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Indicator: A Leadership Team consisting of the principal, teachers who lead the Instructional 
Teams, and other key professional staff meets regularly (twice a month or more for an hour each 
meeting) to review implementation of effective practice. (42)

School Leadership 
and Decision Making

Establish a team structure with specific 
duties and time for instructional 
planning

Explanation: Some decisions concern the general operation of the school and its continuous improvement. Schools 
typically place those decisions with a Leadership Team that is headed by the principal and includes teachers and 
other staff. In order to facilitate communication and coordination among the grade levels and the departments of the 
school, a typical composition of the Leadership Team is the principal and team leaders from the Instructional Teams. 
The Leadership Team needs to meet twice each month for an hour each meeting. Less frequent meetings lead to drift 
and loss of continuity; less time for each meeting creates hurriedness and insufficient attention to the work at hand. 
Effective teams operate with agendas, keep minutes, stay focused, and follow through with the plans they make.

Questions: Does your school operate with a Leadership Team that includes the principal, teacher leaders, and other 
staff as appropriate to the size and composition of your school? Does the Leadership Team meet at least twice a 
month in regularly scheduled meeting of at least an hour? 

Think of a great team you’ve been on. It had just the right people. You had a project you were excited about and that 
had great importance. There was synergy in the group. You had a productive meeting and came up with great ideas. 
And then…nothing. Everyone got busy with their normal work load. No more meetings were held. And the project 
fell to pieces. By the time the team met again, nothing had been done and everyone felt like they were starting over 
from scratch. 

Looking at it from that perspective, everyone can agree that the way to move something forward is to have the right 
people on a team and that the team must meet regularly to keep a project moving forward. Great gaps in time only 
cause the team to lose momentum and focus. Think of your own school. What is the highest priority for the school? 
Schools may state it differently, but it is probably student achievement—making sure every student reaches his or 
her greatest potential. To achieve this, leadership teams need time to meet. They need the right team members to 
drive innovations forward. Instructional teams need time to meet. All teachers meet together to discuss the students 
they have in common and to plan instruction and improvements. Turning Point (2001) writes this about teams, “In a 
collaborative culture, members of the school community work together effectively and are guided by a common pur-
pose. All members of the community—teachers, administrators, students and their families—share a common vision 
of what the school should be like. Together they set goals that lead them toward this vision. In doing so, they create 
a culture of discourse in which the most important educational matters facing the school are opening and honestly 
discussed” (p. 3) They recommend that a leadership team have “six to twelve members including the principal and 
teachers representing major constituencies in the school (e.g., all grade levels, specialists, disciplines, etc). …The 
leadership team meets every other week for two hours and works on a number of different fronts to lead the change 
process” (p. 9). For instructional teams, they recommend the teachers who “teach and are responsible for the same 
students. This team meets at least twice a week for a minimum of 45 minutes each time” (p. 12).
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In the current climate of school turnaround/transforma-
tion, it is tempting to think of the “turnaround principal” 
or “turnaround leader” that can come into a school and 
transform it from the ground up. While these individuals 
do exist, the number of them is few and typically, they 
remain at a school only as long as it takes to begin to see 
student achievement begin to rise. Then, the principal is 
moved to another school in dire need. So, what hap-
pens to the school that is left behind? Ben Levin writes 
in his book, How to Change 5000 Schools, “No leader, no 
matter how effective, can change an organization and 
maintain it in that changed state on her or his own. Or-
ganizations are about shared leadership and teamwork” 
(p. 181). 

Source: Sam Redding, The Mega System. Deciding. Learn-

ing. Connecting. A Handbook for Continuous Improve-

ment Within a Community of the School. Retrieved from 
www.adi.org. See Download ADI publications.
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Indicator: The Leadership Team serves as a conduit of communication to the faculty and staff. 
(43)

School Leadership 
and Decision Making

Establish a team structure with specific 
duties and time for instructional 
planning

Explanation: A typical Leadership Team includes the principal, key administrators, and teacher leaders of Instruc-
tional Teams. The team serves as a means of communication among school personnel, especially in regards to school 
improvement efforts and everyone’s role in them.

Questions: Is your Leadership Team constituted in a way that enables it to receive input from faculty and staff and to 
convey information to them? How is this communication handled? Are Leadership Team agendas and minutes made 
available? Is the evolving school improvement plan accessible? 

Some decisions concern the general operation of the school and its continuous improvement. The typical system 
places those decisions with a Leadership Team that is headed by the principal and includes teachers and other staff. 
In order to facilitate communication and coordination among the grade levels and the departments of the school, a 
typical composition of the Leadership Team is the principal and team leaders from the Instructional Teams. The Lead-
ership Team needs to meet twice each month for an hour each meeting. Less frequent meetings lead to drift and loss 
of continuity; less time for each meeting creates hurriedness and insufficient attention to the work at hand. Effective 
teams operate with agendas, keep minutes, stay focused, and follow through with the plans they make (Redding, 
2006).

In the Marzano School Leadership Evaluation System (2013), Marzano places vital weight on the importance of 
school leadership and school leadership teams. It points out, “School leadership teams regularly analyze school 
growth data” (p. 13). “School leadership teams regularly analyze individual student performance” (p. 14). “School 
leadership teams regularly analyze the relationship between the written curriculum, taught curriculum, and assess-
ments” (p. 21). “Teams regularly meet to discuss the progression and viability of documents that articulate essential 
content and timing of delivery (e.g., pacing guides, curriculum maps)” (p. 22). “The school leadership team has criti-
cal roles in facilitating school initiatives” (p. 25). “The school improvement team provides input to the leader regard-
ing the school improvement plan” (p. 27).

The Charlotte-Mecklenburg (NC) Schools School Leadership Team Handbook spells out the functions of a School 
Leadership Team – with so much activity clearly requiring continuous communication: “Functions of a School Leader-
ship Team (SLT): Facilitates the involvement of the school community in the development of the School Improvement 
Plan; Encourages, supports and creates opportunities for involvement from parents in the community; Contributes 
to the design of the School Improvement Plan; Monitors the effectiveness of the School Improvement Plan strate-
gies” (p.1). Listed tasks include: Facilitates the development of the School Improvement Plan; Monitors, assesses and 
amends the School Improvement Plan; Advances policies and procedures that enhance achievement and meet edu-
cational, safety and parent involvement goals; Facilitates communication within the professional learning commu-
nity; Builds the capacity of the school to address parent and staff concerns; and Builds the capacity of the school to 
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improve in the following areas: High Academic Achieve-
ment, Effective Educators, Adequate Resources and Facil-
ities, Safe and Orderly Schools, World-Class Service, and 
Strong Parent and Community Relations. Team members 
are expected to “attend meetings regularly, represent 
the interests of constituent group (not just their own), 
determine how to engage stakeholders in meaningful 
ways in school affairs; commit to working collaboratively 
with team; bring issues and concerns of constituent 
group to team meetings and communicates the activities 
and decisions made by the School Leadership Team; and 
communicate information from the School Leadership 
Team to their constituent group” (p. 4).

Hollingsworth (2012) studied the evolving roles of the 
individuals on the school leadership team as a catalyst 
for innovation in instruction and classroom assessment. 
She said, “The creation of building level teams of teach-
ers to serve as a community to advance teaching and 
learning inspired a unique approach to shared leadership 
in the spirit of instructional improvement” (p. 366). The 
research showed how one school leadership team “is 
serving new capacities in East High School. In this model, 
the change initiative is given priority, a clear vision, and 
a depth of understanding about what assessment for 
learning looks like in practice” (p. 368).

References and Resources
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Indicator: The school’s Leadership Team regularly looks at school performance data and 
aggregate classroom observation data and uses that data to make decisions about school 
improvement and professional development needs. (45)

School Leadership 
and Decision Making

Establish a team structure with specific 
duties and time for instructional 
planning

Explanation: Student performance data is typically disaggregated by sub-groups; for example race, ethnicity, gen-
der, income, special education, bilingual/ELL, Section 504 plans, Homeless/McKinney Vento Act, migrant. Classroom 
observation data may be aggregated to show patterns of professional practice across the faculty. Both of these data 
sources are important for planning professional development, and the Leadership Team is the ideal decision-making 
body for planning professional development.

Questions: Does your Leadership Team consider both disaggregated student outcome data and data on patterns of 
professional practice to determine professional development needs and plan appropriate professional development?

Finding time for school leaders to meet is not easy, but essential. The Leadership Team is positioned to take a broad 
view of the data available to them and to make decisions on the focus and direction of the school. They can assess 
where there are strengths to be celebrated and weaknesses that need shoring up. Professional development can 
be a huge drain on resources (time and money) if it is not well thought out and implemented. The Leadership team 
must use all available information in order to make wise decisions on where best to use those resources. Professional 
development should be directly tied to classroom observations and analysis of student learning data. An IES study of 
successful school turnarounds (2008) found that turnaround schools considered data at three levels: at the school 
level to focus on areas that needed schoolwide improve¬ment to meet adequate yearly progress, at the classroom 
level to focus on teachers’ instructional strengths and weaknesses, and at the student level to focus on instruc¬tional 
needs of individual students” (p. 14-15). 

Simply sharing the data with instructional staff does not necessarily mean that change is imminent. Levin (2012) 
writes, “A further important caution is that assessment and data do not tell people what to do next. It is important 
to know, say, that our fourth graders are not doing well in expository writing, but that does not tell the staff what to 
do to generate improvement. The latter requires work to review the research, share and test new practices, and help 
teachers integrate better practice into their classrooms in a sustainable way…Given how critical effective professional 
learning is, and how much time and other resources PD involves, we cannot continue to support activities that do 
not produce significant results” (p. 107 & 126). Elmore (2000) states that “if the purpose of leadership is the im-
provement of teaching practice and performance, then the skills and knowledge that matter are those that bear on 
the creation of settings for learning focused on clear expectations for instruction” (p. 20) 

References and Resources

Elmore, R. F. (2000). Building a new structure for school leadership. Washington, DC: The Albert Shanker Institute.
Herman, R., Dawson, P., Dee, T., Greene, J., Maynard, R, Redding, S., & Darwin, M. (2008). Turning around chronically 

low-performing schools. Washington, DC: U.S. Department of Education.
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Indicator: Teachers are organized into grade-level, grade-level cluster, or subject-area 
Instructional Teams. (46)

School Leadership 
and Decision Making

Establish a team structure with specific 
duties and time for instructional 
planning

Explanation: Strong classroom instruction begins with solid instructional planning, and that planning is most effi-
ciently and effectively accomplished by teacher Instructional Teams. The composition of the teams, and the number 
of teams, will depend upon the size and nature of the school. 

Questions: Are your teachers organized into Instructional Teams (by whatever name) so that they can develop and 
review formative assessments and plan units of instruction with differentiated lessons?

Valerie Stuart is a recent graduate from college with her degree in elementary education. She loved student teach-
ing and is excited about stepping into her own classroom for the first time. She spent the last week getting her room 
prepared and going over her lesson plans. On a warm day in late August, she waits by her door for all her new third 
grade students to come pouring in. She’s been imagining this day for months. 

The students all file in and take their seats. Valerie starts in on her first lesson—mathematics. As she begins her in-
struction, a few of the boys near the back of the room are talking. Valerie isn’t sure how to handle them. She doesn’t 
want to get off on the wrong foot with her students—she wants everyone to like her. She tells the boys repeatedly 
to be quiet and pay attention, but it seems to just draw more attention to them and away from her lesson. She tries 
to talk a little louder, but soon realizes that the class is paying more attention to the boys than to her. She scolds the 
boys, but is now flustered and has lost her concentration on the lesson she prepared. 

The rest of the day does not go much better. She quickly realizes that she has rushed through all the material she has 
prepared and there is too much time left in the school day. The class is unruly because she does not have enough to 
keep their attention. She shuts her door to make sure no else sees how the class is behaving or how she is handling 
it. She feels underprepared and frustrated with the class’s behavior.  At the end of the day, she is relieved to see the 
last of the students go. She decides tonight, she will just have to prepare twice as much material to cover, but she has 
no idea how to keep her class in line. 

How would Valerie’s day have been different if, as a new teacher, she had been plugged into an instructional team 
made up of the veteran teachers in her building that could have shared lesson plans and classroom management 
tips with her? How often do classroom doors get closed in the hopes that no one sees what goes on or does not go 
on? Parret and Budge (2012) write, “We used to close our doors and rarely did we collaborate. We really didn’t know 
what the other teachers were doing. Like somebody once said, we were independent operators united only by a 
common parking lot” (p.143). 

Hattie, in his book Visible Learning for Teachers (2012), says, “Within a school, we need to collaborate to build a 
team working together to solve the dilemmas in learning, to collectively share and critique the nature and quality of 
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• Teachers working together engage in discourse that 
leads to creating learning experiences that are richer 
and of higher quality than those created by teachers 
working in isolation.

• Teachers working in teams are more effective in cre-
ating the collaborative culture that allows a school 
to continuously reflect on and improve its practices. 
(p. 6)
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evidence that shows our impact on student learning, and 
to cooperate in planning and critiquing lessons, learning 
intentions, and success criteria on a regular basis” (p. 
172). Teams of teachers, either grade-level, grade-level 
clusters, or subject—which ever fits your school—meet 
together to plan instruction, review assessments, discuss 
their students, and together create ways to improve 
instruction for all their students. Tasks shared by many 
become much more manageable. “Planning can be done 
in many ways, the most powerful is when teachers work 
together to develop plans, develop common understand-
ings of what is worth teaching, collaborate on under-
standing their beliefs of challenge and progress, and 
work together to evaluate the impact of their planning 
on student outcomes” (Hattie, 2012, p. 41)

Redding (2006) believes that those who are closest to 
the student should make the decisions that affect stu-
dents: 

Some decisions are best made by the teachers re-
sponsible for particular groups of students—grade 
level teams or subject area teams, which we will call 
‘instructional teams.’ Instructional teams are manage-
able groupings of teachers by grade level or subject 
area who meet to develop instructional strategies 
aligned to the standards-based curriculum and to 
monitor the progress of the students in the grade lev-
els or subject area for which the team is responsible. 
(p. 46) 

This sentiment is echoed by Supovitz in his 2002 study 
which sited that “district policy makers sought to take 
advantage of teachers’ collective experience and famil-
iarity with their students and focus teachers on the task 
of instructional improvement. Team-based schooling, 
they reasoned, would improve the culture of schooling, 
enhance the instructional practice of groups of teachers, 
and bring about higher levels of student learning” (p. 
1591). 

Lummis (2001) gives both some benefits of working in 
teams. The benefits include

• Teachings working together are better able to cre-
ate shared expectations and high standards for all 
students.
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Indicator: The principal keeps a focus on instructional improvement and student learning 
outcomes. (57)

School Leadership 
and Decision Making

Focus the principal’s role on building 
leadership capacity, achieving learning 
goals, and improving instruction

Explanation: The principal as instructional leader is confirmed throughout research on school improvement and 
turnaround as a powerful ingredient. Though instructional planning is typically done by teacher Instructional Teams, 
the principal provides guidance and support, as well as scheduled time, for the teams to do quality work. The princi-
pal visits classrooms, reinforces sound instructional practice, and assists teachers who need help.

Questions: Is your principal viewed as the instructional leader of the school? Does the principal support and guide 
the work of Instructional Teams? Is the principal visible in classrooms? Does the principal reinforce sound instruction 
and help teachers who have difficulty?

While principals are well aware of how difficult it is for them to have a direct and demonstrable effect on a school’s 
student – after all, they don’t regularly provide classroom instruction to students – they do set the conditions for 
teaching and learning in a school and they do organize opportunities for teachers to develop themselves. Accord-
ing to Supovitz (2013), research indicates that there are three main factors of principal practice that contribute to 
improvements in teaching and learning: focusing on mission and goals, developing an environment of collaboration 
and trust, and actively supporting instructional improvement.

Focus on mission and goals. Lambert (2003) portrays the principal as the focus keeper, consistently pointing to 
improved student learning as the central goal of the school. The principal sets the climate of high expectations for 
student achievement and sees that teams function effectively. Most schools are trying to do too many things and 
they end up doing none of them well. High-performing schools have three and not more than five areas of focus (Rid-
dile, 2012). Many researchers see the key task of principal leadership to be setting the broad vision and mission of 
the organization and linking goals to that mission (Supovitz, 2013).

Develop an environment of collaboration and trust. While collaboration and trust point directly to the cultural heart 
of the school organization, many studies identify principals as a central shaper of their schools’ culture (Supovitz, 
2013). Bryk and Schneider (2002) examined the connections between what they called “relational trust” (the social 
exchanges in schools defined by respect, personal regard, competence in core role responsibilities, and personal 
integrity) and school outcomes, including student achievement. They found that the growth of relational trust in 
schools “fuels the multiple strands of the school-change process and thereby contributes to improved student learn-
ing” (p. 121). Heck, Larson, and Marcoulides (1990) found that higher performing school principals worked collab-
oratively with teachers to coordinate their schools’ instructional programs and solve instructional problems, while 
supporting staff development opportunities.

Actively support instructional improvement. Leithwood, Jantzi, Silins, and Dart (1993) investigated how principals de-
veloped an instructional emphasis in schools, and found that principals who focused on developing an instructional 



2

Wise Ways®

cussed the instructional leadership of their principals in 
terms of the vision or direction they provided; the articu-
lation of expectations; the interpretation of the policy 
and focus on collective action; and the coherence or 
consistency during these stressful and uncertain times” 
(Finnigan, 2012, pp. 186–187). In a different school in 
the study, the teachers expected their principal to have 
a vision for the school that would allow it to move off of 
probationary status, and complained that the principal 
in place when the school went on probation didn’t have 
a long-term vision for improving the school. Instead, she 
focused on more immediate strategies of test prepara-
tion and targeting students who were performing just 
below the probation cutoff. Her perceived lack of vision, 
coupled with what teachers described as an inadequate 
understanding of teaching and learning, frustrated 
teachers (Finnigan, 2012).
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As for the Common Core State Standards (CCSS), prin-
cipals must help all faculty members develop an under-
standing of the CCSS and provide a timeline for transition 
(Jenkins & Pfeifer, 2012). Teachers need to understand 
and embrace the college and career readiness standards 
in their instructional planning. Principal preparation ini-
tiatives rightfully focus attention upon instructional lead-
ership skills, but transition to the CCSS elevates curricu-
lum leadership skills to a new status, and principals need 
support to assume the mantle of curriculum leadership 
called for today. Principals may need support in becom-
ing curriculum leaders, such as help in understand the 
CCSS, laying the groundwork for the development of a 
curriculum leadership team in their school, and creating 
a template for them to use to provide the professional 
development necessary for taking the first steps in the 
transition. At some Educator Effectiveness Academies in 
Maryland, each school’s principal led its team, and each 
team spent a third of the academy ensuring that team 
members shared common ground. Principals led the fi-
nal academy activity by working with their teams to craft 
school transition plans that focused on school-based, 
CCSS-focused professional development efforts for the 
next school year (Jenkins & Pfeifer, 2012).

In an examination of principal leadership in low-perform-
ing schools, instructional leadership was one of the most 
important areas of leadership discussed by teachers in 
the two schools that moved off probation. “Teachers dis-
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Indicator: The principal monitors curriculum and classroom instruction regularly. (58)

School Leadership 
and Decision Making

Focus the principal’s role on building 
leadership capacity, achieving learning 
goals, and improving instruction

Explanation: Improving student performance rests heavily on improving classroom instruction. Of course, a teacher’s 
instructional practices depend upon the curriculum, the work of Instructional Teams, and the teacher’s planning and 
preparation. The principal focuses on instruction. In fact, school turnaround literature calls this a “relentless focus on 
instruction.” First establishing expectations and processes for team planning and for instructional delivery, the princi-
pal then monitors the work, meeting with teams, visiting classrooms, reinforcing good practice.

Questions: In what ways and how regularly does your principal monitor curriculum and instruction? 

The principal is called upon to carry out several functions in the school—one of which is being the instructional 
leader in the building. What does this mean on a practical level? As the instructional leader of the school, the prin-
cipal’s visibility and focus on rigorous instruction are essential. “Visibility refers to the presence of the principal on 
the school campus and in classrooms. High visibility by executives has been called management by touring around. 
In schools, this touring has been associated with positive effects on students’ and teachers’ attitudes and behaviors” 
(Murphy, 2007, p. 77). In highly functioning schools, Murphy found that:

Personal involvement means that these administrators are directly involved in leading the school’s educational 
program. Leaders in turnaround organizations in general and highly productive schools in particular have a strong 
orientation to and affinity for the core technology of their business – learning and teaching in the education en-
terprise. In the area of pedagogy, they are knowledgeable about and deeply involved in the instructional program 
of the school and are heavily invested in instruction, spending considerable time on the teaching function. They 
model the importance of teaching by being directly involved in the design and implementation of the instructional 
program. They are also knowledgeable about and heavily invested in the curricular program of the school. Finally, 
they are knowledgeable about assessment practices and personally involved with colleagues in crafting, imple-
menting, and monitoring assessment systems at the classroom and school levels. (p. 77)

In the IES study, they found that “Principals spent a large part of their time in the classrooms—as much as 40 percent 
in one school—to observe teaching and improve instruction” (2008, p. 17). 

In one case study, the principal and the assistant principal made short, regular classroom observations. These 
observations gave school leaders informal and impromptu opportunities to see what instruction was like in 
classrooms throughout the school. The leaders prepared a one-page summary of the observation within 24 hours 
to share and discuss with the teacher. Rather than become part of the teacher’s formal professional record, the 
summary was used to hone instructional practices (Whiteside, 2006). In another study, principals in turnaround 
schools indicated that they spent a lot of time in classrooms, monitored teachers closely, modeled good teach-
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ing practices, and were highly visible throughout the 
school. They were also involved in every phase of 
instructional planning (Duke, n.d.). (Herman, et al., 
2008, p. 18)

Hattie (2012) found that “teachers are often driven by 
having information about their impact…Effective school 
leaders, however, support teachers in their daily prog-
ress in this meaningful work, and thus set a positive 
feedback loop into motion” (p. 177). Much like teachers 
are encouraged and expected to give regular and timely 
feedback to their students, teachers need feedback on 
their professional practices. Levin (2012) reiterates this 
point, “In order to improve, people need honest and 
supportive feedback that helps them see where their 
current performance falls short—and where it is already 
strong” (p. 106).
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Indicator: The principal challenges and monitors unsound teaching practices and 
supports the correction of them. (60) 
 
Explanation: Principals, of course, celebrate and reinforce sound teaching practices, but 
teachers improve also by getting help in improving their practice. This means the principal must 
also notice teaching practices that need improvement and sees that the teacher gets help. Help 
may be directly from the principal, from other teachers, or in the teacher’s personal professional 
development plan. 
 
Questions: Is your principal judicious in both reinforcing sound instructional practice and in 
noticing and helping remediate areas of weakness? How does the principal determine what 
practices are sound or weak? By what means does the principal provide or arrange for help? 

 
Research suggests that “successful school leaders articulate a vision for shared 

organizational purpose and shared authority and that the ability of principals to envision new 
ways to do this is critical to the work of teacher leaders” (Portin et al., 2009, p. 89). Principals can 
play key roles in establishing collaborative workplace routines, implementing school initiatives, 
determining teaching assignments, assigning students to teachers, setting expectations for 
ongoing professional development, defining instructional goals, and serving as intermediaries 
between policy and practice (Johnson, Berg, & Donaldson, 2005). 

Teachers account for one-third of a school’s total impact on student achievement. Students 
with three consecutive years of effective teachers outperform students with ineffective teachers 
by 50 percentage points. What often gets lost in the policy conversation is the role of the principal 
in ensuring that there is a strong teacher in every classroom. Principals are best positioned to 
ensure that every student has a great teacher year after year. It is well known that strong 
teachers will leave a school if they do not feel that the principal provides a supportive 
environment. Today's effective principal is no longer just a building manager. They must be 
instructional leaders who can spot a teacher’s weaknesses and provide the support and 
professional development to rectify the deficiency (Briggs, Davis, & Cheney, 2012). Teacher 
change can be supported over time with systematic and consistent professional development 
(Heritage, 2010). 

Today, principals are in a paradoxical position. While Race to the Top, and No Child Left 
Behind before it, admonished educators to use “research-based” school-improvement strategies 
and models, the core strategies of both of these reform initiatives are basically asking principals 
to improve student learning by implementing mandated reforms that have consistently proven 
ineffective in raising student achievement (DuFour & Mattos, 2013). While Race to the Top 
emphasizes using more intensive supervision and evaluation of teachers to improve school 
performance, three of four teachers report that their evaluation process has virtually no impact on 
their classroom practice (Duffett, Farkas, Rotherham, & Silva, 2008).  

The idea that more frequent and intensive evaluation of teachers by their principals will lead 
to higher levels of student learning is only valid if two conditions exist: educators know how to 
improve student learning but have not been sufficiently motivated to do so, and principals have 
the time and expertise to improve each teacher’s professional practice by observing that teacher 
in the classroom. But according to DuFour & Mattos (2013), neither of these conditions exists. 

When classroom observations by the principal or other teachers indicate a general need for 
improvement across the faculty, well-planned professional development is a way to improve. 
When classroom observations reveal areas where an individual teacher’s needs improvement, 



that teacher’s personal development plan can include training or coaching to assist them in the 
area of need (Redding 2007). 

There are numerous means for achieving continuous improvement of each teacher’s skills, 
including whole-faculty workshops, consultations with Instructional Teams, the principal’s work 
with individual teachers and with teams, and collegial learning – teacher to teacher (including 
peer observations, study groups, coaching, and mentoring). Teacher evaluation should include 
examination of the teacher’s proficiency with the same indicators used to plan professional 
development for each individual teacher and for the faculty as whole (Redding 2007). 
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Indicator: The principal provides timely, clear, constructive feedback to teachers. (1676) 
 
Evidence Review:  

“Learning-focused leaders devote abundant time to supporting colleagues in their efforts to 
strengthen teaching and learning in and across classrooms. Foremost, they are aggressive in 
identifying and removing barriers that prevent colleagues from doing their work well. They provide 
intellectual stimulation and make certain that teachers have a high quality stream of job-embedded 
opportunities to expand, enhance, and refine their repertoires of instructional skills. They also make 
sure that the materials that teachers require to perform their jobs are on hand in sufficient quantity and 
in a timely fashion. Consistent with the involvement and investment theme, effective leaders 
demonstrate personal interest in staff and make themselves available to them. 
We know from the literature that feedback about performance is essential to the learning process, and 
leaders in high-performing schools are diligent about providing this information to colleagues on a 
consistent basis and in a timely manner. In supplying performance feedback, learning-focused leaders 
(a) rely on personal knowledge developed through numerous classroom observations, both informal 
and formal, and (b) employ a variety of supervisory and evaluation strategies. They make student 
learning the calculus of the exchange process. Effective leaders are especially expert in opening up a 
wide assortment of improvement opportunities for teachers. And they are relentless in counseling poor 
teachers to leave the profession. In a related vein, improvement-focused leaders aggressively monitor 
the instructional program in its entirety, assuring alignment between learning standards and objectives 
and classroom instruction” (p. 74). 

“Personal involvement means that these administrators are directly involved in leading the school’s 
educational program. Leaders in turnaround organizations in general and highly productive schools in 
particular have a strong orientation to and affinity for the core technology of their business – learning 
and teaching in the education enterprise. In the area of pedagogy, they are knowledgeable about and 
deeply involved in the instructional program of the school and are heavily invested in instruction, 
spending considerable time on the teaching function. They model the importance of teaching by being 
directly involved in the design and implementation of the instructional program” (p. 77). 
 
“A number of researchers find that principal support for and involvement in teacher professional 
development activities characterize effective schools, findings that parallel the human capacity-building 
work of leaders in turnaround organizations in the corporate and government sectors generally and in 
restructuring schools in particular. Administrator attention and support has also been linked to more 
effective implementation of professional development activities and institutionalization of improvement 
efforts generally. Principals in effective schools are committed to helping teachers improve their skills 
and teaching strategies. They focus staff development activities on the entire staff and on the specific 
goals and curriculum programs of the school. They are especially adept at using informal coalitions of 
teachers in implementing new programs. They take an active role in planning, participating in, and 
evaluating professional development activities with their staffs. Research also reveals that learning-
focused leaders provide both direct aid (e.g., concrete technical assistance and materials) and indirect 
support (e.g., encouragement) to teachers as they attempt to integrate skills learned during staff 
development programs into their repertoire of instructional behaviors. Effective principals facilitate 
opportunities for professional growth by enabling teachers to attend conferences, establishing 



mechanisms that facilitate the exchange of professional dialogue, and personally sharing ideas and 
materials with staff” (p. 78-79).  
Murphy, J. (2007). Restructuring through learning-focused leadership. In H. J. Walberg (Ed.) Handbook 
on restructuring and substantial school improvement. Lincoln, IL: Academic Development Institute. 
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Indicator: Professional development of individual teachers includes an emphasis 
on indicators of effective teaching. (71) 
  
Explanation: This indicator is similar to others but makes the specific point that professional 
development for individual teachers (as in their personal professional development plans) 
emphasizes indicators of effective practice.  
 
Questions: Does your school provide teachers with a common set of effective practices and their 
specific indicators? Do these practices and indicators loom large in your professional 
development for individual teachers, through their personal professional development plans. 
 

“Mastery learning,” a term coined by Benjamin Bloom in 1971, has little to do with specific 
content, but rather is a description of the process of mastering particular learning objectives. This 
school of thought presumes all children can learn if they are provided with the appropriate 
learning conditions. Bloom hypothesized that a classroom with a mastery learning focus would 
reduce the achievement gaps between varying groups of students, by helping students to master 
each learning unit before proceeding to a more advanced learning task—as opposed to the 
traditional form of instruction.  

Walberg (2007) listed the essential elements of mastery learning, which combines suitable 
amounts of time for individual students and behavioral elements of teaching: 
x “Cues” show students what is to be learned and explain how to learn it.  
x “Engagement” is the extent to which learners actively and persistently participate until 

appropriate responses are firmly entrenched in their repertoires.  
x “Corrective feedback” remedies errors in oral or written responses.  
x “Reinforcement” is illustrated in the efforts elicited by athletics, games, and other 

cooperative and competitive activities. Immediate and direct reinforcement make some 
activities intrinsically rewarding. As emphasized by some theorists, classroom 
reinforcement may gain efficacy mainly by a rewarding sense of accomplishment or 
providing knowledge of results. 

Formative tests are employed to allocate time and guide reinforcement and corrective 
feedback. Mastery usually takes additional time—a reported median of 16% but up to 97% more 
time than conventional teaching. On the other hand, its effects are enormous and, in some 
schools, some students are likely to require the extra time to attain mastery and eventual 
proficiency (Walberg, 2007, p. 84).  

In Danielson’s 2013 edition of her Framework for Teaching Evaluation Instrument, she lists 
four domains—Planning and Preparation, The Classroom Environment, Instruction, and 
Professional Responsibilities—and each domain is made up of several elements, which in turn 
have several indicators. According to Danielson, “The Framework for Teaching identifies those 
aspects of a teacher’s responsibilities that have been documented through empirical studies and 
theoretical research as promoting improved student learning. While the Framework is not the only 
possible description of practice, these responsibilities seek to define what teachers should know 
and be able to do in the exercise of their profession” (p. 3). Her main rationale for releasing a 
2013 edition was “to respond to the instructional implications of the Common Core State 
Standards (CCSS). Since the CCSS have been adopted in the vast majority of states, it seemed 
to make sense to explore what these would mean in the classroom. The CCSS, when fully 
implemented, will have a profound effect on education in America. They envision, for literacy and 



mathematics initially, deep engagement by students with important concepts, skills, and 
perspectives. They emphasize active, rather than passive, learning by students. In all areas, they 
place a premium on deep conceptual understanding, thinking and reasoning, and the skill of 
argumentation (students taking a position and supporting it with logic and evidence)” (p. 5). 

A meta-analysis of 28 factors that affect school learning (Wang, Haertel, & Walberg, 1993) 
found that the single most powerful factor is classroom management – the way the teacher 
organizes and manages the complex variables of curriculum, time, space, and interaction with 
students. Classroom management is evidenced in the teacher’s “with-it-ness,” the learner’s 
accountability for learning, the clear procedures in the classroom, and the way the teacher mixes 
whole-class instruction, small-group instruction, and individual instruction. Teacher “with-it-ness” 
is described by Brophy (1996) as the teacher being “aware of what is happening in all parts of the 
classroom at all times…by continuously scanning the classroom, even when working with small 
groups or individuals. Also [the teacher demonstrates]…this with-it-ness by intervening promptly 
and accurately when inappropriate behavior threatens to become disruptive” (p. 11). The way a 
teacher plans, organizes, manages, and watches over the classroom determines the prevailing 
“culture.” Students adopt the ethos of the classroom culture, responding to what the teacher has 
created and to the way the teacher behaves. 
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Indicator: Professional development for the whole faculty includes assessment of 
strengths and areas in need of improvement from classroom observations of 
indicators of effective teaching. (72) 
 
Explanation: As with professional development for individual teachers, professional development 
for the whole faculty can include patterns of practice analysis of the degree to which specific 
indicators of effective practice are demonstrated in classroom observations. Observations may be 
by the principal or other teachers (peer-to-peer). Working with a common set of effective 
practices and their specific indicators reinforces sound practice school-wide. A pattern of practice 
analysis is prepared by aggregating observations of multiple teachers to determine the percent of 
teachers demonstrating specific indicators. 
 
Questions: In planning for professional development, does your Leadership Team review 
aggregations of classroom observations (patterns of practice) to determine areas that need 
emphasis? In conducting the observations, do you identify teachers who are strong on particular 
indicators and might lead a professional development on them or coach other teachers. 
  

In his article Maximizing Professional Leadership, Gradet (2006) discusses Breakthrough 
High Schools (BTHS), schools recognized for defying the odds and succeeding despite predictors 
of low student achievement. He said that principals and staff at these schools plan professional 
development centered on the premise that the best professional development must come 
from within the school and must focus on the needs of the individual teacher. He quotes Debra 
Pace, the principal of Poinciana High School in Kissimmee, FL, who said, “We brought in a few 
people from the outside, but we found that our most effective professional development comes 
from within, [by] identifying those teacher leaders who have effective information to share in a 
good way. There’s more value for the staff if they’re getting it from a colleague” (p. 17). Another 
principal, Keith Morris of Mabton (WA) Junior/Senior High School, said, “Our professional 
development has turned around because it’s pretty much all internal. Very few times will we bring 
in somebody from the outside—only if it’s a state requirement. And we noticed a huge, huge 
difference in both the buy-in and the ownership of that professional development. It’s all 
done by different staff people. I don’t do it by myself; I help facilitate. There are a lot of people 
involved” (p. 17). Additionally, Gradet mentioned the cost effectiveness of in-house professional 
development. 

Goe, Biggers, and Croft (2012) found that classroom observations can be a valuable part of a 
performance evaluation as well as one of the best sources of information to guide teacher 
professional growth. Observations are particularly useful in providing relevant data on teacher–
student relationships and the learning environment. They found that classroom observations 
alone are unlikely to lead to improved teaching and learning unless there are also discussions 
about the standards assessed and evidence obtained in the observations. Including evidence of 
student learning in these conversations has the added benefit of encouraging teachers to focus 
primarily on whether students are actually learning, as opposed to their focusing only on their own 
instruction. The authors said, “Examining aggregated data is less threatening to teachers 
because the discussion centers on data from multiple sources, and problems and solutions are 
considered for all participating teachers as a group” (pp. 10–11). 

Professional development should be based on either new skills that staff are required to 
utilize or implement in their classrooms or on classroom observations which indicate areas of 
weaknesses that need to be addressed. Professional development may be schoolwide or 
individual (as in coaching or mentoring for a teacher to address a particular area of need). 



Observations may also indicate areas of strengths which teachers can then be encouraged to 
share with other teachers. Redding (2007) says that “continuous improvement of each teacher’s 
skills is achieved through a variety of means including whole-faculty workshops, consultations 
with Instructional Teams, the principal’s work with individual teachers and with teams, and 
through collegial learning—teacher to teacher (including peer observations, study groups, 
coaching, and mentoring)” (p. 101). 
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Indicator: The LEA/School aligns professional development with identified needs 
based on staff evaluation and student performance. (2879) 
 
Evidence Review: Providing Professional Development 

Teachers often acknowledge that the professional development they receive is of limited 
usefulness to their daily work and to their professional growth. Districts must work to create 
systems of professional development that genuinely advance the effectiveness of their staff for 
the benefit of both staff and students. According to the National Staff Development Council’s 
Standards for Staff Development (2001), professional development should be standards based, 
results driven, and job embedded (e.g., formal or informal professional development conducted 
during the school day as educators engage in their daily work activities). Professional 
development programs should extend beyond traditional workshops to include activities such as 
peer observation, mentoring, the creation of teacher portfolios, action research projects, whole-
faculty or team/department study groups, curriculum planning and development, literature circles, 
critical friends groups, data analysis activities, school improvement planning, the shared analysis 
of student work, lesson study, or teacher self-assessment and goal-setting activities. Professional 
development activities should be collaborative but also differentiated to meet the individual needs 
of teachers (Chambers, Lam, & Mahitivanichcha, 2008). 

District professional development systems and requirements should be aligned with staff 
evaluation systems. They should be guided by formative teacher evaluation data as well as 
formative and summative student assessment data to create individualized professional 
development that will address a teacher’s specific challenge areas. Professional development 
also should be linked to opportunities for career advancement, and provide opportunities for 
teachers to be involved in its selection and deliver. Finally, professional development should be 
aligned with school and district vision, mission, and improvement goals (Darling-Hammond, Wei, 
Andree, Richardson, & Orphanos, 2009). 

 
Districts should consider high quality professional development in the following areas: 

Developing a deeper understanding of the community served by a school. Because 
at-risk schools and districts often struggle with teacher retention and student 
achievement, targeted professional development should be provided for teachers in 
these schools that is focused on understanding the community culture and the specific 
needs of students. This professional development might include training in 
communication and linguistic differences, strategies for overcoming language barriers for 
English Language learners, dealing with gangs (in certain communities), engaging 
parents, and equipping teachers with a better understanding of and comfort with the 
home background of their students. 
Developing subject-specific pedagogical knowledge. Professional development 
should be provided in content areas where children often under-perform and where 
teacher shortages sometimes result in under-qualified instructors being hired. 
Mathematics, science, and foreign language instruction often benefit the most from such 
targeted professional development. 
Developing leadership capabilities. Ongoing opportunities for school leaders to 
engage in professional development should be provided by the district. As is the case for 
teacher learning, professional development for school leaders should be on-going, job-



embedded, and differentiated to meet the needs of individual principals and other school 
leaders (Goldring, Camburn, Huff, & Sebastian, 2007; Portin, Alejano, Knapp, & Marzolf, 
2006). This approach may involve coaching, mentoring, reflection, and self-assessment. 
Through professional development, school leaders are often better equipped to promote 
collaboration among principals, teachers, and other school and district personnel to 
create opportunities for staff to share in leadership responsibilities and develop and 
demonstrate leadership potential (Hargreaves & Fink, 2006; Salazar, 2007).  

 
Finally, the effectiveness of professional development activities for all staff should be 

monitored. Data on the extent to which professional development changes instructional practice 
should be collected and used to make future decisions about the professional development and 
then assessing whether these have been achieved (Borko, 2004). 

 
Action Principles 
 For District 

1. Ensure that professional development activities are based on student data and other 
teacher evaluation information. 

2. Ensure that professional development programs are based on strategies supported 
by rigorous research. 

3. Align professional development requirements with state and district standards, 
assessments, and goals. 

4. Provide all staff high quality, ongoing, job-embedded, and differentiated professional 
development. 

5. Provide staff ample time for formal, structured collaboration and reflection. 
6. Incorporate principles of adult learning into professional development activities. 
7. Structure professional development that facilitates active learning and provides 

sustained implementation support. 
8. Establish a system for evaluating the quality of specific professional development 

providers and work only with those providers considered of high quality. 
9. Set goals for professional development success and monitor the outcomes of 

professional development investments. 
For School 

1. Create a professional development learning community that fosters a school culture 
of continuous learning. 

2. Promote a culture in which professional collaboration is valued and emphasized. 
3. Ensure that school leaders act as instructional leaders, providing regular, detailed 

feedback to teachers to help them continually grow and improve their professional 
practice. 
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Indicator: The LEA/School provides all staff high-quality, ongoing, job-embedded, and 
differentiated professional development. (2880) 

Explanation: The evidence review indicates that high performing LEAs and schools provide high quality 
professional development for all staff.  High quality professional development is that which is ongoing and 
job-embedded allowing for authentic, ample practice opportunities for those striving to improve practices.  
Aligning staff development opportunities to valid and reliable data increases the likelihood that teachers 
will be open and receptive to participating in professional development that is personally differentiated for 
them.  

Questions: What process will the LEA/school use to align and differentiate professional development 
offerings?  What data will the LEA/school use to identify areas of professional need?  How will the 
LEA/school ensure that professional development is targeted and ongoing?  How will the LEA/school 
ensure that professional development is job-embedded with multiple practice opportunities as well as 
follow-up debriefing and reflection time?   

 
Professional development within education has received frequent and well-documented criticism around it 
being too generic and unrelated to everyday instructional practices, and too often consisting of one-shot 
events led by an external consultant without any follow-up to address implementation and effectiveness 
(DeMonte, 2013).  Calls for more comprehensive, job-embedded, and sustained professional 
development are found frequently in the literature (e.g., Wei, Darling-Hammond, Andree, Richardson, & 
Orphanos, 2009; National Staff Development Council, 2001).  Wei, et al., (2009) define high quality or 
effective professional development as “that which results in improvements in teachers’ knowledge and 
instructional practice, as well as improved student learning outcomes” (p. 3).  A review of the literature 
yields five characteristics of high-quality professional development, which are described in detail below 
(Archibald, Coggshall, Croft, & Goe, 2011; DeMonte, 2013). 

1. Aligns with School Goals, State and District Standards and Assessment, and Other Professional 
Learning Activities 

Alignment helps reduce confusion and uncertainty about what and how to teach, and can help build 
shared vocabulary and common goals that are essential to sustain instructional improvements (Archibald, 
et al., 2011).  In addition, Garet, Porter, Desimone, Birman, & Yoon (2001) as cited in Archibald, et al., 
(2011) found that teachers report greater increases in their knowledge and skills when professional 
development activities: 

x Build on what teachers have previously learned in related professional development; 
x Emphasize content and pedagogy aligned with national, state, and local standards and 

assessments; and, 
x Support teachers in developing and sustaining ongoing communication with colleagues 

attempting similar teaching changes. 

It is also important to note, however, that a coherent aligned system does not translate into teachers that 
will implement changes to instruction in uniform ways; teachers will differentiate and integrate strategies 
in ways consistent with their teaching style and classroom context (Archibald, et al., 2011). 
 



2. Focuses on Core Content and Modeling of Teaching Strategies for the Content 

A wealth of research evidence has documented that improved teacher knowledge, when followed by 
explicit changes in instructional practice, leads to improvement in student learning.  Professional 
development must focus not just on content but on the teaching and learning process in order to 
positively impact teacher instructional practices (Blank & de las Alas, 2009, as cited in Archibald, et al., 
2011).  Research has also shown that modeling teaching strategies effectively can be accomplished 
through instructional coaching.  Coaching is most effective when it is conducted by an experienced 
teacher educator, includes observation of instruction followed by discussions with a coach, and involves 
teachers collaborating around what they are learning from a coach (DeMonte, 2013).  
 
