed the onus of that responsibility on their teacher

criteria.
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Discussion

In July 2014, former NYSED Commissioner John King

The differences among New York and Washington

established a task force of education policy leaders and

respondents on a number of questions suggest that edTPA’s

teacher educators to steer future implementation of edTPA

expeditious rollout in New York State may have had

in New York. Via the first task force meeting, representatives

negative consequences for pre-service teachers there.

of the American Association of Colleges of Teacher

Over two-thirds of participating New Yorkers indicated

Education (AACTE) concluded that “New York teacher

that they had not been informed about the edTPA early in

education programs and candidates were ready for

their programs, and there were considerable differences

edTPA… with an 84% pass rate even in the initial statewide

among the number of candidates—about 30% lower in

implementation” (Robinson & LaCelle-Peterson, 2014). That

New York than Washington—who felt prepared to write

number has since been amended down to 81% (New York

the commentaries and knew where to find appropriate

State Department of Education, 2014)—still, a higher pass

resources to support their efforts. Further, though 81% of

rate than initially predicted. Yet our study demonstrates

New York candidates passed the edTPA in 2014, the state’s

that “readiness for edTPA” is not so simply determined by

relatively high cut scores of 41 at the secondary level and

pass rates on the exam. It also is defined by the clarity and

48 at the elementary level—compared to Washington’s

consistency of assessment rules, criteria, and resources,

lower cut score of 35, with 98% passing—likely contributed

and by the knowledge and alignment of various programs,

to stress and anxiety among submitting candidates,

organizations, and individuals expected to support

particularly given edTPA’s concurrence with several other

candidates’ edTPA test performance.

new state certification exams.

The results of this study should raise concerns among

Across both states, a majority of respondents found the

teacher educators, candidates, and policymakers,

edTPA’s goals to be unclear, and even more perceived it

particularly in New York, where only about half of edTPA

to be an unfair assessment of their teaching practices; yet

completers claimed to thoroughly understand the

despite those negative perceptions, about half suggested

assessment, its criteria, and its aims during its initial year

that the edTPA’s tenets are consistent with their own and

of high-stakes use. Relatedly, on the free-response items,

their teacher education programs’ conceptions of good

one-third of this study’s participants indicated that they

teaching. This leads us to conclude that many participants

would have benefitted from clearer interpretations of the

may have been more troubled by the assessment’s

edTPA’s prompts and rubrics and a stronger sense of the

implementation than by its substance. Two general findings

assessment’s intended outcomes. Consequently, large

corroborate this conclusion: first, that most perceived the

numbers of pre-service teachers in both states—though

evaluation process to be non-transparent, and second,

seemingly more in New York than Washington—likely

that the portfolio took a great deal of time to assemble

submitted their edTPA portfolios feeling as though they did

and synthesize, with video recording and its contingent

not adequately understand what they were being asked

stipulations representing a particularly onerous task.

to do.
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Implications
The results of this study harmonize in several ways with
extant research on pre-service teachers’ experiences
with performance assessments of teaching (Lit
& Lotan, 2013; Okhremtchouk et al, 2009; Wei &
Pecheone, 2010). First, edTPA portfolios require a
great deal of time to plan, construct, and submit,
which poses challenges for candidates in programs
without the infrastructure to support that process.
Second, because a complex network of stakeholders
(i.e., candidates, teacher educators, cooperating
teachers and school administrators, portfolio raters,
and policy actors) impacts the edTPA completion
process, friction among those actors—particularly those
who are not familiar with edTPA or do not support its
components—can confound candidates’ experiences
with the assessment. In other words, local factors
play significantly into the performance outcomes of
candidates whose portfolios are not locally evaluated.
Third, because positive experiences with teaching
performance assessments correlate with strong
support among program faculty and supervisors, and
numerous candidates reported that their programs
weakly supported or were still deciphering the process
of edTPA completion, it is likely that some pre-service
teachers’ displeasure with edTPA was a consequence
of those factors. Considering that NYSED, in particular,
progressed from proposing to fully implementing
edTPA as a high-stakes assessment in a matter of two
years, a lack of support among IHEs is unsurprising,
given the intricacies associated with budgeting for,
creating, effectuating, and evaluating those resources
within complex institutions and programs. Returning
to a point made by Wei and Pecheone (2010),
teaching performance assessments—even those
used for certification purposes—can positively affect
candidates’ learning experiences only if the policy
context does not subsume the assessments’ formative
purposes and practices, and if what is asked of preservice teachers aligns well with program supports
and experiences.

Consequently, we suggest that states using edTPA
for certification consider a rollout model that looks
more like Washington’s than New York’s, in order to
strengthen networks of IHEs, cooperating schools, and
pre-service teachers and foster their understanding
of the assessment and its conceivable consequences
before it becomes high-stakes. We also appeal to SEDs
to make edTPA’s goals and evaluation processes more
transparent to all stakeholders, candidates included.
For example, neither New York nor Washington States
publicized the process by which the edTPA cut scores
were established, and in neither state do candidates
receive qualitative feedback on their portfolios
alongside numerical results, despite the edTPA’s
many syndetic components and hours of preparation
required. Such circumstances can perpetuate the
concerns about face validity than approximately half
of our survey respondents demonstrated.
We know that performance assessments like edTPA can
potentially strengthen pre-service teachers’ attention
to the purposes, practices, and challenges of learning
and teaching (e.g., Bunch, Aguirre, &Tellez, 2009);
or they can reduce teaching to a collection of tasks
that trivialize planning, instruction, and assessment
and marginalize some arguably ambitious practices
(Cochran-Smith, Piazza, & Power, 2013). Because
edTPA is an onerous process that impacts how preservice teachers focus on and learn from their courses
and clinical experiences, it is imperative that SEDs
and IHEs position it as a lever for meaningful learning,
not simply as a summative tool for rewarding and
sanctioning candidates and teacher education
programs. Thus, we recommend that: (1) SED and IHE
representatives work collaboratively, longitudinally,
and transparently to set performance expectations,
negotiate support needs, and inform candidates of
edTPA’s substance, technical features, purposes, and
assets as a learning tool; (2) IHEs seek opportunities to
create points of alignment and reduce redundancies
between program expectations and the edTPA to
ease the resource burdens posed by the assessment;
and (3) IHEs assertively communicate to policymakers
the challenges associated with implementing and
adapting their programs to accommodate the edTPA
and seek SED resources in addressing those challenges.
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