3. Includes Opportunities for Active Learning of New Teaching Strategies 

Not surprisingly, active participation and engagement with professional development activities leads to 
larger changes in instructional practice.  Active learning strategies include practicing learned strategies in 
the classroom, observing other teachers, conducting demonstration lessons, and reviewing student work 
with colleagues.  These active learning methods typically take longer than passive learning activities such 
as seminars, lectures and workshops, but are more likely to result in improved instruction and student 
learning (Blank et al., 2009) 
 
4. Provides the Chance for Teachers to Collaborate 

Teacher collaboration is a necessary feature to maximizing the benefits of professional development. Hill, 
Stumbo, Paliokas, Hansen, & McWalters (2010) suggest that “teachers develop expertise not as isolated 
individuals but through job-embedded professional development, and as members of collaborative, 
interdisciplinary teams with common goals for student learning” (p. 10).  Professional learning 
communities (PLCs) offer a collaborative setting for teacher professional growth.  PLCs are lauded as a 
positive reform in professional development where “through collaborative inquiry, teachers explore new 
ideas, current practice, and evidence of student learning using processes that respect them as experts on 
what is needed to improve their own practice and student learning” (Vescio, Ross, & Adams, 2008, p. 90).  
PLCs provide an arena where teachers can elicit feedback on ways to improve their instruction, while 
acting within a safe and stable support structure for trying new teaching approaches (Archibald, et al., 
2011).  Evidence suggests that PLCs can positively benefit instruction and student achievement at 
struggling schools (Saunders, Goldenberg, & Gallimore, 2009; David & Talbert, 2012). 
 
5. Includes sustained, embedded follow-up and continuous feedback  

Professional development that includes follow-up and feedback will be more likely to result in significant 
changes to teaching practices.  In addition, longer-term professional development programs that provide 
between 30 and 100 hours of contact are more likely to impact student achievement than those providing 
fewer hours (Yoon, Duncan, Scarloss, & Shapley, 2007, as cited in Archibald, et al., 2011).  These 
longer-term programs likely provide more opportunities for teachers to practice what they have learned 
and receive continuous feedback on what is, and is not working.  Professional development activities are 
considered to be job-embedded when they are authentically related to the work of the teachers involved 
and informed by what teachers are doing and need to do (DeMonte, 2013).  Teacher work within PLCs 
and instructional coaching serve as examples of job-embedded contexts optimal for professional 
development.  Some specific examples include: 



x A group of teachers meeting to analyze student test scores and discuss ways to change 
instruction and share important resources; 

x An instructional facilitator conducting a model lesson for a group of teachers working on a 
particularl instructional practice; and,  

x A teacher sending a video clip of her teaching to an off-site coach and they then discuss it in an 
online conference and talk about what could have been improved. (DeMonte, 2013, p. 7) 

Professional development activities that are marked by these characteristics create greater opportunity 
for teacher “buy in,” and thus increase the likelihood for instructional improvement and enhanced student 
learning. 
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Indicator: The LEA/School offers an induction program to support new teachers in their first years 
of teaching. (2881) 
 
Explanation:  The evidence review indicates that an effective induction program serves as an impactful 
bridge between pre service teacher training and real time in classroom practice.  A supportive induction 
program meets the distinct learning needs of new teachers while in their teaching novitiate.  High 
performing LEAs and schools provide induction programs, which aim to improve the competencies of 
those new to teaching, advance the personal and professional self-efficacy of new teachers in an effort to 
increase the retention rates of novice teachers.  Quality induction programs appear to have the following 
tenets in common: trained mentors for new teachers, routinely structured observations, targeted 
professional development opportunities, formative evaluation structures, actively involved administrators, 
a supportive school culture, reflective thinking about professional practices, research based, and all share 
a common vision for knowledge, teaching, and learning. 
 
Questions: What process will the LEA/school use to establish a quality induction program for those new 
to teaching?  How will the LEA/school aim to increase new teacher competencies?  How will the 
LEA/school increase new teacher self-efficacy and confidence?  How will the LEA/school develop a 
mentor pipeline for new teachers?  How will the LEA/school support and train mentors in that role?  How 
will the LEA/school develop an induction program that promotes active administration involvement?  How 
will the LEA/school integrate existing evaluation systems into the induction program? 
 
 
The teaching profession has consistently experienced a high level of attrition compared with other 
professions, and teacher turnover is particularly high within the first few years on the job, with some 
studies showing as many as half of new teachers leaving within the first five years of entry into teaching 
(Ingersoll & Strong, 2011). New teachers who leave frequently cite lack of support from school 
administration as a key reason for their departure. Induction programs have been developed by most 
states and districts for new teachers to provide a “bridge from student of teaching to teacher of students” 
(Ingersoll & Strong, 2011, p. 203). These programs provide a range of supportive programming to include 
mentoring by experienced teachers, workshops, common planning time with experienced colleagues, 
reduced course loads, and other components.  Providing a mentor who gives guidance to new teachers is 
the predominant component of most induction programs; however there is great variation in the duration 
and intensity of these relationships.   

What Are the Components of Quality Teacher Induction Programs? 
 
Wood and Stanulis (2009) state that a quality teacher induction “enhances teacher learning through a 
multi-faceted, multi-year system of planned and structured activities that support novice teachers’ 
developmentally-appropriate professional development in their first through third year of teaching” (p. 3).  
Quality induction provides a bridge between teacher preparation and pedagogical practice that supports 
the distinct learning needs of new teachers during their initial years of teaching. (Alliance for Excellent 
Education (AEE), 2004; Ingersoll & Smith, 2004; Stanulis, Burrill, & Ames, 2007).  Comprehensive 
induction programs serve to enhance teachers’ professional efficacy, provide high quality professional 
development, and foster collaborative work among teachers (Alliance for Excellent Education, 2004).   



Research has established that teachers participating in induction programs are more likely to be 
successful with many aspects of teaching, including keeping students on task, developing effective lesson 
plans, using effective questioning techniques, and engaging in effective classroom management practices 
than those not participating in induction programs (Ingersoll & Strong, 2011).  Most of the literature also 
suggests that students of beginning teachers who participated in induction programs have higher 
achievement scores or gains than those of teachers not participating in these programs (Ingersoll, 2012).  
Induction programs and mentoring components in particular have also been consistently found to 
positively impact teacher retention (Raue & Gray, 2015).  Stronger effects, however, have been found for 
induction programs providing teachers with mentors from their own subject area, and for those that 
allowed for common planning or collaboration time with other colleagues teaching within the mentee’s 
subject area (Ingersoll, 2012).  Ingersoll also found that the more comprehensive the induction package, 
the greater the benefits to reducing teacher attrition.  In addition to the mentoring and planning 
components described above, some packages offered reduced course loads, beginning teacher 
seminars, and classroom aides.  Unfortunately while induction programs are common, they typically are 
informal and low intensity programs that pair the new teacher with another more experienced one, without 
providing training, supplemental activities or release time for the induction process (Glazerman et al., 
2008).  

Wood and Stanulis (2009) review the induction literature and suggest that quality induction programs 
typically encompass the following: 

x Educative mentors’ preparation and mentoring of novice teachers: Research-based 
effective practices include regular interaction with their assigned novice teacher, formative 
assessment observations, and co-planning and co-teaching.  Mentors also should be trained in 
areas such as novice teachers’ characteristics and needs, coaching techniques, formative 
assessment strategies, and ways to work with adult learners, and should be compensated for 
their time (Youngs 2007). 

x Reflective inquiry and teaching processes:  Mentors should help novice teachers examine 
authentic artifacts of teaching collaboratively with other colleagues.  They should provide support 
for reflection through activities such as analyzing student work, considering student needs at a 
particular grade level, understanding connections between curricular components, and 
considering the impact of curricular decisions. 

x Systematic and structured observations: Observations should be linked to teaching and/or 
academic content standards.  A peer-coaching model allows for pre-observation planning 
between novice and mentor, as well as a feedback conference; this process should encourage 
novices’ critical reflection on their teaching practices.  Novices also benefit from frequently 
observing their mentor’s and other veteran teachers’ instructional practice. 

x Developmentally appropriate professional development: Induction programming should be 
structured to reflect the different challenges faced by teachers as they progress from the first to 
third year.  Professional development should be sustained, ongoing, job-embedded, and 
collaborative, and should focus on the critical, school-based problems of practice central to 
teachers’ work.   

x Formative teacher assessment: Mentor observations of new teachers’ practices are often 
conducted within structured formative assessment systems, with the goal being to improve the 
practice of novice teachers. Mentors model the Reflective Teaching Cycle (Plan, Teach, Reflect 
and Apply) and teach new teachers how to apply it to their practice.  Within all formative 



assessment systems, new teachers engage in organized and reflective discussions about their 
teaching practices with their mentors, and learn to self-assess their professional competence. 

x Administrators’ involvement: Effective induction programs depend largely on administrators’ 
leadership and commitment to the induction process, and their supportiveness of both mentors 
and mentees.  Administrators should provide time and resources for novice-mentor collaboration, 
observation in novice teachers’ classrooms, collaborative observations by mentors and novices in 
other veteran teachers’ classrooms, and site-based and informal opportunities for new teachers 
to interact with one another. 

x A school culture supportive of new teachers: School working conditions often predict new 
teachers’ success and whether they remain in the profession.  Successful induction programs 
provide comprehensive novice teacher orientations, sanctioned time for new teachers to plan, 
reflect on, and develop instructional strategies with their mentor, and ample opportunities for 
collegial interactions with other new and experienced teachers. 

x Program evaluation and/or research on induction: In order to ensure induction programming’s 
effectiveness, ongoing evaluation should monitor novice teachers’ needs, provide data on how 
well the program is working, and illuminate features that need improvement. 

x A shared vision of knowledge, teaching, and learning: Quality induction programs establish a 
clear definition of effective teaching to allow for the development of rubrics and formative 
assessment processes that are aligned with this vision, and to provide a common language with 
which novices and mentors can discuss their teaching.  

Clearly quality induction programs are comprehensive and include mentoring as a necessary, but not 
sufficient component.  Comprehensive induction programs that contribute to improved teacher working 
conditions may be especially crucial for high-poverty, low-performing schools, that often have a greater 
number of newer, less experienced teachers who in turn are often the most likely to leave the profession 
(Simon & Johnson, 2013).  Unfortunately, research suggests that many of these teachers do not have 
mentors, and even when they do they are less likely to indicate that they have meaningful interactions 
with them about their instruction, partially because their mentors often teach different grades or subjects, 
or are not teaching at the same school (Donaldson & Johnson, 2010).  In addition, the teaching load in 
many high-poverty schools results in high levels of attrition due to assignment of large classes, or classes 
outside of teachers’ fields or that span multiple subjects or grade levels.  This is especially common for 
new teachers within these schools, who often deal with several aspects of misassignment simultaneously, 
resulting in lower levels of professional efficacy and student achievement (Donaldson & Johnson, 2010). 

The New Teacher Center (NTC)1 offers an induction model incorporating many of the comprehensive 
induction program features described above, and is particularly relevant for hard-to-staff schools that 
serve primarily low-income and minority students, where teacher turnover is often high (Alliance for 
Excellent Education (2014).  This program and others can help build capacity and provide the support 
critical for new teachers within high-needs schools. As Allensworth argues (2011):  

Schools that struggle with low achievement, especially those serving the most impoverished 
communities, face extraordinary challenges in developing strong organizations that can maintain a 
strong teaching staff.  But building those organizational supports is what is needed to provide a high-
quality instructional environment for all students and improve equity in educational outcomes. (p. 43) 

                                                 
1 See: http://newteachercenter.org/approach/teacher-induction/ 
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Indicator: The principal creates and sustains partnerships to support extended learning. 
(967) 

Explanation: The evidence review indicates that administrators in high-performing districts and 
schools understand how to lay the groundwork necessary to gather key stakeholder support for 
school initiatives such as extended learning time.  They work strategically to maintain and sustain 
partnerships to support critical research-based initiatives such as extending learning time.  
Establishing a broad support base increases the likelihood that support for future restructuring 
efforts will transfer.  

Questions: How will the LEA/school garner support for extended learning time?  What protocols 
will the LEA/school follow for communicating new initiatives information to all key stakeholders?  
How will the LEA/school tap into the resources available within the community?  Which 
relationship-building strategies will the LEA/school use to strengthen existing partner associations 
and to initiate new partnerships?  In what ways will the LEA/school enlist the staff as liaisons 
between the in-school community and the out-of-school community?  How will LEA/school 
identify possible philanthropic benefactors, as well as corporate and community organizations?  
Once possible partnerships are identified, how will LEA/school develop those partnerships?  How 
will LEA/school maintain partnerships they have established? 

Evidence Review: Providing Community Supports and Resources 
 The community can be a great resource for school improvement. By enlisting municipal 
offices in support of its improvement efforts, a district can create a broad base of community 
support for, and understanding of, dramatic measures such as restructuring when they become 
necessary. Case studies and other research provide evidence of myriad types of community 
supports and resources being utilized by schools and districts. 
 Partners can include large corporations and small businesses, law enforcement, health 
department, universities, faith-based and other non-profit organizations, senior citizens, and 
parents, among others. Some schools have formed beneficial alliances with municipal officials 
and the media (Brooks, 2009). Benefits provided range from providing extra adults who listen to 
children read (Doiron & Lees, 2009) to donated funds or goods. One example of community 
support connects chronically absent students with community mentors and has measurably 
reduced students’ chronic absenteeism (Sheldon & Epstein, 2004). In other examples, grants 
provided funds to hire a school nurse and social worker to attend to students’ physical, social, 
and emotional needs and to help involve parents; church volunteers organized a mentoring 
program (Tripses & Scroggs, 2009); and rural schools benefited from working with community-
based and faith-based organizations who provided tutoring and other after-school programs. 
Connecting with the community can help high school students engage and see the relevance of 
their coursework (Kennelly & Monrad, 2007), and evidence shows that students with disabilities 
benefit greatly from community employment experience during the highs school years (e.g., work-
study jobs, paid work experiences, and high school vocational education experiences; Stodden et 
al., 2001). 
 Cultural, linguistic, and social gaps often exist between schools and the students and families 
they serve; community groups or individuals, such as paraprofessionals or teachers from the 
school’s neighborhood, may serve as bridging intermediaries to foster more productive 
relationships (Brown & Beckett, 2007; Reed, 2009; Warren, 2007). During a restructuring effort, 
Chicago worked to engage the community productively by initiating partnerships with grassroots 



organizations that helped parents understand why reform was necessary in their children’s 
schools. 
 Educators desiring effective partnerships are advised to prioritize the process, permit time for 
development, and promote community ownership (Sanders & Lewis, 2005). One study indicated 
that the majority of the partnerships in studied schools were teacher-initiated, with articulated 
needs based on a determination of students’ and programs’ needs. Processes used to develop 
the partnerships, such as networking, meetings in person, and the negotiation of partnership 
activities themselves created “win-win” relationships for the school and the community partner 
(Hands, 2005). 
 
Action Principles 

For District 
1. Include municipal and civic leaders, community and faith-based organizations, and 

parent groups in schools reform and restructuring planning; maintain regular 
communication with them. 

2. Assist school leaders in networking with potential partners and in developing 
partnerships. 

3. Provide professional development for school leaders regarding effective 
collaboration. 

4. Direct extra resources to support innovative partnerships between community 
partners and schools and allow the kind of flexibility in policies that partnerships may 
require. 

For School 
1. Assess areas of need and identify potential community partners who might address 

needs. 
2. Allow time for school leaders to meet partners in person and develop “win-win” 

relationships. 
3. Negotiate partnership activities, communicate regularly with partners, publicly 

recognize partners, and continuously evaluate partnerships for continuous 
improvement and sustained relationships. 

4. Recognize and support the bridging role that local teachers and staff members my 
play. 

               (Perlman & Redding, 2011, pp. 179–180) 
 

Mary Lundquist, Dean of Students at Farmington High School in Farmington, CT, and Kristi 
Ohanesian, who runs the Career Center and provides extended learning opportunities for 
students at Farmington High School, state, “For our schools, the opportunity for all students to 
engage in community learning opportunities supported by our partnerships is essential” 
(Lundquist & Ohanesian, 2015). They offered three “of the more than 75 Farmington High School 
activities and organizations [that] illustrate the contributions business and community partnerships 
make in providing authentic opportunities for all students to engage in building essential 21st 
century skills:” 

FIRST (For Inspiration and Recognition of Science and Technology) Robotics. “The 
Enforcers, Farmington High School's FIRST Robotics team, started in 1997 and has grown to be 
a vibrant part of extracurricular activity for more than 60 students. Sponsored by Ebm-Pabst, Inc., 
whose generous support includes materials, physical space, and the expertise of their engineers, 
the mission of this partnership program is to build science, engineering and technology skills that 
inspire innovation, self-confidence, communication, and leadership. Annually, the student-driven 
team designs and builds a robot and competes against other high schools in the region” 
(Lundquist & Ohanesian, 2015). 



Cutting Edge Bioresearch Internships. “Since 2003, over 100 Farmington High School 
students interested in medical research have extended their learning beyond the classroom 
through the Cutting Edge Bio research Internship program at the University of Connecticut Health 
Center (UCHC) in Farmington, CT. This intensive 60-hour internship, a collaboration between 
Farmington High School and the UCHC Department of Molecular, Microbial and Structural 
Biology, gives students an opportunity to participate in seminars and supervised hands on 
laboratory research” (Lundquist & Ohanesian, 2015). 

Burns Academy Math and Literacy Program. “This inter-district partnership between 
Farmington High School and Burns Academy exemplifies the power of community service 
programs both for suburban students and the inner city children it serves. Farmington High 
School has been partnering with elementary schools in Hartford, CT to provide tutoring and 
enrichment programs since 2004. The tutoring initiative started as a small math program for 5th 
graders and has grown into a full math and literacy after-school enrichment program involving 
over 160 urban and suburban students. The current program serves students in grades 2-6 at the 
Latino Studies Academy at Burns Elementary School where FHS students go each week, for 
eight weeks, to work with children one-on-one; helping to boost math, reading and writing skills. 
Tutors are trained by Farmington math and literacy coaches and use interactive read-aloud, 
reader's notebooks, math challenges and games to help children learn and grow” (Lundquist & 
Ohanesian, 2015). 
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The principal ensures that teachers use extra time effectively when extended 
learning is implemented within the regular school program by providing targeted 
professional development. (968) 

From: Silva, Elana. On the Clock: Rethinking the Way Schools Use Time 
As would be expected, the research shows that the correlation between time and student 

achievement gets stronger with more engaged time. Students who are given more allocated 
school time have outcomes only slightly better than students who receive less. But the correlation 
between time and achievement increases when students are given more instructional time, and it 
is even greater when students’ academic learning time increases. 

The distinctions between these different types of school time were made by researchers 
examining The Beginning Teacher Evaluation Study (BTES), a federally commissioned education 
study of teacher behaviors and competencies and carried out in three phases during the 1970s.1 
BTES project directors Charles Fisher and David Berliner found that student achievement was 
most highly associated with instruction that engaged students and was aligned with students’ 
abilities and preparedness. 

Additional research over the last 25 years has supported those findings. Nancy Karweit and 
Robert Slavin, in their 1981 study, Measurement and Modeling Choices in Studies of Time and 
Learning used similar terminology, differentiating between scheduled time (the number of minutes 
per week supplied for math instruction), instructional time (scheduled time minus time lost to 
intrusion, procedure and inattention), and engaged time (similar to academic learning time).2 
Tracking students in 18 math classes in four elementary schools using preand post-test scores on 
the Comprehensive Test of Basic Skills (CTBS), they found that increased engaged time 
positively affected CTBS post-test scores, but increased scheduled time and instructional time 
had no effect on post-test scores. 

Kathleen Cotton, while a researcher at the Northwest Regional Educational Laboratory in 
Oregon, conducted one of the most comprehensive reviews of time-in-school research in 1989. 
Analyzing 57 studies on the relationship between time and learning, Cotton identified 30 studies 
that measured the relationship between allocated time and student outcomes. Cotton found a 
strong positive relationship between academic learning time and student achievement in one 
subset of 11 studies that examined the effects of academic learning time. However, she found no 
statistically significant relationship between allocated time and student achievement.3 

A decade later in 1998, researchers from WestEd, a nonprofit research firm and one of the 
regional educational laboratories of the U.S. Department of Education, came to the same 
conclusion. In reviewing all available research on time and learning, Julie Aronson, Joy 
Zimmerman, and Lisa Carlos concluded that there is little or no relationship between allocated 
time and student achievement, some relationship between instructional time and achievement, 

1 Charles Fisher, et al. “Teaching Behaviors, Academic Learning Time, and Student Achievement: Final 
Report of Phase III B” (San Francisco: Beginning Teacher EvaluationStudy, 1978). 
2 N. Karweit and R. E. Slavin, “Measurement and modeling choices in studies on time and learning,”
(American Educational Research Journal 18, No. 2, 1981). 
3 Kathleen Cotton, Educational Time Factors (Portland, Ore.: Northwest Regional Education Laboratory, 
1989). 



and a larger relationship between academic learning time and achievement.4 “Any addition to 
allocated education time,” the authors write, “will only improve achievement” if it is used for 
instructional time that is used effectively enough to engage students.5 

According to BetsAnn Smith, who authored a report on a time-use study by the Consortium 
on Chicago School Research, a great deal of classroom time is lost to startup routines, 
unnecessary interruptions, test preparation and poor classroom management. A typical school 
day in Chicago’s public schools delivered fewer than 240 minutes of total instruction each day, far 
short of the 300 minutes of daily instruction mandated by the state, Smith found.6 Similarly, Fisher 
in his analysis of the Beginning Teacher Evaluation Study found that students were getting a 
mere four to 52 minutes a day of actual academic learning time in a given subject. Fisher and his 
colleagues commented on this unusually large variation of time: “It is easy to imagine how either 
four or 52 minutes per day of Academic Learning Time might come about. If 50 minutes of 
reading instruction per day is allocated to a student who pays attention about a third of the time, 
and one-fourth of the student’s reading time is at a high level of success, the student will 
experience only about four minutes of engaged reading at a high success level.”7 

Clearly, any extended time proposals must focus on expanding the right kind of time—time 
when students are engaged in productive learning. Adding more hours would ostensibly provide 
more time for everything that occurs in schools, and in the best schools there would be an ample 
increase in academic learning time. But in poorly managed schools with inexperienced teachers 
and a host of other challenges, it is likely that more time would be lost to other activities. 
Source: Silva, E., (2007, January). On the clock: Rethinking the way schools use time. 
[EducationSector Reports]. Washington, DC: Education Sector. 
 
To see the complete article, please visit http://www.educationsector.org/usr_doc/OntheClock.pdf 
 
 
Resources: 
►Time for a change: the promise of extended-time schools for promoting student 
achievement, Education Sector, www.educationsector.org/usr_doc/OntheClock.pdf 
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4 Julie Aronson, Joy Zimmerman, and Lisa Carlos, Improving student achievement by extending school: Is it 
just a matter of time? (San Francisco: WestEd, 1998). 
5 Ibid. 
6 BetsAnn Smith, It’s About Time: Opportunities to Learn in Chicago’s Elementary Schools (Chicago: 
Consortium on Chicago School Research, 1998). 
7 C. W. Fisher et al., “Teaching behaviors, academic learning time and student achievement: An overview,” 
in Time to Learn eds. C. Denham and A. Lieberman, (Washington, D.C.: National Institute of Education, 
1980) pp. 7–32. 



Wise Ways® / Academic Development Institute 

The principal monitors progress of the extended learning time programs and 
strategies being implemented, using data to inform modifications. (969) 

Evidence Review: 

 Schools, districts, and states are struggling to improve education and increase student 
learning and achievement. Some reform ideas have focused on increasing the time 
students spend in school and reorganizing school schedules. Currently, the 180 six-
hour-day schedule used in most schools is not based on the needs and learning styles 
of students, but rather on a 19th-century agrarian system (Farbman & Kaplan, 2005). 
Many states and districts have considered ways to change the outdated way that time is 
spent in school by (1) transforming school day schedules; (2) extending the school day; 
and (3) altering the school year structure. Ultimately, though, these reforms must not 
focus on simply extending the time students are in school, but on increasing the time 
students engage in productive, academic learning (Silva, 2005).  
Transforming Time Structure During the School Day 
One strategy that schools are using to increase instructional time spent on core subjects 
such as reading and mathematics is block scheduling. Typically, block scheduling 
divides the school day into four periods of 80-100 minutes, and alternates subject matter 
by day or semester. As a result, students are engaged in learning for longer periods of 
time. Block scheduling has been effective in San Diego’s Blueprint for Student Success 
program, where double and triple length reading classes boosted student achievement 
enough to narrow school achievement gaps by about 15% over two years (Public Policy 
Institute of California, 2005). However, the success of block scheduling depends on how 
well teachers are trained to use the extra time effectively. Some schools also use block 
scheduling for a “double dosing” of core subjects. Students may attend core classes for 
longer time periods than their other classes during the day in order to improve 
achievement (Kennelly & Monrad, 2007). 
Other strategies that schools have used to increase academic achievement are to 
reduce time students spend in elective classes and to create guided study halls where 
students can receive additional support from instructors. Student advisories, where 
students meet with teachers to discuss schoolwork or more general concerns, can also 
replace study halls. The advisory period gives teachers time to develop relationships 
with students thereby helping to increase student engagement in school which is a vital 
part of student success (Pennington, 2006). 
Extending the School Day 
A study of high-performing high schools in Massachusetts found that all the top 
performing schools had expanded school days (The Rennie Center for Education 
Research and Policy, 2003). The most important aspect of extending the school day is to 



ensure that the extra time is spent in academic endeavors which engage students. 
Some strategies that schools have used are lengthening the time students spend in core 
academic classes, implementing transition programs or credit recovery classes, creating 
community partnerships in which students participate in internships or online or web-
based classes, and offering after-school or supplemental education services (SES) for 
students. 
For low-income or minority students, Title I SES can be particularly helpful. Poor and 
minority students are less likely than their more affluent peers to have education 
resources and learning experiences outside of school (Silva, 2007). SES, when 
implemented over extended periods of time and frequently monitored and evaluated, can 
provide opportunities to close the achievement gap between these students and their 
wealthier peers. SES can focus on building core academic skills, perhaps language 
acquisition for English language learners or credit recovery classes, areas for which 
there is not enough allotted time during the school day. 
Extending/Altering the School Year 
Research suggests that low-income students experience significant learning loss over 
the summer months, compared with children from higher income families who have 
access to travel, camps, and other enrichment activities (Pennington, 2006). Year-round 
schools may help to reduce the negative effects of summer learning loss; however, the 
structure must increase total school hours and not simply reorganize the traditional 
school year length over a 12-month period (Silva, 2007). Summer programs help engage 
students in unique ways, such as through internships or leadership programs. The 
Knowledge is Power Program (KIPP) schools have reported increased academic 
achievement among their predominantly minority and urban students, using a 
lengthened school year and a mandatory 3-4 week summer school session (Pennington, 
2006). Furthermore, many summer programs focus on helping to ease the transition 
from middle to high school, a critical time for students. Finally, a few high schools have 
employed “J terms,” a January or June term lasting approximately three weeks. The 
most common areas of focus for J term courses are academic recovery, multi-
disciplinary projects, internships, or a combination of academic and multi-disciplinary 
classes. These activities are beneficial to all students, particularly low income and 
minority students.  
Action Principles  

For State 
1. Help districts build capacity to address various aspects of extended learning time 

including: enlisting support from teachers’ unions; providing funding for extended 
learning time initiatives; developing resources for professional development on 
the effective use of additional or newly structured learning time; and monitoring 
extended learning time initiatives.  



 
 

 

For District 
1. Create buy-in for extended school days from parents, teachers, students, and the 

community. 
2. Allocate and increase funds to support extended learning time. 
3. Provide professional development to ensure that teachers use extra time 

effectively. 
4. Create local partnerships with businesses, organizations, etc., to support the 

extended time initiative. 
5. Determine how the district will monitor progress of the extended learning time 

initiative. 
For School 

1. Implement professional development to aid teachers in using extra school time 
effectively. 

2. Determine how to restructure the school day so that the students who need the 
most support are given more instructional opportunities.  

3. Create a plan for monitoring the progress of the extended learning time initiatives 
as well as for continuous improvement.  

Source: Handbook on Effective Implementation of School Improvement Grants, 
Restructuring and Extending the School Day, National High School Center for the Center 
on Innovation & Improvement 
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Indicator: The LEA/School has established a system of procedures and protocols 
for recruiting, evaluating, rewarding, and replacing staff. (2882) 
 
Evidence Review:  
Improving Staff Evaluation Systems 
 Evaluating staff is a critical component in an effective performance management system and 
should be connected to other areas of educator talent management and support. In particular, a 
rigorous approach to evaluation should be clearly connected to a district’s system for providing 
professional development so that growth opportunities are well-aligned with teachers’ and school 
leaders’ areas of weakness (Milanowski, Heneman, & Kimball, 2009). Where evaluation systems 
are tied to compensation or other high stakes outcomes, it is especially important that they be 
accurate, fair, linked to growth opportunities, and fully transparent. 
 Implementing an effective evaluation system involves including individuals with significant, 
recent experience in the classroom as evaluators. Everyone involved in the evaluation process 
should undergo training in the use of the assessment instruments including the use of classroom 
observations, portfolio reviews, or whatever other methods are employed. In addition, evaluations 
should be conducted frequently, using multiple measures, in order to gain a comprehensive and 
accurate picture of a teacher’s competencies. Those responsible for conducting the evaluation 
should provide immediate formative feedback. At the very minimum, all teachers should be 
evaluated annually, but more frequent evaluations should take place in cases where teachers are 
found to be under-performing (Mathers, Oliva, & Laine, 2008). 
 School leaders must also be evaluated. Their evaluations should be based on clear 
standards and objective criteria that are a matter of description and not conjecture. They should 
be honest, helping leaders with a chance to give feedback to the district and to shape the 
decisions that will improve their effectiveness (Reeves, 2009). For both teachers and school 
leaders, the evaluation system must be monitored for its perceived usefulness and to guide 
revisions to the evaluation process. 
Action Principles 
 For District 

1. Include multiple people in conducting evaluations. They should have experience in the 
classroom and should include individuals with expertise in the subject or grade level of 
the teacher being evaluated. 

2. Provide high-quality training for those conducting evaluations. 
3. Incorporate teacher self-reflection and personal goal-setting in the evaluation process. 
4. Evaluate a variety of teacher skills and knowledge, using a variety of valid and reliable 

evaluation tools (for example of such tools, see A practical guide to evaluating teacher 
effectiveness). 

5. Require evaluators to provide timely, clear, and constructive feedback. 
6. Link the evaluation process with the district’s collective and individualized professional 

development programs. 
7. Use the evaluation results to differentiate among educators when granting leadership 

opportunities and making other decisions. 
8. Differentiate among teachers at different stages in their careers, in specialized roles, or 

working with at-risk students and students with special needs. Consider teaching context 
when deciding upon which instruments to adopt and when determining how to use the 
results of the evaluation. 

9. Develop a review process and communication plan to gauge teacher and administrator 
perceptions and concerns about the evaluation system and revise the system as 



necessary. 
10. Standardize and document the evaluation process. 
11. Evaluate the performance of school leaders in a similar manner. 
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Indicator: The school provides non-monetary staff incentives for performance. (2883) 
 
Explanation: The evidence review indicates that performance-based incentive systems, increasingly 
popular in reform models, are more likely to be effective when district and school leaders establish a 
clear, transparent, and fair incentives system. Because various factors such as collective bargaining 
agreements may constrain a desire to reward high performers with financial incentives, often the 
LEA/school must identify non-monetary rewards to incentivize staff.  Such non-monetary rewards might 
include ways to distribute leadership role and responsibilities, and/or public and private 
acknowledgement. 

Questions: Are monetary incentives effective in attracting and retaining high-performing teachers to low-
performing schools?  What process will the district/school use to identify and establish non-monetary 
awards for high-performing staff?  What process will the district/school use for reaching consensus with 
key stakeholders on what non-monetary awards may be given to high performers? What non-monetary 
awards will incentivize staff to increase/improve their professional practices? 
 
 
Monetary Incentives to Attract and Retain Effective Teachers in High Needs Schools 

Developing a positive learning climate involves creating a work structure that recognizes and rewards 
teachers for their effort.  Principals have very few discretionary rewards to use with teachers, in part due 
to the predominant use of a single salary schedule, in which teachers of the same experience and 
education receive the same salary regardless of position or teaching area (Walberg, 2007; Goldhaber, 
Krieg, Theobald, & Brown, 2016).  The inability to adequately reward excellent teachers can contribute to 
an inequitable distribution of high quality teachers among schools within districts, as teachers with more 
seniority transfer out of less desirable placements and are replaced by less experienced and often less 
effective teachers (Podersky & Springer, 2011).  Research has consistently demonstrated that schools 
within high-poverty neighborhoods are more likely to be staffed with novice teachers, those from less 
competitive colleges, and those teaching outside their field than schools within wealthier areas; this 
teacher sorting further strengthens racial and poverty-related achievement gaps (Podersky & Springer, 
2011). The single salary schedule has likely also contributed to critical teacher shortages within STEM 
fields and special education; in fact more than 90% of high-poverty districts report problems recruiting and 
retaining teachers designated as highly qualified within these areas under NCLB (Goldhaber, et al., 
2016).  STEM and special education teachers are typically paid the same as teachers with the same 
experience and degree level, despite the fact that STEM teachers often have better job prospects outside 
of teaching and special education teachers are more likely to encounter difficult working conditions 
(Goldhaber, et al., 2016). 

Some districts have successfully implemented differential pay structures to encourage high-quality 
teachers to move to or remain in low-performing schools. The Talent Transfer Initiative (TTI) offered a 
substantial financial incentive ($20,000 across two years) to encourage highly effective teachers within a 
district to transfer to that district’s lowest-performing schools (Mathematica Policy Research, 2013).  This 
initiative was successful at attracting high-performing teams of teachers to fill the vacancies in these 
schools, and had a positive impact on student achievement in math and reading at the elementary, but 
not middle, school levels. Houston’s Effective Teacher Pipeline encouraged highly effective teachers to 



move to a small set of high-priority low-performing schools; the initiative sought to provide financial 
incentives along with improved working conditions by placing teachers with supportive peers and 
providing additional professional development and leadership opportunities (Lemke, Thomsen, Wayne, & 
Birman, 2012). Similarly, a study in North Carolina found that offering a modest ($1,800) bonus to math, 
science, and special education teachers in high-poverty schools reduced attrition of targeted teachers by 
17% (Clotfelter, Glennie, Ladd, & Vigdor, 2008, as cited in Goldhaber et al., 2016). Differentiated pay 
plans in both Florida and Tennessee allow for additional compensation for teachers working in low-
performing schools (Reform Support Network, 2014).  Research on a teacher retention bonus program at 
priority (low-performing) schools in Tennessee found that a $5000 bonus program effectively reduced 
attrition of high-quality teachers at these schools (Springer, Rodriguez, & Swain, 2014). 

While monetary incentives may effectively attract high-quality teachers to teach in low-performing 
schools, the evidence that pay-for-performance strategies improve instructional quality and student 
achievement is mixed at best.  The theory behind the strategy is that these incentive programs may 
motivate teachers to use more innovative instructional practices (resulting in higher student achievement), 
and experience more positive working conditions because of strategies such as increased teamwork to 
reach goals for better pay (Yuan, Le, McCaffrey, Marsh, Hamilton, Stecher & Springer, 2013).  A series of 
studies on New York City’s Schoolwide Performance Bonus Program in high needs schools found no 
significant differences or even negative impacts of the program on student achievement  (Fryer, 2011; 
Goodman & Turner, 2010; Marsh, et al., 2011). In their study on teacher motivation and reported 
practices as a response to three different pay-for-performance programs, Yuan, et al found that these 
programs failed to increase teacher motivation or change instructional practices.  Similarly, a bonus 
program in which middle school teams of teachers were to be rewarded based on their collective 
contributions to student achievement resulted in no significant student achievement effects or changes to 
teacher practices and attitudes (Springer, Pane, Le, McCaffrey, Burns, Hamilton & Stecher, 2012).  These 
researchers suggested developing and testing alternative incentive models which reward teachers based 
on instructional practices and job responsibilities rather than student outcomes.   

Nonmonetary Incentives to Attract and Retain Teachers in High Needs Schools 

Restricted budgets, single salary structures and collective bargaining agreements frequently prevent 
administrators and districts from using monetary incentives to recruit, retain, and reward effective 
teachers, particularly in high-poverty areas.  However, some research has shown that money is not the 
only way to reward high levels of performance. Non-financial supports that improve teacher working 
conditions, such as timely and effective professional development, teacher mentoring, public praise and 
awards, additional planning time, and active and effective site-based decision-making, were reported as 
important influences on teachers’ decisions to remain in their schools (Kelly, Tejeda-Delgado, & Slate, 
2010).  These survey results are consistent with research that shows that perceived negative working 
conditions are an important predictor of teacher attrition (e.g., Johnson, Kraft, & Papay, 2012).  

Principals can also provide recognition to teachers by distributing leadership roles.  For example, 
incentives or leadership responsibilities based upon attainment of National Board Certification can 
contribute to a meaningful career trajectory for teachers.  The shift to blended learning approaches, in 
which students spend part of the instructional day in online digital learning, can also facilitate career 
opportunities for teachers who want advancement while continuing to teach.  Using digital learning with 
students for part of the day makes it possible to free up a teacher to reach more students (by working with 
one group while another group works digitally), and/or to assume a leadership role working with peers as 
a mentor, coach or group leader (Bailey, Hassel, Hassel, Schneider, & Vander Ark, 2015).   



Some school districts have also offered incentives in the areas of housing benefits, health insurance, 
extra leave days, on-site day care, scholarships and loans (Kelly, et al., 2010).  The Houston Independent 
School District offers onsite healthcare to all employees, and provides a facility with nurses and doctors 
who can prescribe medicines and provide health screenings and flu shots (Douglas, 2012). Other 
examples of creative incentives include coveted parking spaces, restaurant passes, flex time, employee 
discounts and gym memberships.  While these incentives are considered nonmonetary, they are likely to 
still cost schools and districts money.  Douglas (2012) suggests that reward systems should reflect the 
needs and desires of highly effective teachers: 

Leaders should always think about what drives individuals in their organization. Incentive plans 
should be developed to meet the specific needs, wants, and desires of individuals. The best way to 
ascertain what employee’s really want is to ask. Even the best incentive program can fail if the 
rewards are not attractive to employees. (p. 2) 

School leaders may want to survey teachers in order to accurately gauge the types of nonmonetary 
incentives they may consider desirable within their school and community contexts. 
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Indicator: The LEA/School has created several exit points for employees (e.g., voluntary departure 
of those unwilling, unable to meet new goals, address identified problems). (2884) 
 
Explanation: The evidence review indicates that performance appraisal systems and tools are critically 
important in assisting decision makers to document employee performance problems over time.  A well-
constructed performance appraisal system ensures fairness and timely notice to affected staff.  It allows 
stakeholders within and outside the organization to examine an individual’s work history which may lead 
to a remediation plan, voluntary departure, or termination. Most important, it allows leaders to make time-
sensitive decisions regarding staff performance. 

Questions: What process will the district/school use to develop a performance appraisal system?  What 
process will the district/school use to implement a performance appraisal system? What documentation 
process will the district/school use to ensure all relevant data related to staff performance is collected and 
shared with key stakeholders?  What process will the district and school use to clearly and transparently 
communicate staff performance expectations outlined in the performance appraisal system?  How will 
leaders commit to making time-bound decisions regarding outcomes based on work performance?  
 
 
Research has consistently shown that teacher quality is inequitably distributed among advantaged and 
disadvantaged student populations (e.g., Goldhaber, Lavery, & Theobald, 2015).  Given that teacher 
quality has been shown to be the most critical schooling factor in predicting academic success (Chetty, 
Friedman, & Rockoff, 2013), this finding has negative implications for attempts to reduce achievement 
gaps.  School reform policy has focused on efforts to increase teacher quality within the nation’s lowest-
performing schools by using human resource policies such as differentiated pay, improved evaluation 
systems, changing tenure policies, and more autonomy for administrators in dismissing ineffective 
teachers.  In practice, performance-based teacher dismissals have been rare (Kowal, Rosch, Hassel, & 
Hassel, 2009); however changing state laws and policies and the increased emphasis on improving 
teacher evaluation systems have given administrators more flexibility in removing ineffective teachers 
(DeNisco, 2014). 

Dismissing Ineffective Teachers through Teacher Evaluations 

Strong performance teacher appraisal systems are essential personnel tools that can help school leaders 
enhance the quality of their workforce (Kowal, et al., 2009).  Ideally teacher evaluation/performance 
appraisal systems are intended to improve teaching by: 1) identifying and promoting effective teaching 
practices that help teachers improve, and 2) facilitating personnel processes and policies that help retain 
effective teachers and dismiss ineffective ones (Master, 2014).  More than half of states now report that 
poor teacher evaluations are grounds for teacher dismissals, and half require that evidence of teacher 
performance be used for making tenure decisions (Doherty & Jacobs, 2015).  Most states also require the 
development of improvement plans for ineffective teachers, and 24 states have policies that give 
administrators authorization to dismiss teachers who go through the improvement process but do not 
improve (DeNisco, 2014).  Many of these improvement processes involve an administrator creating a 
growth plan that includes professional development plans and coaching by a more effective teacher.  The 
Peer Assistance and Review (PAR) process used in Los Angeles allows low-performing teachers to be 
matched with instructional coaches in their content area who observe their practice; this system shows 
how districts can tap into the expertise of their own teachers to conduct rigorous observations that lead to 



professional growth or to eventual decisions to dismiss a teacher (Taylor & Tyler, 2013, as cited in Kraft & 
Gilmour, 2015).  Teachers are given two years to improve within the PAR program, and then if they fail to 
improve they are marked for dismissal and given due process to oppose the decision. 

Some research evidence suggests that teacher evaluations can be used to incentivize highly effective 
teachers to remain and encourage low-performing teachers to leave.  Washington, DC’s IMPACT 
program incorporates classroom observations by principals and external evaluators and student 
performance data into their teacher evaluation system, and provides financial incentives to high-
performing teachers and threats of dismissal to consistently low-performing ones (Dee & Wyckoff, 2013).  
Dee and Wyckoff found that teachers facing a dismissal threat were more likely to leave voluntarily; those 
low-performing teachers who chose to remain were likely to undertake steps to improve and actually 
improved their performance.  Teachers rated as highly effective were likely to be retained and even 
improved their performance further as they worked towards receiving large financial incentives.  
Unfortunately, however, a new study has found continued student achievement gaps within the district, 
and also that teachers identified as highly effective are distributed unequally across district schools, with 
students in the lowest income areas having the least access to these teachers (National Research 
Council, 2015).  Currently district initiatives are being revised to address these findings.    

Some within education reform have called for revisions to teacher tenure practices to improve the quality 
of the teacher workforce.  The Vergara v. California case found components of the state’s tenure 
provisions to be unconstitutional due to denying all students an access to a quality education (Students 
Matter, 2016).  While the case is under appeal, Los Angeles in response has enacted stricter tenure 
policies to prevent ineffective teachers from having job protections that allow them to continue teaching.  
Tenure was previously granted automatically after two years and satisfactory scores on an older teacher 
evaluation measure; however principals must now actively award it based on observations and student 
test scores over a longer time period (DeNisco, 2014). New York City recently also implemented several 
tenure reforms, and a recent study found these reforms extended the probationary period of teachers 
rated as less effective and increased the likelihood that these “extended” teachers left their schools 
(Loeb. Miller, & Wyckoff, 2015).  The researchers also found that teachers in schools with high numbers 
of Black and low-performing students were more likely to be extended, and this policy led to additional 
voluntary attrition as well as involuntary dismissal of a small share denied tenure.  Fortunately these 
schools on average were able to hire more effective teachers to fill these vacancies (Loeb, et al., 2015).   

Several states have abolished tenure and streamlined the dismissal process; teachers in Florida are 
under annual contracts and those deemed ineffective are given one year to improve instruction and 
student achievement before being dismissed (DeNisco, 2014).  Other states have eliminated collective 
bargaining by teacher unions, giving administrators more power to dismiss poorly performing teachers 
without the excessive time and money previously required.  It should be noted, however, that some 
researchers and policymakers are arguing that tenure does not contribute substantially to disparities in 
teacher qualifications between schools serving high- and low-income students (Noguera, 2014).  Noguera 
and others have argued that low-income schools have fewer resources and less funding than schools 
serving more affluent students, and these factors make it more difficult for low-income schools to attract 
and retain good teachers.  Additional research is needed to address the impact of changes to tenure 
policy on student achievement in the nation’s lowest-performing schools. 

District Support Practices for Dismissing Ineffective Teachers within Turnaround Schools 



In addition to the policy initiatives described above, Kowal, et al., (2009) suggest that districts can further 
assist low-performing schools seeking rapid improvement by:  

x Enabling greater staffing flexibility (strategies may include allowing principals greater decision-
making flexibility when hiring teachers and waiving class size mandates to permit more children 
to access high-performing teachers); 

x Prioritizing recruitment, hiring and placement (strategies include offering financial incentives to 
high-performing teachers and giving principals in turnaround schools earlier access to highly 
effective teachers at recruiting fairs); and, 

x Assembling district support teams (strategies include forming teams of specialists familiar with 
rules and regulations of teacher dismissals who can provide hands on help to principals and free 
up their time for other tasks). 

With the recent passage of the Every Student Succeeds Act (ESSA), states must provide their lowest 
performing schools with evidence-based improvement programming, but now have increased flexibility in 
their approach to reform efforts.  Straus and Miller (2016) suggest that states may want to examine 
districts and schools that have successfully “turned around” and implement these high-performing 
charter-like strategies.  After studying three successful districts, they recommend that school leaders 
attempting turnaround use the dismissal, recruitment and hiring processes employed by high-performing 
charter schools.  These practices include in some cases requiring teachers to reapply for their jobs, 
increasing salaries, and carefully screening applicants for their resilience, work ethic, high expectations 
for students, and capability in working with diverse populations.  They also suggest that districts shift their 
hiring earlier in the school calendar in order to increase the pool of available and qualified teacher 
candidates.  
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Indicator: The LEA/School has established and communicated clear goals and measures for 
employees’ performance that reflect the established evaluation system and provide targeted 
training or assistance for an employee receiving an unsatisfactory evaluation or warning. (2885) 
 
Explanation: The evidence review indicates that performance appraisal systems and tools are critically 
important in assisting decision makers to document employee performance problems over time.  A well-
constructed performance appraisal system ensures fairness and timely notice to affected staff.  It allows 
stakeholders within and outside the organization to examine an individual’s work history that may lead to 
a remediation plan, voluntary departure, or termination. Most important, it allows leaders to make time-
sensitive decisions regarding staff performance.  Those decisions may include plans for a supportive 
remediation process for those individuals not meeting performance goals. 

Questions: What process will the district/school use to develop, establish, and communicate 
performance goals and expectations? What process will the district/school use to develop targeted 
training for those staff that receive unsatisfactory performance reviews?  What process will the district and 
school use to deliver targeted training supports for those with unsatisfactory performance ratings?  What 
time-bound measures will accompany remediation supports? What data will be reviewed to determine the 
success of remediation supports? 
 
 
Research has shown that teacher evaluation/appraisal systems traditionally have been largely ineffective 
in differentiating among teachers’ performance (Weisburg, Sexton, Mulhern, & Keeling, 2009).  The New 
Teacher Project described this failure as “the Widget Effect” after conducting research that revealed 
discrepancies between formal teacher ratings and principals’ perceptions regarding the actual distribution 
of teacher effectiveness (Weisburg, et al., 2009).  School staff were rated as simply satisfactory or not, 
with very few receiving unsatisfactory ratings; additionally, evaluation results were rarely used to make 
personnel decisions (Aldeman & Chuong, 2014).  Other research has consistently characterized “teacher 
evaluation in the first decade of the 21st century as a superficial exercise that failed to assess instructional 
quality or to inform teacher professional development and personnel decisions” (Kraft & Gilmour, 2016, p. 
2).  

However, recent changes to federal policy (e.g., Race to the Top grant competitions and state waivers for 
NCLB) have led to state and local efforts that have resulted in substantial changes to teacher evaluation, 
including rigorous classroom observations and incorporation of student academic growth data into 
teacher ratings.  In fact, most recent data indicate that 27 states require annual evaluations, and almost 
all now require annual review for all new teachers; in addition, only five states still have not set a formal 
state policy to require that teacher evaluations include objective student achievement measures into 
account when evaluating teachers’ effectiveness (Doherty & Jacobs, 2015).  More than half of states also 
now stipulate that teacher ineffectiveness is grounds for teacher dismissals, and half require that 
evidence of teacher performance be used for making tenure decisions (Doherty & Jacobs, 2015).  Ideally 
these evaluation systems are intended to improve teaching by: 1) identifying and promoting effective 
teaching practices that help teachers improve, and 2) facilitating personnel processes and policies that 
help retain effective teachers and dismiss ineffective ones (Master, 2014). 

Current Practices Involving Use of Teacher Evaluation Systems for Human Capital Decision-Making  

While state policy suggests that teacher evaluation systems have become more frequent, 
comprehensive, and meaningful, a closer look at actual implementation reveals that these systems have 



largely failed to differentiate between teachers, with almost all teachers continuing to be rated as 
proficient (Doherty & Jacobs, 2015; Kraft & Gilmour, 2016).  A detailed analysis of one urban district 
revealed that on average principals estimated that slightly more than one-quarter of their teachers were 
below-proficient at the beginning of the year; however, in practice fewer than 7% of teachers actually 
ended up receiving below proficient end-of-year ratings (Kraft & Gilmour, 2016).  In-depth principal 
interviews revealed that many believed they did not have adequate time to document teacher 
performance and provide support for professional improvement, as described by one middle school 
principal: 

It’s not possible for an administrator to carry through on ten unsatisfactories simultaneously.  I 
mean once somebody is identified as unsatisfactory, the amount of work, the amount of 
observation, the amount of time and attention that it requires to support them can become 
overwhelming.  There is a threshold…otherwise I’m not providing that person with the quality 
coaching and feedback that they need to improve. (Kraft & Gilmour, 2016, p. 12) 

Additional research has corroborated this finding of principals’ lack of sufficient time with implementation 
of new evaluation systems (Derrington & Campbell, 2015; Kraft & Gilmour, 2015).  Some principals in the 
Kraft and Gilmour study also gave inflated ratings because they didn’t want to discourage new teachers 
or those working hard to improve, while others were simply uncomfortable about potential dismissal 
decisions that could arise from low ratings.  Kraft and Gilmour (2016) urged policymakers to carefully 
consider the constraints and challenges principals must navigate when implementing teacher evaluation 
systems; other researchers have echoed these concerns (e.g., Derrington & Campbell, 2013; Derrington 
& Campbell, 2015; Goldring, Grissom, Rubin, Neumerski, Cannata, Drake, & Schuermann, 2015). 
Derrington and Campbell (2015) also found that principals expressed concern as they became 
“increasingly aware of the new policies’ intent to rank teachers and serve as stronger tools for making 
tenure, hiring, rehiring, and separation decisions, and became increasingly concerned with the nuances 
of implementation” (p. 320).  A literature review on principals’ roles and teacher evaluation similarly 
concluded that principals’ efforts to intensify this process are frequently perceived to be difficult and very 
often counter-productive in the face of barriers to dismissing ineffective teachers (Hallinger, Heck, & 
Murphy, 2014, as cited in Goldring, et al., 2015).   

Part of the issue may be the emphasis on inclusion of value-added measures within many teacher 
evaluation systems (Goldring, et al., 2015).  Goldring and colleagues interviewed principals and central 
office staff in six urban districts implementing new measures of teacher effectiveness that included 
teacher observation scores and value-added measures which provided a measure of teachers’ impact on 
students’ academic growth.  The researchers found that principals across all districts revealed many 
challenges and hesitations around using value-added data for human capital decisions (e.g., contract 
renewals/nonrenewals, hiring, professional development, incentivizing).  Reasons included timing (value-
added scores are not available when human capital decisions are typically made), the lack of 
transparency and understanding of the scores, and their lack of perceived validity.  In contrast, principals 
reported that observation data yielded timely, transparent and specific information for human capital 
decisions: 

The observation rubric provides principals with specific, actionable feedback to teachers.  
Principals can pinpoint where teachers need support and development and where they have 
documented strengths.  These data are then very useful in developing growth plans, providing 
specific feedback, and documenting the case for dismissals and contract nonrenewals.  
(Goldring, et al., 2015, p. 101) 

This finding is consistent with research demonstrating that when principals within an urban charter district 
are given autonomy for human capital decision-making, their observation ratings are highly correlated 
with their dismissal and promotion decisions rather than value-added data (Masters, 2014).  Goldring et al 
also noted the principal concerns cited previously regarding sufficient time to implement new observation 



systems to allow for useful feedback to teachers; additional concerns involved the requirements in some 
districts that principal observation data be highly correlated with value-added data, which may lead to 
biased observation scores that undermine their usefulness.  In fact, some evidence suggests that 
teachers with students with higher incoming achievement scores receiver higher observation scores than 
teachers with lower-achieving students (Whitehurst, Chingos, & Lindquist, 2014; Steinberg & Garrett, in 
press). Goldring and colleagues concluded: 

If the goal is to improve school leaders’ use of teacher effectiveness data in making decisions around 
teacher human capital, shifting some focus and resources from the further refinement of student 
growth measures to the development of tools, capacity, and supports for high-quality observation 
systems holds great promise for transforming school leadership processes.  The advent of new 
observation systems stands to strengthen principals’ overall use of data for human capital decision-
making because observation data may fill in for some of the perceived shortcomings of value-added 
measures.  (p. 102) 

Providing Principal Support within Teacher Evaluation Systems 

Derrington and Campbell (2015) found that principals implementing new state-mandated teacher 
evaluation systems overcame initial problems with time limitations and multiple work demands, and in 
years two and three expressed positive opinions on its benefits to improving instruction.  These principals 
cited the support of district officials, particularly superintendents, as being crucial for successful 
implementation.  A key support tactic was to provide logistical support; for example, some 
superintendents reallocated other administrator’s responsibilities to include evaluation to reduce the 
workload of building principals.  Interviews with principals conducting new observation systems have also 
found that this type of operational support is critical (Kraft & Gilmour, 2015). Principals in the Kraft and 
Gilmour study recommended the use of instructional coaches to conduct observations.  The Peer 
Assistance and Review (PAR) model, for example, allows teachers to be matched with instructional 
coaches in their content area who observe their practice; this system is one of several examples of how 
districts can tap into the expertise of their own teachers to conduct rigorous observations that lead to 
professional growth (Taylor & Tyler, 2013, as cited in Kraft & Gilmour, 2015).  

The National Associations of Elementary and Secondary Principals (National Association of Secondary 
School Principals, 2014) recommend the following to improve the capacity of principals to effectively use 
teacher evaluation systems: 

x Require states and districts to allocate at least 10% of Title II funds on high-quality principal 
professional development tied to federal reforms that have changed school leadership roles and 
responsibilities, and provide training, credentialing and ongoing professional development on 
teacher evaluation for principals; 

x Respect principals’ professional judgment within the teacher evaluation process, and ensure 
opportunities for them to provide direct feedback on teacher evaluation models to verify that they 
are leading to improved teaching and learning in schools; 

x Reduce the number of observations required for already effective teachers and focus their 
evaluation on professional growth plans in order to maximize the time principals have to engage 
in instructional coaching;  

x Provide stable funding for school-based administrators to provide support for teacher 
observations and instructional coaching;  

x Provide principals with technology and related tools to facilitate observations and support them to 
disseminate timely feedback to teachers as well as personalize professional development and 
learning opportunities for teachers.   
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Indicator: The LEA/School facilitates swift exits to minimize further damage caused by 
underperforming employees. (2886) 
 
Explanation: The evidence review indicates that successful staff dismissal protocols hinge upon time 
responsive terminations.  Doing so can minimize further damage to student learning and staff morale.  In 
addition, when LEAs/schools have a continuous, ongoing active recruitment process, it is more likely that 
those vacated positions can be filled as quickly as possible with more qualified teachers. 

Questions: What will the LEA do to ensure swift, timely dismissals?  What process with the LEA employ 
to synchronize its search for the most qualified replacement teacher as it moves forward to terminate the 
poor performing teacher? 
 
 
Research has consistently shown that teacher quality is inequitably distributed among advantaged and 
disadvantaged student populations (e.g., Goldhaber, Lavery, & Theobald, 2015).  Given that teacher 
quality has been shown to be the most critical schooling factor in predicting academic success (Chetty, 
Friedman, & Rockoff, 2013), this finding has negative implications for attempts to reduce achievement 
gaps.  School reform policy has focused on efforts to increase teacher quality within the nation’s lowest-
performing schools by using human resource policies such as differentiated pay, improved evaluation 
systems, changing tenure policies, and more autonomy for administrators in dismissing ineffective 
teachers.  In practice, performance-based teacher dismissals have been rare (Kowal, Rosch, Hassel, & 
Hassel, 2009); however changing state laws and policies and the increased emphasis on improving 
teacher evaluation systems have given administrators more flexibility in removing ineffective teachers 
(DeNisco, 2014). 

Dismissing Ineffective Teachers through Teacher Evaluations 

Ideally teacher evaluation systems are intended to improve teaching by: 1) identifying and promoting 
effective teaching practices that help teachers improve, and 2) facilitating personnel processes and 
policies that help retain effective teachers and dismiss ineffective ones (Master, 2014).  More than half of 
states now report that poor teacher evaluations are grounds for teacher dismissals, and half require that 
evidence of teacher performance be used for making tenure decisions (Doherty & Jacobs, 2015).  Most 
states also require the development of improvement plans for ineffective teachers, and 24 states have 
policies that give administrators authorization to dismiss teachers who go through the improvement 
process but do not improve (DeNisco, 2014).  Many of these improvement processes involve an 
administrator creating a growth plan that includes professional development plans and coaching by a 
more effective teacher.  The Peer Assistance and Review (PAR) process used in Los Angeles allows low-
performing teachers to be matched with instructional coaches in their content area who observe their 
practice; this system shows how districts can tap into the expertise of their own teachers to conduct 
rigorous observations that lead to professional growth or to eventual decisions to dismiss a teacher 
(Taylor & Tyler, 2013, as cited in Kraft & Gilmour, 2015).  Teachers are given two years to improve within 
the PAR program, and then if they fail to improve they are marked for dismissal and given due process to 
oppose the decision. 



Some research evidence suggests that teacher evaluations can be used to incentivize highly effective 
teachers to remain and encourage low-performing teachers to leave.  Washington, DC’s IMPACT 
program incorporates classroom observations by principals and external evaluators and student 
performance data into their teacher evaluation system, and provides financial incentives to high-
performing teachers and threats of dismissal to consistently low-performing ones (Dee & Wyckoff, 2013).  
Dee and Wyckoff found that teachers facing a dismissal threat were more likely to leave voluntarily; those 
low-performing teachers who chose to remain were likely to undertake steps to improve and actually 
improved their performance.  Teachers rated as highly effective were likely to be retained and even 
improved their performance further as they worked towards receiving large financial incentives.  
Unfortunately, however, a new study has found continued student achievement gaps within the district, 
and also that teachers identified as highly effective are distributed unequally across district schools, with 
students in the lowest income areas having the least access to these teachers (National Research 
Council, 2015).  Currently district initiatives are being revised to address these findings.    

Some within education reform have called for revisions to teacher tenure practices to improve the quality 
of the teacher workforce.  The Vergara v. California case found components of the state’s tenure 
provisions to be unconstitutional due to denying all students an access to a quality education (Students 
Matter, 2016).  While the case is under appeal, Los Angeles in response has enacted stricter tenure 
policies to prevent ineffective teachers from having job protections that allow them to continue teaching.  
Tenure was previously granted automatically after two years and satisfactory scores on an older teacher 
evaluation measure; however principals must now actively award it based on observations and student 
test scores over a longer time period (DeNisco, 2014). New York City recently also implemented several 
tenure reforms, and a recent study found these reforms extended the probationary period of teachers 
rated as less effective and increased the likelihood that these “extended” teachers left their schools 
(Loeb. Miller, & Wyckoff, 2015).  The researchers also found that teachers in schools with high numbers 
of Black and low-performing students were more likely to be extended, and this policy led to additional 
voluntary attrition as well as involuntary dismissal of a small share denied tenure.  Fortunately these 
schools on average were able to hire more effective teachers to fill these vacancies (Loeb, et al., 2015).   

Several states have abolished tenure and streamlined the dismissal process; teachers in Florida are 
under annual contracts and those deemed ineffective are given one year to improve instruction and 
student achievement before being dismissed (DeNisco, 2014).  Other states have eliminated collective 
bargaining by teacher unions, giving administrators more power to dismiss poorly performing teachers 
without the excessive time and money previously required.  It should be noted, however, that some 
researchers and policymakers are arguing that tenure does not contribute substantially to disparities in 
teacher qualifications between schools serving high- and low-income students (Noguera, 2014).  Noguera 
and others have argued that low-income schools have fewer resources and less funding than schools 
serving more affluent students, and these factors make it more difficult for low-income schools to attract 
and retain good teachers.  Additional research is needed to address the impact of changes to tenure 
policy on student achievement in the nation’s lowest-performing schools. 

District Support Practices for Dismissing Ineffective Teachers within Turnaround Schools 

In addition to the policy initiatives described above, Kowal, et al., (2009) suggest that districts can further 
assist low-performing schools seeking rapid improvement by:  



x Enabling greater staffing flexibility (strategies may include allowing principals greater decision-
making flexibility when hiring teachers and waiving class size mandates to permit more children 
to access high-performing teachers); 

x Prioritizing recruitment, hiring and placement (strategies include offering financial incentives to 
high-performing teachers and giving principals in turnaround schools earlier access to highly 
effective teachers at recruiting fairs); and, 

x Assembling district support teams (strategies include forming teams of specialists familiar with 
rules and regulations of teacher dismissals who can provide hands on help to principals and free 
up their time for other tasks). 

With the recent passage of the Every Student Succeeds Act (ESSA), states must provide their lowest 
performing schools with evidence-based improvement programming, but now have increased flexibility in 
their approach to reform efforts.  Straus and Miller (2016) suggest that states may want to examine 
districts and schools that have successfully “turned around” and implement these high-performing 
charter-like strategies.  After studying three successful districts, they recommend that school leaders 
attempting turnaround use the dismissal, recruitment and hiring processes employed by high-performing 
charter schools.  These practices include in some cases requiring teachers to reapply for their jobs, 
increasing salaries, and carefully screening applicants for their resilience, work ethic, high expectations 
for students, and capability in working with diverse populations.  They also suggest that districts shift their 
hiring earlier in the school calendar in order to increase the pool of available and qualified teacher 
candidates.  
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Strand H-Part 1: Evaluate, Reward, and Remove Staff – (Evaluating Staff) 
 
Indicator: The principal regularly evaluates a range of teacher skills and 
knowledge, using a variety of valid and reliable tools. (1671) 
From: Methods of Evaluating Teacher Effectiveness, National Comprehensive Center for Teacher 
Quality 
Measuring Teacher Effectiveness 
Given the broad manner in which teacher effectiveness can be defined, it is not surprising that 
multiple methods for evaluating teachers exist. These include principal evaluations; analyses of 
classroom artifacts (i.e., rating of teacher assignments and student work); teaching portfolios; 
teacher self-reports of practice, including surveys, teaching logs, and interview; and student 
ratings of teacher performance. Although these various methods have their functions and 
appropriate uses, this brief will focus on two of the most widely used measures of teacher 
effectiveness: value-added models and classroom observation. 
Both types of measures focus primarily on teachers’ contributions to student learning but with 
very different lenses. Value-added measures can be defined as “a collection of complex statistical 
techniques that use multiple years of students’ test score data to estimate the effects of individual 
schools or teachers” (McCaffrey, Lockwood, Koretz, & Hamilton, 2003, p. xi). 
Observation measures capture additional information about the specific strategies teachers use in 
their classroom, and they can be used for formative purposes, providing direction for teachers to 
strengthen their practice in specific areas. For example, results from a standards-based 
observation can help build teachers’ awareness of their most successful teaching approaches 
and areas in which there is room for growth. 
Different Evaluation Methods for Different Purposes 
How should teacher effectiveness be evaluated? Table 1 provides a brief comparison of the 
advantages and disadvantages of value-added and classroom observation measures.  
There are many different reasons for evaluating teacher effectiveness, and many different 
consequences are attached to those evaluations. The reasons and consequences should be 
clearly established before deciding upon appropriate methods and instruments.  
Table 1: A Comparison of Value-Added Measures and Classroom Observation for Teacher 
Evaluation 
 Advantages Disadvantages 
Value-Added Measures x Relatively inexpensive 

(after initial infrastructure 
costs) 

x Focuses solely and 
directly on student 
learning 

x Relatively objective 
x Comparable across 

schools, districts, and 
even states (if they are 
using the same statistical 
methods and achievement 
tests 

x Costly to build necessary 
data system; generally 
requires hiring experts to 
set it up and conduct the 
analyses 

x No information about what 
effective teachers do in 
the classroom 

x No information to help 
“bad” teachers improve 

x No information for some 
teachers (e.g., special 
education, art, music, 



early elementary 
Classroom Observation x High face-validity and 

teacher buy-in 
x Allows teachers to 

understand and participate 
in the evaluation process 

x Useful for formative 
evaluation, particularly for 
novice teachers 

x Based on “best practices” 

x Costly due to personnel 
costs 

x May not take student 
achievement into account 

x Scores determined by 
evaluators with different 
levels of training 

x May be affected by 
whether measures are 
used for high-stakes or 
low-stakes evaluation 

 
Source: National Comprehensive Center for Teacher Quality. (2009). Methods of Evaluating 
Teacher Effectiveness. Washington, DC: Author. 
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Strand H-Part 1: Evaluate, Reward, and Remove Staff – (Evaluating Staff) 
 
Indicator: The principal includes evaluation of student outcomes in teacher 
evaluation. (1672) 
 
From: Key Issue: Using Value-Added Models to Identify and Support Highly Effective 
Teachers, Laura Goe, Ph.D. ETS for the National Comprehensive Center for Teacher 
Quality 
Value-added measures focus exclusively on student learning—not on teaching 
practices that may or may not be linked to positive outcomes for students.  
It is possible for teachers to be given a high score when evaluated with a teacher 
observation instrument but still have average or below-average impact on their students’ 
learning. Observation instruments can rate teachers on their use of teaching practices 
that fit with experts’ beliefs about good teaching, but empirical evidence that specific 
teaching practices improve student learning is lacking (see Goe, 2007 for a review of the 
literature on teacher quality and teacher practices). This result may be in part because of 
the difficulty of measuring differences in teaching practices as they relate to 
standardized achievement outcomes (see Valli et al., 2004, for a discussion of these 
difficulties). Because value-added measures focus only on actual student progress, the 
extent to which teachers’ practices reflect an instructional ideal is not part of the 
equation. In this view, teacher effectiveness is based on confidence that student test 
scores are valid and reliable indicators of student learning. 

Strategy 1: Use Value-Added Measures as One Way to Identify Effective and 
Ineffective Teachers  

With value-added methods, teachers can be placed on a continuum based upon how 
much more or less their students gained on their achievement scores than the students’ 
prior achievement results would have predicted. Where to draw the “cut points” in that 
distribution for designating “effective” and “ineffective” teachers, however, is a matter 
that requires a decision involving many stakeholders, including representatives of 
teacher organizations. There has been a history of resistance among teachers to using 
value-added scores as a measure of teacher effectiveness because of the limitations 
and methodological complexities of value-added assessment. As an example, 
Tennessee introduced value-added assessment in the 1980s; however, until recently 
these scores were simply given to teachers and their principals without any expectations 
of further action or any stakes, such as compensation decisions, attached to them. 
Currently, they may be considered as one component in the overall evaluation of a 
teacher. 
In a number of districts and states, value-added scores exist but are not yet being used 
in ways that affect or engage teachers. For example, McCaffrey & Hamilton (2007) found 
that Pennsylvania schools were given access to classroom-level value-added data but 
little use was made of the data to change instruction. In Ohio, teachers in some schools 
also receive value-added information about their classrooms and teachers can use the 



data to see whether they are more effective with high-achieving students or low-
achieving students; however, whether they use that information to actually change 
instruction is not clear. Also, there is little other information in value-added scores that 
can be used instructionally. In other places, various kinds of agreements have been 
achieved that allow the use of value-added scores for limited administrative purposes. 
One modest but important way that value-added scores have been used in Tennessee is 
to determine the distribution of effective teachers within the state (Tennessee 
Department of Education, 2007). Using this information, Tennessee can target technical 
assistance to those districts that need to find ways to improve the effectiveness of their 
teachers. Similarly, value-added scores can be used to identify clusters of particularly 
effective teachers within a district or even within individual schools.  
Resource 1: CCSSO’s Growth Models Primer  
Blank, R., & Cavell, L. (2005, March 16). Growth models primer [Memorandum to chief 

state school officers]. Washington, DC: Council of Chief State School Officers. 
Retrieved May 9, 2008, from http://www.ccsso.org/content/pdfs/Growthmemo.pdf  

This four-page memo was designed to bring chief state school officers up-to-speed on 
the value-added approach. The authors state, “It discusses growth models in relation to 
status and improvement models and summarizes the following: (1) types of growth 
models and their purpose(s); (2) the advantages and disadvantages of growth models; 
(3) challenges to implementation and resource requirements; (4) use of growth models 
under No Child Left Behind (NCLB); and (5) policy questions that may shape state 
decision making regarding the use of growth models for accountability” (p. 1). 
Resource 2: Evaluating Value-Added  

National Association of State Boards of Education. (2005). Evaluating value-
added: Findings and recommendations from the NASBE Study Group on value-
added assessments. Alexandria, VA: Author.  

This summary provides a useful description of the different ways that value-added 
measures can be used, including school accountability, teacher accountability and 
evaluation, school improvement, teacher training, and as a component of adequate 
yearly progress calculations. The summary also provides the group’s findings and 
recommendations on both the uses of and limitations of value-added measures.  
Resource 3: Using Student Progress to Evaluate Teachers: A Primer on Value-
Added Models  
Braun, H. I. (2005). Using student progress to evaluate teachers: A primer on value-

added models. Princeton, NJ: Educational Testing Service. Retrieved May 9, 
2008, from http://www.ets.org/Media/Research/pdf/PICVAM.pdf  

Although Braun is a well-known statistician, he approaches the topic of using value-
added to evaluate teachers from a policy-oriented point of view. The result is a very 
accessible and easy-to-read report that should help clarify some of the limitations of this 
method. Of note, Braun discusses why what is measured with value-added is actually 
“classroom effects” rather than “teacher effects.” 
Effectiveness  



McCaffrey, D. F., Koretz, D., Lockwood, J. R., & Hamilton, L. S. (2004). The promise and 
peril of using value-added modeling to measure teacher effectiveness (Research 
Brief No. RB-9050-EDU). Santa Monica, CA: RAND Corporation. Retrieved May 
9, 2008, from http://www.rand.org/pubs/research_briefs/2005/RAND_RB9050.pdf  

The RAND researchers have conducted a great deal of research in this area and are 
considered among the leading experts in the country. This research brief does a good 
job of describing and summarizing both technical and practical issues involved in using 
value-added measures, including how various statistical strategies yield different results, 
problems related to inadequate data, issues related to using achievement test scores as 
outcomes, and sampling error. It also provides a quick “bottom line” paragraph that 
cautions against using value-added for high-stakes decisions regarding teachers.  
Resource 5: A Review of Value-Added Models  
Hibpshman, T. L. (2004). A review of value-added models. Frankfort: Kentucky 

Education Professional Standards Board. Retrieved May 9, 2008, from  
http://www.kyepsb.net/documents/Stats/Journals/Heterogeneity%20of%20regression.pdf 
This review does a great job of summarizing the important information about the basic 
types of models used for value-added measures as well as what researchers have 
concluded about the differences among the different models. The author also asks, and 
answers, the question “What is the best model, and how should we use it in Kentucky?” 
For states asking themselves similar questions, this review maybe very helpful. The only 
drawback is that in spite of the author’s attempts at making the statistical discussions 
“friendly,” it is still somewhat technical.  
Resource 6: Sizing Up Test Scores  
Ballou, D. (2002). Sizing up test scores. Education Next, 2(2). Retrieved May 9, 2008, 

from  
http://www.hoover.org/publications/ednext/3365706.html  
Education Next published an “opinion” piece by Dale Ballou in 2002 that is still highly 
relevant when considering using value-added measures for teacher accountability. 
Ballou describes three considerations that make value-added assessments problematic 
for high-stakes teacher evaluation, although he does suggest that value-added results 
can be useful to inform policy discussions. The three considerations are: (1) methods of 
testing that are not completely accurate for measuring student gains; (2) other factors 
beside teacher or school quality that may influence student gains; and (3) different 
student ability levels, which make results difficult to interpret. 
Source: Goe, Laura. (2008). Key issue: Using value-added models to identify and 
support highly effective teachers. Washington, DC: National Comprehensive Center for 
Teacher Quality. Retrieved from 
http://www2.tqsource.org/strategies/het/UsingValueAddedModels.pdf 
 
References: 
Goe, L. (2007). The link between teacher quality and student outcomes: A research synthesis. Washington, 

DC: National Comprehensive Center for Teacher Quality. Retrieved May 9, 2008, from 
http://www.tqsource.org/publications/LinkBetweenTQandStudentOutcomes.pdf 
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Monica, CA: RAND Corporation. Retrieved May 9, 2008, from 
http://rand.org/pubs/technical_reports/2007/RAND_TR506.pdf 

Tennessee Department of Education. (2007). Tennessee’s most effective teachers: Are they assigned to the 
schools that need them most? (Research Brief). Nashville, TV: Author. Retrieved May 9, 2008, 
from http://tennessee.gov/education/nclb/doc/TeacherEffectiveness2007_03.pdf  

Valli, L., Croninger, R., Alexander, P., Chambliss, M., Graeber, A., & Price, J. (2004, April 15). A study of 
high quality teaching: Mathematics and reading. Paper presented at the annual meeting of the 
American Educational Research Association, San Diego, CA. 
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Indicator: Instructional Teams develop standards-aligned units of instruction for each subject and 
grade level. (88)

Curriculum, 
Assessment, and 
Instructional Planning

Engage Instructional Teams in developing 
standards-aligned units of instruction

Explanation: Aligning instruction to the curriculum and standards is a lot of work. Developing aligned units of instruc-
tion, with differentiated lessons and formative assessments is even more work. When teachers work in teams to 
produce units of instruction, they learn from each other and share the load. Also, the common units form a basis for 
comparison of strategies when teachers teach the same subjects. Well-constructed units ensure good vertical and 
horizontal instructional articulation.

Questions: Is the development and refinement of instructional units done by your Instructional Teams? Do the teams 
work from a common template? How are the unit plans reviewed? 

There has been much excitement in the last few years about professional learning communities. Professional de-
velopment, conferences, books—it is hard not to see the concept splashed anywhere and everywhere education 
is mentioned. At the core, what is a professional learning community? It is a team of people who share similar 
roles and responsibilities. An instructional team, made up of same grade level, subject, or a cluster of grades works 
together to develop materials, share ideas, and brainstorm solutions. Within this scope is the development of units 
of instruction. With the adoption, in many states, of the Common Core Standards, this task becomes, once again, of 
prime importance. Teachers will need to reevaluate their units of instruction to make sure they are aligned with the 
Common Core. This would seem like daunting work—it IS daunting work, however, when shared across instructional 
teams, it becomes much more manageable. 

Redding (2007) gives a succinct explanation of the work of instructional teams:

In an effective system, teachers, working in teams, build the taught curriculum from learning standards, curricu-
lum guides, and a variety of resources, including textbooks, other commercial materials, and teacher-created 
activities and materials. Instructional Teams organize the curriculum into unit plans that guide instruction for all 
students and for each student. The unit plans assure that students master standards-based objectives and also 
provide opportunities for enhanced learning. (p. 95)

A unit of instruction is typically three to six weeks of work within a subject area for a particular grade level or course 
sequence. To pool teacher expertise and secure a guaranteed, taught curriculum, an Instructional Team can develop 
a plan for each unit. The plan is shared by all the teachers who teach that subject and grade level. The alignment pro-
cess serves two related purposes: It serves as a check on guide/text/test congruence, and it provides teachers with 
an organizational structure for their own planning (Glatthorn, 1995).

The unit plan is developed by the Instructional Team to define a unit of instruction and outline the standards and 
target objectives (typically grade level) addressed in the unit of instruction. 
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ity for developing effective structures and conditions to 
support system-wide continuous improvement of teach-
ing and learning for all students with disabilities.  With 
the inclusion of special educators on instructional teams, 
the development and implementation of standards-
based individual education programs (IEPs) can take 
shape.   The process of developing standards-aligned 
units of instruction that consider the needs of students 
with disabilities also supports building deep understand-
ing of knowledge, standards, and pedagogy, as well as 
the capacity to apply evidence-based instructional prac-
tices demonstrated to be effective in increasing student 
academic achievement and functional performance for 
all students with disabilities.

Source: Inclusion Policy and Practice. Thomas P Lom-
bardi, Editor Phi Delta Kappa Educational Foundation. 
Bloomington, Indiana U.S.A 

References and Resources:

U.S. Office of Special Education Programs

IRIS Center for Training Enhancements

Benefits of aligned IEP’s include higher expectations, 
focused and collaborative instruction, and increased ex-
posure to curricular content.  In a study by McLaughlin, 
Nolet, Rhim, and Henderson (1999), special education 
teachers indicated that when IEP’s were aligned with 
state standards, students with disabilities had improved 
exposure to subject matter with focused instruction to 
meet challenging goals.  These researchers also found 
that collaboration between special and general educa-
tion teachers was greater when they worked with a 
student with an aligned IEP.  When using aligned IEP’s, 
educators tended to focus on high expectations rather 
than on student deficits (Thompson et al., 2001).  In 
sum, the aligned IEP changed teachers’ pedagogy and 
attitudes to ensure that students with disabilities had 
access to the general education curriculum.  As special 
education students gain greater access to state content 
standards, their test scores should improve and the 
achievement gap between special education and general 
education should decrease.

Source:  Aligning IEP’s with State Standards and Ac-
countability Systems. Published by The Access Center for 
Improving Outcomes for All Students K–8.  

The Instructional Team: 

1. Determines the concepts, principles, and skills that 
will be covered within the unit.

2. Identifies the standards/benchmarks that apply to 
the grade level and unit topic. 

3. Develops all objectives that clearly align to the se-
lected standards/benchmarks. 

4. Arranges the objectives in sequential order.

5. Determines the best objective descriptors.

6. Considers the most appropriate elements for mas-
tery and constructs criteria for mastery.

7. Develops pre/post-test items that are clear and spe-
cific and would provide evidence of mastery consis-
tent with the criteria established. (p. 103)

Hattie (2012) also writes about the usefulness of teams, 
“Within a school we need to collaborate to build a team 
working together to solve the dilemmas in learning, to 
collectively share and critique the nature and quality of 
evidence that shows our impact on student learning, and 
to cooperate in planning and critiquing lessons, learning 
intentions, and success criteria on a regular basis” (p. 
171–172).

References and Resources
Hattie, J. (2012). Visible learning for teachers. Maximiz-

ing impact on learning. Abingdon, Oxdon: Routledge.
Horowitz, A. R., Uro, G., Price-Baugh, R., Simon, C., 

Uzzell, R., Lewis, S., & Casserly, M. (2009). Succeed-
ing with English language learners: Lessons learned 
from the Great City Schools. Council of the Great City 
Schools. 

Redding, S. (2007). Systems for improved teaching and 
learning. In H. Walberg (Ed.), Handbook on restructur-
ing and substantial school improvement (pp. 91–104). 
Lincoln, IL: Center on Innovation and Improvement.

The George Washington University Center for Equity and 
Excellence in Education. (2008). Promoting Excellence: 
Guiding Principles. Arlington, VA. 

For Special Education

One of the primary purposes for including special educa-
tors on instructional teams should be to increase capac-
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References and Resources:
National Dissemination Center for Children with Disabili-

ties http://www.nichcy.org/disability
National Association of State Directors of Special Educa-

tion http://nasdse.org
The Access Center for Improving Outcomes for All Stu-

dents K – 8 www.k8accesscenter.org

For English Language Learners

Ensure that ELL personnel are included in instructional 
teams to develop curricula to address the linguistic 
needs of ELLs. Members of instructional teams must be 
encouraged to collaborate across program and content 
areas to design and implement instruction that is aligned 
to both content and English language proficiency stan-
dards. Providing a variety of modes of instruction for ELL 
students to access the content is essential to increase 
achievement. For example, if the school can utilize native 
language instruction in core content areas in conjunction 
with content-based ESL instruction, research has found 
this to be the most effective method of instruction for 
ELL students who have low-levels of English proficiency. 
Another evidence-based method is sheltered instruction. 
Furthermore, ELL students can benefit from teachers us-
ing a variety of instructional approaches such as coop-
erative, inquiry-based and experiential learning that ad-
dress multiple modes of learning and advance students’ 
English language development in listening, speaking, 
reading, and writing.

©2016 Academic Development Institute 
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Indicator: Units of instruction include standards-based objectives and criteria for mastery. (89)

Curriculum, 
Assessment, and 
Instructional Planning

Engage Instructional Teams in developing 
standards-aligned units of instruction

Explanation: The units of instruction developed by teacher Instructional Teams organize the curriculum for a course 
(or subject area for a grade level). After plotting out the curriculum for the year, organizing it into chunks (units), and 
aligning it to standards, the Instructional Team develops the components for formative assessment, including specific 
objectives and criteria for mastery.

Questions: Do your Instructional Teams develop standards-aligned units of instruction? Do the units include specific, 
standards-aligned objectives and criteria for mastery as guidance for instruction and as the basic components of 
formative assessment? 

How can progress be made? Since progress in proficiency is measured on state assessments of their own standards – 
which in turn may be based on the Common Core State Standards (CCSS) – they are the logical and most constructive 
starting point for planning improvements. District and school staff can make a careful analysis of their state standards 
for each grade level (Chubb, 2005; Just for Kids, 2006; Redding, 2006). One useful approach is for district authorities 
and those assigned to each grade to take responsibility for a given grade or combination of grades. They can first set 
forth knowledge, skill, and other standards requirements for that grade. They can then examine the degree to which 
the standards are covered in any special district and school requirements, in textbooks and other instructional mate-
rials, and in lesson plans of individual teachers or groups. It is then helpful for staff to examine whether some of the 
standards requirements are taught in previous grades. If so, they can avoid unnecessary duplication or simply plan 
to provide some initial review and assessment of what students should know. Staff can also review the prerequisites 
to the requirements to be sure they are provided in previous grade levels. To ensure grade level continuity, staff with 
responsibilities for a given grade can meet with those of adjacent grade levels.

In an effective system, teachers, working in teams, build the taught curriculum from learning standards, curriculum 
guides, and a variety of resources, including textbooks, other commercial materials, and teacher-created activities 
and materials. Instructional Teams organize the curriculum into unit plans that guide instruction for all students and 
for each student. The unit plans assure that students master standards-based objectives and also provide opportu-
nities for enhanced learning. A unit of instruction is typically three to six weeks of work within a subject area for a 
particular grade level or course sequence. To pool teacher expertise and secure a guaranteed, taught curriculum, an 
Instructional Team can develop a plan for each unit. The plan is shared by all the teachers who teach that subject and 
grade level. The alignment process serves two related purposes: It serves as a check on guide/text/test congruence, 
and it provides teachers with an organizational structure for their own planning (Glatthorn, 1995).

In Mazarano’s five Levels of School Effectiveness (2012), Level 5 is A Competency-Based System That Ensures Stu-
dent Mastery of Content. His first Leading Indicators is: Students move on to the next level of the curriculum for any 
subject area only after they have demonstrated competence at the previous level. The four examples he gives are: (1) 



2

Wise Ways®

subject area; (4) A written master plan is available articu-
lating how students can pursue advanced content, work 
on college credit, and pursue careers of interest; and (5) 
Reports are available depicting how long students are 
taking to move through the curriculum for each subject 
area at each level (p. 17).

In a 2013 issue of In Conversation, John Hattie dis-
cusses his eight “Mind Frames” or ways of thinking that 
together must underpin every action and decision in 
schools and systems, as presented in his book Visible 

Learning for Teachers: Maximizing Impact on Learning. 
Mind Frame 1 is “Teachers/leaders believe that their 
fundamental task is to evaluate the effect of their teach-
ing on students’ learning and achievement.” According 
to Hattie, “I think what happens to us as educators is 
that, more often than not, we perceive our role in the 
education of students as being one of implementing the 
curriculum, of planning and delivering lessons, of mak-
ing sure the education we’re offering meets the needs 
of students and so on. And that’s all very worthy. But it’s 
also part of the problem. When a student succeeds in 
the classroom, we tend to say, ‘Look, this student is high 
achieving; he put in a lot of effort; she did her home-
work; they all completed the tasks we asked of them.’ 
What we don’t say is, ‘and we had an impact on them 
and on their learning.’ And the problem with this fairly 
typical mindset is that we think that the success has to 
do with the student, or with the curriculum, or with the 
activities that are taking place. We rarely think in terms 
of our own role in the learning – as a teacher or as a 
leader. So what I am trying to get at with this first mind 
frame is recognition that when we are in schools and 
when we are in classrooms our fundamental role is to 
evaluate our own impact. When this is acknowledged, 
then I believe that all those other things that make a 
difference – like teaching methods, resources, sequence 
and so on – actually work. I have studied this over many 
years, and I used to think that the success of students is 
about who teaches where and how and that it’s about 
what teachers know and do. And of course those things 
are important. But then it occurred to me that there are 
teachers who may all use the same methods but who 
vary dramatically in their impact on student learning. 
And added to this, even in a class where the teacher uses 
one method brilliantly, you’ll still find half a dozen stu-
dents who just don’t get it that way. And this is directly 
linked with research on expectations. Teachers who have 

Clear criteria are established for each essential element 
regarding minimum scores that demonstrate compe-
tence; (2) A system is in place that tracks each student’s 
status on the essential elements for each subject area 
at the student’s current level; (3) Student status and 
progress for each essential element in each subject area 
is continually monitored; and (4) When students reach 
criterion scores for the essential elements at a particular 
level within a subject area, they immediately start work-
ing on the elements at the next level (p. 16).

His second Leading Indicators is: The school schedule is 
designed to accommodate students moving at a pace 
appropriate to their backgrounds and needs. The four 
examples he gives are: (1) Grade levels are replaced by 
competency levels; (2) Multiple venues are available 
simultaneously (e.g., at the same time) for students 
to learn and demonstrate competency in the essential 
elements for each level of each subject area; (3) Online 
competency-based instruction and assessment is avail-
able in the essential elements for each level of each sub-
ject area; and (4) The time it takes for students to move 
through the various levels of the curriculum for each 
subject area at each level is constantly monitored (p. 16).

And his third Leading Indicators is: Students who have 
demonstrated competency levels greater than those ar-
ticulated in the system are afforded immediate opportu-
nities to begin work on advanced content and/or career 
paths of interest. The three examples he gives are: (1) 
Students who have demonstrated the highest level of 
competence within a given subject area are provided 
with opportunities for even more advanced study within 
that subject area; (2) Students who have demonstrated 
competence adequate for high school graduation begin 
and receive credit for college work; and (3) Students 
who have demonstrated competence adequate for high 
school graduation begin and receive credit for work to-
ward a trade that is of interest to them (p. 17).

His five examples of Criterion (Lagging) Indicators for 
Level 5 are: (1) A written master plan is available articu-
lating the criterion scores necessary to demonstrate 
competence for each essential element at each level for 
each subject area; (2) Reports are available that indicate 
each student’s current status for each essential element 
at each level for each subject area; (3) A written master 
plan is available articulating the alternate pathways a 
student might take to learn and demonstrate compe-
tence in each essential element at each level for each 
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high expectations of their students are more likely to 
lead them to have high expectations of themselves and 
of their own achievement, and so on. And so what fol-
lows from this notion is that it’s not about what teach-
ers know and do but rather about what they think. One 
of the origins of this viewpoint is the research of Carol 
Dweck who looked at whether teachers’ beliefs – for 
example, beliefs about whether intelligence is fixed or 
changeable – are a predictor of student performance. So 
this notion of evaluating our own impact, I think, is really 
quite critical in making a difference in student achieve-
ment and success” (p. 3).
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Indicator: All teachers individualize instruction plans in response to individual student 
performance on pre-tests and other methods of assessment to provide support for some students 
and enhanced learning opportunities for others. (94)

Classroom Instruction
Deliver sound instructions in a variety of 
modes: Preparation

Explanation: Teachers are best able to differentiate instruction for their students when the Instructional Team has 
first prepared units of instruction with an array of differentiated activities aligned to standards. The individual teach-
er can then select appropriate activities for each student. The teacher looks at pre-tests and the student’s ongoing 
work to assess mastery and make adjustments in the plans.

Questions: Are your teachers trained in instructional differentiation? Does each teacher work with formative assess-
ments, including criteria to gauge each student’s mastery as demonstrated in their work? Do your teachers use these 
assessments to adjust their plans for students?  

Reading through the research on differentiated instruction, the idea of the “recent” development of a diverse class-
room came up over and over. However, it is hard to imagine a class at any point in time that was or is not diverse. 
Consider this quote from a 2003 article:

Seated side by side in classrooms that still harbor a myth of “homogeneity by virtue of chronological age” are 
students with identified learning problems; highly advanced learners; students whose first language is not English; 
students who underachieve for a complex array of reasons; students from broadly diverse cultures, economic 
backgrounds, or both; students of both genders; motivated and unmotivated students; students who fit two or 
three of these categories; students who fall closer to the template of grade-level expectations and norms; and 
students of widely varying interests. (Tomlinson et al., p. 120)

For all students, there is a need for instruction to meet them where they are at and take them to the next level of 
their learning. Hattie (2012) says that we should “emphasize teachers knowing where students are, and then [aim] 
to move them ‘+1’ beyond this point….For differentiation to be effective, teachers need to know, for each student, 
where that student begins and where he or she is in his or her journey towards meeting the success criteria of the 
lesson. Is that student a novice, somewhat capable, or proficient? What are his or her strengths and gaps in knowl-
edge and understanding?” (p. 109).

One way in which teachers collect this information on where a student is in his or her understanding is through the 
use of instructional team designed pre-tests. The results of these tests can be used to determine the current level of 
understanding and help both student and teacher to set goals for mastery. Tomlinson et al., (2003) defines differenti-
ation as “an approach to teaching in which teachers proactively modify curricula, teaching methods, resources, learn-
ing activities, and student products to address the diverse needs of individual students and small groups of students 
to maximize the learning opportunities for each student in a classroom” (p. 121). 
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strategies accordingly.  Identify specific Tier 2 and Tier 3 
intervention strategies to use with at-risk students and 
those specific language acquisition strategies (includ-
ing Sheltered Instruction) to use with English Language 
Learners. Consult with special educators to create 
specially designed instruction (SDI) for special education 
students that is based on students’ identified disabilities 
(cognitive and behavioral). Determine results indicators 
and the means for determining the effectiveness of the 
selected instructional strategies. Decide how to moni-
tor the application and effectiveness of those strategies 
throughout the unit of study. 

Source:  Ainsworth, L. Rigorous Curriculum Design. The 
Leadership and Learning Center. 2011

For English Language Learners

Teachers must make appropriate modifications in plan-
ning and implementing instruction based on data for 
English language learners to allow for variations in time 
allocation, task assignments, and modes of teacher com-
munication and student response. Teachers should use 
multiple assessments to measure English language learn-
ers’ progress in achieving academic standards and native 
language standards, and in attaining English proficiency. 
Assessment results should be used to inform classroom 
teaching, monitor student progress, and communicate 
with ELLs and their families. 

Teachers must also create opportunities where ELLs work 
together with their native English-speaking peers to 
develop listening, speaking, reading, and writing skills for 
the purpose of learning grade-level academic content. 
This group interaction will benefit ELL students with suf-
ficient English proficiency because they will have more 
language directed at them, and they will be asked to pro-
duce more academic English as they interact with their 
peers. In arranging such group experiences, the teacher 
must exercise caution to ensure that ELL students partici-
pate in groups with which they have sufficient comfort.

Lucas and Freedson-Gonzalez (2008) explain that teach-
ers must be skilled at identifying the language demands 
of a lesson so that they can make the content accessible 
for ELLs. For example, students are often asked to use 
language persuasively, to compare and contrast ideas, or 
to draw inferences in various assignments. In order for 
ELLs to master these required skills, teachers must have 

Another much quoted study is Vygotsky (1986) and the 
idea of ‘zone of proximal development.” Others might 
call this the “sweet spot” –that place where a student 
“cannot successfully function alone, but can succeed 
with scaffolding or support. In that range, new learning 
with take place. The teacher’s job is to push the child 
into his or her zone of proximal development, coach for 
success with a task slightly more complex than the child 
can manage alone, and thus, push forward the area of 
independence. It is through the repetitions of such cycles 
that learners grasp new ideas, master new skills, and 
become increasingly independent thinkers and problem 
solvers” (Tomlinson et al., 2003, p. 126). 

These tasks, or learning activities, are described by Red-
ding (2007):

Learning activities, the assignments given to each 
student targeted to that student’s level of mastery, 
should be carefully aligned with the objectives in-
cluded in the unit plan to provide a variety of ways 
for a student to achieve mastery as evidenced in both 
the successful completion of the learning activi-
ties and correct responses on the unit post-test. An 
Instructional Team’s unit plans include a description 
of each leveled and differentiated learning activity, 
the standards-based objectives associated with it, and 
criteria for mastery. These activities become arrows in 
the teacher’s quiver of instructional options for each 
student. (p. 104-105)

Much attention is given to differentiation in a tiered sys-
tem of support and in special education. While these are 
both very important areas for differentiation, the point 
is that all students are unique and have diverse learn-
ing needs. Not every student comes to the classroom 
with the same skill set, the same base knowledge or the 
same abilities. Teachers need to be able to swiftly gather 
information about each student and then adjust ac-
cordingly. It is a huge task, and is one of the reasons the 
instructional team can be a huge support system for the 
teachers in the building—when they can collaborate and 
plan together, it makes the work manageable. 

For Special Education

Instructional teams should discuss how to differentiate 
instruction for specific students based on assessment 
evidence—including the enrichment of any students who 
are already proficient prior to unit instruction. Select 
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the knowledge to explicitly teach the academic language 
requirements as they teach the content material to ELLs.

Assistive Technology and Inclusion by Terence W. Cavana-
ugh, Ph.D.  College of Education and Human Services, 
University of North Florida.
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Indicator: All teachers re-teach based on post-test results. (95) 

Explanation: Re-teaching can occur at different points. Teachers do on-the-fly re-teaching while 
presenting and summarizing a lesson as they question students and detect a lack of 
understanding. This indicator suggests a more formal examination of the post-test results at the 
end of a lesson or unit in which the teacher determines each student’s mastery of standards-
aligned objectives. The information enables the teacher to provide individual re-teaching for 
specific students and whole-class re-teaching when an objective is more uniformly not met. The 
teacher also makes adjustment in the original lesson and unit plan so that they are more effective 
the next time they are used. 

Questions: Are all of your teachers skilled at re-teaching? Do they uniformly review post-test 
results to target their re-teaching? 

At least three powerful methods of instruction can readily accommodate re-teaching (Cawelti, 
2004; Marzano, Pickering, & Pollock, 2001; Walberg, 2006). Direct instruction can be viewed as 
traditional or conventional whole-group teaching done well. Since teaching changed very little in 
the 20th century and may not change substantially in the near future, it is worthwhile knowing 
how the usual practice can excel. Since it has evolved from ordinary practice, direct teaching is 
relatively easy to carry out, does not disrupt conventional expectations, and can incorporate 
teaching various subcomponents such as asking questions. Scholars do not completely agree on 
the definition of direct instruction. They may refer to it as explicit, process-product, direct, active, 
or effective teaching. The earliest reviews emphasized observed traits of teachers including 
clarity, task orientation, enthusiasm, and flexibility, as well as their tendencies to structure their 
presentations and occasionally use student ideas. The early summaries of research emphasized 
systematic sequencing of lessons, including the use of review, the presentation of new content 
and skills, guided student practice, the use of feedback and correctives, and independent student 
practice. 

Based on later observational and control-group research, reviewers identified six phased 
functions of explicit teaching: (1) daily homework check, review, and, if necessary, re-teaching; 
(2) rapid presentation of new content and skills in small steps; (3) guided student practice with 
close monitoring by teachers; (4) corrective feedback and instructional reinforcement; (5) 
independent practice in seatwork and homework with high (more than 90%) success rate; and (6) 
weekly and monthly review (Brophy, 1999; Subotnik & Walberg, 2006). 

Following the same evolution of research, reviewers identified the essential elements of 
“Mastery Learning.” Originally conceived by Benjamin Bloom, Mastery Learning combines 
suitable amounts of time for individual students and behavioral elements of teaching (Walberg, 
2006): 
x • “Cues” show students what is to be learned and explain how to learn it. Cues are more 

effective with increased clarity, salience, and meaningfulness of explanations and 
directions provided by teachers, instructional materials, or both. As the learners gain 
confidence, in ideal circumstances, the salience and numbers of cues can be reduced. 

x • “Engagement” is the extent to which learners actively and persistently participate until 
appropriate responses are firmly entrenched in their repertoires. Such participation can be 
indexed by the extent to which the teacher engages students in overt activity – indicated by 
absence of irrelevant behavior, concentration on tasks, enthusiastic contributions to group  
discussion, and lengthy study. 



x • “Corrective feedback” remedies errors in oral or written responses. In ideal 
circumstances, students waste little time on incorrect responses, and teachers rapidly 
detect and remedy difficulties by re-teaching or using alternate methods. When necessary, 
teachers provide additional time for practice. 

x • “Reinforcement” is illustrated in the efforts elicited by athletics, games, and other 
cooperative and competitive activities. Immediate and direct reinforcement make some 
activities intrinsically rewarding. As emphasized by some theorists, classroom 
reinforcement may gain efficacy mainly by a rewarding sense of accomplishment or 
providing knowledge of results. 

Formative tests are employed to allocate time and guide reinforcement and corrective feedback. 
Mastery usually takes additional time, a reported median of 16 percent but up to 97 percent 

more time than conventional teaching. On the other hand, its effects are large, and, in 
restructuring schools, some students are likely to require the extra time to attain AYP and 
eventual proficiency. 

Developed by the late Ann Brown and others, “Reciprocal Teaching” is a third approach that 
can incorporate re-teaching when it appears necessary (Cawelti, 2004; Subotnik & Walberg, 
2006). In the 1980s, cognitive psychologists sought teaching methods to encourage “meta-
cognition” or “learning to learn.” In this approach, learners monitor and manage their evolving 
knowledge, skills, and understanding with self-management viewed as more important than 
simple acquisition. Teachers transferred some of the responsibility for explicit teaching functions 
of planning, allocating time, and review. It turned out that that such self-teaching and self-
monitoring of progress fostered learner independence, particularly of more advanced content. 
How does reciprocal teaching work? It is not dissimilar to the old saying: “To learn something 
well, teach it,” which encourages learners to coherently organize material in preparation for 
teaching to make it clear and memorable to themselves and others. One practical way to 
accomplish this is to ask students to each master separate but inter-related parts of a challenging 
reading selection and organize it for presentation. They take turns, often in groups of two, in 
imparting the pertinent features of their part of the text. In reciprocal teaching, students learn 
planning, structuring, and self-management by assuming the planning and executive control 
ordinarily exercised by teachers. 

Similarly, “comprehension teaching” encourages students to measure their progress toward 
explicit goals. It can be described as a three-stage process of (1) modeling, where the teacher 
demonstrates the desired behavior; (2) guided practice, where the students perform with help 
from the teachers; and (3) application, where the student works independently of the teacher. 
Learners are encouraged to increase their self-awareness of their own progress and reallocate 
time for their weak points when necessary. Comprehension teaching encourages students to 
measure their progress toward explicit goals. 

Research on mastery learning suggests that some students within a grade may require five 
times as much time to attain proficiency as other students (Cawelti, 2004; Subotnik & Walberg, 
2006; Topping, 2000). Just as these students may require re-teaching and more intense 
instruction, they may need considerable extra time as well. Mastery learning allows for 
accommodation as does small group instruction and tutoring. Though it would be desirable to 
advance all students – high, middle, and low achievers – as far as possible, under NCLB, 
restructuring schools must concentrate on bringing as many students as possible to proficiency. 
Thus, student groups that are not succeeding may need after-school, Saturday school, and 
summer school programs. 



Source: Herb Walberg, Handbook on Restructuring and Substantial School Improvement. 
Retrieved from www.adi.org. See Download ADI Publications. 
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Indicator: Instructional Teams develop materials for their standards-aligned learning activities 
and share the materials among themselves. (97)

Curriculum, 
Assessment, and 
Instructional Planning

Engage Instructional Teams in developing 
standards-aligned units of instruction

Explanation: The evidence confirms that effective Instructional Teams co-design units of instruction, which are stan-
dards defined and reinforced by materials developed to support the determined student learning outcomes. Result-
ing unit plans will explicitly state student learning outcomes as determined by the accompanying standards. Effective 
unit plans are sequenced and layered upon previously required skills and knowledge. The unit plans will establish 
a means to measure student pre unit abilities followed by ways to measure post unit gains, which in turn indicates 
instructional success. 

Questions: What evidence will the district use to determine that Instructional Teams engage in developing standards 
aligned with units of instruction? How will the district ensure that the Instructional Teams have identified and devel-
oped the correct materials to support these units of instruction? How will the district and principal support the work 
of Instructional Teams? What types of data will the district and principal analyze to determine the effectiveness of 
the instructional units and supporting materials the teams have developed? 

Teaching has long been seen as an individualized practice, with each instructor acting autonomously within his or her 
own classroom. Darling-Hammond, et al. (2009) refer to this as an “egg crate model of instruction,” alluding to the 
very separate and independent nature of instructional practice (p. 11). Historically, it has been unusual for teachers 
to take on a true collaborative planning model, in which units and lessons are jointly planned and either individually 
or jointly implemented. However, it is becoming increasingly important to coordinate the ways in which teachers 
within a school building are working to improve student achievement; Instructional teams and professional learning 
communities (PLCs) are proven ways to facilitate this cooperation and alignment (DuFour, 2004). 

The Importance of Collaborative Planning

Although teachers are largely independent professionals, they still have a need for connections to and practice-
oriented conversations with their colleagues (Supovitz & Poglinco, 2001). In a recent study, Ronfeldt, et al. (2015) 
found that an overwhelming majority – almost 90 percent – of the teachers they surveyed thought that instructional 
teams and collaboration among peers were helpful or very helpful for checking in on student progress and develop-
ing instructional strategies. Yet Darling-Hammond, et al. (2009) found that across the country, fewer than 20 percent 
of teachers felt that there were high levels of collaboration in their schools, and fewer than 15 percent had actively 
tried to collaborate with their peers for coordination purposes. 

While this type of collaborative work is not the norm among American teachers, Supovitz and Poglinco (2001) found 
that, “groups that form around some specific purpose are a more effective means to achieve that purpose than 
would be individuals working on the same task in isolation” (p. 13). Darling-Hammond, et al. (2009) similarly write: 



2

Wise Ways®

are either grouped horizontally–in grade-level teams–
or vertically–in content area teams. (DuFour, 2004; 
Redding, 2007). As with leadership teams, it is important 
to note that all team members are valued as equals; one 
principal said, “I roll up my sleeves and I consider myself 
a learner along with them” (Supovitz & Poglinco, 2001, 
p. 14). 

The selection of team members is as important as its 
focus; Crow and Pounder (2000) argue that teams should 
reflect a balance of skills and specialties to maximize the 
impact of the collaborative effort. The members of the 
instructional team should also have a willingness to try 
new things in the classroom, work with others to im-
prove practice, and to serve in informal leadership roles 
at the school. This level of commitment and interest has 
important consequences for the implementation and 
maintenance of what the team decides. Wenger (2000) 
writes: “A community has to consider what artifacts it 
needs and who has the energy to produce and main-
tain them so they will remain useful as the community 
evolves” (p. 232).

How Should Instructional Teams Work Together

According to Redding (2007), the primary goal of an 
instructional team is to collectively examine the learn-
ing standards to which the school or district adheres 
and the curricular models that the school uses; these 
two sources of information must then be arranged into 
unit plans – chunks of work that last approximately one 
month – for each of the grade levels or content areas 
that the instructional team covers. This ensures that 
teachers stay organized in their instructional plans and 
that what happens in classrooms across the school is 
congruent. Redding (2007) continues, “This is where the 
real fun begins – teachers sharing their most successful 
instructional strategies for meeting each objective in the 
unit of instruction (p. 105). 

Wenger (2000) shares that communities of practice 
must have a “shared repertoire of communal resources–
language, routines, sensibilities, artifacts, tools, stories 
styles, etc.” (p. 229). In schools, these resources are 
largely derived from the work of an instructional team. 
Helping to align school-wide instructional practices 
across the school but to the relevant learning standards 
not only leads to greater consistency in the quality of 
instruction that all students are receiving, but it can 

Research shows that when schools are strategic in 
creating time and productive working relationships 
within academic departments or grade levels, across 
them, or among teachers school-wide, the benefits 
can include greater consistency in instruction, more 
willingness to share practices and try new ways of 
teaching, and more success in solving problems of 
practice (p. 11).

Multiple studies have found connections between 
increased collaboration among teachers and improved 
student achievement (Saunders, et al., 2009; Ronfeldt, et 
al., 2015). Ronfeldt, et al. (2015) speculate that some of 
the benefits to student achievement come not only from 
improvements in particular teachers’ instructional abil-
ity, but also because the school staff at large is working 
together to be more effective. Teachers working together 
can certainly grow their own practice, but they also ex-
pand their knowledge about what is happening instruc-
tionally throughout the school, across their own content 
area or grade level and others (Crow & Pounder, 2000). 

Working together within a school allows teachers to feel 
a sense of ownership over the instructional decisions 
made and to help garner support from their fellow staff 
members, both of which increase the excitement around 
and commitment to new initiatives (Supovitz & Poglinco, 
2001). In addition to creating a greater sense of shared 
responsibility for the school’s outcomes, as opposed to 
just those within an individual’s classroom, instructional 
teams can also reduce a teacher’s workload by stream-
lining practices and activities across the school (Crow 
& Pounder, 2000). Working in teams allows teachers to 
hear what is successfully happening in other classrooms 
– what was historically considered a private matter – and 
adjust their own practice to incorporate these ideas and 
techniques (DuFour, 2004). 

Who Makes up an Instructional Team

Instructional teams differ most significantly from 
leadership teams in their activities and purpose. Instead 
of making decisions about the operations of the school, 
instructional teams work together to make shared 
curricular decisions (Redding, 2007). Like leadership 
teams, these teams typically consist of groups of 
teachers, the principal, and other administrators who 
may be academically focused, such as instructional 
coaches (Redding, 2007; Saunders, et al., 2009). The 
grouping of teachers can vary from school to school and 
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also encourage collective creativity and innovation 
in teaching (Wenger, 2000). Having a bank of shared 
resources also reduces duplicative efforts from teachers 
who would each typically have to create their own 
materials (Crow & Pounder, 2000). 

Logistically, it is important for instructional teams to 
meet at least monthly, for long enough periods of time 
to develop the rapport and depth of conversation need-
ed to drive teaching and learning in the school (Saun-
ders, et al., 2009). Co-planning times may happen within 
grade-level or content-area teams on a weekly basis 
during teachers’ prep periods. However, the instructional 
team, which guides the school-wide vision, will necessar-
ily need more time, as its members have more courses to 
align, more student data to evaluate, and more teacher 
practices to address (Saunders, 2009). Schools that 
acknowledged the need for time to meet and planned it 
into the school schedule were found to have more stable 
and effective PLCs and instructional teams (Darling-Ham-
mond et al., 2009). 

In order for the collaborative process to work effectively, 
the team must establish an environment in which all 
team members feel comfortable with the work and with 
one another. Supovitz & Poglinco (2001) found that 
instructional communities are most successful when staff 
members feel safe taking risks, communicate openly, 
assign formal and informal leadership roles, and ensured 
both mutual accountability and flexibility for teachers. 
Wenger’s (2000) work in organizational management 
and collaboration is also relevant here; effective com-
munities of practice must have “collective understand-
ing and mutual accountability” for the organization at 
large, as well as “mutual engagement and reciprocal 
relationships” among team members (p. 229). Before the 
process of curricular alignment to standards can happen, 
the infrastructure for positive and productive adult col-
laboration must be in place.
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Indicator: Teams and teachers receive timely reports from the central database to 
assist in making decisions about each student’s placement and instruction. (103) 
 
Evidence Review: 
Data-based decision making has been discussed so often by educators in recent years it seems 
almost unnecessary to name it as one of the ten principles discussed here. However, it was 
identified across studies as a key element of reform efforts, with the districts embedding data use 
in improvement efforts and used as an important lever for change. Decisions were no longer 
made on instinct, and data was required to justify decisions about programs and resources. 
In addition, data was used to monitor progress and ensure attention stayed on instructional goals. 
In the words of a superintendent from a studied district, “If we don’t maintain the focus by using 
the assessment data, the events of the day will take precedence over school improvement 
issues” (Donicht, in Cawelti & Protheroe, 2001, p. 46). In the high-achieving districts, effective use 
of data contributed to improvement efforts at the district, school, and classroom levels. 
Districts working to increase productive use of data should take into account three important 
elements. First, data use should focus primarily on issues of student learning. Second, systems 
must be developed to ensure key pieces of user-friendly data are available in a timely fashion at 
the district, school, and classroom levels. Third, staff members will need training in how to use 
data as well as time to analyze it, discuss it, and use it on a routine basis to adjust instruction to 
better meet students’ needs. 
A district’s use of data – if done well – will become qualitatively different and more sophisticated 
over time. While a typical first step is use of data from annual assessments, districts should move 
toward use of interim and diagnostic mini-assessments to monitor student progress on a 
continuing basis. These assessments might be developed by teacher teams at the district or 
school level, or obtained through an external source. The key to their value is use at the teacher, 
school, and district levels to identify needs of individual students, weak areas of the curriculum or 
instruction, or strategic efforts requiring additional resources. 
Although the initial focus will be on achievement measures, additional indicators – such as 
attendance rates and parent satisfaction – should also become part of the data package. Districts 
should also consider defining data more broadly than simply numbers collected through 
assessments or surveys. For example, Learning Walks – in which a team of teachers, principals, 
and central office staff visits classrooms and then discuss observations – could be used to 
monitor use of curriculum guides by teachers. Finally, districts working to increase their use of 
data will find they need to develop an infrastructure to collect, analyze, and ensure effective use 
of data. 
 
Source: Gordon Cawelti and Nancy Protheroe, Handbook on Restructuring and Substantial 
School Improvement. 
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Indicator: The Leadership Team monitors school-level student learning data. (105)

School Leadership 
and Decision Making

Establish a team structure with specific 
duties and time for instructional 
planning

Explanation: Instructional Teams and individual teachers monitor student learning data for their grade levels and 
subject areas, and for individual students in order to make adjustments in instructional plans and to identify students 
in need of greater differentiation and support. The Leadership Team looks at school-level data, including appropriate 
disaggregation, to adjust the evolving improvement plan and recommend changes in curriculum and student support 
services.

Questions: Does your Leadership Team monitor various sources of student learning data to make decisions and rec-
ommendations regarding the evolving improvement plan, curriculum, and student support services. Are these data 
sources reviewed alongside data on prevailing professional practices that impact the outcomes?

The school improvement plan is a good beginning point to establish coherent streams of data to facilitate decision-
making. For example, the school improvement plan might include an objective to improve reading achievement 
by adopting a strategy of reading across the curriculum. Professional development will be provided for teachers to 
improve their skills in teaching reading across the curriculum. Was the training provided? Who attended? How did 
the participants evaluate the effectiveness of the training? Do minutes of Instructional Team meetings show that 
teams carried the training into their discussions and plans? How does the school assess the degree to which teach-
ers changed practices as a result of the training? How does the school determine the effectiveness of the changed 
practices? Putting all these pieces together depends upon first instituting standard practices and procedures that: (1) 
link the improvement plan to subsequent activities, such as professional development; (2) maintain records of par-
ticipation in trainings; (3) gather participant evaluations of trainings; (4) require minutes of team meetings; (5) gather 
information from individual teachers on changed practices; (6) gather information about short-term effectiveness 
of changed practices, such as teacher ratings; and (7) determine improvements in student learning that might result 
from particular changes in practice. While each of these procedures might be in place, a more common problem is 
that each is carried out in isolation from the others. Only by bringing the data together, succinctly, in one report or 
a coordinated set of reports can the Leadership Team put the pieces together and judge the merits of the undertak-
ing. This can be remedied by developing for each item in the school improvement plan a brief flow chart that links 
together the information that will be necessary to make sound decisions about that item. The team might then 
designate a team member to follow through, collect the information, and prepare a succinct report. In this way, each 
Leadership Team member shares a piece of the data collection chores, and the team is able to make decisions from 
sound and focused information (Redding, 2006).

In the Florida Department of Education’s School Leader Evaluation System’s Observation and Evaluation Forms and 
Procedures for Leadership Practice, effective July 1, 2012, Indicator 2.4 is “Student Performance Focus: The leader 
demonstrates understanding of present levels of student performance based on routine assessment processes that 
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constructive, and substantive, and provide students the 
guidance they need to improve their performance.”
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reflect the current reality of student proficiency on 
academic standards.” The Rating Rubric for the Highly 
Effective leader is:

• Leader’s actions or impact of leader’s actions rel-
evant to this indicator exceed effective levels and 
constitute models of proficiency for other leaders.

• Assessment data generated at the school level pro-
vides an on-going perspective of the current reality 
of student proficiency on academic standards.

• There is evidence of decisive changes in teacher 
assignments and curriculum based on student and 
adult performance data. 

• Case studies of effective decisions based on perfor-
mance data are shared widely with other leaders 
and throughout the district (p. 48).

Needs Improvement includes, “School level assessments 
are inconsistent in their alignment with the course 
standards.” And Unsatisfactory includes, “School level 
assessments are not monitored for alignment with the 
implementation level of the standards” (p. 48).

In the Marzano Research Laboratory’s 2012 Appendix 
G: Administrator Domain 1—A Data-Driven Focus on 
Student Achievement, ideally, “The school administrator 
ensures that data analysis and interpretation systems are 
in place to monitor progress toward school achievement 
goals” (p. 127). And ideally “The school administrator en-
sures that the assessment and reporting system focuses 
on state and district standards” (p. 137).

If the district is looking for and helping schools with 
trends, both the district and the schools will find it in 
their best interests to have red flags appear as soon as 
possible if student performance is slipping and, if it’s at 
an individual level, it would be best to supply feedback 
and try to nip the problem in the bud as soon as pos-
sible. In the National Association of Elementary School 
Principals’ Using Student Achievement Data to Support 
Instructional Decision Making (2012), the NAESP stress-
es, “Provide feedback to students that is timely, specific, 
well formatted, and constructive. Teachers can provide 
students with feedback that helps them understand their 
strengths and weaknesses and identifies specific areas 
for improvement. Effective tools and strategies include 
student-developed assessment rubrics and peer reviews” 
(p. 4).

And as Charlotte Danielson says in her Framework for 
Teaching (2013), “Valuable feedback must be timely, 
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Indicator: Instructional Teams use student learning data to assess strengths and 
weaknesses of the curriculum and instructional strategies. (106) 
 
Explanation: The teacher Instructional Teams develop instructional plans aligned with a 
standards-based curriculum. They adjust the plans based on an analysis of the strategies and 
materials used and the results in student learning. Student learning is best gauged by formative 
assessments, including assessment embedded in the instructional activities. Benchmark and 
annual assessments are also of value in making these determinations. 
 
Questions: Do your Instructional Teams continuously evaluate the effectiveness of their 
instructional plans based on an analysis of the strategies used and the results in student 
outcomes? Do they include frequent formative assessments, including those embedded in their 
instructional activities? Does the school provide common templates and guidance for this work? 
How is the work of the Instructional Teams reviewed?  
 

“Using data to drive improvement” was identified as a key to success in a report developed 
by the National Education Goals Panel after a series of hearings designed to ferret out examples 
of successful schools and to understand the probable causes for those successes. Specifically, 
the successful schools "use performance information to determine where they were succeeding 
and where they needed to direct their efforts for improvement" (Rothman, 2000, i).  

Schools have invested heavily in curriculum alignment, mapping their curricula to standards, 
benchmarks, and specific items of standards-based assessment. The resulting alignment is a set 
of data, a body of information carefully organized, that helps answer the question “What do we 
expect a student to know?” The challenge that lies ahead for most schools is to draw further 
connections between the aligned curriculum, the taught curriculum, the most efficacious 
instructional strategies, and the mastery evidenced by the individual student. This must be done 
in a way that assures that all students achieve the expected level of mastery while allowing each 
student ample opportunity to soar beyond that minimum expectation. The linkage from curriculum 
to instruction is tenuous in many schools, and insufficient systems are in place for capturing 
information about what is taught, how it is taught, and how it might best be learned by an 
individual student. The research literature provides a wealth of information on instructional 
practices, but the usefulness of this information cannot be assumed from its abundance. 
Matching particular practices to the subject area, grade level, and students’ prior learning can be 
a massive undertaking, leaving too much unproductive chaff in the bushel of productive grain. In 
the end, the teacher must hit the target where content, instructional mode, and learner requisites 
optimally meet. A DBDM [data-based decision-making] system can help a teacher hit the target. 
Monitoring the application of targeted learning strategies by teachers can help a school refine its 
professional development processes and improve its teachers’ effectiveness. Some decisions are 
best made by the teachers responsible for particular groups of students—grade level teams or 
subject area teams, which we will call “instructional teams.” Instructional Teams are manageable 
groupings of teachers by grade level or subject area who meet to develop instructional strategies 
aligned to the standards-based curriculum and to monitor the progress of the students in the 
grade levels or subject area for which the team is responsible. Instructional Teams need time for 
two purposes: (1) meetings, and (2) curricular and instructional planning. A 45-minute meeting 
twice a month is ideal for maintaining communication and organizing the work at hand, operating 
with agendas, minutes, and focus. In addition, a block of 4 to 6 hours of time once a month is 



necessary for curricular and instructional planning, and additional whole days before and after the 
school year are a great advantage (Redding, 2006). 

The National Joint Committee on Learning Disabilities said in its 2011 report “Comprehensive 
assessment and evaluation of students with learning disabilities,” The purpose of a 
comprehensive assessment and evaluation is to accurately identify a student's patterns of 
strengths and needs. The term assessment is used in many different contexts for a variety of 
purposes in educational settings, including individual and group, standardized and informal, and 
formative and summative. Some professionals use assessment broadly to include both 
assessment and evaluation. For this paper, we are differentiating assessment and evaluation to 
underscore the sequence, procedures, and decisions involved in a comprehensive process. 
Assessment is used in this paper to refer to the collection of data through the use of multiple 
measures, including standardized and informal instruments and procedures. These measures 
yield comprehensive quantitative and qualitative data about an individual student. The results of 
continuous progress monitoring also may be used as part of individual and classroom 
assessments. Information from many of these sources of assessment data can and should be 
used to help ensure that the comprehensive assessment and evaluation accurately reflects how 
an individual student is performing. Evaluation follows assessment and incorporates information 
from all data sources. In this paper, evaluation refers to the process of integrating, interpreting, 
and summarizing the comprehensive assessment data, including indirect and preexisting 
sources. The major goal of assessment and evaluation is to enable team members to use data to 
create a profile of a student's strengths and needs. The student profile informs decisions about 
identification, eligibility, services, and instruction. Comprehensive assessment and evaluation 
procedures are both critical for making an accurate diagnosis of students with learning 
disabilities. Procedures that are not comprehensive can result in identification of some individuals 
as having learning disabilities when they do not, and conversely, exclude some individuals who 
do have specific learning disabilities” (National Joint Committee on Learning Disabilities, 2011). 
 
For Special Education 

For special education teachers, using student learning data to assess strengths and 
weaknesses of the curriculum and instructional strategies should be an integral part of the IEP 
process. Teachers who use student data for progress monitoring are easily able to write 
meaningful, measurable goals and objectives for their students. Having reliable and valid student 
learning data (i.e., CBM) can (a) support IEP teams in meeting legal mandates for progress 
monitoring; (b) give teachers an alternative to holistic and percent-correct measures that impose 
artificial ceilings; (c) provide measures that are valid, reliable, and sensitive to incremental 
changes; (d) provide a "picture" of student performance to facilitate sharing of information about 
progress with students, families, and other IEP team members. Use of student learning data also 
improves instruction by informing teachers of the need to change or improve teaching strategies 
(Deno, 2003). The IEP document itself is only useful if it is an effective tool for instruction, that is, 
if it is created not only to fulfill the letter of the law but also as a guide to produce student progress 
and achievement (Hessler & Konrad, 2008). 

In his 2013 Teacher Evaluation Model, Marzano has in “Domain 2: Planning and Preparing,” 
Element 7: “Planning and Preparing for the Needs of Special Education Students.” It stresses, 
“The teacher identifies the needs of special education students by providing accommodations and 
modifications that must be made for specific special education students.” 

A recent stressing of the fact that it would be best were special education students 
mainstreamed (including testing and assessment) comes from the 2013 Canadian Journal of 



School Psychology article “Mental Health in Schools: Lessons Learned from Exclusion: “Students 
who are excluded from the daily life of schools are at risk for mental illness. This is especially true 
for children with disabilities as they are marginalized by assumptions and beliefs about what they 
"cannot" do at school as opposed to what they can do. This article presents research literature on 
belonging, inclusion, and social and emotional learning as a backdrop to the call to school 
psychologists to reinvent their roles. Although this call has been issued, the practice of 
assessment for special education placement remains one of the top job demands. Rather than 
categorizing and labelling, psychologists can be a key supporter of classroom teachers in 
promoting successful academic, social, and emotional strategies to assist teachers in inclusive 
classrooms” (Specht, 2013). 

 
 

For English Language Learners 
Teachers must examine a variety of ELL data to make instructional decisions. Teachers 

should use multiple assessments to measure English language learners’ progress in achieving 
academic standards, and in attaining English proficiency. Assessment results should be used to 
inform classroom teaching, monitor student progress, and communicate with families.   
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Indicator: Instructional Teams use student learning data to plan instruction. (107) 
  

 
Explanation: The most valuable sources of student data for instructional planning are teacher-
created formative assessments and periodic benchmark assessments. The data show if the 
previously applied instructional strategies have been successful so they can be adjusted and 
refined. The data also show if some students are not on track to master objectives and need 
support, and if other students are learning at a fast rate and need enhanced activities. 
 
Question: What types of student learning data do your Instructional Teams use to plan 
instruction? Does it include teacher-created formative assessments? Benchmark assessments? 
Other sources? How do the teams use the data in their instructional planning? 

 
Data has become the buzz-word of this decade. You can’t be in any professional 

development session, podcast, or read any research article without hearing or reading the word 
“data.” Everyone has been instructed to look at the data to support student learning. And we do. 
We look at the data. And more data. And more data. But, while we are looking, more students are 
failing. So, what are we missing?  

Hattie (2012) tells us that data means “knowing their [the students] trajectory of learning, the 
current learning strategies used, and how willing and ready the student is to invest in learning. 
So, before the lesson is planned, the teacher must know what a student already knows and can 
do. This allows the teacher to tailor the lesson, so that the student can bridge the gap between 
his or her current knowledge and understanding, and the target knowledge and understanding"(p. 
42). 

Redding (2005) echoes this: 
Schools have invested heavily in curriculum alignment, mapping their curricula to standards, 
benchmarks, and specific items of standards-based assessment. The resulting alignment is a 
set of data, a body of information carefully organized, that helps answer the question “What 
do we expect a student to know?” The challenge that lies ahead for most schools is to draw 
further connections between the aligned curriculum, the taught curriculum, the most 
efficacious instructional strategies, and the mastery evidenced by the individual student. This 
must be done in a way that assures that all students achieve the expected level of mastery 
while allowing each student ample opportunity to soar beyond that minimum expectation. The 
linkage from curriculum to instruction is tenuous in many schools, and insufficient systems 
are in place for capturing information about what is taught, how it is taught, and how it might 
best be learned by an individual student. 
The research literature provides a wealth of information on instructional practices, but the 
usefulness of this information cannot be assumed from its abundance. Matching particular 
practices to the subject area, grade level, and students’ prior learning can be a massive 
undertaking, leaving too much unproductive chaff in the bushel of productive grain. In the 
end, the teacher must hit the target where content, instructional mode, and learner requisites 
optimally meet. A DBDM (Data-based decision-making) system can help a teacher hit the 
target. Monitoring the application of targeted learning strategies by teachers can help a 
school refine its professional development processes and improve its teachers’ effectiveness. 
(p. 49) 



 It is clear that waiting for the results from an end-of-year test or even a test that is given at 
only the beginning of the school year and once again at the end, while providing valuable 
information, is not going to provide teachers and instructional teams with the information they 
need day-to-day to provide the very best and well-tailored instruction they can for each student; 
“No single assessment can tell educators all they need to know to make well-informed 
instructional decisions, so researchers stress the use of multiple data sources. Generally, schools 
collect enormous amounts of data on students’ attendance, behavior, and performance, as well 
as administrative data and perceptual data from surveys and focus groups. But when it comes to 
improving instruction and learning, it’s not the quantity of the data that counts, but how the 
information is used (Hamilton et al., 2009)” (Lewis, et al., n.d.).  

Rebecca Alber (2011) suggests these types of data that can be gathered all throughout the 
year: a) formative assessments—quick quizzes, classroom questioning and answers, etc; b) 
observation—as the teacher, you are the one closest to the students day in and day out. You 
know the students in your classroom. You can see when students are getting it and when they 
are not; c) summative assessments—assignments, projects, essays, end-of-unit tests; d) other 
types of data such as attendance, home situations—anything that you may not find in an end-of-
year test.  

Once this data is gathered, instruction teams can plan based on the data; "Planning can be 
done in many ways, the most powerful is when teachers work together to develop plans, develop 
common understandings of what is worth teaching, collaborate on understanding their beliefs of 
challenge and progress, and work together to evaluate the impact of their planning on student 
outcomes" (Hattie, 2012, p. 41) 
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Indicator: Instructional Teams use student learning data to identify students in need of 
instructional support or enhancement. (108)

School Leadership 
and Decision Making

Establish a team structure with specific 
duties and time for instructional 
planning

Explanation: Relying on data from last year’s assessment test or even a more recent periodic assessment does not 
enable teachers to make the timely adjustments in instruction and support that students require. Instructional Teams 
have access to formative assessments, including the teachers’ ongoing tracking of student mastery. Instructional 
Teams can respond quickly when a student is having difficulty or is exhibiting early mastery and will benefit from 
enhanced assignments.

Questions: In planning instruction, do your Instructional Teams review student learning data, including close-at-hand 
classroom assessments, to identify students in need of instructional support or enhancement? What data are ana-
lyzed? What supports and enhancements are available?

Schools have invested heavily in curriculum alignment, mapping their curricula to standards, benchmarks, and 
specific items of standards-based assessment. The resulting alignment is a set of data, a body of information care-
fully organized, that helps answer the question “What do we expect a student to know?” The challenge that lies 
ahead for most schools is to draw further connections between the aligned curriculum, the taught curriculum, the 
most efficacious instructional strategies, and the mastery evidenced by the individual student. This must be done in 
a way that assures that all students achieve the expected level of mastery while allowing each student ample op-
portunity to soar beyond that minimum expectation. The linkage from curriculum to instruction is tenuous in many 
schools, and insufficient systems are in place for capturing information about what is taught, how it is taught, and 
how it might best be learned by an individual student. The research literature provides a wealth of information on 
instructional practices, but the usefulness of this information cannot be assumed from its abundance. Matching 
particular practices to the subject area, grade level, and students’ prior learning can be a massive undertaking, leav-
ing too much unproductive chaff in the bushel of productive grain. In the end, the teacher must hit the target where 
content, instructional mode, and learner requisites optimally meet. A DBDM (Data-based decision-making) system 
can help a teacher hit the target. Monitoring the application of targeted learning strategies by teachers can help a 
school refine its professional development processes and improve its teachers’ effectiveness. Some decisions are 
best made by the teachers responsible for particular groups of students—grade level teams or subject area teams, 
which we will call “instructional teams.” Instructional Teams are manageable groupings of teachers by grade level or 
subject area who meet to develop instructional strategies aligned to the standards-based curriculum and to monitor 
the progress of the students in the grade levels or subject area for which the team is responsible. Instructional Teams 
need time for two purposes: (1) meetings, and (2) curricular and instructional planning. A 45-minute meeting twice 
a month is ideal for maintaining communication and organizing the work at hand, operating with agendas, minutes, 
and focus. In addition, a block of 4 to 6 hours of time once a month is necessary for curricular and instructional 
planning, and additional whole days before and after the school year are a great advantage. The pre-test is used as 
a quick assessment, a way for the teacher to assess each student’s readiness for an objective. Likewise, the post-test 
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is a way to get a quick read on students’ mastery after 
completion of the unit or after completion of the period 
of instruction allotted for the objective. The pre-test 
and the post-test are the same—a before and an after, 
or parallel items of the same level of difficulty. In other 
words, the post-test isn’t “harder” than the pre-test. The 
“items” need not be pencil and paper test items. The 
teacher may give the pre-test for a unit all at one time 
or in chunks, prior to addressing each new set of objec-
tives. If the items are taken from a chapter test or other 
material, the Instructional Team indicates the specific 
items that correspond with the objective. The chapter 
test may include more items than the pre-test/posttest, 
of course. Pre-tests should not be graded. Post-tests may 
be graded, or included as part of larger graded tests. Be-
tween the pre-test and the post-test, students complete 
a variety of learning activities, including independent 
work and homework. They may also take other graded 
tests. Teachers have several ways to determine mastery 
through the instructional process. The pre-test and post-
test address only target objectives. The teacher assesses 
for mastery of prerequisite and enhanced objectives 
through learning activities (Redding, 2006).

In the Wakefield County Public School System School 
Improvement Plan, one “Priority Concern” is “Reading 
6–8”; the “Root Cause (with evidence)” is “School wide 
reading scores have not been a primary focus among 
the entire staff”; and the “Solution” is “Offer support 
to students that were identified as having weak read-
ing skills through the reading skills assessment that was 
offered earlier this year (i.e. Reading Academy).” Another 
suggestion was: “There are some strategies that can be 
used to address these concerns. One of the solutions 
would be to offer elective support to students struggling 
in Algebra. Students that have been pushed into Alge-
bra based on EVAAS data are missing some concepts so 
there are gaps that inhibit them from being successful in 
Algebra” (Wakefield County Public School System, 2013, 
p. 4)

For Special Education

The reauthorization of the Individuals with Disabilities 
Education Act (2004), placed a new emphasis on the 
use of student learning data to ensure the early provi-
sion of instructional support for students experiencing 
difficulties.  An LEA can use up to 15% of its Part B funds, 
“to develop and implement coordinated, early interven-
ing services, which may include interagency financing 

structures, for students in kindergarten through grade 
12 (with particular emphasis on students in K–3) who 
have not been identified as needing special education 
or related services but who need additional academic 
and behavioral support to succeed in a general educa-
tion environment.    Activities may include professional 
development and direct services.  Direct services may 
include providing educational and behavioral evalu-
ations, services, and supports, including scientifically 
based literacy instruction (Section 613(f) (3)).  The 
provision of early intervening services is typically part 
of a comprehensive response-to-intervention frame-
work.  Response-to-intervention, or RTI, is the practice 
of providing high quality instruction and intervention, 
matches to students’ needs, using learning rate over 
time and level performance to make important deci-
sions.  (NASDSE 2005).   In order to establish learning 
rate over time and a student’s level of performance, 
on-going progress monitoring of student learning must 
take place.  Instructional teams should use student learn-
ing data for a variety of purposes.  One purpose within 
a comprehensive response-to-instruction framework is 
to make decisions regarding when/if students should be 
referred for a formal evaluation to determine eligibil-
ity for special education and/or related services.  When 
utilizing student learning data within the structure of an 
RTI framework, it is critical that the instructional teams 
keep careful records and refer for a formal evaluation 
when appropriate.   Instructional teams need to record 
the dates when specific interventions are initiated, the 
frequency and duration of the interventions, and what 
the specific learning needs are that the intervention is 
intended to meet.   The instructional team should meet 
and communicate regularly with parents during this 
stage and document the dates and communications with 
parents in order to ensure full compliance with IDEA 
regulations (Buffum, Mattos & Weber, 2009).

Since 1999, at least four organizations – the National 
Institute of Child Health and Human Development’s Na-
tional Reading Panel,  National Summit on Learning Dis-
abilities (sponsored by the National Center for Learning 
Disabilities), the U.S. Department of Education’s Office of 
Special Education Programs, and the President’s Com-
mission on Excellence in Special Education (the Commis-
sion) – have supported using Response to Intervention 
(RTI) as an alternative to the discrepancy model by which 
most students traditionally qualify for special education.   
The ultimate decision to refer and/or qualify a child for 
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special education should be made by an instructional 
team after high-quality interventions have been at-
tempted and their impact frequently monitored.  RTI sys-
tems are characterized by (1) instruction and programs 
matched to student needs, often in tiers of instruction 
that differ in frequency and intensity, and (2) frequent 
progress monitoring to examine student progress and 
to inform teachers’ adjustments to instructional plans.  
If a student fails to make progress despite increasingly 
intensive and targeted tiers of intervention, a referral to 
determine eligibility for special education may be neces-
sary.  Data gathered during diagnoses of student learn-
ing in these tiers of intervention will provide essential 
information to guide the instructional team in the formal 
evaluation process (Buffum, Mattos & Weber, 2009).
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Indicator: All teachers are guided by a document that aligns standards, curriculum, instruction, 
and assessment. (110)

Classroom Instruction
Deliver sound instructions in a variety of 
modes: Preparation

Explanation: Districts often provide curriculum guides that align the curriculum to standards and assessments, and 
sometimes to instruction (as in a pacing guide). Typically this and similar documents are used by teacher Instruction-
al Teams to develop detailed and differentiated unit plans and lesson plans. When such a document is not provided 
by the district, the Instructional Teams develop the alignment as part of their construction of unit plans.

Questions: Do all of your teachers plan their instruction with the guidance of a document that aligns standards, cur-
riculum, instruction, and assessment? 

An article in District Administration compared curriculum alignment with aligning the wheels of a car. The point of 
alignment is to keep the car pointed in a straight direction; the point of aligning curriculum, instruction, standards 
and assessment is to keep the district and school pointed in the same direction (2004). Webb (1997) echoes this idea 
and defines alignment as “the degree to which expectations and assessments are in agreement and serve in conjunc-
tion with one another to guide the system towards students learning what they are expected to know and do” (p. 4). 

Niebling (2012) probably states the obvious when he writes, “students perform better on assessment activities when 
they have had a chance to learn the things on which they are being assessed” (p. 2). In high performing schools that 
have effective systems set in place, “teachers, working in teams, build the taught curriculum from learning standards, 
curriculum guides, and a variety of resources, including textbooks, other commercial materials, and teacher-created 
activities and materials. Instructional Teams organize the curriculum into unit plans that guide instruction for all stu-
dents and for each student. The unit plans assure that students master standards-based objectives and also provide 
opportunities for enhanced learning” (Redding, 2007, p. 103).

Drake and Burns (n.d.) define alignment as “a fundamental principal of the backward design process and is central to 
a successful curriculum. However, what does alignment means? Alignment means that the curriculum is coherent: 
a common framework aligns curriculum instruction, and assessment” (para. 1). It makes sense then that a district 
would provide that common framework for all its schools which gives the same expectations and requirements for 
aligning their curriculum, instructions, and assessments to the state or common core standards. This document also 
gives some assurance that a child in 3rd grade in school A in the district is getting the same content based on the 
same standards as a child in 3rd grade in school B in the district. This type of alignment makes it a smoother transi-
tion for students as they move between schools within a district as well as ensures that feeder schools are delivering 
students who have been taught by teachers who were guided by the same expectations across the district. 

However, even school that is not provided with a document by the district should take the time to develop a docu-
ment which guides all the teachers and teams in the building in developing their lesson plans. This document would 
give guidance on the alignment of the standards, the curriculum to be used, and the assessments. The document 
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also ensures the leadership in the building that there 
is coherence in what is being taught across the same 
grades as well as vertically between grades.
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Indicator: All teachers differentiate assignments (individualize instruction) in response to 
individual student performance on pre-tests and other methods of assessment. (116) 
 
Explanation: Teachers are best able to differentiate instruction for their students when the Instructional 
Team has first prepared units of instruction with an array of differentiated activities aligned to standards. 
The individual teacher can then select appropriate activities for each student. The teacher looks at pre-
tests and the student’s ongoing work to assess mastery and make adjustments in the plans. 
 
Questions: Are your teachers trained in instructional differentiation? Does each teacher work with 
formative assessments, including criteria to gauge each student’s mastery as demonstrated in their work? 
Do your teachers use these assessments to adjust their plans for students?  
  

Reading through the research on differentiated instruction, the idea of the “recent” development of a 
diverse classroom came up over and over. However, it is hard to imagine a class at any point in time that 
was or is not diverse. Consider this quote from a 2003 article: 

Seated side by side in classrooms that still harbor a myth of “homogeneity by virtue of chronological 
age” are students with identified learning problems; highly advanced learners; students whose first 
language is not English; students who underachieve for a complex array of reasons; students from 
broadly diverse cultures, economic backgrounds, or both; students of both genders; motivated and 
unmotivated students; students who fit two or three of these categories; students who fall closer to 
the template of grade-level expectations and norms; and students of widely varying interests. 
(Tomlinson et al., p. 120) 

It is difficult to imagine any classroom in which there were not students who met at least 3 or 4 of the 
above characteristics, so claiming a new generation of suddenly diverse classrooms is not necessarily the 
point to make with differentiation. The real point to make is that for all students, there is a need for 
instruction to meet them where they are at and take them to the next level of their learning. Hattie (2012) 
says that we should “emphasize teachers knowing where students are, and then [aim] to move them ‘+1’ 
beyond this point….For differentiation to be effective, teachers need to know, for each student, where that 
student begins and where he or she is in his or her journey towards meeting the success criteria of the 
lesson. Is that student a novice, somewhat capable, or proficient? What are his or her strengths and gaps 
in knowledge and understanding?” (p. 109). 
 One way in which teachers collect this information on where a student is in his or her understanding 
is through the use of instructional team designed pre-tests. The results of these tests can be used to 
determine the current level of understanding and help both student and teacher to set goals for mastery. 
Tomlinson et al., (2003) defines differentiation as “an approach to teaching in which teachers proactively 
modify curricula, teaching methods, resources, learning activities, and student products to address the 
diverse needs of individual students and small groups of students to maximize the learning opportunities 
for each student in a classroom” (p. 121).  
 Another much quoted study is Vygotsky (1986) and the idea of ‘zone of proximal development.” 
Others might call this the “sweet spot” –that place where a student “cannot successfully function alone, 
but can succeed with scaffolding or support. In that range, new learning with take place. The teacher’s job 
is to push the child into his or her zone of proximal development, coach for success with a task slightly 
more complex than the child can manage alone, and thus, push forward the area of independence. It is 
through the repetitions of such cycles that learners grasp new ideas, master new skills, and become 
increasingly independent thinkers and problem solvers” (Tomlinson et al., 2003, p. 126).  
 These tasks, or learning activities, are described by Redding (2007): 



Learning activities, the assignments given to each student targeted to that student’s level of mastery, 
should be carefully aligned with the objectives included in the unit plan to provide a variety of ways for 
a student to achieve mastery as evidenced in both the successful completion of the learning activities 
and correct responses on the unit post-test. An Instructional Team’s unit plans include a description 
of each leveled and differentiated learning activity, the standards-based objectives associated with it, 
and criteria for mastery. These activities become arrows in the teacher’s quiver of instructional 
options for each student. (p. 104-105) 

Much attention is given to differentiation in a tiered system of support and in special education. While 
these are both very important areas for differentiation, the point is that all students are unique and have 
diverse learning needs. Not every student comes to the classroom with the same skill set, the same base 
knowledge or the same abilities. Teachers need to be able to swiftly gather information about each 
student and then adjust accordingly. It is a huge task, and is one of the reasons the instructional team can 
be a huge support system for the teachers in the building—when they can collaborate and plan together, 
it makes the work manageable.  
 
 
For Special Education 
     Instructional teams should discuss how to differentiate instruction for specific students based on 
assessment evidence—including the enrichment of any students who are already proficient prior to unit 
instruction. Select strategies accordingly.  Identify specific Tier 2 and Tier 3 intervention strategies to use 
with at‐risk students and those specific language acquisition strategies (including Sheltered Instruction) 
to use with English Language Learners. Consult with special educators to create specially designed 
instruction (SDI) for special education students that is based on students’ identified disabilities (cognitive 
and behavioral). Determine results indicators and the means for determining the effectiveness of the 
selected instructional strategies. Decide how to monitor the application and effectiveness of those 
strategies throughout the unit of study.  
Source:  Ainsworth, L. Rigorous Curriculum Design. The Leadership and Learning Center. 2011 
 
 
For English Language Learners 

Teachers must make appropriate modifications in planning and implementing instruction based on 
data for English language learners to allow for variations in time allocation, task assignments, and modes 
of teacher communication and student response. Teachers should use multiple assessments to measure 
English language learners’ progress in achieving academic standards and native language standards, 
and in attaining English proficiency. Assessment results should be used to inform classroom teaching, 
monitor student progress, and communicate with ELLs and their families.  

Teachers must also create opportunities where ELLs work together with their native English-speaking 
peers to develop listening, speaking, reading, and writing skills for the purpose of learning grade-level 
academic content. This group interaction will benefit ELL students with sufficient English proficiency 
because they will have more language directed at them, and they will be asked to produce more 
academic English as they interact with their peers. In arranging such group experiences, the teacher must 
exercise caution to ensure that ELL students participate in groups with which they have sufficient comfort. 

Lucas and Freedson-Gonzalez (2008) explain that teachers must be skilled at identifying the 
language demands of a lesson so that they can make the content accessible for ELLs. For example, 
students are often asked to use language persuasively, to compare and contrast ideas, or to draw 
inferences in various assignments. In order for ELLs to master these required skills, teachers must have 
the knowledge to explicitly teach the academic language requirements as they teach the content material 
to ELLs.  
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Wise Ways®

Core 
Function

Effective 
Practice

Center on

in

Pantone7473c/7462c/7542c

Indicator: All teachers clearly state the lesson’s topic, theme, and objectives. (118)

Classroom Instruction

Deliver sound instructions in a variety 
of modes: Teacher-Directed Instruction 
(Whole Class or Small Group)/
Introducing the Lesson

Explanation: : In presenting a new lesson, after reviewing the previous lesson, the teacher clearly states what is to be 
learned. 

Questions: Do your teachers follow a standard protocol when presenting a new lesson? Does the protocol include a 
clear statement of topic, theme, and objectives?

In her 2013 article “Work Smarter, Not Harder: Setting Objectives,” Annie Palmer stresses the importance of a 
teacher refocusing his or her efforts on making learning intentions clear to the students. She wrote, “A few years 
ago I took part in a consortium with Debra Pickering, who is a part of the Marzano Research Laboratory.  As a part of 
this consortium, we had to conduct an action research on one of Robert Marzano’s nine high-leverage instructional 
strategies. I chose the strategy of setting objectives, because this one caused the most doubt in my mind about how 
much it could really improve student achievement. Prior to this action research, I obviously set objectives for my 
class—while writing my lesson plans, but I do not think I effectively shared those objectives with the class. They were 
shared, just not in a clear and focused manner.  After conducting the action research with a fifth-grade unit on early 
American settlements, my doubt of the effectiveness of this strategy was diminished.  I was pleasantly surprised 
about how much more focused the students were. There are so many tangents one can go off on when teaching 
American history (especially when you have a passion for it as I do), but setting objectives at the beginning of each 
lesson and re-visiting them at the end of each lesson not only made learning intentions clear to students, it helped 
me keep my instruction focused where it needed to be. There was a clear difference in test scores with my experi-
mental group as compared to my control group.

“It is now a few years later and I am reading John Hattie’s Visible Learning.  First of all, I highly recommend this book 
for any teacher who is wanting to step up their game.  Hattie’s book is a meta-analyses of meta-analyses, which basi-
cally means he compared results of thousands of studies.  He expands on the importance of learning intentions (i.e., 
setting objectives).  Teacher clarity is tenth on his list of top strategies/approach to education that has the highest 
effect on student achievement. While reading this book, I realized that I had lost sight of this since doing my action 
research. So, I have refocused my efforts on making learning intentions clear to my students (and myself!) and, it is 
no surprise, that our learning is once again more focused and students seem more appreciative that they are not 
overwhelmed with trying to master every bit of information I throw at them” (Palmer, 2013).

In a 2013 interview entitled “Charlotte Danielson on Teaching and the Common Core,” Danielson was asked, “How 
do you know if you’re doing it well?” and she replied, “The same way you know if you’re doing teaching well. To me 
this is another place where there’s an opportunity for teachers to work together and determine what it looks like on 
the ground when students are reaching the kinds of higher-level learning objectives the Common Core describes. 
It has to be part of teaching—an integral part of conversations teachers need to be having about whether they are 
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and (3) The teacher directly teaches the new lesson. In 
introducing the new lesson, the teacher clearly delin-
eates what the students will learn and what will be 
expected of them. In creating an interest in the topic, the 
teacher uses an interest stimulator (illustration, dem-
onstration, model, anecdote), cues, advance organizers, 
and question sprinkling. In directly teaching the lesson, 
the teacher, with clarity and enthusiasm, proceeds in 
small steps, uses both verbal explanations and physical 
demonstrations, elicits student responses regularly but 
briefly, and “thinks out loud” throughout, verbalizing the 
thinking processes. In lengthy presentations, the teacher 
uses internal summaries at key points (Redding 2006).
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implementing the standards with fidelity. What kind of 
responses are we getting from our students? What kind 
of evidence do we have that they understand what they 
are learning? I think figuring out how to measure these 
expectations is very much on-the-ground work” (Rebora, 
2013).

An analysis of quality of instruction (Walberg, 1984; 
Wang, Haertel, & Walberg, 1993) finds evidence of the 
strength of particular instructional elements, mastery 
learning techniques, direct instruction, and graded 
homework. Techniques employed during teacher-di-
rected instruction have demonstrated impressive power 
(effect sizes) in studies of student learning. Cues, for ex-
ample, are especially effective in activating prior knowl-
edge and alerting students to important information 
(Walberg & Lai, 1999). Connecting to prior knowledge is 
not only helpful in organizing new learning, but increases 
students’ interest in the topic (Alexander, Kulikowich, & 
Schulze, 1994). Advance organizers, first popularized by 
psychologist David Ausubel (1968), provide scaffolding 
for the incorporation of new material to be introduced 
within the next 20 minutes or so. Advance organizers 
take such forms as visual graphics, lists, and statements 
abstracting the material. Simply describing the new 
content (expository advance organizer) is the most effec-
tive type of advance organizer, but other forms (narra-
tive – brief presentation in story form, skimming – quick 
preview of text, and illustrated – use of visuals) are also 
effective (Stone, 1983). Internal summaries and the rule-
example-rule approach have demonstrated their power 
in enhancing learning (Rosenshine, 1968). The agile 
teacher who is able to articulate clear goals and expecta-
tions for the lesson and make wise decisions in the use 
of various instructional techniques is key to teacher-
directed instruction (Redding 2006).

The teacher plans whole class instruction at key points 
within the unit of instruction, typically devoting at least 
some time each day to whole-class instruction in each 
subject. The amount of time devoted to whole class 
instruction versus work time will vary from day to day. 
The teacher prepares a whole class instruction plan for 
each whole class instruction period. The plan includes 
notes to guide the teacher through: Review, Presenta-
tion, and Summary….The presentation stage includes 
three phases: (1) The teacher introduces the new lesson, 
connecting it to the previous one and to prior learn-
ing; (2) The teacher develops interest in the new topic; 
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Core 
Function

Effective 
Practice

Center on

in

Pantone7473c/7462c/7542c

Indicator: All teachers explain directly and thoroughly. (122)

Classroom Instruction

Deliver sound instructions in a variety 
of modes: Teacher-Directed Instruction 
(Whole Class or Small Group)/Presenting 
the Lesson

Explanation: In teacher-directed instruction (whole-class or small-group), the presentation phase follows the review 
of the previous lesson and includes the statement of the topic and objectives, the stimulation of interest in the topic, 
and the teaching of the new lesson. The teaching is direct and thorough, with questioning peppered throughout, and 
including metacognitive “thinking out loud.” 

Questions: Do your teachers follow a standard protocol when presenting a new lesson? Does the protocol include di-
rect and thorough teaching in the “Know” phase? Do you record videos of teachers who excel at this part of instruc-
tion to share with other teachers?

In Charlotte Danielson’s The Framework for Teaching Evaluation Instrument, 2013 Instructionally Focused Edition 
(2013), she says of the Communicating with Students component, “Teachers communicate with students for several 
independent, but related, purposes. First, they convey that teaching and learning are purposeful activities; they make 
that purpose clear to students. They also provide clear directions for classroom activities, so students know what it is 
that they are to do.” She describes one element of this component as: “Expectations for learning: The goals for learn-
ing are communicated clearly to students. Even if the goals are not conveyed at the outset of a lesson (for example, 
in an inquiry science lesson), by the end of the lesson students are clear about what they have been learning” (p. 22). 

When describing a teacher distinguished as communicating with students, Danielson (2013) says, “The teacher links 
the instructional purpose of the lesson to the larger curriculum; the directions and procedures are clear and antici-
pate possible student misunderstandings. The teacher’s explanation of content is thorough and clear, developing 
conceptual understanding through clear scaffolding and connecting with students’ interests. Students contribute to 
extending the content by explaining concepts to their classmates and suggesting strategies that might be used. The 
teacher’s spoken and written language is expressive, both within the discipline and for more general use. Students 
contribute to the correct use of academic vocabulary (p. 23).

According to Redding (2006), “The teacher plans whole class instruction at key points within the unit of instruc-
tion, typically devoting at least some time each day to whole-class instruction in each subject. The amount of time 
devoted to whole class instruction versus work time will vary from day to day. The teacher prepares a whole class 
instruction plan for each whole class instruction period. The plan includes notes to guide the teacher through: Re-
view, Presentation, and Summary. The presentation stage includes three phases: (1) The teacher introduces the new 
lesson, connecting it to the previous one and to prior learning; (2) The teacher develops interest in the new topic; 
and (3) The teacher directly teaches the new lesson. In introducing the new lesson, the teacher clearly delineates 
what the students will learn and what will be expected of them. In creating an interest in the topic, the teacher uses 
an interest stimulator (illustration, demonstration, model, anecdote), cues, advance organizers, and question sprin-
kling. In directly teaching the lesson, the teacher, with clarity and enthusiasm, proceeds in small steps, uses both 
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verbal explanations and physical demonstrations, elicits 
student responses regularly but briefly, and ‘thinks out 
loud’ throughout, verbalizing the thinking processes. In 
lengthy presentations, the teacher uses internal summa-
ries at key points.”

Redding (2006) also discusses advance organizers, which 
he says “are not the same as summaries or overviews….
but rather are designed to bridge the gap between what 
the learner already knows and what he needs to know 
before he can successfully learn the task at hand” (p. 
148).

An Advance Organizer can be: A graphic, a visual; A list; 
A statement; Anything that helps students focus on the 
main idea; Anything that helps students order their 
thoughts; Anything that helps students relate to material 
that might otherwise seem fragmented; Anything that 
helps students know what they’re expected to learn in 
the next 20 minutes and why it is. Important Advance 
Organizers can produce different results. There are four 
general types – expository, narrative, skimming, illus-
trated – with all producing fairly powerful results, but 
expository having the largest effect size (Stone, 1983)
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Indicator: All teachers use prompting/cueing. (125)

Classroom Instruction

Deliver sound instructions in a variety 
of modes: Teacher-Directed Instruction 
(Whole-Class or Small Group)/Presenting 
the Lesson

Explanation: Cues and prompts are ways that teachers elicit response from students by giving a “hint.” A cue is a 
comment that encourages the student to think and respond in an open way, while a prompt is a stronger hint for a 
specific response; a series of prompts may guide students through a series of responses. 

Questions: Do your teachers follow a standard protocol when presenting a new lesson? Does the protocol include 
the use of cues and prompts to elicit response from students? How do teachers share their cueing and prompting 
practices with each other?

In Robert Marzano’s (Nine) High-Yield Instructional Strategies (2013), adapted from his book Classroom Instruction 
That Works: Research-based Strategies for Increasing Student Achievement (2001), the ninth-listed High-Yield In-
structional Strategy is: Questions, Cues, and Advance Organizers (yields a 22% gain). As for What the Research Says, 
Marzano says, “These help students use what they already know about a topic to enhance further learning. These 
tools should be highly analytical, should focus on what is important, and are most effective when presented before a 
learning experience. Teachers should use ample wait time before accepting responses, eliciting inference and analy-
sis.” And as far as goes How It Looks In the Classroom, Marzano says, “Vary the style of advance organizer used: tell 
a story, skim a text, or create a graphic image. There are many ways to expose students to information before they 
‘learn’ it. Graphic organizers, providing guiding questions before each lesson, think alouds, inferencing, predicting, 
drawing conclusions, skim chapters to identify key vocabulary, concepts and skills, foldables, annotating text, etc.”

In spring 2012, the State of Texas Assessments of Academic Readiness (STAAR®) replaced the Texas Assessment of 
Knowledge and Skills (TAKS). The STAAR program includes annual assessments for grades 3–8 in reading and math-
ematics; assessments in writing at grades 4 and 7; in science at grades 5 and 8; and in social studies at grade 8; 
and end-of-course assessments for English I, English II,  Algebra I, biology and U.S history. And STAAR Alternate is 
designed for the purpose of assessing students in grades 3–8 and high school who have significant cognitive disabili-
ties and are receiving special education services. According to the STAAR Alternate 2012–2013 Refresher Course for 

Cueing and Prompting, “There are five types of cues. A cue is an action intended to encourage a student to initiate or 
continue a task that he or she had previously executed. A cue is a hint or a nudge in the right direction that does not 
provide the student with a direct answer.”

The five types of increasingly invasive cues listed are Verbal Indirect Cue (“The student is given oral information or 
a question that guides the student in the right direction but does not provide a direct answer.”), Verbal Direct Cue 
(“The student is given a hint or short verbal redirection that relates specifically to the task but does not provide a 
direct answer.”), Visual Cue (“The student is provided with a written direction, arrows, color-coding, or other visual 
methods beyond the materials preplanned initially to help the student continue the task.”), Pointing (“An adult pro-
vides a single point toward an object or place indicating the beginning step of a task or continuation of the task when 
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the student hesitates.”), and Physical Gesture (“An adult 
alerts the student by touch to begin or continue a task.”). 
According to the document, “The purpose of the hierar-
chy—from least to most invasive—is to provide teachers 
with ways to fade a student’s dependence on cues. The 
more independent a student can be directly relates to 
how successful he or she might be in the future.” The 
same would apply to the students in the regular STAAR 
program as well.

Wait Time is listed as the First Step, Cueing the Second 
Step, and the Third Step is Prompting. The increasingly 
invasive hierarchy for Prompting is: Verbal Direction (“A 
step-by-step narration is given to the student in order 
for the task to be completed.”), Gesture Assist (“An 
adult repeatedly points or gestures to indicate a place or 
object that is in the next step of the task.”, Visual Graphic 
(Photographs, videotapes, or drawings of the task to be 
completed beyond the materials preplanned initially 
are shown to the student in a sequence of images.”), 
Student Modeling (“Another student demonstrates the 
task that is requested of the student.”, Adult Modeling 
(“An adult demonstrates the task that is requested of the 
student.”), and Physical Assist (“An adult offers a hand-
to-hand manipulation of the student to actually control 
motor movements to complete the task and perform the 
predetermined criteria.”). Of course, students who would 
not be taking the STAAR Alternate but instead would be 
taking plain STAAR would not be treated in this manner, 
but the hierarchy nevertheless speaks to the differences 
between cues and prompts, and the importance of inva-
siveness.

According to Walberg (2007),
Cues’ show students what is to be learned and 
explain how to learn it. Cues are more effective with 
increased clarity, salience, and meaningfulness of 
explanations and directions provided by teachers, 
instructional materi¬als, or both. As the learners gain 
confidence, in ideal circumstances, the salience and 
numbers of cues can be reduced. Use ‘Cues’ – one 
of the top four selected teacher effectiveness strate-
gies in the Walberg research (Walberg, 1999). Cueing 
students on what is to be learned and how to learn 
it activates prior knowledge; students look for what 
they expect to see as the lesson unfolds, based on 
where teacher has told them to focus. Cues involve 
‘hints’ about what students are about to experience. 
Cues should focus on what is important as opposed to 
what is unusual. (p. 83)
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Indicator: All teachers reteach when necessary. (126)

Classroom Instruction

Deliver sound instructions in a 
variety of modes: Teacher-Directed 
Instruction (Whole-Class or Small 
Group)/Summarizing and Confirming 
Understanding

Explanation: Research confirms that teachers need to understand when and how to reteach “what material” to 
“which students.”  Best reteach practices include a quick review of previously taught material so as to strengthen the 
previous lesson’s foundation upon which new knowledge/skills will be layered.  To determine which students need 
additional reinforcement/supports, teachers implement quick assessment strategies to assess content/skill acquisi-
tion. 

Questions: What evidence exists to assure the Leadership Team that teachers review each previously taught lesson?  
Do teachers employ quick daily assessment strategies to determine which students need what additional instruc-
tional supports to master the content/skills taught?  Do teachers use assessment results to interrupt, inform, and/
or change their planned course of instruction?  Do teachers chunk content/skills into manageable units for learners? 
Do teachers provide additional, independent opportunities for students to practice for mastery content and skills 
taught? Do teachers employ frequent progress monitoring to assess student content and skill mastery? 

At least three powerful methods of instruction can readily accommodate reteaching: direct instruction/explicit teach-
ing, mastery learning, and reciprocal teaching (Cawelti, 2004; Marzano, Pickering, & Pollock, 2001; Hattie, 2012; 
Walberg, 2006). Direct instruction can be viewed as traditional or conventional whole-group teaching done well. 
Since teaching changed very little in the 20th century and may not change substantially in the near future, it is worth-
while knowing how the usual direct instruction/explicit teaching, mastery learning, and reciprocal teaching practice 
can excel. Since it has evolved from ordinary practice, direct teaching is relatively easy to carry out, does not disrupt 
conventional expectations, and can incorporate teaching various subcomponents such as asking questions. Schol-
ars do not completely agree on the definition of direct instruction. They may refer to it as explicit, process-product, 
direct, active, or effective teaching. The earliest reviews emphasized observed traits of teachers including clarity, task 
orientation, enthusiasm, and flexibility, as well as their tendencies to structure their presentations and occasionally 
use student ideas. The early summaries of research emphasized systematic sequencing of lessons, including the use 
of review, the presentation of new content and skills, guided student practice, the use of feedback and correctives, 
and independent student practice.

Based on later observational and control-group research, reviewers identified six phased functions of explicit teach-
ing: (1) daily homework check, review, and, if necessary, reteaching; (2) rapid presentation of new content and skills 
in small steps; (3) guided student practice with close monitoring by teachers; (4) corrective feedback and instruction-
al reinforcement; (5) independent practice in seatwork and homework with high (more than 90%) success rate; and 
(6) weekly and monthly review (Brophy, 1999; Subotnik & Walberg, 2006). 
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briefly teaching students who need help in a small-group 
setting. If the latter is chosen, the students not involved 
in the reteaching must be given some type of activity, in 
which case having a teacher’s aide or paraprofessional 
in the classroom would be helpful. A third possibility is 
creating small tutorial groups, where those who have 
demonstrated understanding of the subject matter help 
those who require reteaching – which has the additional 
benefit of focusing all students’ attention on the same 
content, while helping the tutors develop a more in-
depth knowledge of the content.

According to Marzano, still another option is “to develop 
what elementary teachers refer to as centers. Centers 
are self-paced instructional packets or learning stations 
featuring planned activities set up around the classroom 
that students can work their way through to better 
understand specific content. For example, a teacher 
might design a center focused on solving a specific type 
of algebra problem” (p. 83). One disadvantage with this 
approach is that it requires a great deal of thoughtful 
preparation. But one advantage is, once these packets or 
activities have been created, they can easily be used to 
reteach.
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Redding (2006) gives this explanation of the review seg-
ment of whole class instruction in order to detect gaps in 
learning:

The teacher begins a whole-class instructional seg-
ment by setting the climate for attentive learning, 
cueing the students to focus in, reinforcing attentive 
behaviors, reminding students to have their neces-
sary materials at hand, checking postures and facial 
expressions, and generally encouraging pro-social 
behavior. This is called a “behavior check.” Next the 
teacher quickly reviews the previous lesson, includ-
ing homework assignments from it. The teacher uses 
rapid-fire questioning to review the previous lesson 
and build a bridge from it to the new lesson. The 
teacher notes the students’ progress in mastering 
new learning and encourages their self-praise. The 
teacher checks for areas that need reteaching. (p. 94)

According to Marzano (2010), “It’s time to revive aware-
ness of this powerful instructional tool. Many of the 
positive effects reported in the research literature on 
formative assessment are connected to reteaching.… 
Reteaching typically occurs in two situations: when 
introducing new content in a lesson and when review-
ing previously taught content that students need for an 
upcoming lesson” (p. 82). He said, when introducing 
new content, the teacher should continually monitor the 
students’ levels of understanding to determine when 
immediate reteaching is necessary, perhaps by asking 
them to signal in some specified way if they understand 
new content or how well they understand it, or by asking 
questions that address key aspects of the new content. 
“One strategy that greatly facilitates reteaching is to 
present the content in small increments; I call this ap-
proach chunking” (p. 82).

Marzano said, in the second circumstance, the teacher 
has already taught the content and now assumes that 
the students understand it -- though verifying this as-
sumption requires additional assessment, which usually 
takes place when the teacher is reviewing information 
or skills that will be required in order to learn upcoming 
content. The teacher might use a brief series of ques-
tions or administer a quiz and, if errors are disclosed, 
reteaching is warranted. In this situation, reteaching is 
not as straightforward as in the previous case; either the 
new content could be ignored until students’ misunder-
standings are rectified, or students could be grouped 
temporarily on the basis of their needs, with the teacher 
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Indicator: All teachers review with questioning. (128)

Classroom Instruction

Deliver sound instructions in a 
variety of modes: Teacher-Directed 
Instruction (Whole-Class or Small 
Group)/Summarizing and Confirming 
Understanding

Explanation: The evidence review suggests that questioning for review purposes must utilize open-ended and 
process-oriented questions to deepen student learning. More traditional instructional methods used questioning as 
an evaluative tool and a quick test for whether a student could provide a correct answer. More contemporary views 
on this approach encourage teachers to extend student thinking, probe for student justification and reasoning, and 
engage the entire class to think about and respond to other students’ answers. Students have been shown to have 
higher levels of engagement and understanding when teachers utilized these higher-order thinking strategies.

Questions: How will the school support teachers in growing their practice towards more student-centered discourse? 
In what ways will teachers adjust their questioning practices within the classroom to expand their students’ thinking 
and understanding? How will the school shift its instructional mindset from determining right or wrong answers to 
one that values the process of reasoning in comprehension?

Moving Away from Review Strategies of the Past

Questions are an integral part of instruction that can serve a variety of purposes for teachers, including engaging 
students in discussion, encouraging them to be articulate about their thinking, providing a simple means of formative 
assessment, and reviewing previously-covered material (Chin, 2006; Smart & Marshall, 2012; Heritage & Heritage, 
2013). Cotton (1988) found that teachers spend between 35 and 50 percent of instructional time on questioning. 
However, Cotton also discovered that as much as 60 percent of the questions teachers were asking only required 
students to engage in lower levels of cognitive thinking. 

In the years since Cotton’s research, trends in classroom instruction have focused on creating student-centered learn-
ing environments, compared to the teacher-centered environments of the past (Peterson & Taylor, 2012). This trend 
has a direct influence on the type and frequency of questioning in classrooms; Manouchehri and Lapp (2003) noted 
that in teacher-centered classrooms, questions were all directed by the teacher and sought to elicit a correct answer, 
not the student’s reasoning process. While this style of questioning is a form of review, this evaluative approach does 
not give teachers a complete grasp of student understanding upon which to determine the most appropriate instruc-
tional strategy, nor did it engage students in higher-order thinking (Manouchehri & Lapp, 2003; Chin, 2006). 

There is a tremendous amount of pressure on teachers to review material, and this pressure affects the quality and 
type of questioning occurring in their classrooms. Teachers are restrained by the bell for the next class, observations 
that require lesson closure, benchmark testing that requires students to recall information, and ultimately, expecta-
tions for improvement on standardized tests. Unfortunately, in the face of these expectations and restraints, teach-
ers often revert to closed-ended questions that only ask students to recall information instead of truly process and 
understand it (Manouchehri & Lapp, 2003; Heritage & Heritage, 2013). 
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with the rest of their lessons; they must be rooted in an 
understanding of the content knowledge and lesson ob-
jective. However, teachers must be comfortable enough 
to be flexible with their questioning in the classroom; 
questioning should flow purposefully from student 
responses to continually bring the conversation to higher 
levels of cognitive demand (Chin, 2006; Smart & Mar-
shall, 2012). This is especially relevant in review sessions, 
which should engage higher levels of thinking than ques-
tions about a topic that students have just been exposed 
to (Smart & Marshall, 2012). 

Smart and Marshall (2012) also encourage teachers to be 
reflective about their questioning practice. They write: 

If teachers will first monitor their questioning strate-
gies in a mindful way, they will be able to establish 
a benchmark in their own practice and can set goals 
for increasing the cognitive level of questioning and 
facilitate more student-centered discourse in their 
classrooms. (p. 17) 

It is therefore important for teachers to remember that 
they do not need to do all of the work in reviewing 
through questioning; the benefit of a student-centered 
classroom is that students can help guide the discussion 
and provide other means of review for their peers. Even 
listening to other students justify their own answers can 
be beneficial for the rest of the class (Smart & Marshall, 
2012). Yet more active approaches to questioning can 
include having students turn and talk to a partner, share 
their answers in oral and written form, or by having them 
respectfully state whether or not they agree with anoth-
er student’s response and why (Peterson & Taylor, 2012; 
Rosenshine, 2012). When these strategies for question-
ing and review are used, students both engage and learn 
in deeper and more meaningful ways (Smart & Marshall, 
2012). 
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Questioning as a Tool for More Effective Review

Acquiring expertise is an ongoing process requiring 
consistent and frequent practice and review. In the 
classroom, teachers must facilitate this daily review 
for students to ensure that they fully grasp what they 
are learning before they move on to the next concept 
(Rosenshine, 2012). In contrast to traditional questioning 
strategies, Heritage and Heritage (2013) write:

In generating evidence through interaction in forma-
tive assessment practice, the teacher needs to estab-
lish which cognitive structures are emerging so that 
a subsequent pedagogical move can be made during 
the interaction to assist these cognitive structures to 
mature. (p. 177)

Instead of simply acknowledging a correct answer or ad-
dressing an incorrect response, teachers in student-cen-
tered, or inquiry environments follow up with additional 
questions to extend student thinking, understand what 
they know, and diagnose what they do not (Chin, 2006). 
Review through questioning helps teachers quickly as-
sess where and how to adjust their instruction to im-
prove student mastery of the material and the processes 
they need to fully grasp the concepts they are learning 
(Rosenshine, 2012). This deeper engagement can be 
facilitated through means as simple as probing ques-
tions, in which the teacher asks for more information in 
response to a student answer or comment (Peterson & 
Taylor, 2012). 

These follow-up questions may be posed to the rest 
of the class to help them evaluate their peer’s answer 
and reasoning or help them elaborate on the concept 
(Rosenshine, 2012; Smart & Marshall, 2012). Chin (2006) 
explains how the engagement of the entire class can lead 
to a higher-quality learning experience: 

The questions served as the rungs of a “cognitive lad-
der” enabling students to gradually ascend to higher 
levels of knowledge and understanding. They elicited 
responses from different individuals that progressive-
ly added more information to existing ones and that 
contributed to a growing framework of ideas. (p. 191)

Strategies for Teachers to Improve their Review Ques-
tions

Manouchehri and Lapp (2003) emphasize that teachers 
must plan their instructional questions in advance, along 
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Indicator: All teachers summarize key concepts. (129)

Classroom Instruction
Deliver sound instruction in a variety of 
modes

Explanation: Research-endorsed, best instructional practice indicates teachers allot 20% of the lesson period to 
implement summarizing strategies, which help confirm student mastery of lesson content and skills.  A proven 
sequence of strategies to assist in summarizing key concepts may include three phases.  Those three phases include 
a “think” segment that reengages student interest in the topic and/or skill, a “know” segment to present new knowl-
edge and/or skills and check for student understanding, ending with a “show” portion where the main lesson points 
are reviewed to assist students in content skill storage.

Questions: How does the leadership team know if teachers implement the practice of summarizing key concepts?  
Do teachers—including special education, ELL, and paraprofessionals—summarize key concepts?  Do teachers check 
for understanding of key lesson concepts?  Do teachers offer clear lesson closure cues to students?  Do teachers 
explicitly connect for students new key concepts with those mastered from previous lessons?

To fully understand the implications of the indicator, let’s first consider the indicator in its broader category and 
section: Classroom Instruction/Expecting and monitoring sound instruction in a variety of modes/Teacher-Directed 
Whole Class or Small Group Instruction/Summary and Confirmation of Learning. To see the string of category to 
ever-narrowing sections to the final indicator: “All teachers summarize key concepts” is to place the indicator in 
the context of just one of the modes of teaching—that is, direct or explicit instruction. Clark, Kirschner, and Sweller 
(2012) indicate that “when teaching new content and skills to novices, teachers are more effective when they pro-
vide explicit guidance accompanied by practice and feedback, not when they require students to discover many 
aspects of what they must learn” (p. 6). They further explain that “Teachers providing explicit instructional guidance 
fully explain the concepts and skills that students are required to learn. Guidance can be provided through a variety 
of media, such as lectures, modeling, videos, computer-based presentations, and realistic demonstrations. It can also 
include class discussions and activities—if the teacher ensures that through the discussion or activity, the relevant 
information is explicitly provided and practiced” (p. 6). Within the practice of direct instruction, summarizing key con-
cepts is just one indicator that a teacher is using this mode effectively. To get the complete picture of effective direct 
instruction, we must view the cluster of indicators which fall under this section.

Hattie (2009; 2012) examined the effect size of direct instruction and found the effective size on student achievement 
to be .59—significantly effective. Within his description of direct instruction, he includes the following components:

1. Teacher is clear about what students are to be able to do or understand as the result of the lesson.
2. Teacher is clear about what the student will be held accountable for knowing as a result of the lesson.
3. Teacher knows how to focus the student on the lesson to be learned—preparing the student for the lesson to 

come.
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2. familiarize students with multiple text structures: 
story structure is familiar to students because they 
experience stories early on in their lives and because 
teachers typically teach story structures as a regular 
part of language arts instruction, but throughout 
their schooling, students will encounter many other 
kinds of text structures that are more expository in 
nature and, unless they recognize these structures, 
they may be less successful at comprehending the 
expository content;

3. help students recognize layers: knowing that texts 
may have many layers of structures is crucial to 
unlocking the meaning of extended expository dis-
course;

4. encourage graphic representations; and
5. review essential terminology: even if a student rec-

ognizes that a section of a science text is organized 
as a generalization pattern about relationships in 
nature, she will have little chance of comprehending 
that section if she does not understand important 
terms used in the text, such as meiosis, mitosis, 
symbiosis, and the like, so teachers should carefully 
preview texts and ensure that students have at least 
a basic understanding of important terms.

Redding, (2006) breaks down direct instruction into 
these phases: Review (20% of time allotted), Presenta-
tion (60% of time allotted), Summary/Confirmation of 
Mastery (20% of time allotted). Presentation and Sum-
mary/Confirmation of Mastery can be further broken 
down into Think/Know/Show in which the “Think” 
segment stimulates interest in the topic, “Know” is the 
segment when the teacher presents the new material 
and checks students for understanding (questions), and 
“Show” gives the teacher the opportunity to review the 
lessons main points or to “wrap up” the learning and 
help students store the information for later.

Waldo (2014) states that summarizing is a key compo-
nent of reading comprehension, with good readers pos-
sessing the ability to identify the main idea and support-
ing details of a written passage and restate them in their 
own words, demonstrating mastery of written text. “To 
effectively summarize means to express your thoughts in 
clear, succinct statements, covering the gist of an article 
in as few words as possible.” He suggests five steps to 
summarizing:

1. Read and reread the passage to identify the main 
idea;

4. The teacher knows how to present the lesson—what 
media will the teacher use? Does the teacher check 
for understanding? 

5. The teacher gives the students time for guided 
practice while the teacher moves about the room to 
ascertain comprehension of the new material.

6. The teacher closes the lesson by reviewing and clari-
fying key points of the lesson to confirm students’ 
understanding.

7. Students have time for independent practice.

Within this list is the indicator “all teachers summarize 
key concepts.” Hattie’s description falls under the closure 
section of direct instruction, in which he describes it 
as “those actions or statements by a teacher that are 
designed to bring a lesson presentation to an appropri-
ate conclusion: the part wherein students are helped to 
bring things together in their own minds, to make sense 
out of what has just been taught. . . .Closure is used to 
cue students to the fact that they have arrived at an 
important point in the lesson or the end of a lesson, to 
help organize student learning, to help form a coherent 
picture, to consolidate, eliminate confusion and frustra-
tion, and so on, and to reinforce the major points to be 
learned. Thus closure involves reviewing and clarifying 
the key points of a lesson, typing them together into a 
coherent whole, and ensuring they will be applied by 
the student by ensuring they have become part of the 
student’s conceptual network” (p. 206).

Marzano (2010) determined, in a series of studies with 
teachers, that summarizing strategies have a substantial 
average effect on student understanding of academic 
content; across 17 experimental/control studies that 
teachers conducted, he found that using summarizing 
strategies, on average, increased students’ understand-
ing of content by 19 percentile points. He found that 
some approaches to summarizing are more effective 
than others. Five strategies he found that appear to 
influence students’ ability to comprehend text are:

1. clarifying what’s important: for example, if dealing 
with a story, it would be important to stress that a 
story has a structure—there are main characters, 
there is rising and falling action, there are events 
that take place in certain locations, etc. — and if 
students are made aware that these elements are 
important aspects of the story, they are more likely 
to identify them and, consequently, more likely to 
comprehend the stories they read;
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2. Look for details that support the main idea;
3. Restate the main idea in your own words;
4. List the supporting details in order, from the weakest 

to the strongest; and
5. Combine your restated main idea and your list of 

supporting details into one complete paragraph, 
making sure your paragraph covers all of the details 
and effectively restates the author’s main idea and 
supporting information.

Summarizing key concepts may seem like a very small 
cog in a very complicated watch—however, each cog is 
important to make the watch run efficiently.
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Indicator: All teachers encourage peer interaction. (133)

Classroom Instruction

Deliver sound instruction in a variety 
of modes: Teacher-Directed Instruction 
(Whole-Class or Small Groups)/
Interacting with Students

Explanation: Research endorsed best instructional practice includes peer interaction that promotes language, cogni-
tive and social development. Certain aspects of learning occur best and cement learning through mutual discovery 
with one’s peers or classmates. Important skills like negotiation, persuasion, conflict resolution, and argumentation 
can be learned from one’s classmates.  In addition, peer interaction in small group settings can build student self-
esteem, self-concept and identity.

Questions: What evidence will the principal seek to determine all teachers provide a multitude of opportunities for 
peer interaction?  What processes do all teachers use to implement a variety of small group learning settings such as 
a teacher lea small group, a student led small group and/or student pairs? 

Teacher Reticence about Peer Interactions in the Classroom

In a traditional classroom, the teacher spends the majority of the class period instructing while students sit quietly 
in rows and listen (Montague & Rinaldi, 2001). When students get time for seatwork, to practice the skills they just 
learned, they are encouraged to work independently. In this hierarchical structure, there are few, if any, opportuni-
ties for students to collaborate and interact in a productive way. 

Even when they are seated at tables or in groups, students are told not to talk or work together. Interactions be-
tween students are not valued and are assumed to be counterproductive. Classrooms of this type provide neither 
meaningful opportunities for peer interaction and collaboration, nor the preparation to positively work with others 
should those opportunities arise  (Blatchford, et al., 2003). Often, the only opportunities students have to cooperate 
are during extracurricular activities (Johnson, 1981). 

While popular opinion among teachers is changing about the nature of collaborative work, many teachers enforce 
this authoritative structure to maintain control and to keep students from getting distracted. In addition to behavior 
management concerns, many teachers do not feel that students can truly learn in collaborative settings or that group 
work merely allows the higher-achieving students to tutor their peers (Blatchford, et al., 2003). Johnson (1981) even 
refers to a phenomenon of “adult centrism” in schools, (p. 5) a continual focus on the relationships with and actions 
of adults towards children instead of the relationships between students.

Benefits of Peer Interactions

Johnson (1981) asserts that this undue focus on adult-student relationships and interactions in schools has caused 
the devaluing of student-student interactions, although research has shown that they are often the most important 
relationships that students develop in school. Not only are educators responsible for academic learning, but they 
must also facilitate: “socializing children and adolescents into the perspectives, values, and attitudes they need to 
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but not between students” will be spent (p. 2). Luck-
ily for teachers adapting their instructional methods to 
include more peer grouping, there are a variety of simple 
ways to incorporate peer interactions into the classroom. 
Rosenshine (2012) discusses a number of ways that 
students can work together, for the purposes of both 
learning new material and reviewing content that was 
previously covered. Some of the least intrusive ways to 
incorporate peer interactions include: having students 
share their thoughts or responses with a seat partner or 
neighbor, creating classroom systems to have students 
respond to or agree with other students’ responses, 
facilitating student study groups, or encouraging peer 
tutoring (Rosenshine, 2012). When putting together 
student groups, Redding (2006) emphasizes their fluid 
and temporary nature, as the students in each group 
should be selected based on their ability with a particu-
lar skill; groups for other skills or lessons will be arranged 
differently, in order to avoid any stigmas or labeling of 
students. 

King (1990) highlights the strategy of reciprocal peer 
questioning, in which students are trained to ask and an-
swer higher level questions and are then put into groups 
to question each other about the story or course con-
tent they have learned. This technique helped students 
better understand the perspectives of their peers and 
pushed them to think critically. King found that students 
who were able to build this shared responsibility of co-
learning performed better on subsequent assessments 
than those who had worked independently. For younger 
students or those who might need additional support, 
King (1990) suggested that teachers provide question 
stems or other structural supports to help students guide 
their own conversations. 

Bossert (1988) and Peterson and Taylor (2012) discuss 
the importance of these structural supports in helping 
students learn to work collaboratively. They both discuss 
the idea of “task interdependence,” in which different 
roles are assigned to each of the students in collabora-
tive groups, to help them take responsibility for a neces-
sary piece of the assignment. Examples of student roles 
include being a timekeeper, writer, or discussion leader, 
and these can change depending on the content or proj-
ect. However, delineating these roles for students helps 
to engage those who may not typically participate, cre-
ates a sense of purpose and value for each student, and 

function effectively within our society; and facilitating 
the cognitive, social, and physical development of each 
individual student” (Johnson, 1981, p. 5). 

This is not only an ideal of comprehensive education, 
but peer interactions can have a significant impact on 
students’ feelings about, experiences with, and motiva-
tion for school. Ladd (1990) studied children throughout 
their kindergarten year and found that the degree to 
which children received support and friendship from 
their classmates was strongly related to their ability to 
adjust to school in a happy and healthy way. Children 
who felt rejected by or isolated from their peers often 
had reduced “interest, involvement, and performance in 
school” as well as having emotional needs remaining un-
met” (p. 1083). The effects from children’s foundational 
year of schooling can continue to impact students and 
their outcomes as they progress through their educa-
tional career.

On the contrary, children who made friends in kinder-
garten felt more comfortable and supported in their 
learning environment and did better academically (Ladd, 
1990). Similarly, Johnson (1981) found that students who 
had opportunities for collaborative peer interactions in 
the classroom expressed more positive views of school 
and their teacher than students who were not able to 
interact with peers. It is well within a teacher’s control 
to foster this type of cooperative environment by creat-
ing structures and routines for productive and positive 
interactions; as a result of the teacher taking this step, 
students will have more opportunities develop healthy 
social skills and build peer relationships (Johnson, 1981). 

How Teachers Can Foster Positive and Effective Peer 
Interactions

Teachers must think carefully about how they facilitate 
opportunities for collaboration in their classrooms, but 
they also need to be mindful of how their own interac-
tions with students influence others. Montague and Rin-
aldi (2001) found that the “tone of teacher interactions 
with students contribute to peer acceptance or rejec-
tion” (p. 76). This effect is especially acute for students 
with behavior problems, who are already at risk of rejec-
tion from their peers and negative school outcomes. 

It is also important for teachers to plan ahead for student 
collaboration. Blatchford, et al. (2003) write that while 
teachers often plan for how their “time with students, 
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can help keep students focused and motivated. Peterson 
and Taylor (2012) also encourage the setting of group 
work norms, including making eye contact and having 
every group member participate, to ensure that student 
interactions are positive and productive. 

Even for teachers who may be hesitant to have students 
collaborate in the classroom, there are a variety of ways 
to subtly and easily have students interact in meaningful 
ways. As students learn to work together productively 
and work through conflicts respectfully, teachers may 
increase their own comfort level with peer interactions 
to facilitate learning. 
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Indicator: All teachers encourage students to paraphrase, summarize, and relate. (134)

Classroom Instruction
Deliver sound instruction in a variety of 
modes

Explanation: The evidence informs instructional practice with teaching strategies that support closing a lesson.  Key 
lesson closure techniques include the teacher modeling paraphrasing and summarization of the lesson’s learning 
objectives.  In addition, all teachers should assist the students with strategies to anchor or retain the lesson knowl-
edge and skills learned. Based on student responses during the lesson closing, all teachers should be able to assess 
mastery and determine if re teaching is necessary. 

Questions: What evidence will the principal seek to determine that all teachers plan for and implement lesson 
closure activities?  How will the principal build lesson closure capacities in all teachers?  How will the principal 
determine if all teachers model and teach paraphrasing and summarization?  How will the principal confirm that all 
teachers use lesson closure outcomes to inform their next steps in instruction? 

Purpose of Lesson Closure

It has long been considered best practice in teaching to include some form of lesson closure, or review of what was 
just taught, at the conclusion of a segment or lesson. The most common components of lesson closure are: 1) sum-
marizing the main points of the lesson; 2) assessing what was learned and how well students grasped the concepts; 
and 3) facilitating opportunities or ideas for application of the material, either to future lessons or to real-world 
examples (Wolf & Supon, 1994; Webster, 2011; Wong, n.d.).

While closure can happen whenever a teacher sees that there is a need for clarification or to assess whether or not 
students are grasping the material, it is typically found in the last five to fifteen minutes of a lesson. This common 
practice is backed by cognitive and learning theories asserting that recall of information is more likely for what is 
heard most recently, so what is shared at the end of a lesson is especially important (Wolf & Supon, 1994). 

Rosenshine (2012) also shares that:

An important finding from information-processing research is that students need to spend additional time re-
phrasing, elaborating, and summarizing new material in order to store this material in their long-term memory. 
When there has been sufficient rehearsal, the students are able to retrieve this material easily and use it in new 
learning (p. 16).

Because of these cognitive patterns, it becomes critical for teachers to facilitate review of what was covered through-
out the lesson and not to introduce any new content during the last segment (Webster, 2011). 

As Wong (n.d.) writes, “closure helps learners know what they have learned, why they learned it, and how this 
knowledge is useful” (p. 16). This segment of the lesson also encourages both students and teachers to reflect on 
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in the classroom (p. 220). Whenever possible, students 
should be encouraged and supported in connecting the 
lessons and course material to their own lives (Wolf 
& Supon, 1994). Similarly, to encourage inclusion of 
students of all ability levels and needs, King-Sears and 
Cummins recommended that in assessing the success of 
a lesson, teachers should question or check with stu-
dents of all ability levels in the classroom – ranging from 
the high-achievers to those who are struggling, as well as 
those with disabilities. This will give the teacher a well-
rounded perspective in how well all students understood 
the material shared that day.
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the lesson content and their level of comprehension and 
understanding (Wolf & Supon, 1994). However, it is not 
uncommon for teachers to omit a closure section in their 
lessons, particularly when new teachers struggle with 
pacing and lesson design. Wolf and Supon (1994) stress 
how essential closure is for learning: “As a result of a 
weak closure, or no closure at all, students are robbed of 
the most important part of the lesson -- the time when 
they have the opportunity to think about what they 
learned and to discuss it” (p. 3). Ensuring that closure 
is effectively planned and that there is time for it within 
the class period requires advance planning and careful 
pacing (King-Sears & Cummins, 1996). 

How Teachers Can Encourage Students to Summarize and 
Apply What They Have Learned

Through the closure process, teachers can help students 
to summarize and practice what they are learning in a 
variety of ways. Before students can perform these skills 
independently, it is critical for teachers to model them; 
teacher-led examples and thinking through processes 
aloud are two strategies that should be implemented to 
support students in independent or collaborative prac-
tice (Rosenshine, 2012). Other examples of these cogni-
tive supports include: giving the students graphic orga-
nizers in an earlier part of the lesson, providing checklists 
or timelines for process steps or sequences, having 
question stems or prompts available on which students 
can build discussions and written work (Wolf & Supon, 
1994; Rosenshine, 2012). 

The closure process, as discussed in the available litera-
ture, can range from basic recall to creative application 
of skills and knowledge. Activities can range from asking 
students to succinctly summarize the main idea and 
share with a partner to role-playing or service learning 
(Wolf & Supon, 1994; Rosenshine, 2012; Wong, n.d.). 
The levels of rigor and critical thinking may vary across 
closure activities, but the ability for students to apply 
what they have learned is the ultimate goal. Homework 
assignments can also facilitate closure of a lesson, as 
long as they are only assigned when needed for “prac-
tice, review, application, or reinforcement of the lesson” 
(Wong, n.d.).

King-Sears and Cummings (1996) encouraged student 
agency during the closure process, saying that placing 
students in roles of responsibility during this part of the 
lesson can help them feel a sense of “shared ownership” 
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Indicator: All teachers interact instructionally with students (explaining, checking, giving 
feedback). (140)

Classroom Instruction

Deliver sound instruction in a variety of 
modes: Student-Directed Small-Group 
and Independent Work

Explanation: Teacher-student interaction is foundational to student learning, establishing the right relationship and 
encouraging students to ask questions. Teachers interact socially with students, showing their interest in each stu-
dent. Teachers interact managerially with students, reinforcing classroom rules and procedures. This indicator deals 
with the teacher’s academic interactions with students and is seen in the ways the teacher asks questions, solicits 
questions, provides explanations, and gives feedback to individual students.

Questions: You know what good teacher-student instructional interaction looks like in the classroom. How do you 
ensure that all of your teachers are expert in this kind of interaction? What training do you provide them? How do 
their share their practices with each other? What do you look for in classroom observations? 

Psychological studies tell us that the mind will pay attention intently for approximately 5-7 minutes with the maxi-
mum reaching about 10 minutes. After that, the mind goes into either “mind wandering” or information overload 
(Hattie, 2014, p. 48). If the lesson the teacher needs to present has more information than can be delivered in 5-10 
minutes, how does that teacher ensure each student will stay engaged in the lesson and interact with the new 
information? This is where the teacher’s skill at interacting with his students comes into play. Part of the teacher’s 
“withitness” (Brophy, 1996) is that the teacher is aware of everything going on in the classroom. The teacher scans 
the room, noticing when students appear bored or disinterested in the lesson and can quickly pull students back in 
by asking questions or having the students ask a questions. Students can essentially provide feedback to the teacher 
on what they are comprehending from the lesson:

The mistake I was making was seeing feedback as something teachers provided to students—they typically did 
not, although they made claims that they did it all the time, and most of the feedback they did provide was social 
and behavioral. It was only when I discovered that feedback was most powerful when it is from the student to the 

teacher that I started to understand it better. When teachers seek, or at least are open to, feedback from students 
as to what students know, what they understand, where they make errors, when they have misconceptions, when 
they are not engaged—then teaching and learning can be synchronized and powerful. (Hattie, 2009, p. 173)

Hattie’s explanation of feedback emphasizes the two way relationship of interactions, whether the interaction is 
instructional, managerial, or personal—there are two parties involved with communication moving back and forth 
between them. This relationship or interaction helps to build up trust that is imperative to learning: “Learning for 
many students is a risky business. The positive teacher—student relationship is thus important not so much because 
this is worthwhile in itself, but because it helps build the trust to make mistakes, to ask for help, to build confidence 
to try again, and for students to know they will not look silly when they don’t get it [the] first time” (Hattie, 2014, p. 
21). This trust allows a student to feel comfortable trying to answer a question, even if he may not get it right. The 
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student trusts that the teacher will correct or redirect 
faulty thinking, explain the concept again, and encourage 
the student to keep asking questions. 

Teachers should also be aware of the type of feedback 
they are giving to students. Harris and Rosenthal (1985) 
state that “In more situations, praise and criticism may 
refer to routine, almost mechanized, pronouncements of 
‘Good’ or ‘No, you’re wrong.’ This kind of feedback is not 
informative to the student; consequently, it may have no 
impact on the child beyond the realization that he or she 
got the answer right or wrong” (p. 377). 

Too often in the literature about teaching and learning 
the emphasis is either on what the teacher does (deliver-
ing the lesson, differentiating instruction, managing the 
classroom) or what the student does (motivation) as if 
school were a stage built solely for the performance of 
individual soliloquies but does not talk as much about 
what happens between the teacher and the student (in-
teractions, relationships) that can make all the difference 
in the outcomes.
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Indicator: All teachers interact managerially with students (reinforcing rules, procedures). (141)

Classroom Instruction

Deliver sound instruction in a variety of 
modes: Student-Directed Small-Group 
and Independent Work

Explanation: Establishing classroom rules and procedures is critical to good classroom management. But students 
need more than a posting of the rules and procedures. They need consistent “teaching” of what the expected be-
havior looks like. This means speaking to the class as a whole to review the rules and procedures, but it also means 
interacting with individual students to recognize proper behavior and to correct missteps in following rules and pro-
cedures. Teachers interact in this way personally and privately, in most cases, and consider this part of the teaching 
role.

Questions: You know what good teacher-student managerial interaction looks like in the classroom. How do you en-
sure that all of your teachers are expert in this kind of interaction? What training do you provide them? How do their 
share their practices with each other? What do you look for in classroom observations? 

A classroom is a complex society. Think about it. It has a leader (teacher), it has citizens (students), and it has a 
myriad of relationships, rules, procedures, norms, and culture that all take place in a very small space. It is impera-
tive that there is some “rules of the road” for how all these relationships and transactions take place. The teacher 
is not an active part of all that goes on in the classroom. There is a whole world of relationships between students, 
and even within a single student (think of what the student experienced immediately before entering the class, what 
happened at home, what happened at ball practice, etc), but the teacher is expected to be able to manage all these 
relationships effectively in order for learning to take place. A student cannot learn in a place of chaos; he/she will be 
more concerned about the chaos than on the learning that should be taking place. It is the teacher’s role to make the 
learning environment one that is safe and trustworthy. Students who feel safe in the classroom are more willing to 
take risks without fear of failure—and make mistakes without fear of being ridiculed.

Hattie (2012) writes, 

There is no doubt that classrooms can be complex, seemingly chaotic and confusing, and difficult to monitor. A 
key skill is the development of ‘situation awareness…,because this is a key feature of many experts (Wickens, 
2002). Rather than simplify the classroom (quiet rows, teacher talking), teachers need to build competencies in 
making meaning, seeing patterns, anticipating and making decisions, and monitoring so that they can adjust on 
the fly. Part of the skill in developing this awareness is learning what not to attend to, and thus developing the 
skills of scanning, identifying opportunities and barriers to learning, categorizing, and evaluating student behavior, 
and interpreting the situation relative to the instructional decisions and not to classroom management issues. (p. 
124-125)

Other studies echo the importance of a teacher’s ability to monitor the classroom at all times, “A meta-analysis of 
28 factors that affect school learning (Wang, Haertel, & Walberg, 1993) found that the single most powerful factor is 
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classroom management—the way the teacher organizes 
and manages the complex variables of curriculum, time, 
space, and interaction with students. Classroom man-
agement is evidenced in the teacher’s “withitness,” the 
learner’s accountability for learning, the clear proce-
dures in the classroom, and the way the teacher mixes 
whole-class instruction, small-group instruction, and 
individual instruction” (Redding, 2007, p. 108).

To keep chaos at bay, teachers need to teach and rein-
force classroom rules and procedures right from the first 
day, “Consistent reinforcement of classroom rules and 
procedures is key to classroom management (Emmer et 
al., 1984; Evertson et al., 1984). Rules and procedures 
are posted in the classroom, and students are reminded 
of them and learn to operate according to them. The 
effective teacher “teaches” classroom procedures in a 
positive way rather than relying solely on correction of 
violations. Frequently resorting to correction and pun-
ishment is a sign of inadequate classroom management 
methods, but consistent enforcement of rules and pro-
cedures is a necessity (Stage & Quiroz, 1997)” (Redding, 
2007, p. 108).
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Indicator: All teachers interact socially with students (noticing and attending to an ill student, 
asking about the weekend, inquiring about the family). (142)

Classroom Instruction

Deliver sound instruction in a variety of 
modes: Student-Directed Small-Group 
and Independent Work

Explanation: Very simply, students do best when they think their teacher knows them and cares about them. Notic-
ing each student and interacting socially with each student is essential in establishing a teacher-student relationship 
most conducive to learning. Typically, these interactions consume little time but make a big difference. 

Questions: You know what good teacher-student social interaction looks like in the classroom. How do you ensure 
that all of your teachers are expert in this kind of interaction? What training do you provide them? How do their 
share their practices with each other? What do you look for in classroom observations? 

Teachers and students interact every school day. Students spend approximately 7 hours at school—a fairly significant 
chunk of their day. Students, in order to do their best, need to feel a part of the “community” which is their school, 
and more importantly, their classroom. Brendtro, Brokenleg, and Bockern, (2002) write, “Throughout the history of 
the human race, almost all worthwhile learning has taken place in a social setting. The human brain has developed so 
that it functions better in social interaction than in isolation” (p. 99). This idea is also illustrated in Maslow’s hierarchy 
of needs--Physiological needs, safety and security, love and belonging, self-esteem, self-actualization—where one 
cannot reach the high levels unless the needs of the lower levels are met. For students, this means that feeling a part 
of the community of the classroom and believing that his teacher knows him by name and genuinely cares about 
him allows the student to put his energies toward learning. Parett and Budge (2012) write, “Becoming a safe school 
requires not only structures and processes that immediately and decisively address physical, emotional, and psycho-
logical well-being, but also those that create a bond between school and students, such as a caring relationship with 
teachers or other adults in the school and interventions that ensure individual learning needs are met” (p. 100 & 
102).

 Redding (2007) states that:

Teacher-student interactions include teacher praise for and reinforcement of positive student behavior and dem-
onstration of learning as well as questioning techniques and discussion methods. Teacher-student interactions 
are social, instructional, and managerial. Social interaction has been found to be a particularly strong correlate of 
academic learning (Wang, Haertel, &Walberg, 1993), as it facilitates a bond of connection between the teacher 
and the students and increases each student’s sense of belonging to the classroom group. (p. 105)

Creating that sense of belonging means that teachers are aware of each student in her classroom and how that 
student is interacting or not interacting both with other students and with the content being taught. These teachers 
are aware of students who have “disengaged” from the learning process or from class activities. They purposely seek 
out and interact with students are withdrawn, depressed, or resistant to classroom work. Furlong and Christenseon 
(2008) state that “interventions address engagement comprehensively, not only focusing on academic or behavioral 
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skill deficits, but also on the social, interpersonal aspects 
of schools, particularly the need for supportive connec-
tions to other adults and peers (p. 365).

Social and emotional research tells us that belonging 
is an aspect of engagement and illustrates a social and 
emotional factor necessary for academic learning. This 
engagement comes about through positive adult-student 
and peer relationships (Zin et al., 2004). Elias (2003) 
elaborates that “effective, lasting academic and social-
emotional learning is built upon caring relationships and 
warm but challenging classroom and school environ-
ments” (p. 8). He gives several practical ways to address 
creating a caring environment, but two very simple 
suggestions are 1) Greet all students by name when they 
enter the school or classroom, and 2) Show interest in 
their personal lives outside the school. Parett and Budge 
(2012) state that “establishing daily contact and demon-
strating concern for each child provides a comfort zone 
for communication between teacher and student” (p. 
133).

Boyton and Boyton (2005) give reasons for creating that 
bond with students:

When your actions and words communicate that you 
sincerely care for your students, they are more likely 
to want to perform well for you and enjoy coming to 
school. Caring also fosters a preventive approach to 
discipline, as students who feel cared for are more 
likely to want to please you by complying with your 
wishes and policies. It is a tragedy when a student 
mistakenly believes that his teacher does not care for 
or like him. In most cases, teachers do care but fail to 
do the things that directly communicate this valu-
able message…. Inquiring about aspects of students’ 
personal lives is a powerful way to communicate that 
the students are important and cared for. You can do 
this by asking about a recent trip, a hobby, or a sports 
activity. Some teachers make it a point to watch sport-
ing events that their students are involved in, which 
is a wonderful way to show students you care about 
them beyond the classroom walls.” (para. 31).
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Indicator: All teachers systematically report to parents the student’s mastery of specific 
standards-based objectives. (155)

Classroom Instruction
Use sound homework practices and 
communicate with parents

Explanation: We live in a world of standards in education, and it is important that parents understand what stan-
dards mean and how their children are doing relative to standards. For each subject, and at each grade level, teach-
ers address standards-based objectives in their instruction. Teachers maintain records of each student’s progress in 
meeting those standards. Routinely reporting to parents the students’ progress relative to standards-based objec-
tives serves to inform parents about the meaning of standards and keep them abreast of their students’ progress. 
Schools typically provide a format for this reporting—often as part of report cards or through internet-based ser-
vices.

Questions: How do your teachers record their students’ progress toward standards-based objectives appropriate to 
their subjects and grade levels? Is this information reported to parents? How? How often? Does the school provide 
a common format and schedule for this reporting? Do parents have an opportunity to respond with comments and 
questions? Is this information discussed at parent-teacher conferences?

The information below goes beyond the meaning of this specific indicator and provides additional support and ideas 
for home-school communication. For more on family and community engagement, see: Redding, S., Murphy, M., & 
Sheley, P. (2011). Handbook on family and community engagement. Academic Development Institute: Lincoln, IL. 
Retrieved from www.schoolcommunitynetwork.org 

Students do not arrive at a school or in a classroom as a blank slate. No matter what grade is taught, the students 
who show up already have personalities, levels of learning and understanding, biases, experience, and knowledge 
about all kinds of subjects. Up until the time they reach school age, students are taught by parents, caregivers, rela-
tives, and a whole cast of characters who have moved in and out of their lives in their churches, neighborhoods, and 
families. To ignore what the student brings to the classroom and the knowledge that his or her family has about the 
student is to handicap yourself from the first day.

Parental/Family engagement is a relationship: It isn’t something the school “does” to the parent(s)/family. Parents 
need an opportunity to talk with the teacher about the rich history of their family and their student, and the teacher 
needs the opportunity to include the parent(s) in the learning world of the classroom. Hattie (2012) writes that par-
ents want to be involved in the education of their child; they may not know how to be a support for their child. This 
is the opportunity for the teacher to educate the parent(s) on what Hattie terms the “language of learning” (p. 188). 
Teaching parents the language of schooling, how to speak with teachers and other school personnel, how to help 
their child learn, and what criteria the teacher expects for success allows the parent to feel like an active and valued 
member of the student’s educational “team.”
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not achieve certain grade-level standards without special 
services and supports. For example, an IEP team may 
decide that a high school student who has a learning 
disability in the area of written expression needs extra 
supports to reach standards that depend on this skill. 
When an instructional team determines that the student 
will not be able to achieve a particular standard without 
special support, they move to step 2.

Step 2.  If the standard is not appropriate, determine 
what type of adaptation the standard needs. For each 
standard that will require support, the instructional team 
asks, Which is needed—accommodation or modifica-
tion?

Accommodation means that the content of the standard 
remains the same, but the method for demonstrating 
mastery of that content may be adjusted. For example, 
to meet science standards, a student may require an au-
diotape of lectures in science class because of difficulty 
in taking notes. In addition, he or she might need to take 
a social studies end-of-unit assessment orally. Although 
the format for answering questions would be different, 
the content of the questions would remain the same, 
and the student would be judged, like all other students, 
on the content of his or her responses.

Modification, in contrast, means changing the standard 
itself. A 3rd grade English language learner, for example, 
may have strong oral communication skills, but may not 
be ready to work on the grade-level standards for writ-
ing. For this student, the instructional team may decide 
to provide additional support in the area of writing and 
to expect the student to master 1st grade writing stan-
dards.

To determine whether a particular type of support is an 
accommodation or a modification, the instructional team 
must consider the circumstances of its use. An accom-
modation in one subject area might actually be a modi-
fication in another subject area. For example, consider 
extended time on assessments, one of the most com-
mon adaptations. If the purpose of the assessment is to 
measure the student’s knowledge and understanding of 
particular concepts, then extended time is an accommo-
dation. But if the assessment is designed to measure the 
student’s speed in problem solving, as is sometimes the 
case with certain math assessments, then the provision 
of extra time would likely be considered a modifica-

It is hard to ignore years of research which establishes 
the connection between student success and involving 
parents, Children benefit from communication between 
their parents and their teachers that flows in both 
directions. Students do best when parents and teachers 
understand each other’s expectations and stay in touch 
with one another regarding the child’s learning habits, 
attitudes toward school, social interactions, and aca-
demic progress. The school, through the leadership of its 
administration and the school’s policies and programs, 
can create an atmosphere conducive to communication 
and provide convenient opportunities for communica-
tion. Teachers are most inclined to initiate communica-
tion with parents when they perceive that administrators 
value such communication, their colleagues are support-
ive of parental involvement, and the parents seem ap-
preciative of the outreach. Communication between the 
school and the home is most effective when it flows in 
both directions, and schools should distinguish between 
efforts to inform parents and opportunities to communi-
cate with parents.

Regular and consistent communication with parents 
about what is expected of the student, the goals the 
teacher and student have set for the student, and how 
the student is progressing towards those goals will allow 
parents to support the student at home and reinforce 
the importance of learning to the student.

For Special Education

With a high-quality assessment system in place, schools 
can develop fair and accurate procedures for assessing 
and reporting on the achievement of exceptional learn-
ers. The following five-step model for assessing and 
grading exceptional learners provides a framework for 
accomplishing that goal. It also provides an excellent tool 
for educators and families as they prepare for individual-
ized education plans (IEPs), 504 plans, and ELL meetings.

Step 1.  Ask whether the standard is an appropriate ex-
pectation without adaptations.

For each reporting standard, the key question is, Can 
we expect the student to achieve this standard with-
out special support or changes to the standard? If the 
answer is yes, then no change in the grading process is 
needed, and the teacher grades the student with the 
same “ruler” he or she would use with any other student 
in the class. Some exceptional learners, however, may 
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tion. If the instructional team determines that a student 
needs only accommodations to reach a particular stan-
dard, then no change in the grading process is required. 
But if modifications are deemed necessary, the team 
goes through the remaining three steps of the model for 
this standard.

Step 3. If the standard needs modification, determine 
the appropriate standard. The appropriate standard is 
what the instructional team believes the student could 
reasonably achieve by the end of the academic year with 
special supports. The team records these modified stan-
dards as goals on the student’s IEP, 504 plan, or ELL plan, 
along with other goals the student may need to achieve 
in order to function in daily classroom routines. A stu-
dent with cognitive impairment, for example, may not be 
ready to work on 4th grade science standards in mineral 
identification. The IEP team may choose to develop sci-
ence standards on the skill of sorting and classifying that 
are fundamentally related to the 4th grade science stan-
dards but are also developmentally appropriate for this 
student. Similarly, a 9th grade English language learner’s 
plan may call for 7th grade vocabulary standards rather 
than 9th grade standards. Or a physically injured student 
may have a goal on a 504 plan that requires her to dem-
onstrate an understanding of the rules of a particular 
sport orally or in writing, but not through actual partici-
pation.

Step 4. Base grades on the modified standard, not 
the grade-level standard. It would be futile to grade a 
student on an academic standard everyone agrees the 
student will probably not meet. Take, for example, the 
student who has cognitive impairment and who is work-
ing on sorting and classifying objects by simple charac-
teristics rather than working on the grade-level expecta-
tion of mineral identification. There is no need to report 
a failing grade in science based on the student’s inability 
to identify minerals. Nor would it be fair or meaningful 
to simply add points for effort or behavior.

Instead, the teacher should grade the student on the 
standard the team determined was appropriate (for ex-
ample, Student will sort objects in science by size, shape, 

and color with 80 percent accuracy). The same is true for 
the English language learner who is working to build 7th 
grade vocabulary in a 9th grade class. Rather than adding 
points for homework or promptness in turning in assign-
ments, the teacher should grade the student using the 
same “ruler,” but on the 7th grade vocabulary standards 

that the instructional team deemed appropriate.

Step 5. Communicate the meaning of the grade. Finally, 
teachers need to provide additional information for 
modified standards, communicating what was actually 
measured. The report card should include a special nota-
tion, such as a superscript number or an asterisk, beside 
grades that reflect achievement on modified standards. 
The accompanying footnote might be worded, “based 
on modified standards.” The report card should direct 
families to a supplemental document, such as a progress 
report, that lists the modified standards on which any 
grade was based and a narrative of progress on each. 
This lets everyone know, as federal legislation requires, 
how the student performed on appropriately challenging 
learning tasks.

Source: Grading Exceptional Learners. Lee Ann Jung and 
Thomas R. Guskey. Educational Leadership. 67, February 
2010.

For English Language Learners

Schools must make it a priority to engage families and 
communities as partners in the education of English 
language learners in appropriate, relevant, and culturally 
responsive ways. Finders and Lewis (1994) explain that if 
educators convey to parents of ELLs that they value their 
culture, language, and knowledge about their children 
and their community, then parents will be more inclined 
to participate in a reciprocal relationship with the school, 
which will benefit ELL students. 

According to Waterman and Harry (2008), communica-
tion between parents of ELLs and schools must be sent 
home on a regular basis in the native language of the 
parents. They suggest that a variety of parents of ELLs 
be solicited to read written translations, ensuring that 
the parents are able to translate, and provide feedback 
to ensure that the communication is clear and culturally 
relevant. They also recommend using phone calls as a 
means to contact parents to provide alternate modes 
of communication. Finally, they suggest that teachers 
provide regular reports about student progress, which 
can be instrumental for encouraging parental involve-
ment and support for academic progress. Also, educators 
need to explain to parents of ELLs the process for how 
to follow-up with teachers, and they need to create easy 
methods for how parents can ask questions and raise 
concerns. Teachers should only assign homework to ELL 
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students that they can complete independently without 
parental assistance.
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Indicator: All teachers use a variety of instructional modes (whole-class, teacher-directed groups, 
student-directed groups, independent work, computer-based, and homework). (160)

Classroom Instruction Maintain sound classroom management

Explanation: Students learn through various modes of instruction, and their experience with these modes builds 
their abilities for self-directed learning and metacognition. Common modes of instruction are: teacher-directed 
whole class; teacher-directed small group; student-directed small group; individual (independent) work; computer 
or technology-based learning; and homework. Teachers are able to differentiate their instruction by varying student 
assignments within several of these modes. Teacher Instructional Teams develop instructional plans that include dif-
ferentiated activities within the modes.

Questions: Does your school provide training for teachers to use a variety of instructional modes? Does your school 
provide common instructional planning templates to include a variety of modes? Do your teacher Instructional 
Teams develop differentiated learning activities within each appropriate mode? Do your teachers’ lesson plans in-
clude a variety of modes? Do you look for a variety of modes in classroom observations? 

Every good teacher comes to class prepared (through working with her or his fellow teachers during instructional 
team meeting time) with a full quiver of tools for learning to take place in the classroom. This quiver includes lesson 
plans which involve a variety of modes for delivering the lesson, as well as differentiated exercises for each of his/her 
students based on the results of pre- and post-tests. The teacher is familiar with his/her students, and knows what 
each student needs. 

Because students cannot know what has not been taught, the teacher typically begins with teacher-directed whole 
class instruction. Direct instruction has gotten a bad rap in the last few years, however, Hattie (2009, 2012) cites 
direct instruction as having one of the highest effect sizes (d = 0.59) of an of the methods studied. However, it must 
be done correctly and well. The process starts with the instructional team deciding on the purpose and intent of 
the lesson, clearly stating this at the beginning of the lesson, and being intentional on what is the be the outcomes 
of the lesson – with ways to measure whether that outcome was achieved (Hattie, 2012). The lesson itself follows a 
sequence , including the use of review, the presentation of new content and skills, guided student practice, the use of 
feedback and correctives, and independent student practice (Walberg, 2007, p.91).

In the typical sequence of instruction, teacher-directed instruction usually comes first. This can be followed by a sec-
ond mode of instruction which will be differentiated according to the needs of individual students. This can include 
teacher-directed small group, student-directed small group, or individual work. With the computer playing a more 
prominent role in classrooms, computer-based work may also be utilized after direct instruction. The teacher has all 
these tools at his disposal to meet the learning needs of his students. Keep in mind, all of this does not happen at a 
sudden whim—it has all been pre-planned and orchestrated within the instructional team. Student performance has 
been analyzed and discussed in order to determine which method of instructional delivery is best for each student 
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The effects are almost tripled when teachers take time 
to grade the homework, make corrections and specific 
comments on improvements that can be made, and 
discuss problems and solutions with individual students 
or the whole class” (p. 9).

Each of these modes is used in concert with one another 
to provide the student with maximum opportunities to 
learn.
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to reinforce what was taught in teacher-directed whole-
class instruction. Redding (2007) gives some direction on 
the best way to use small groupings of students:

Teacher-directed, small-group instruction is an ef-
fective follow-up to the whole-class presentation, 
enabling the teacher to focus instructional attention 
on the particular requirements of homogeneous 
groups of students. The groupings should be fluid, 
rearranged frequently in response to particular learn-
ing needs. Students should not be clustered in other 
ways – such as seating arrangements – that appear 
to solidify group membership and “label” members. 
Because groups are formed to address particular 
learning needs, they will vary from time to time in 
number of members and in the time devoted to them 
(Good & Brophy, 2000). Small groups may also be em-
ployed for student-directed learning, with instructions 
provided by the teacher, and are especially effective 
for cooperative learning and peer-to-peer learning. (p. 
106-107)

When using computer-based instruction, the instruction-
al team ahead of time has determined that the programs 
and content being used are aligned with the standards 
and objectives that were used in direct instruction. While 
using the computer is becoming more prominent and is a 
powerful tool, it should be used to reinforce what is be-
ing taught in the classroom. It also requires the teacher 
to “know the content of the computer program and to 
use it in concert with other modes of instruction. It also 
requires that the teacher check for mastery of objectives 
independent of the program’s validation of mastery. 
When a computer program is successful, students are 
engaged, on task, and comfortable with the program and 
its navigation” (Redding, 2007, p. 107). 

Homework is yet another mode of instruction, that 
when used well, can reinforce the learning that occurred 
during the day. Homework should never be used to 
introduce new material, but rather to reinforce learning 
and skills that were presented during whole-class and 
small-group lessons. Homework should not be assigned 
as “busy work,” but rather as an extension of the learn-
ing time for students. Homework can be considered as 
“practice time” for mastering a new skill. Walberg and 
Paik (2000), state that “a synthesis of more than a dozen 
studies of the effects of homework in various subjects 
showed that the assignment and completion of home-
work yield positive effects on academic achievement. 
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Indicator: All teachers reinforce classroom rules and procedures by positively teaching them. 
(165)

Classroom Instruction Maintain sound classroom management

Explanation: Establishing and posting classroom rules and procedures is a beginning step, but students need instruc-
tion and reinforcement for understanding and following the rules and procedures. Positive teaching is preferable to 
correcting students after-the-fact.

Questions: How does your school ensure that all teachers establish and positively teach and reinforce consistent 
rules and procedures in their classroom? Do you look for this ongoing reinforcement in classroom observations? Do 
you discuss and share rules, procedures, and best practices for teaching them at faculty meetings and workshops?

Classroom management is more than posting a list of “dos and don’ts” on the classroom wall and expecting all stu-
dents will happily and consistently follow every rule. That is not to say that rules should not be posted—they should. 
In fact, in a study by Marzano (2000 as cited in Hattie, 2009), there is an effect size of d = 0.76 on student achieve-
ment when “rules and procedures…involved stated expectations regarding behavior and well articulated rules and 
procedures that were negotiated with students” (p. 102).

Social and emotional learning stresses the importance of each student being able to:

• Be responsible—understand one’s obligation to engage in ethical, safe and legal behaviors;
• Manage emotions—regulate feels so that they aid rather than impede the handling of situations;
• Solve problems creatively—engage in a creative, disciplined process of exploring alternative possibilities that 

leads to responsible, goal-directed action, including overcoming obstacles to plans;
• Respect others—believing that others deserve to be treated with kindness and compassion as part of our shared 

humanity;
• Communicate effectively—using verbal and non-verbal skills to express oneself and promote effective exchanges 

with others;
• Build relationships—establishing and maintaining healthy and rewarding connections with individual and groups;
• Negotiate fairly—achieving mutually satisfactory resolutions to conflict by addressing the needs of all concerned;
• Refuse provocations—conveying and following through effectively with one’s decision not to engage in unwant-

ed, unsafe, unethical behavior;
• Seek help—identifying the need for and accessing appropriate assistance and support in pursuit of needs and 

goals;
• Act ethically—guide decisions and actions by a set of principles or standards derived from recognized legal/pro-

fessional codes or moral or faith-based systems of conduct. (Elias, 2003, p. 9-10)

These types of behaviors should be taught and not assumed that students come to class with these skills already 
present. Beyond these social/emotional skills, each school and each classroom should have a stated and taught 
“rules of conduct” which is expected of all students; is actively taught and reinforced by the teacher and the prin-



2

Wise Ways®

cipal; and carries rewards and consequences. Hattie’s 
meta-analysis (2009) on classroom management found 
that learning effect sizes were largest for consistent feed-
back from teachers on whether or not behavior was ap-
propriate, if there were consequences or feedback from 
fellow students, or if there was either reward for appro-
priate behavior or punishment for inappropriate behav-
ior. In Hattie’s later work (2012), he states that “aversive 
control methods such as punishment, criticism, shouting, 
sarcasm, belittlement, or overt rudeness are tactics that 
produce only superficial level of student compliance” (p. 
18). Rather, “studies often comment on the orchestra-
tions and organization of the ‘experts’ classrooms, and 
the virtual absence of student misbehavior. These are 
rooms wherein students are too busy and goal-oriented 
to act out, and where misbehavior occasions disapproval 
from other students” (Hattie, 2012, p. 108). The other 
comment on these “expert” classrooms is that teachers 
are mentally ready for each and every contingency, even 
if there is only a remote chance that something might 
happen. This “readiness” can be associated with what 
others have called “teacher withitness” in which the 
teacher “organizes and manages the complex variables 
of curriculum, time, space, and interaction with stu-
dents” (Redding, 2007, p. 108). Brophy (1996) describes 
this teacher trait as “being aware of what is happening 
in all parts of the classroom at all times…by continuously 
scanning the classroom, even when working with small 
groups or individuals…intervening promptly and accu-
rately when inappropriate behavior threatens to become 
disruptive” (p. 11).
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Indicator: All teachers engage all students (e.g., encourage silent students to participate). (167)

Classroom Instruction Maintain sound classroom management

Explanation: The evidence review suggests that the classroom environment has a significant impact on students’ 
engagement levels in learning. By promoting mastery over performance and by providing a supportive social setting, 
students will feel more comfortable taking the academic risks and putting in the efforts that will facilitate their own 
learning. Through curricular and environmental adjustments and options for all students in the classroom, each indi-
vidual will have a learning experience that best meets their needs, interests, strengths, and challenges?

Questions: How will teachers adapt their curriculum and classroom procedures to best meet the individual needs 
of students? What supports will be in place to support teachers in this shift? What trainings will be available to help 
students better differentiate their instruction? What type of feedback will teachers receive about the level of support 
they provide in their classroom? 

Factors that Affect Student Engagement

Every learner has a unique set of strengths, challenges, interests, and needs. What makes the job of teaching so com-
plicated is the task of getting to know each and every student to understand how to meet those needs and interests. 
Teachers must use this personal knowledge to help engage all of their students in learning. However, many of the 
factors that affect students’ engagement and participation in the classroom are out of the teacher’s control. Urdan 
and Shoenfelder (2006) explain: 

Student attitudes towards school and learning can be adversely affected by negative social environments, such 
as family difficulties or rejection by peers. For these children, teacher support and acceptance plays an especially 
critical role in compensating for dwindling motivation and self-confidence. (p. 342)

However, the classroom can play a key role in re-engaging students. Turner and Patrick (2004) write that: 

… student participation reflects unique interactions between personal factors (e.g., personal goals, achievement 
histories, and perceptions of goal structures in their seventh grade classroom) and the opportunities and con-
straints of the classroom context (e.g., their communication with the teacher and with teacher practices). (p. 
1781)

Successful engagement requires teachers to address both the academic and social-emotional needs of students. 
When students feel that they have opportunities to be supported and successful academically and socially, they are 
more likely to be intrinsically motivated and to ask for help, which is an indicator of engagement (Ryan & Patrick, 
2001; Urdan & Shoenfelder, 2006). Social engagement involves not just a student’s peers – a student’s relationship 
with his or her teacher is a critical factor in the engagement and success of students. Urdan and Shoenfelder (2006) 
write that, “Students care about their relationships with their teachers and respond with greater engagement and 
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(2007) writes that, “By its nature, differentiation implies 
that the purpose of schools should be to maximize the 
capabilities of all students” (p. 50). Meo (2008) describes 
the principle universal design for learning (UDL) as “an 
approach to designing curricula—including instructional 
goals, methods, materials, and assessments—that are 
flexible enough from the outset to accommodate learner 
differences” (p. 22). 

Differentiation of instruction can occur on multiple lev-
els, in the adjustment of assignments and instruction to 
meet varying difficulty levels, interest areas, or learning 
styles and in the options to working with others or alone 
or in a different physical space in the classroom (Ander-
son, 2007). Teachers must identify and get rid of barri-
ers to individual student learning by “building scaffolds, 
supports, and alternatives” to meet their needs (Meo, 
2008), p. 22). Appropriate scaffolding gives students, in 
a sense, a safety net, which allows them to take the risks 
they need to truly learn (Urdan & Shoenfelder, 2006). 

Effective differentiation empowers students to make 
their own decisions and take ownership of their studies, 
while providing them with the chance to most effectively 
demonstrate what they have learned (Turner & Patrick, 
2004; Anderson, 2007). Consequently, teachers can 
better assess the progress students are making and how 
to best help them reach their learning goals (Turner & 
Patrick, 2004). When students are receiving work ap-
propriate to their individual level, have a sense of agency 
over the learning process, and have a supportive teacher 
guiding them through, they are far more likely to be 
intrinsically motivated, engaged, and successful (Urdan & 
Shoenfelder, 2006). 

Ways Teachers Can Support and Engage All Learners

Above all, teachers need to be reflective about their own 
demeanor and behaviors, the routines in their class-
rooms, and the ways in which they try to motivate and 
engage students. Simple efforts on a teachers’ part, such 
as showing affection to students, having a sense of hu-
mor, being enthusiastic about learning, and making their 
support of students individualized and evident, make a 
tremendous difference for students (Turner & Patrick, 
2004; Urdan & Shoenfelder, 2006). When students feel 
that their efforts are recognized and appreciated and 
when they have an opportunity to interact positively and 
meaningfully with their peers and teacher, they are far 
more likely to stay engaged (Turner & Patrick, 2004). 

effort when they believe that their teachers care about 
them and are supportive” (p. 340).

Teachers must be mindful of how their practices affect 
students, and they must be intentional about how they 
work to engage all students effectively. In addition to 
their relationships with students, the classroom envi-
ronment is another influential factor that teachers have 
within their control. Turner and Patrick (2004) write, 
“Classroom environments communicate purposes and 
meanings for engaging in academic tasks to students, 
and students’ perceptions of these messages are related 
to how they participate in class” (p. 1762). When the 
classroom environment is heavily focused on perfor-
mance – test scores and grades – students were found to 
be less engaged, more anxious, and avoidant of demon-
strating their abilities, for fear of appearing incompetent. 
Students in performance-driven environments are also 
more likely to have behavior problems, less likely to seek 
help from teachers or peers, and are generally lower per-
forming (Ryan & Patrick, 2001; Turner & Patrick, 2004; 
Urdan & Shoenfelder, 2006). 

Teachers should instead encourage mastery of learning 
objectives, as opposed to grades or seemingly concrete 
measures of performance, letting students know that 
making mistakes is a natural part of the learning process. 
This creates a supportive environment in which all learn-
ers feel comfortable. Ryan and Patrick (2001) write that:

…being in an environment where students’ ideas and 
efforts are respected, with minimal threat of being 
embarrassed or teased, boosts students’ confidence 
in their ability to learn, and suggests they devote 
more cognitive resources to engaging with the tasks 
in hand. (p. 455)

Urdan and Shoenfelder (2006) emphasize that, “By 
promoting development, improvement, and learning 
for understanding, educators convey to students that 
everyone can learn and that the process of learning and 
developing skills is more important than who gets the 
best grades on tests” (p. 336). 

What is Differentiated Instruction?

Differentiation is typically thought of as a means of 
providing supports to students with identified special 
needs, but there is a growing movement to address the 
unique needs of all learners through more personal-
ized learning environments and experiences. Anderson 
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Utilizing the principles of UDL, teachers can flexibly 
adapt their instruction and the environment to best the 
needs of each of the children in their classroom. A shift 
from a performance-orientation, in which feedback con-
sists of a single letter or score, to a mastery-orientation, 
in which feedback is constructive, useful, and ongoing, 
is critical for making the learning environment more 
welcoming for all students (Urdan & Shoenfelder, 2006). 
These academic accommodations and social supports 
will lead to greater and more authentic classroom en-
gagement. 
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Indicator: Parent (Family) representatives advise the School Leadership Team on matters related 
to family–school relations. (1553)

Family Engagement in 

a School Community

Explain and communicate the purpose 

and practices of the school community

Explanation: Cooperative learning refers to teaching methods in which students work together in small groups to 
help each other learn academic content (Slavin, 2015). Cooperative learning has positive effects on student achieve-
ment and helps students learn to work together and encourage each other. Teachers can best advance cooperative 
learning by supporting student questions and positive interdependence between students.

Questions: What is cooperative learning? How should teachers approach cooperative learning?

Partnership requires sharing power. The starting point for teachers and administrators is to see families as partners 
and not simply as clients or guests. All partners must have a voice in school affairs, including decisions about budgets, 
school programs and personnel, changes in curriculum and instruction, and student behavior. (Henderson, Mapp, 
Johnson, & Davies, 2007, p. 188)

The current version of the Elementary and Secondary Education Act (also referred to as No Child Left Behind) re-
quires in Section 1118 that schools receiving Title I funds have a written Parent Involvement Policy, that the policy is 
written with the assistance of parents, and that it establish expectations for parental involvement, coordinates with 
early childhood program’s parent involvement strategies, and identifies and attempts to eliminate barriers to greater 
participation and more effective involvement. Research and best practices from exemplary districts exhibit the need 
for all schools to develop a shared vision of family engagement (Henderson et al., 2007; Westmoreland, Rosenberg, 
Lopez & Weiss, 2009). It is necessary to go beyond a compliance-driven approach; schools that lack a systematic ap-
proach to design and implementation of parent involvement efforts will be ineffective in improving student outcomes 
(Mattingly, Prislin, McKenzie, Rodriguez, & Kayzar, 2002; Paredes, O’Malley, & Amarillas, 2012). 

Research has established the important role of the family in student learning (Henderson & Mapp, 2002; Redding, 
Langdon, Meyer, & Sheley, 2004). The figure below depicts relationships among student, family, and school variables 
and their effects on student learning outcomes (from Redding et al., 2004):
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At least one member of the ATP should 
also be a member of the School Im-
provement Team (SIT) so that partner-
ship efforts are in concert with other 
school improvement efforts. The ATP 
chair should communicate with the 
school principal and attend SIT meet-
ings. A primary responsibility of the ATP 
is to construct an annual action plan in 
the spring that will coordinate, guide, 
and document the family and commu-
nity engagement efforts the following 
school year. (Sheldon, 2011, p. 100)

The School Community Council can look 
at the connections between the school 
and the families it serves and make 
recommendations for strengthening the 
School Improvement Plan’s emphasis on 
family–school connections (ADI, 2011). 
This council works in cooperation with 

other groups and organizations in the school, and the 
work is typically behind the scenes, planning activities 
and maintaining a focus on the mutual roles of the family 
and the school in promoting school community goals 
such as reading, studying, and responsible behavior (ADI, 
2011). Henderson et al. (2007) offer the following sug-
gestions to begin to involve parents in leadership and to 
engage a greater number of families:

One way for your action team to start is to hold a 
town meeting or a series of discussion groups to plan 
workable ways for teachers and other staff, parents, 
and students to express concerns and take part in 
decision making….Ask all participants for their ideas 
about how to strengthen the school’s links to families 
and community members. Offer other opportunities 
to invite suggestions such as homeroom discussions, 
parent association meetings, or surveys that older 
students or parents could design and administer. (p. 
188)

Shared or distributed leadership is a common element 
in school improvement research and practice (Walberg, 
2007). Unfortunately, too often this merely means dis-
tributing decision-making among various administrators 
and perhaps a few lead teachers. 

Sharing leadership with parents breaks new ground in 
many schools, but where it is prevalent, research dem-

Figure 1. Note: Bold lines show path of malleable vari-
ables the school can affect to improve student learning 
outcomes.

Comprehensive engagement of students’ families, 
including seeking parental input for the School Leader-
ship Team/School Improvement Team, exerts influences 
in two directions (see the box titled “School community: 
Relationships among students, families, and school per-
sonnel” in the above figure): on the individual families of 
students, and on the operation of the school itself. “The 
cumulative effects of more frequent and higher quality 
interactions among teachers and parents are a greater 
reservoir of trust and respect, increased social capital 
for children, and a school community more supportive 
of each child’s school success. Community-based orga-
nizations and schools will be most effective in engaging 
families in their children’s education if their efforts are 
comprehensive, focused, and coherent,” resulting in sig-
nificant learning gains (Redding et al., 2004, p. 6).

Representation before the School Leadership Team may 
be individual parents/family members of currently en-
rolled students (not employees of the school district) or 
may be representatives of a School Community Council 
or similar school-based team with a majority of mem-
bers being parents, along with teacher, administrator, 
and community representatives. The National Network 
of Partnership Schools calls their version an Action Team 
for Partnerships (ATP) and recommends that:
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onstrates its power in boosting school improvement 
(Moore, 1998; Redding & Sheley, 2005).(Henderson & 
Redding, 2011, pp. 105)

Henderson & Redding (2011) go on to describe how 
parents or other family members may be nurtured as 
leaders for a variety of purposes: 

Deciding 

1. Providing input to critical school decisions about 
curriculum, instruction, schedules, resource al-
location, student services, school leadership, and 
co-curricular programs. 

2. Making decisions, setting guidelines, developing 
plans, and implementing activities related to areas 
where the responsibility of the school and the 
home overlap. 

Organizing 

3. Planning and administering open houses, family–
school nights, transition nights, college and career 
fairs, and other school events. 

4. Building a strong, broad-based parent organization 
that can serve to create an inclusive school commu-
nity, formulate positions, build consensus, develop 
proposals, and select leaders to serve on decision-
making groups such as a school council or school 
improvement team. 

Engaging 

5. Providing outreach to engage other parents in sup-
port of their children’s learning and in assisting with 
the school’s functions. 

6. Convening groups of parents in homes to meet with 
teachers in “home gatherings.” 

7. Organizing and conducting home visits, community 
walks, and other opportunities to build collabora-
tive relationships between families and school staff. 

Educating 

8. Serving as leaders to facilitate workshops and 
courses for parents. 

9. Participating in professional development for teach-
ers related to teachers’ work with families. 

10. Planning and providing training for school person-
nel to make the school a more welcoming place. 

11. Planning and providing training for volunteers who 
work in the school. 

Advocating and Connecting 

12. Advocating on behalf of the school and families 
with community and political leaders and groups. 

13. Connecting school staff, students, and families to 
community resources for the benefit of the school 
and its families. 

The personal benefits derived by parents in leadership 
roles also flow to their children and to the school itself. 
Parents and families acquire skills, confidence, and a 
sense of self-efficacy. Researchers Lee Shumow and 
Richard Lomax, in Parental Efficacy: Predictor of Parent-
ing Behavior and Adolescent Outcomes (2001), show the 
connection between parents’ sense of efficacy and their 
children’s higher achievement in school. (Henderson & 
Redding, 2011, pp. 105–106)

References and Resources
Academic Development Institute (ADI). (2011). Solid 

Foundation planning guide. Lincoln, IL: Author.
Corbett, H. D., & Wilson, B. (2008). Knowledge is em-

powering: Commonwealth Institute for Parent Leader-
ship Fellows’ involvement and influence after train-
ing. Lexington, KY: Prichard Committee for Academic 
Excellence.

Henderson, A. (2010). Building local leadership for 
change: A national scan of parent leadership train-
ing programs. Providence, RI: Annenberg Institute for 
School Reform at Brown University. Retrieved from 
http://annenberginstitute.org/publication/building-
local-leadership-change-national-scan-parent-leader-
ship-training-programs 

Henderson, A., Jacob, B., Kernan-Schloss, A., & Rai-
mondo, B. (2004). The case for parent leadership. 
Lexington, KY: The Pritchard Committee for Academic 
Excellence.

Henderson, A., & Mapp, K. (2002). A new wave of evi-
dence: The impact of school, family, and community 
connections on student achievement. Austin, TX: SEDL. 
Retrieved from http://www.sedl.org/pubs/catalog/
items/fam33.html 

Henderson, A. T., Mapp, K. L., Johnson, V. R., & Davies, 
D. (2007). Beyond the bake sale: The essential guide to 
family–school partnerships. New York, NY: New Press.

Henderson, A. T., &Redding, S. (2011). Parent leadership. 
In S. Redding, M. Murphy, & P. Sheley (Eds.), Handbook 
on family and community engagement (pp. 105–109). 
Charlotte, NC: Information Age. Retrieved from http://
www.schoolcommunitynetwork.org/Default.aspx 

Mattingly, D., Prislin, R., McKenzie, T., Rodriguez, J., & 



4

Wise Ways®

Kayzar, B. (2002). Evaluating evaluations: The case of 
parent involvement programs. Review of Educational 
Research, 72, 549–576.

Moore, D. (1998). What makes these schools stand out: 
Chicago elementary schools with a seven-year trend 
of improved reading achievement. Chicago, IL: Designs 
for Change.

Paredes, M., O’Malley, M., & Amarillas, A. (2012). What 
Works Brief #9: Family engagement. San Francisco, CA: 
WestEd. Retrieved from http://www.wested.org/cs/
we/view/rs/1248 

Redding, S., Langdon, J., Meyer, J., & Sheley, P. (2004). 
The effects of comprehensive parent engagement on 
student learning outcomes. Cambridge, MA: Harvard 
Family Research Project. Retrieved from http://www.
hfrp.org/publications-resources/browse-our-publica-
tions/the-effects-of-comprehensive-parent-engage-
ment-on-student-learning-outcomes 

Redding, S., & Sheley, P. (2005). Grassroots from the top 
down: The state’s role in family–school partnerships. 
In E. N. Patrikakou, R. P. Weissberg, S. Redding, & H. J. 
Walberg (Eds.), School–family partnerships for chil-
dren’s success (pp. 148–163). New York, NY: Teachers 
College Press.

Sheldon, S. B. (2011). A framework for partnerships. In 
S. Redding, M. Murphy, & P. Sheley (Eds.), Handbook 
on family and community engagement (pp. 99–104). 
Charlotte, NC: Information Age. Retrieved from http://
www.schoolcommunitynetwork.org/Default.aspx 

Shumow, L., & Lomax, R. (2001). Parental efficacy: Pre-
dictor of parenting behavior and adolescent outcomes. 
Paper presented at the Annual Meeting of the Ameri-
can Educational Research Association, Seattle, WA.

Walberg, H. J. (Ed.). (2007). Handbook on restructuring 
and substantial school improvement. Charlotte, NC: 
Information Age Publishing. Retrieved from www.
centerii.org[See Download CII Publications]

Westmoreland, H., Rosenberg, H. M., Lopez, M. E., & 
Weiss, H. (2009). Seeing is believing: Promising practic-
es for how school districts promote family engagement 
(issue brief). Cambridge, MA: Harvard Family Research 
Project and Chicago, IL: PTA.

©2016 Academic Development Institute 



Wise Ways®

Core 
Function

Effective 
Practice

Center on

in

Pantone7473c/7462c/7542c

Indicator: The principal offers frequent opportunities for staff and parents to voice 
constructive critique of the school’s progress and suggestions for improvement. (5605)

School Leadership 
and Decision Making

Focus the principal’s role on building 
leadership capacity, achieving learning 
goals, and improving instruction

Explanation: Constructive critique can come through formal channels, such as teacher representation on the school’s 
Leadership Team and teacher and parent representation on a School Community Council. Open-air meetings to share 
goals, plans, and data can also be a forum for constructive input. The principal’s one-on-one meetings with staff and 
parents is another opportunity. The important consideration is that the school operates with a “culture of candor” in 
which people are encouraged to voice their constructive observations and recommendations.

Questions: By what means does your principal solicit and encourage constructive critique of the school’s progress 
and improvement process? Are goals, plans, and data shared so that people can respond with a good background of 
information? Are the evolving school improvement plan and its implementation tasks made available to stakehold-
ers? 

Research shows that learning-focused leaders stimulate staff collaboration by, among other things, establishing and 
using formal mechanisms for professional interchanges (e.g., staff meetings, professional development activities, 
common planning periods), and giving faculty a formal role in communication and decision making. On a less formal 
level, learning-focused leaders promote staff collaboration by discussing instructional issues regularly in informal 
ex-changes with teachers, by soliciting teachers’ opinions, by showing respect and consideration for staff and their 
ideas, and by encouraging direct, informal communication among staff (Murphy, 2007).

Intellectual stimulation occurs when the principal challenges teachers to reexamine assumptions they have about 
their job role. When a principal focuses intellectual thought, knowledge, and insight toward building relationship 
between teachers and parents and teachers and students, these groups develop greater capacity to work together 
for the common good of the student, resulting in higher levels of trust among the teacher, parent, and student, with 
students generally accepting greater responsibility for their schooling (Mees, 2009). 

A recent survey by Dunaway, Kim, and Szad (2012)—designed to determine how teachers and administrators in a 
successful North Carolina district perceived the purpose and value of their SIPs and the planning process—found that 
principals and teachers possessed very divergent perceptions regarding all phases of the SIP process. One area of 
the survey focused on the perception and importance of the role that school culture (as expressed in beliefs, values, 
vision, and mission) played in the SIP development process. While 74% of teachers and 90% of principals agreed that 
the beliefs and values of the school must be explored, developed, and agreed upon before any meaningful school-
wide improvement can take place, there was a large discrepancy between the two groups when asked whether the 
faculty as a whole revisits and agrees on school beliefs and values before the SIP is developed. According to Elmore 
(2000), it is impossible for a school to have the necessary unified set of values necessary as a precondition for school 
improvement when there is such a lack of fundamental agreement. Ninety percent of principals and 69% of teachers 
felt that an agreed-upon school vision and mission were critical to any meaningful SIP, and 60% of principals and 50% 
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of teachers felt that the faculty as a whole revisited and 
agreed on the school’s vision and mission before the SIP 
was developed (Dunaway, Kim, & Szad (2012).

Many highly successful schools have high levels of pa-
rental involvement and support. But while the federal 
No Child Left Behind Act (NCLB) requires thousands of 
schools receiving Title I aid to set aside a portion of that 
money for family-engagement activities, critics claim 
the law encourages a focus on compliance rather than 
fostering creative and sustained cooperation between 
schools and parents, while offering districts and schools 
too little guidance on how to engage parents in a mean-
ingful way. Some even argue that principals, already 
saddled with No Child Left Behind’s other mandates, 
particularly in testing, have little incentive to take par-
ent engagement seriously. Even the U.S. Department 
of Education, in 2012, said that the approach to family 
engagement has been fragmented and nonstrategic, of-
ten constituting ‘random acts of family involvement,’ and 
that what is needed is “a comprehensive plan for bring-
ing families to the table” (Cavanagh, 2012). 

Some organizations are trying to help school lead-
ers engage parents in creative and focused ways. In a 
widely referenced document, Epstein (1995) describes 
“six types of parental involvement” or ways that teach-
ers, principals, parents, and others can engage families 
and communities in schools, using an array of strategies 
rather than relying on any single approach. The six types 
of involvement include: (1) parenting (helping families 
with child-rearing and parenting skills), (2) communicat-
ing (developing effective home-school communication), 
(3) volunteering (creating ways that families can become 
involved in activities at the school), (4) learning at home 
(supporting learning activities in the home that reinforce 
school curricula, (5) decision-making (including families 
as decision-makers through school-site councils, com-
mittees, etc.), and (6) collaborating with the community 
(matching community services with family needs and 
serving the community).

References and Resources
Cavanagh, S. (2012). Parental engagement proves no 

easy goal. Education Week, 31(27), 1,16–17.
Dunaway, D. M., Kim, D., & Szad, E.R. (2012). Perceptions 

of the purpose and value of the school improvement 
plan process. The Educational Forum, 76(2), 158–173



Wise Ways®

Core 
Function

Effective 
Practice

Center on

in

Pantone7473c/7462c/7542c

Indicator: The school regularly communicates with parents about its expectations of them and 
the importance of the curriculum of the home (what parents can do at home to support their 
children’s learning). (1570)

Family Engagement in 
a School Community

Provide two-way, school-home 
communication linked to learning

The school is most effective when the home does its part. Therefore, the connection between the school and the 
home is essential to school improvement and school success. Helping parents fully engage in the learning lives of 
their children is a necessary function of the school, and one that requires considerable, consistent, and competent 
attention. A fruitful connection between the school and the home is built upon purpose, communication, educa-
tion, and association. (Redding, 2006, p. 145)

We have significant research that shows that schools can improve their students’ learning by engaging parents in 
ways that directly relate to their children’s academic progress, maintaining a consistent message of what is expected 
of parents, and reaching parents directly, personally, and with a trusting approach (Redding, 2006). The “curriculum 
of the home”—the bundle of attitudes, habits, knowledge, and skills that children acquire through their relationship 
with their family and that facilitates school learning—is more predictive of academic learning than the family’s so-
cioeconomic status (Marzano, Pickering, & Pollock, 2001; Redding, 2000, 2006). This includes monitoring homework, 
of course, but also includes many other aspects of home life that are important for school adjustment that teachers 
may or may not recognize as parental involvement (Ferrara, 2009). Even parents who rarely or never come to the 
school are often deeply involved with their children at home (Henderson & Mapp, 2002; Shumow, 2010). In a series 
of meta-analyses, Jeynes found that subtle aspects of parental involvement—such as expectations and parenting 
style—were actually the most salient to children’s achievement (Jeynes, 2010, 2011). Redding (2006) describes: 

From the example and expectations of their parents, children learn to do their best whatever the task, to honor 
the importance of punctuality, and to give schoolwork priority over other activities. The parents’ encouragement 
to use correct, effective, and appropriate language forms a child’s readiness for the language-rich environment of 
the school. When parents monitor their children’s use of time, the quality of their televiewing, their use of com-
puter games and the internet, and their associations with peers, children learn to place proper value on compet-
ing interests. Parental knowledge of their children’s progress in school and their personal growth, gained in part 
from close communication with teachers, helps emphasize the importance of learning and provides parents with 
the information necessary to make the best decisions about their children’s schooling. (p. 153)

Henderson & Mapp’s (2002) review of research confirms families’ desire to be involved in their children’s education 
across all ethnicities, locations, and socioeconomic status levels; it also confirmed that such involvement, especially 
involvement at home, was correlated with student achievement. They also echoed Swap’s (1993) conclusions that 
effective parent engagement must be comprehensive in nature, with the school consistently interfacing with parents 
at many points, in many venues, over the course of the schooling years (Redding, 2006). A study that examined the 
school-level effects on tested student achievement in 129 high-poverty elementary schools that implemented a com-
mon set of comprehensive parent engagement strategies over a two-year period showed significant positive results 
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are associated with positive student outcomes. This 
guidance is particularly important because many par-
ents do not realize how powerful and effective these 
factors are in promoting positive student outcomes. 
Second, the school can take an active role in encour-
aging parental engagement in areas such as checking 
homework and shared reading activities, given that 
school-based guidance appears to increase the ef-
ficacy of those particular behaviors. (para. 9)

Dotger and Bennett (2010) propose that teachers and 
school leaders need both preservice training and on-
going professional development, including practice in 
engaging with a variety of family contexts, to develop the 
necessary skills to foster effective school–home part-
nerships. One study found that student performance in 
math and reading improved at a 40–50% high rate when 
teachers reached out to parents in these three ways:

• Met face-to-face with each family at the beginning of 
the school year

• Sent families materials each week on ways to help 
their children at home

• Telephoned routinely with news on how the children 
were doing, not just when they were having prob-
lems or acting up (Westat & Policy Studies Assoc., 
2002, cited in Henderson, Mapp, Johnson, & Davies, 
2007, p. 94)

Teacher training is even more essential when the teacher 
and the students’ families have different home cultures. 
The Bridging Cultures Project used in-service training and 
action research to help a cadre of teachers learn about 
collectivistic cultures vs. individualistic cultures (Trumbull 
et al., 2001; Trumbull, Rothstein-Fisch, & Hernandez, 
2003). Though the project aimed to promote more effec-
tive instruction, the teachers found that it also greatly fa-
cilitated improved communication and partnerships with 
their students’ families. Kugler (2012) notes that some-
thing as basic as eye contact can easily be misinterpreted 
by those from different cultures—school personnel born 
and raised in the U.S. expect to have eye contact dur-
ing conversation as a basic sign of attention and respect 
from the listener. However, for many people in other cul-
tures, the opposite is true—looking away or down shows 
respect and deference to the speaker. Similarly, wording 
can be easily misinterpreted: offering a workshop or tip 
sheet on “parenting” may insult families (“They think 
we’re not doing a good job! I don’t want someone telling 
me how to raise my kids;” Henderson et al., 2007, p. 83). 

as compared with statistically matched schools (Redding, 
Langdon, Meyer, Sheley, 2004). 

Walberg (2007) notes, “cooperative efforts by parents 
and educators to modify alterable academically stimulat-
ing conditions in the home have had beneficial effects 
on learning for both older and younger students” (p. 
96). Teachers can help each student’s family members 
to be aware of what they can do outside of school to 
encourage their child’s academic success at each age and 
grade level (Caspe, Lopez, & Wolos, 2006/2007; Kreider, 
Caspe, Kennedy, & Weiss, 2007; Walberg, 2007). In one 
study, migrant parents participated in sessions available 
throughout their child’s kindergarten year that helped 
them engage their children in academic activities linked 
to their children’s curriculum in school; when initially 
compared to a control group, small differences were 
found. However, the treatment group scored (statistical-
ly) significantly better when measured at the end of first 
grade and again at the end of fifth or sixth grade (St. Clair 
& Jackson, 2006; St. Clair, Jackson, & Zweiback, 2012). 
This suggests that equipping families with “new abilities 
to nurture their children’s language skills leads to posi-
tive and lasting reading outcomes for their children” (St. 
Clair et al., 2012, p. 9).

The home is highly influential in a student’s school suc-
cess, including literacy development (Redding, 2000, 
2006; Walberg, 2007). Parents’ encouragement in the 
use of correct, effective, and appropriate language forms 
a child’s readiness for the language-rich environment of 
the school (Redding, 2006). Hiatt-Michael (2011, p. 88) 
cites research showing:

Parental expectations, speaking and reading to chil-
dren, number of books in the home, parental interest 
in written and oral communication, parental knowl-
edge of language arts development, and parental 
enjoyment of reading foster student achievement in 
reading (Fernandez-Kaltenbach, 2009; Hill & Tyson, 
2009; Xu, 2008).

Based on his recent meta-analysis (Jeynes, 2012), Jeynes 
(2013) recommends: 

First, school leaders and teachers can enhance the 
efficacy of parental involvement by offering advice to 
parents on the most vital components of voluntary 
expressions of family engagement, such as setting 
high expectations and adopting parenting styles that 
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Instead, offer suggestions for maximizing learning out-
side of school, and invite the families to suggest specific 
topics of interest. Teacher training can bring awareness 
of the deficit view many hold toward parents of pov-
erty, language difference, or low education by showing 
how to recognize and build on families’ strengths and 
funds of knowledge (Chen, Kyle, & McIntyre, 2008; Moll 
& González, 2004). “When school staff have a better 
understanding of their students’ home cultures, families’ 
parenting practices, home contexts, home crises, or sig-
nificant family and community events, they can develop 
processes and strategies to bridge school-based and 
home-based activities and increase support for student 
learning” (Ferguson, 2008, p. 14).

Weiss and Stephen (2009) report that programs that 
train parents to be appropriately and effectively involved 
in their children’s homework have found positive effects 
on parents’ supportive involvement and increases in the 
time children spend on homework, higher homework 
accuracy, and higher grades. These benefits of family 
involvement at home extend into high school, although 
it is important for parental engagement practices to be 
developmentally appropriate and responsive to maturing 
adolescents’ needs (Hoover-Dempsey, Ice, & Whitaker, 
2009). Catsambis “found that adolescents whose parents 
were aware of their coursework, encouraged college 
attendance, and obtained information about postsec-
ondary opportunities completed more course credits in 
science and mathematics” (Sanders, 2011, p. 142).

Interactive homework, especially when coupled with 
teacher outreach and invitations for two-way communi-
cation, can be especially effective in bridging home and 
school with powerful, positive outcomes for students. 
In a randomized experimental study, Kraft and Dough-
erty (2013) found that frequent teacher phone calls and 
text/written messages with families increased students’ 
engagement. Van Voorhis (2003, 2011a, 2011b) has done 
several studies based on TIPS (Teachers Involve Parents 
in Schoolwork, developed by Epstein and colleagues); 
Bennett-Conroy (2012) also used TIPS and teacher phone 
calls as the basis for a quasi-experimental comparison. In 
all cases, students’ homework completion and parental 
involvement increased, and (where measured) grades 
improved. Reading School–Home Links, available from 
the U.S. Department of Education (1999), are another ex-
ample of student assignments that require parent–child 
interaction, link to school learning, and simultaneously 

educate parents about school learning (Redding, 2006). 

These opportunities to communicate what families can 
do to support their children’s learning and where they 
can find further support range from flyers handed out 
at registration to the school compact, from family nights 
to parent education courses, from shared leadership 
on school councils to parent–teacher–student confer-
ences to informal discussions in the hallways or parking 
lot. Schools should take advantage of creative ideas and 
myriad opportunities to promote the curriculum of the 
home:

Even small improvements in the amount and quality 
of academically constructive hours outside school are 
likely to have more than moderate learning effects 
while contributing little or nothing to schools costs. 
(Walberg, 2011, p. 70) 
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Indicator: All teachers meet with family members (parents or guardians) formally at least two 
times a year to engage in two-way communication regarding students’ cognitive, socio-
emotional, and physical development outside the classroom. (5586)

Pre-School/Early 
Learning

Provide children quality early learning 
opportunities

Explanation: A strong relationship exists between communication between teachers and family members (parents 
and guardians) and children’s outcomes (Halgunseth & Peterson, 2009). Family and home environment play a role in 
the development of preschool children’s academic skills (Anders, et al., 2012). Multiple methods of communication 
with parents/guardians (hereafter referred to as “family”) are important, from informal face-to-face chats or notes to 
formal meetings, for a teacher to have a more complete understanding of the student. By engaging with families, the 
teacher can elicit and incorporate family member knowledge of the student to individualize and support that stu-
dent’s learning. Families’ input on their child’s development outside the classroom is a data source that a teacher can 
use to triangulate with data collected inside the classroom. Moreover, it is important for families to hear about their 
children’s development from their child’s teacher. As such, two-way communication between teachers and families is 
critical to support student’s ongoing learning. 

Questions: Are teachers engaged in two-way communication with families around students’ ongoing learning? Does 
every teacher meet with family members at least two times a year in a formal meeting? Does the teacher present 
information about students’ growth in each of the developmental domains? Are families’ opinions and observations 
respected and taken into account to support their child’s development? Do teachers conduct meetings in a manner 
that is culturally and linguistically appropriate for the family? 

Ms. Lin strives to ensure that her kindergarten students receive a comprehensive, robust experience. She believes it 
is important for parents to feel included and aware of their child’s learning experience. Each week she sends home a 
newsletter detailing the learning objectives of the week (across all domains) and the activities and projects students 
engaged in to reach the objectives. 

While a few parents ask her for more information about their individual child’s learning in the areas covered in the 
newsletter, most parents do not provide any response or feedback. Ms. Lin is not sure if parents are extending learn-
ing around the objectives at home. Despite the newsletters, when the time for quarterly parent meetings arrives, 
many parents are surprised or unaware of the areas in which their child needs more support. 

Additionally, during family meetings, Ms. Lin hears that for some children who are performing at lower developmen-
tal levels in school, parents report are performing quite well at home. For example, a mother of a girl who rarely 
spoke during the first three months of school informed Ms. Lin that her daughter is quite talkative at home and has 
an extensive vocabulary. Ms. Lin feels uncomfortable when she hears this since she had presumed that the child had 
very limited language skills and had been talking to her using very simple words. 

Three different issues appear to be a challenge for Ms. Lin. She is concerned that some of the parents who receive 
the newsletter do not know what to do with the information. She realizes they may know all the domains and con-



2

Wise Ways®

cially.” Barnard (2004) studied the relationship between 
parental involvement in elementary school and stu-
dents’ high school success and found that early parental 
involvement in a child’s education was associated with 
positive long-term effects. Communicating and involving 
parents is a key part of parent engagement. Engaging 
families in two-way communication is one of six prin-
ciples for effective family engagement identified by the 
NAEYC Engaging Diverse Families project (NAEYC, n.d.). 

For teachers, families’ knowledge of a child’s develop-
ment outside the classroom, their home experiences, 
their community engagements, is valuable to provide a 
whole picture of the child and to inform instruction with 
that child inside the classroom. This information can 
help teachers understand what the student is exposed 
to at home and how they can best support growth in the 
classroom (Head Start National Center on Parent, Family 
& Community Engagement, 2014). Additionally, fami-
lies can help the teacher understand the cultural and 
linguistic environment the student lives in outside the 
classroom (Head Start National Center on Cultural and 
Linguistic Responsiveness, 2014). 

To effectively engage families teachers need create a 
welcoming environment for the family, and need to 
consider the linguistic and cultural backgrounds of the 
families (Halgunseth & Peterson, 2009). Scheduling regu-
lar in person meetings is one important mechanisms to 
engage in a goal-setting process. 
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tent covered in class during the week, but might not 
know how to best support students’ development at 
home. She wonders how she could better support par-
ents in engaging their children in learning experiences at 
home 

Ms. Lin also realizes that if she knew more about what 
was happening at home, she could help individualize the 
instruction she provides to children in her classroom to 
reinforce and build on their home experiences. If she 
had gathered more information about the home en-
vironment, Ms. Lin could better involve parents in the 
decision and goal-setting process. Finally, she realizes 
that while she has wanted to actively communicate with 
families, she has not yet adequately created a culture 
where parents feel comfortable regularly communicating 
with her and engaging in classroom activities. 

The National Family, School, and Community Engage-
ment Working Group defines family engagement as: 

• A shared responsibility in which schools and other 
community agencies and organizations are commit-
ted to engaging families in meaningful and cultur-
ally respectful ways, and families are committed 
to actively supporting their children’s learning and 
development. 

• Continuous across a child’s life, spanning from Early 
Head Start programs to college preparation high 
schools. 

• A process carried out everywhere that children learn 
– at home, in pre-kindergarten programs, in school, 
in after-school programs, in faith-based institutions, 
and in community programs and activities (National 
Association of Early Childhood Specialists in State 
Departments of Education, 2014). 

Research shows that family engagement1 and involve-
ment provides a number of benefits for young children 
academically and socially, including literacy and math 
skills (Van Voorhis, Maier, Epstein, & Lloyd, 2013; Hen-
derson, & Mapp, 2002). Van Voorhees et al. (2013) 
examined nearly 100 family involvement research stud-
ies and found that “parents from diverse backgrounds, 
when given direction, can increase their involvement 
with their children’s learning at home and at school 
and that, when parents are more involved and more 
engaged, children tend to do better academically and so-
1 The term family engagement is used instead of parent 
engagement to account for children in homes where 
grandparents or guardians are the primary caregivers. 
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Indicator: Parents (families) receive regular communication (absent jargon) about 
learning standards, their children’s progress, and the parents’ (families') role in 
their children’s school success. (5604) 

Evidence Review:  
In many schools that fail to reach AYP, there is a profound disconnect between the school 

and it customers – parents and members of the larger community. Indeed, the legitimization of 
customer voice is deeply woven into NCLB restructuring options. Many highly successful schools, 
in turn, have high levels of parental involvement and support. Although almost all forms of 
parental involvement and support have been shown to have some positive effects on student 
achievement, the most effective type is that which focuses attention on the primary mission of 
educating students, that is, in which parents support at school and at home the academic 
activities that are occurring in the classroom. In addition to improved academic performance, 
parent interest has been linked to increased political support and maintenance of legitimacy in the 
larger environment surrounding the school. Specific activities in the area of home-school relations 
that have been attributed to instructional leaders include: communicating with parents on a 
regular basis, including informing parents of programs and activities; obtaining human resources 
for both regular and extracurricular programs; establishing programs that promote contact 
between teachers and parents; interacting personally to promote the school to important 
community groups; providing educational activities and other programs for parents to learn about 
the curriculum used to teach their children; and developing systems that parents can use to work 
with their children at home on the academic skills being stressed in the school program. 
Source: Joseph Murphy, Handbook on Restructuring and Substantial School Improvement 

Evidence Review: 
In their first 18 years of life, youngsters are in school only eight percent of their total number 

of hours. The years outside school, particularly the early years, have profound, pervasive, and 
lasting effects on their learning. It is difficult to overcome cognitive deprivation and the loss of 
academic stimulation at home before and during the school years. Children from low-income 
families particularly benefit from early childhood language enrichment. Poor children tend to have 
reduced depth and breadth in their vocabulary. In addition to encouraging and supervising 
homework and reducing television viewing, parents can improve academic conditions in the 
home. Sizable proportions of young children, especially those in poverty, are behind in language 
and other skills before they begin school. These children often end up in bilingual and special 
education programs for the “developmentally challenged” in which they are segregated from other 
children, and they make poor progress. The origins of their achievement problems can partially 
be attributed to ineffective programs; however, there are specific parental behaviors observed 
even before the child begins school that substantially affect a child’s reading and other language 
skills in later school-age years.  

Children first develop vocabulary and comprehension skills by listening, particularly to their 
parents before they begin school. As they gain experience with written language between the first 
and seventh grades, their reading ability gradually rises to the level of their listening ability. Highly 
skilled listeners in kindergarten make faster reading progress in the later grades, which leads to a 
growing ability gap between initially skilled and unskilled readers.  



This growing gap in reading skill levels reflects inequalities in socioeconomic status and child-
rearing practices. These differences stem from early childhood experience, especially with 
respect to parent behaviors that motivate children. Studies show that middle-class parents are 
more likely to hold high expectations for their children’s achievement and to be more often 
engaged with them in promoting it.  

Home observations and interviews with parents reveal further differences associated with 
higher achievement in reading correlated with parental socioeconomic status, such as the parent 
responsiveness and involvement with the child, kinds of discipline employed, household 
organization, and providing appropriate play materials. Parent behaviors such as these cause 
huge and growing gaps in preparation for school and learning to read between children in poverty 
and those in middle-class homes.  

One study reported findings from recordings of preschool children’s vocabulary growth during 
free play. Though vocabulary differences were tiny at 12 to 14 months of age, by age 3, sharp 
differences emerged, correlated with parents’ socioeconomic status. Welfare children had 
vocabularies of about 500 words, middle/lower SES children about 700, and higher SES children 
had vocabularies of about 1,100 words, more than twice that of welfare children.  

Parents of higher socioeconomic status spent more minutes per hour interacting with their 
children and spoke to them more frequently. On average, higher SES parents spoke about 2,000 
words per hour to their children; welfare parents, only about 500. By age 4, “an average child in a 
professional family would have accumulated experience with almost 45 million words, an average 
child in a working-class family would have accumulated experience with 26 million words, and an 
average child in a welfare family with 13 million words” (Hart & Risley, p. 198). Parents of higher 
socioeconomic status, moreover, used “more different words, more multi-clause sentences, more 
past and future verb tenses, more declaratives, and more questions of all kinds. The professional 
parents also gave their children more affirmative feedback and responded to them more often 
each hour they were together” (Hart & Risley, 1995, pp. 123-124). By age 4, children of 
professionally employed parents are encouraged with positive feedback 750,000 times, about 6 
times as often as children of welfare parents. The welfare parents, on the other hand, had 
discouraged their children with negative feedback about 275,000 times, about 2.2 times the 
amount employed by higher income parents. Such parenting behaviors predicted about 60 
percent of the variation in vocabulary growth and use by 3-year-olds.  

Entwisle and Alexander (1993) concluded that differences in exposure to vocabulary and 
elaborate use of language compound at ages 5 and 6, when children from low-income families 
enter school. Not only do children from lower income families lack vocabulary and other skills, but 
they must accommodate to educational institutions with “middle-class” norms and values. In their 
words:  

Many minority and disadvantaged children cross the first-grade threshold lacking 
competencies and habits of conduct that are required by the school…The conventions of the 
school, with its achievement orientation, its expectation that children will stay on task and work 
independently without close monitoring, its tight schedule of moving from lesson to lesson, its use 
of “network” English, its insistence on punctuality, and its evaluation of children in terms of what 
they can do instead of who they are, all can be daunting. (p. 405)  

Lower SES children are more often identified by their kindergarten teachers as being at-risk 
for serious academic or adjustment problems; they are absent more in the first grade; and they 
receive lower teacher ratings on behaviors related to school adjustment such as 
interest/participation and attention span/restlessness (the latter two strongly predict later 
academic progress; Entwisle & Alexander, 1993, p. 407).  



Students who are behind at the beginning of schooling or slow to start usually learn at a 
slower rate; those who start ahead gain at a faster rate, which results in what has been called 
cumulative advantage or the “Matthew effect” of the academically rich getting richer (Walberg & 
Tsai, 1984), after the passage in chapter 25 of Matthew in the Bible. These effects are pervasive 
in school learning, including the development of reading comprehension and verbal literacy. 
Ironically, although improved instructional programs may benefit all students, they may confer 
greater advantages on those who are initially advantaged. For this reason, the first six years of 
life and the “curriculum of the home” are decisive influences on academic learning.  

The “curriculum of the home” can be much more predictive of academic learning than the 
family’s socioeconomic status (Marzano, Pickering, & Pollock, 2001; Redding, 2000, 2006). A 
productive and stimulating home environment includes (1) informed parent–child conversations 
about school and everyday events; (2) encouragement and discussion of leisure reading; (3) 
monitoring, discussion, and guidance of television viewing and peer activities; (4) deferral of 
immediate gratification to accomplish long term goals; (5) expressions of affection and interest in 
the child’s academic and other progress as a person; and perhaps, among such efforts, (6) 
laughter and spontaneity.  

Case studies of poor inner-city Chicago families, for example, showed the children who 
succeeded in school had parents who emphasized and supported their children’s academic 
efforts, encouraged them to read, and interceded on their behalf at school. Many statistical 
studies show that indexes of such parent behaviors predict children’s academic achievement 
much better than socioeconomic status and poverty. Such cooperative efforts by parents and 
educators to modify alterable academically stimulating conditions in the home have had beneficial 
effects on learning for both older and younger students.  

Therefore, educators can help parents, including those in poor families, to help their children, 
at home and in their communities. Several works referenced in the introduction to this module 
describe educator-induced techniques that help parents to academically stimulate their children. 
These have been offered by educators in summers and before, during, and after regular school 
hours during the academic year. Thus, teachers can help parents to learn and practice the 
various aspects of the curriculum of the home discussed above. 
Source: Herb Walberg, Handbook on Restructuring and Substantial School Improvement 
 
Evidence Review: 

Research has long established the strong influence of a student’s home environment on that 
student’s success in school. We now have significant, new research that shows that schools can 
improve their students’ learning by engaging parents in ways that directly relate to their children’s 
academic progress, maintaining a consistent message of what is expected of parents, and 
reaching parents directly, personally, and with a trusting approach (Epstein, 1995; Henderson & 
Mapp, 2002; Patrikakou, Weissburg, Redding, & Walberg, 2005; Patrikakou, Weissberg, & 
Rubenstein, 1999; Redding, 2000). Homework is a primary point of interface between the school 
and the home, and parents are best able to support the school’s purposes for homework when 
they understand what is expected of students and their role in monitoring their children’s home-
work. Consistency from teacher to teacher and across grade levels and subjects contributes to 
teachers,’ parents,’ and students’ understanding of the school’s purposes for homework and also 
reinforces students’ formation of independent study habits. Homework should be used primarily 
for practice and mastery rather than introduction of new learning. Homework is most effective 
when graded, corrected, and promptly returned. Building the student’s habits of independent 
study through regular assignment of homework is the key; the total amount of time devoted to 



homework is less important, although the amount of time should escalate gradually through the 
grade levels. 
Source: Sam Redding, Handbook on Restructuring and Substantial School Improvement 
 
For English Language Learners 
 

Schools can help ELL parents support their children’s learning by ensuring that they receive 
regular communication about the school’s learning standards, their children's progress, and 
practical guidance in maintaining daily conversations with their children about their experiences at 
school. Towards this aim, schools should seek to identify and employ linguistically and culturally 
responsive approaches that can increase parents’ involvement in their children’s education 
through means such as hiring bilingual teachers and administrative staff, forming parent outreach 
committees, and encouraging parents to participate in school governance committees. For 
example, schools may consider creating a Family Center to serve as a meeting space in which 
ELL parents receive information about the schools’ values and expectations, have the opportunity 
to meet with each other to share concerns about their children’s education, and can speak with 
teachers about issues such as their children’s progress in school and their home-based study 
habits. These and other such programs and resources can be instrumental in helping parents to 
reinforce their children’s language and literacy development, academic content learning, and 
eventual advancement to college.  
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Indicator:  All teachers use multiple methods of contact with parents (families; i.e., phone calls, 
emails, letters home) and maintain a file of communication. (5606)

Classroom Instruction
Use sound homework practices and 
communicate with parents

Explanation: The evidence review confirms that because the “curriculum of the home” has significant impact on 
school success, it is imperative that teachers engage and interact with student caregivers to help them maximize 
learning opportunities at home.  Teachers should employ consistent and documented communication strategies that 
assist in strengthening caregiver academic skill sets.  Communication strategies may include face-to-face as well as 
remote interactions.  The likelihood of instructional advantage increases, despite the home’s socioeconomic status, 
when teachers assist in bolstering caregiver knowledge about factors that contribute to student success in school.

Questions: How will the Leadership Team ascertain that teachers engage in frequent school-to-home communica-
tions?  How have principals defined for teachers the standard or expectations for school-to-home interactions?  How 
do teachers target school-to-home communications with intention to strengthen caregivers’ academic skill sets?  
How do teachers clearly communicate to caregivers how they can support student school success?  How do teachers 
document school-to-home interactions?

In their first 18 years of life, youngsters are in school only eight percent of their total number of hours. The years out-
side school, particularly the early years, have profound, pervasive, and lasting effects on their learning. It is difficult 
to overcome cognitive deprivation and the loss of academic stimulation at home before and during the school years. 
Children from low-income families particularly benefit from early childhood language enrichment. Poor children tend 
to have reduced depth and breadth in their vocabulary. In addition to encouraging and supervising homework and 
reducing television viewing, parents can improve academic conditions in the home. Sizable proportions of young 
children, especially those in poverty, are behind in language and other skills before they begin school. These children 
often end up in bilingual and special education programs for the “developmentally challenged” in which they are seg-
regated from other children, and they make poor progress. The origins of their achievement problems can partially 
be attributed to ineffective programs; however, there are specific parental behaviors observed even before the child 
begins school that substantially affect a child’s reading and other language skills in later school-age years. 

Children first develop vocabulary and comprehension skills by listening, particularly to their parents before they be-
gin school. As they gain experience with written language between the first and seventh grades, their reading ability 
gradually rises to the level of their listening ability. Highly skilled listeners in kindergarten make faster reading prog-
ress in the later grades, which leads to a growing ability gap between initially skilled and unskilled readers. 

This growing gap in reading skill levels reflects inequalities in socioeconomic status and child-rearing practices. These 
differences stem from early childhood experience, especially with respect to parent behaviors that motivate children. 
Studies show that middle-class parents are more likely to hold high expectations for their children’s achievement and 
to be more often engaged with them in promoting it. Home observations and interviews with parents reveal further 
differences associated with higher achievement in reading correlated with parental socioeconomic status, such as 
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tutions with “middle-class” norms and values. In their 
words: 

Many minority and disadvantaged children cross the 
first-grade threshold lacking competencies and habits 
of conduct that are required by the school…The con-
ventions of the school, with its achievement orienta-
tion, its expectation that children will stay on task 
and work independently without close monitoring, 
its tight schedule of moving from lesson to lesson, its 
use of “network” English, its insistence on punctuality, 
and its evaluation of children in terms of what they 
can do instead of who they are, all can be daunting. 
(p. 405) 

Lower SES children are more often identified by their 
kindergarten teachers as being at-risk for serious aca-
demic or adjustment problems; they are absent more in 
the first grade; and they receive lower teacher ratings on 
behaviors related to school adjustment such as interest/
participation and attention span/restlessness (the latter 
two strongly predict later academic progress; Entwisle & 
Alexander, 1993, p. 407). 

Students who are behind at the beginning of schooling 
or slow to start usually learn at a slower rate; those who 
start ahead gain at a faster rate, which results in what 
has been called cumulative advantage or the “Matthew 
effect” of the academically rich getting richer (Walberg & 
Tsai, 1984), after the passage in chapter 25 of Matthew 
in the Bible. These effects are pervasive in school learn-
ing, including the development of reading comprehen-
sion and verbal literacy. Ironically, although improved 
instructional programs may benefit all students, they 
may confer greater advantages on those who are initially 
advantaged. For this reason, the first six years of life and 
the “curriculum of the home” are decisive influences on 
academic learning. 

The “curriculum of the home” can be much more predic-
tive of academic learning than the family’s socioeconom-
ic status (Marzano, Pickering, & Pollock, 2001; Redding, 
2000, 2006). A productive and stimulating home environ-
ment includes (1) informed parent–child conversations 
about school and everyday events; (2) encouragement 
and discussion of leisure reading; (3) monitoring, discus-
sion, and guidance of television viewing and peer activi-
ties; (4) deferral of immediate gratification to accomplish 
long term goals; (5) expressions of affection and interest 

the parent responsiveness and involvement with the 
child, kinds of discipline employed, household organi-
zation, and appropriate play materials being provided. 
Parent behaviors such as these cause huge and grow-
ing gaps in preparation for school and learning to read 
between children in poverty and those in middle-class 
homes. One study reported findings from recordings 
of preschool children’s vocabulary growth during free 
play. Though vocabulary differences were tiny at 12 to 
14 months of age, by age 3, sharp differences emerged, 
correlated with parents’ socioeconomic status. Welfare 
children had vocabularies of about 500 words, middle/
lower SES children about 700, and higher SES children 
had vocabularies of about 1,100 words, more than twice 
that of welfare children. 

Parents of higher socioeconomic status spent more min-
utes per hour interacting with their children and spoke 
to them more frequently. On average, higher SES parents 
spoke about 2,000 words per hour to their children; 
welfare parents, only about 500. By age 4, “an average 
child in a professional family would have accumulated 
experience with almost 45 million words, an average 
child in a working-class family would have accumulated 
experience with 26 million words, and an average child 
in a welfare family with 13 million words” (Hart & Risley, 
p. 198). Parents of higher socioeconomic status, more-
over, used “more different words, more multi-clause 
sentences, more past and future verb tenses, more 
declaratives, and more questions of all kinds. The profes-
sional parents also gave their children more affirmative 
feedback and responded to them more often each hour 
they were together” (Hart & Risley, 1995, pp. 123–124). 
By age 4, children of professionally employed parents are 
encouraged with positive feedback 750,000 times, about 
6 times as often as children of welfare parents. The wel-
fare parents, on the other hand, had discouraged their 
children with negative feedback about 275,000 times, 
about 2.2 times the amount employed by higher income 
parents. Such parenting behaviors predicted about 60 
percent of the variation in vocabulary growth and use by 
3-year-olds. 

Entwisle and Alexander (1993) concluded that differ-
ences in exposure to vocabulary and elaborate use of 
language compound at ages 5 and 6, when children from 
low-income families enter school. Not only do children 
from lower income families lack vocabulary and other 
skills, but they must accommodate to educational insti-
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in the child’s academic and other progress as a person; 
and perhaps, among such efforts, (6) laughter and spon-
taneity. 

Case studies of poor inner-city Chicago families, for 
example, showed the children who succeeded in school 
had parents who emphasized and supported their 
children’s academic efforts, encouraged them to read, 
and interceded on their behalf at school. Many statisti-
cal studies show that indexes of such parent behaviors 
predict children’s academic achievement much better 
than socioeconomic status and poverty. Such coopera-
tive efforts by parents and educators to modify alterable 
academically stimulating conditions in the home have 
had beneficial effects on learning for both older and 
younger students. 

Therefore, educators can help parents, including those 
in poor families, to help their children, at home and 
in their communities. Several works referenced in the 
introduction to this module describe educator-induced 
techniques that help parents to academically stimulate 
their children. These have been offered by educators in 
summers and before, during, and after regular school 
hours during the academic year. Thus, teachers can help 
parents to learn and practice the various aspects of the 
curriculum of the home discussed above. 

Source: Herb Walberg (2007), Handbook on Restructur-

ing and Substantial School Improvement.

Evidence Review:

Research has long established the strong influence of 
a student’s home environment on that student’s suc-
cess in school. Less clear has been what schools can do 
to engage parents in their children’s learning. We now 
have significant, new research that shows that schools 
can improve their students’ learning by engaging parents 
in ways that directly relate to their children’s academic 
progress, maintaining a consistent message of what 
is expected of parents, and reaching parents directly, 
personally, and with a trusting approach (Epstein, 1995; 
Henderson & Mapp, 2002; Patrikakou, Weissberg, & Ru-
benstein, 1999; Redding, 2000). Homework is a primary 
point of interface between the school and the home, and 
parents are best able to support the school’s purposes 
for homework when they understand what is expected 
of students and their role in monitoring their children’s 
homework. Consistency from teacher to teacher and 

across grade levels and subjects contributes to teachers’, 
parents’, and students’ understanding of the school’s 
purposes for homework and also reinforces students’ 
formation of independent study habits.

Source: Sam Redding (2006), The Mega System. Decid-

ing. Learning. Connecting. A Handbook for Continuous 
Improvement Within a Community of the School.

Graham-Clay (2005) states, “Teachers strive to establish 
partnerships with parents to support student learning. 
Strong communication is fundamental to this partner-
ship and to building a sense of community between 
home and school. In these changing times, teachers 
must continue to develop and expand their skills in order 
to maximize effective communication with parents” (p. 
117). Epstein (1995) describes communicating with par-
ents as one of the six major types of parent involvement 
practices critical to establishing strong working rela-
tionships between teachers and parents, and Schussler 
(2003) holds that the teacher–parent relationship is 
considered vital to the development of schools as learn-
ing communities. Williams and Cartledge (1997) state, 
“Written communication is probably the most efficient 
and effective way we can provide valuable ongoing cor-
respondence between school and home” (p.30), though 
Graham-Clay (2005) cautions that written communica-
tion is a permanent product requiring careful consider-
ation regarding format and content, with the goal being 
to organize concise, accurate information so parent will 
read and comprehend it.

Forms of one-way communication include newsletters 
(used to share information with a parent community), 
school-to-home notebooks (many teachers using com-
munication books to share information with parents, 
particularly for children with special learning needs), and 
report cards (the traditional mode of conveying perma-
nent, written evaluative information regarding student 
progress). Giannetti and Sagarese (1998) suggest that 
teachers can prevent confrontations with parents by 
making sure that a report card is not the first commu-
nication when concerns exist; rather, frequent progress 
reports, phone calls, or email messages should support 
and improve student performance prior to the tradi-
tional report card. Forms of two-way communications 
include phone calls home (for which time and extensive 
notes should be kept in the student’s file) and parent-
teacher conferences (which should have a clear purpose, 
and should include discussion of positive aspects of the 
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child’s performance). In recent years, teachers have 
experimented with new technologies, to communicate 
with parents in innovative and time-efficient ways. 
Examples include voice mail, video conferencing (such as 
Skype), videotaping, and a school website.

In a section on using verbal and nonverbal behaviors that 
indicate affection for students, Magaña and Marzano 
(2014) encourage teachers to “send encouraging emails 
or texts to students and families in which you provide 
positive comments about students. Use emoticons, 
images, or statements that reflect your affection for stu-
dents, including your genuine belief that all students can 
achieve their personal and academic goals. For example, 
use your smartphone to photograph a student engaged 
in positive classroom behavior. Send the image to the 
student’s parents via text or email, and include a positive 
caption that shows your appreciation” (p. 135).

In their discussion of applying consequences for lack of 
adherence to rules and procedures, Magaña and Marza-
no (2014) discuss three strategies: time-out, interdepen-
dent group contingency, and home contingency. As to 
home contingency, they say, “In this strategy, the teacher 
maintains regular communication with the families of 
individual students regarding their academic, personal, 
and behavioral success in school. Home-teacher com-
munication takes many forms, including phone conversa-
tions, in-person conferences, and written communica-
tion. If students perceive a unity between adults at home 
and adults at school, all parties benefit: the student 
senses an expansion in his or her support network, the 
parent feels a sense of ownership regarding the child’s 
education, and the teacher has an ally to provide sup-
port and implement consequences for students outside 
of school. Behavior management websites can enhance 
home contingency in the classroom. ClassDojo, for exam-
ple, allows you to set up a group for each of your classes. 
Students create accounts within the online community 
and generate digital avatars that represent their interests 
and backgrounds. Generate individual student behavior 
reports to send to parents while students set behavioral 
goals and track their progress. Digital communication 
tools can also make home contingency easier on teach-
ers and parents. Communicate via text or emails to in-
form parents of student contracts and behavior updates 
throughout the year” (p. 127). They also mention “online 
videoconferencing tools such as Skype for parents who 
are unable to visit the school for a conference” (p. 181).
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Core 

Function
Effective 
Practice

Center on

in

Pantone7473c/7462c/7542c

Indicator: Professional development programs for teachers include assistance in working 
effectively with families. (1588)

Family Engagement in 

a School Community

Educate parents to support their 

children’s learning and teachers to work 

with parents

“Although most educators agree that family involvement is important, few enter their profession knowing how to 
develop excellent partnership programs” (Patte, 2011, p. 147). Dotger and Bennett (2010) propose that teachers and 
school leaders need both preservice training and ongoing professional development, including practice in engaging 
with a variety of family contexts, to develop the necessary skills to foster effective school–home partnerships. Teach-
ers may incorrectly assume parents know how to help their children, and they may express surprise that parents find 
school personnel threatening (Shumow & Harris, 2000). 

The major emphasis in teacher preparation programs is on the technical aspects of professional performance, 
not the deeply interpersonal aspects of their task. Such interpersonal aspects include empathy, communication, 
and in-depth knowledge of the lives of the families in which their students dwell outside the classroom. (Hiatt-
Michael, 2006, p. 12)

Carefully planned professional development can help teachers learn about effective two-way communication and 
other components of partnering that are vital to leverage this key to student success. One study found that student 
performance in math and reading improved at a 40–50% high rate when teachers reached out to parents in these 
three ways:

• Met face-to-face with each family at the beginning of the school year
• Sent families materials each week on ways to help their children at home
• Telephoned routinely with news on how the children were doing, not just when they were having problems or 

acting up (Westat & Policy Studies Assoc., 2002, cited in Henderson, Mapp, Johnson, & Davies, 2007, p. 94)

Many teachers report receiving little or no preparation for working with parents during their undergraduate teacher 
education programs (Bartels & Eskow, 2010; Patte, 2011; Shumow & Harris, 2000). In contrast, a few isolated pro-
grams do offer examples of practical, engaging course and field work that provide a solid foundation for teachers to 
build on when interacting with students’ families (Baker & Murray, 2011; Bartels & Eskow, 2010; de la Piedra, Munter, 
& Giron, 2006; Katz & Bauch, 2001; Murray, Handyside, Straka, & Arton-Titus, 2013; Power & Perry, 2001; Sutterby, 
Rubin, & Abrego, 2006; Warren, Noftle, Ganley, & Quintanar, 2011), although the quality of parent contacts and in-
teraction can vary by placement—urban vs. suburban, and general education vs. special education (Hindin, 2010).

Understanding what teachers believe is especially important in order to design effective professional development 
workshops about parent involvement.…Teachers are valuable informants because they have a unique and proxi-
mal vantage point from which to observe family participation and influence on children’s school. Teachers can also 
inform us about the strategies they find effective and the barriers that they encounter in involving parents. It is 
particularly important to understand these barriers when planning programs (Shumow & Harris, 2000, p. 11)
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Symeou et al. (2012) reported on a professional develop-
ment course that involved training teachers to use active 
listening and other communication skills (typically used 
by counselors) and provided opportunities for practice 
and reflection, which resulted in teachers reporting 
increased confidence and better communication with 
the parents of their students. “Two-way communication 
involves the importance of listening as well as informing” 
(Hiatt-Michael, 2010, p. 26). Positive communication sets 
the stage for developing a relationship built on trust and 
respect, including beneficial home–school relationships 
(Bartels & Eskow, 2010; Bryk & Schneider, 2003). “Every 
interaction between family members and school staff, 
therefore, is an opportunity to develop or erode trust” 
(Sheldon & Sanders, 2009, p. 34). Jeynes (2010, 2013) 
meta-analyses predict that educators who consistently 
show love and respect for students and their families, 
hold high expectations of students, and communicate 
effectively and frequently will be successful. Overloaded 
teachers and busy parents may face a variety of barriers 
to beneficial communication, but wise school leaders 
will establish a healthy climate and find ways to promote 
ongoing, candid, supportive, bidirectional communica-
tion (Redding, 2006).

Most communication between the teacher and 
the parents revolves around disciplinary actions or 
student grades.…Communication is a key in Epstein’s 
six categories in developing stronger home–school 
relationships. Teachers can expand on this by phon-
ing all their students’ families. Should a high school 
teacher have over 150 students, this may seem daunt-
ing. However, it can be done by scheduling phone 
calls within the preparatory period and staying on 
the phone just long enough to introduce yourself and 
make one positive comment about the student, and 
both the parent and the student will become allies. 
As a high school teacher, I felt I would never be able 
to call all my parents. I soon realized that if I sched-
uled my phone calls during my prep period, I was able 
to contact all 160 of my student’s families. Often I 
left messages on answering machines, and at times 
parents would call me back to ask questions, or to 
thank me for introducing myself. I found that by mak-
ing positive contacts with parents, I was better able to 
communicate other issues later on during the school 
year should the need arise. (Ramirez, 2002, p. 56)

Teachers can also learn to use interactive homework, 
which can be especially effective in bridging home and 

Teacher training is even more essential when the teacher 
and the students’ families have different home cultures, 
even if they share the same ethnicity. In one study, 
teachers seemed stymied by the question about what 
knowledge the families or communities might have that 
could contribute to the school children’s education, pos-
sibly indicating that the teachers held a deficit view of 
these families, or that the teachers perceived academic 
skills and knowledge as separate from typical family 
activities (Shumow & Harris, 2000). “The evidence did 
not support the assumption that teachers from the same 
ethnic background as the families were able to apply 
their tacit knowledge to parent involvement practices 
or to reflect the children’s background in delivery of the 
school curriculum” (Shumow & Harris, 2000, p. 18). The 
Bridging Cultures Project used in-service training and 
action research to help a cadre of teachers learn about 
collectivistic cultures vs. individualistic cultures (Trumbull 
et al., 2001; Trumbull, Rothstein-Fisch, & Hernandez, 
2003). Though the project aimed to promote more ef-
fective instruction, the teachers found that it also greatly 
facilitated improved communication and partnerships 
with their students’ families. Kugler (2012) notes that 
something as basic as eye contact can easily be misinter-
preted by those from different cultures—school per-
sonnel born and raised in the U.S. expect to have eye 
contact during conversation as a basic sign of attention 
and respect from the listener. However, for many people 
in other cultures, the opposite is true—looking away 
or down shows respect and deference to the speaker. 
Similarly, wording can be easily misinterpreted: offer-
ing a workshop or tip sheet on “parenting” may insult 
families (“They think we’re not doing a good job! I don’t 
want someone telling my how to raise my kids;” Hen-
derson et al., 2007, p. 83). Instead, offer suggestions for 
maximizing learning outside of school, and invite the 
families to suggest specific topics of interest. Teacher 
training can bring awareness of the deficit view many 
hold toward parents of poverty, language difference, or 
low education by showing how to recognize and build on 
families’ strengths and funds of knowledge (Chen, Kyle, 
& McIntyre, 2008; Kyle, McIntyre, Miller, & Moore, 2005; 
Moll & González, 2004). “When school staff have a better 
understanding of their students’ home cultures, families’ 
parenting practices, home contexts, home crises, or sig-
nificant family and community events, they can develop 
processes and strategies to bridge school-based and 
home-based activities and increase support for student 
learning” (Ferguson, 2008, p. 14).



3

Wise Ways®

school with powerful, positive outcomes for students, 
especially when coupled with teacher outreach and 
invitations for two-way communication. In a randomized 
experimental study, Kraft and Dougherty (2013) found 
that frequent teacher phone calls and text/written mes-
sages with families increased students’ engagement. Van 
Voorhis (2003, 2011a, 2011b) has done several studies 
based on TIPS (Teachers Involve Parents in Schoolwork, 
developed by Epstein and colleagues); Bennett-Conroy 
(2012) also used TIPS and teacher phone calls as the ba-
sis for a quasi-experimental comparison. In all cases, stu-
dents’ homework completion and parental involvement 
increased, and (where measured) grades improved. 
Reading School–Home Links, available from the U.S. 
Department of Education (1999), are another example of 
student assignments that require parent–child interac-
tion, link to school learning, and simultaneously educate 
parents about school learning (Redding, 2006).

Professional development is enhanced by opportuni-
ties for teacher practice and reflection. Kyle et al. (2005) 
describe the reflection process:

It is just this process that enables a teacher, away 
from the immediacy and demands of the day, to con-
sider decisions made, consequences, purposes, and 
next steps. In our study, this provided a time for the 
teachers to consider ways in which they did or could 
have connected their teaching to what they were 
learning from their students’ families. (p. 33)

To achieve a healthy school learning community, Cavey 
(1998) recommends “hands-on,” interactive profes-
sional development, followed by brief refresher trainings 
throughout the school year and focus group discussions 
on implementation.

It is imperative that administrators and school boards 
also participate in preservice and ongoing professional 
development on the importance of and strategies for 
cultivating positive home–school relationships (Dotger 
& Bennett, 2010; Hiatt-Michael, 2006, 2010; Sheldon 
& Sanders, 2009). In Bartels and Eskow’s (2010) study, 
“participants reported school administrative support to 
be important for both their motivation to complete the 
coursework and their ability to foster change in practice” 
(p. 68). One education professional they interviewed said 
this:

Throughout all of these courses I have learned the 
value of forming and strengthening relationships be-

tween families and professionals. By putting aside our 
assumptions, we can hear the needs of each other 
more clearly. Additionally, I learned that families and 
staff have many common beliefs and that we can 
activate small steps in order to improve our relation-
ships. Also, that listening is definitely important, but 
taking action to initiate change is what families and 
professionals find most significant. (Bartels & Eskow, 
2010, p. 69)

Example, Excerpt from Henderson et al. (2007, p. 60): 

Melissa Whipple, coordinator of the parent academic 
liaison program in San Diego, tells this story:

I was at a staff development training where teachers 
were discussing an issue in small groups. One teacher 
was very good at listening. After a colleague offered 
an opinion, she repeated what she understood that 
person had said. Then she checked to make sure the 
group understood the speaker’s point of view. 

This really let us work efficiently and avoid misunder-
standings, because she could listen and rephrase the 
ideas of others so well. After the meeting, I com-
plimented her on this skill and asked her if she had 
received it through teacher training.

“Oh no,” she said. “I used to be a bank teller. I re-
ceived what they call ‘active listening’ training be-
cause people are so sensitive about their money. We 
were thoroughly prepared on how to discuss money-
related issues with customers.”

This really struck me: if people are that sensitive 
about issues related to money, they must be super-
sensitive about issues related to their children. Even 
when people share a common language and culture, 
we still have miscommunication. Think what happens 
when differences in upbringing, language, social class, 
religion, and personal experiences change the rela-
tionship dynamic!

Teachers deserve training to increase their confidence 
and capacity to have sensitive conversations with 
parents. Parents deserve to be treated with insight, 
skill, and finesse when discussing their child’s educa-
tion and development. If bank tellers get this training, 
teacher prep and staff development programs should 
offer it, too.
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Indicator: The school provides parents (families) with practical guidance to maintain regular 
and supportive verbal interactions with their children. (5607)

Family Engagement in 
a School Community

Educate parents to support their 
children’s learning and teachers to work 
with parents

Language development begins at birth and centers on the child’s interactions with his or her parents. Several par-
ent/child interactions are important in preparing the child to learn in school: talking to the infant, listening atten-
tively to the child, reading to children and listening to them read, talking about what the parent and the child are 
reading, storytelling, daily conversation and letter writing. It is difficult to separate verbal interactions from the 
emotional and affective bonds that accompany them. For that reason, the parents’ expressions of affection are 
included with verbal activities as essential to the parent/child relationship. Also important is a constant demon-
stration by parents that learning is a natural part of life—joyful in its own right, part of the family experience, and 
especially exhilarating when encountered through discovery at such places as museums, zoos, and historical sites. 
(Redding, 2000, p. 9)

Researcher William Jeynes’ meta-analyses have shown that the most highly correlated components of parental 
involvement are also subtle—high expectations, loving and effective communication, and a parental style that is both 
supportive and provides structure (see Jeynes, 2011a, 2011b). Research has also shown that low-income families 
tend to speak with, encourage, and read to their children less frequently than those in wealthier families (Hart & 
Risley, 1995; Walberg, 2011). Teachers can, in respectful and creative ways, encourage parents to communicate and 
support their children. Teachers can also model high expectations and supportive interactions with students.

Email is becoming more and more widely available to parents and is a valuable tool for home–school communica-
tions. Teachers must be sensitive to the reality that not all parents have access (or consistent access) to email and 
other web-based communications. However, when available, many parents seem to prefer it as a method of com-
munication (see, e.g., Blaik Hourani, Stringer, & Baker, 2012). “Two-way communication involves the importance of 
listening as well as informing” (Hiatt-Michael, 2010, p. 26); email provides one means of inviting two-way communi-
cation at a time convenient to each party. Open-ended questions inviting responses may initiate productive conver-
sation (e.g., “What do you think is going well in terms of your child’s learning?” see Henderson, Mapp, Johnson, & 
Davies, 2007, p. 89).

Ramirez states, “Most communication between the teacher and the parents revolves around disciplinary actions or 
student grades,” but by establishing positive conversation with families, “both the parent and the student will be-
come allies” (2002, p. 56). Parents appreciate knowing how their children are doing, what the school is doing, what 
the school expects of parents, and how parents may contribute to the operation and improvement of the school 
(ADI, 2010). Family members will benefit from receiving “practical, jargon-free guidance on ways to maintain sup-
portive verbal interaction with their children, establish a quiet place for study at home, encourage good reading and 
study habits, and model and support respectful and responsible behaviors” (CII, 2011, p. 185).
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(Teachers Involve Parents in Schoolwork, an interactive 
homework tool developed by Epstein, Van Voorhis, and 
colleagues). Email with families regarding these assign-
ments can be useful in encouraging participation. Family 
math or reading nights hosted at the school can also be 
extended by email follow-ups suggesting fun learning 
activities that can be done with low- or no-cost materials 
at home. 

School websites can provide easy access to electronic 
student progress reporting systems through a link on the 
school’s main webpage. Many systems provide parents 
with an option to receive automatic emails with updates. 
Even when a school does not have an electronic student 
progress reporting system, school websites can be a 
valuable source of information for parents and offer a 
convenient and efficient way of keeping communication 
flowing between parents and the school (ADI, 2011).

Busy families can fall out of the habit of daily conver-
sation. Asking parents to spend at least one minute 
each day in private conversation with each child, 
primarily listening to the child tell about his or her 
day without distraction from other family members 
or television, will demonstrate how rare and precious 
such moments can be. Sharing these experiences with 
other parents, in small-group settings, amplifies their 
impact. (Redding, 2000, p. 10)
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Indicator: The school provides parents (families) with practical guidance to establish a quiet 
place for children’s studying at home and consistent discipline for studying at home. (5608)

Family Engagement in 
a School Community

Educate parents to support their 
children’s learning and teachers to work 
with parents

The “curriculum of the home”—the bundle of attitudes, habits, knowledge, and skills that children acquire through 
their relationship with their family and that facilitates their school learning—is more predictive of academic learn-
ing than the family’s socioeconomic status (Marzano, Pickering, & Pollock, 2001; Redding, 2000, 2006). In a series 
of meta-analyses, Jeynes found that subtle aspects of parental involvement—such as expectations and parenting 
style—were actually the most salient to children’s achievement (Jeynes, 2010, 2011). Redding (2006) describes: 

From the example and expectations of their parents, children learn to do their best whatever the task, to honor 
the importance of punctuality, and to give schoolwork priority over other activities. The parents’ encouragement 
to use correct, effective, and appropriate language forms a child’s readiness for the language-rich environment of 
the school. When parents monitor their children’s use of time, the quality of their televiewing, their use of com-
puter games and the internet, and their associations with peers, children learn to place proper value on compet-
ing interests. (p. 153)

Walberg (2007) notes, “cooperative efforts by parents and educators to modify alterable academically stimulating 
conditions in the home have had beneficial effects on learning for both older and younger students” (p. 96). Teach-
ers can help each student’s family members to be aware of what they can do outside of school to encourage their 
child’s academic success at each age and grade level (Caspe, Lopez, & Wolos, 2006/2007; Kreider, Caspe, Kennedy, & 
Weiss, 2007; Walberg, 2007), including promoting the establishment of a regular time and place for study at home 
(Redding, 2000, 2006). However, professional development for teachers may be needed. Body language and wording 
can be easily misinterpreted: offering a workshop or tip sheet on “parenting” may insult families (“They think we’re 
not doing a good job! I don’t want someone telling me how to raise my kids;” Henderson, Mapp, Johnson, & Davies, 
2007, p. 83). Offer suggestions for maximizing learning outside of school, and invite the families to suggest specific 
topics of interest. Teacher training can bring awareness of the deficit view many hold toward parents of poverty, 
language difference, or low education by showing how to recognize and build on families’ strengths and funds of 
knowledge (Chen, Kyle, & McIntyre, 2008; Moll & González, 2004).

Interactive homework, especially when coupled with teacher outreach and invitations for two-way communication, 
can be especially effective in bridging home and school with powerful, positive outcomes for students. In a ran-
domized experimental study, Kraft and Dougherty (2012) found that frequent teacher phone calls and text/written 
messages with families increased students’ engagement. Van Voorhis (2003, 2011a, 2011b) has done several stud-
ies based on TIPS (Teachers Involve Parents in Schoolwork, developed by Epstein and colleagues); Bennett-Conroy 
(2012) also used TIPS and teacher phone calls as the basis for a quasi-experimental comparison. In all cases, stu-
dents’ homework completion and parental involvement increased, and (where measured) grades improved. Reading 
School–Home Links, available from the U.S. Department of Education, are another example of student assignments 
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Planning a study schedule teaches a child to manage 
time and set priorities. When a child plans his own study 
schedule, he feels more commitment to it. He doesn’t 
need to argue with parents about when homework will 
be done. The child chooses the time so that it fits with 
other activities. The parents then check to see that the 
study schedule is followed. Study time may be changed 
to a different time of day if conflicts arise, but it should 
not be skipped.

The study place is where the student studies at home. 
Six important rules for a good study place are:

• Study in a quiet room. No television, Internet, or 
other noise.

• Study in the same place every day.
• Sit up to study.
• Take a short break every 20 minutes.
• Use good lighting.
• Keep tools for learning handy—notebook, textbooks, 

pens, pencils, dictionary.

Note on music: Unfortunately, most young people play 
songs with distracting lyrics and a dominant rhythm. 
They play the music too loudly for it to be background 
music. Television and loud, rhythmic music are distract-
ing and interfere with a student’s ability to concentrate 
and learn. There is plenty of time in a young person’s life 
to enjoy music, but study time is quiet time.

QUESTION: Why study in the same place every day?

ANSWER: The mind learns to associate a location with an 
activity. For example, when we enter a football stadium, 
our mind prepares for excitement. When we enter a 
library, our mind prepares for quiet, calm, and concen-
tration. A student should establish a special place for 
study. When she enters that place at home, her mind will 
prepare for learning.

QUESTION: Why sit up to study and take a short break 
every 20 minutes?

ANSWER: Lying down is a good posture for sleeping, 
but not for learning. The brain needs oxygen in order to 
function. It must be kept awake and alert. Taking a short 
break and walking around the room restores the flow of 
oxygen and freshens the mind.

QUESTION: What if the family is large and the home is 
small?

that require parent–child interaction, link to school 
learning, and simultaneously educate parents about 
school learning (Redding, 2006). Schools should take ad-
vantage of creative ideas and myriad opportunities (open 
house, conferences, family nights, informal conversa-
tions, newsletters, websites, PTA/PTO or School Commu-
nity Council meetings, workshops, etc.) to promote the 
curriculum of the home:

Even small improvements in the amount and quality 
of academically constructive hours outside school are 
likely to have more than moderate learning effects 
while contributing little or nothing to schools costs. 
(Walberg, 2011, p. 70)

Example: Excerpts from Studying at Home: A Solid 

Foundation Course for Parents (ADI, 2011)

Studying is a habit that will stay with a child through 
school and beyond school. The habit of studying at home 
is taught by parents, not by teachers. Homework may be 
a part of studying at home, but children should acquire 
the habit of studying at home even when there is no 
homework.

The following guidelines for study time help establish the 
habit of studying at home:

• PLAN AHEAD. Students should plan study time for 
the week ahead to avoid conflicts with other activi-
ties. Study time need not be at the same time every 
day.

• SET A MINIMUM TIME. Ten minutes per grade level 
per day, five days per week (usually Sunday through 
Thursday) is a reasonable standard. For example, a 
fourth grader would study no less than 40 minutes 
per day, and an eighth grader would study no less 
than 80 minutes per day. 

o Note: This time can be expanded if long assign-
ments are due or to study for tests. If homework 
is finished, study time should be used to review 
notes, re-read textbook chapters, read ahead in 
chapters that will be covered later, work extra 
math problems, make flash cards, edit and re-
view notes, or read something related to what is 
being studied at school.)

• ELIMINATE DISTRACTIONS. No phone use or other 
screens on during study time.

• PARENTS: Be available and interested, without being 
a nuisance. 
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ANSWER: One area of the home can be designated as 
a study area, and other members of the family must be 
quiet when near that area. The family might want to 
have study time around the kitchen table, with all stu-
dents studying at the same time. For the study period, 
other members of the family should help maintain quiet, 
not watching television nearby or talking loudly.

QUESTION: Why is it important that children have a spe-
cific time and place to study in the home?

ANSWER: Parents who make study time a part of the 
family experience let everyone in the family know that 
learning is important. Families show their values in the 
way they arrange their time and space.

QUESTION: What are the advantages and disadvantages 
of having a central study place for all the children?

ANSWER: In some families, the children have separate 
study places—perhaps in the bedrooms. Other families 
establish one central place—the kitchen table or a desk 
in a den for example—as the study place for all the chil-
dren. Each method has advantages and disadvantages. A 
central study place allows for more interaction between 
the parents and the children, but it may be less free from 
distractions. Separate study places may be private and 
free from distraction, but they make it more difficult for 
parents to monitor study and provide praise and support 
for good study habits. If children have separate, private 
study places, parents should be certain that the children 
do not feel exiled. Parents should check on the children 
and give them attention. If a central study place is estab-
lished, parents should keep the atmosphere warm but 
guard against distractions.
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Indicator: The school provides parents (families) with practical guidance to encourage 
their children’s regular reading habits at home. (5609)

Family Engagement in 
a School Community

Educate parents to support their 
children’s learning and teachers to work 
with parents

Children learn the skill of reading at school, but they acquire the habit of reading at home. Once established, this 
habit will stay with a child through school and beyond school. As an adult, he or she will continue to find time at 
home to read and learn. (ADI, 2011)

The “curriculum of the home”—the bundle of attitudes, habits, knowledge, and skills that children acquire through 
their relationship with their family and that facilitates their school learning—is more predictive of academic learning 
than the family’s socioeconomic status (Marzano, Pickering, & Pollock, 2001; Redding, 2000, 2006). Walberg (2007) 
notes, “cooperative efforts by parents and educators to modify alterable academically stimulating conditions in the 
home have had beneficial effects on learning for both older and younger students” (p. 96). Teachers can help each 
student’s family members to be aware of what they can do outside of school to encourage their child’s academic 
success at each age and grade level (Caspe, Lopez, & Wolos, 2006/2007; Kreider, Caspe, Kennedy, & Weiss, 2007; 
Walberg, 2007). In one study, migrant parents participated in sessions available throughout their child’s kindergarten 
year that helped them engage their children in academic activities linked to their children’s curriculum in school; 
when initially compared to a control group, small differences were found. However, the treatment group scored (sta-
tistically) significantly better when measured at the end of first grade and again at the end of fifth or sixth grade (St. 
Clair & Jackson, 2006; St. Clair, Jackson, & Zweiback, 2012). This suggests that equipping families with “new abilities 
to nurture their children’s language skills leads to positive and lasting reading outcomes for their children” (St. Clair 
et al., 2012, p. 9).

Based on his recent meta-analysis (Jeynes, 2012), Jeynes (2013) recommends: 

First, school leaders and teachers can enhance the efficacy of parental involvement by offering advice to parents 
on the most vital components of voluntary expressions of family engagement, such as setting high expectations 
and adopting parenting styles that are associated with positive student outcomes. This guidance is particularly 
important because many parents do not realize how powerful and effective these factors are in promoting posi-
tive student outcomes. Second, the school can take an active role in encouraging parental engagement in areas 
such as checking homework and shared reading activities, given that school-based guidance appears to increase 
the efficacy of those particular behaviors. (para. 9)

Dotger and Bennett (2010) propose that teachers and school leaders need both preservice training and ongoing 
professional development, including practice in engaging with a variety of family contexts, to develop the necessary 
skills to foster effective school–home partnerships. “When school staff have a better understanding of their stu-
dents’ home cultures, families’ parenting practices, home contexts, home crises, or significant family and community 
events, they can develop processes and strategies to bridge school-based and home-based activities and increase 
support for student learning” (Ferguson, 2008, p. 14). One study found that student performance in math and 
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habit of reading. Why do parents not talk to their chil-
dren about reading? Probably because of one or more of 
the following barriers: 

• They are too busy for conversations with their chil-
dren. 

• They do not read much themselves. 
• They think their children are not interested in what 

they read. 
• They are not interested in what their children read.

When children read aloud, they learn the patterns and 
phrases of language, they become aware of punctua-
tion, and their spoken vocabulary improves. When we 
listen to our children read aloud, we can help them with 
difficult words. We also become aware of their reading 
pace and level. When we read aloud to our children, we 
can introduce to them material they may not choose to 
read themselves. The next step in helping our children 
develop good reading habits is to read aloud with them. 
In reading aloud with a child, we can:

• Read to the child. 
• Listen to the child read. 
• Take turns reading and listening with the child. 

Because our goal is to increase our children’s enthusiasm 
for reading, we must be enthusiastic ourselves. When 
we read aloud, we should feel comfortable. If listening to 
our children read is more comfortable to us than reading 
to our children, that is fine. Most important of all is the 
mood of the session. Reading aloud should be fun.
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Indicator: The school provides parents (families) with practical guidance to model and 
encourage respectful and responsible behaviors. (5610)

Family Engagement in 

a School Community

Educate parents to support their 

children’s learning and teachers to work 

with parents

Research indicates that the parents who are most effective are “authoritative”—providing “a strong expression of 
love and support and a beneficial degree of discipline and structure” (Jeynes, 2011b, p. 12), which eventually helps 
children internalize the moral rationale and act responsibly on their own (Lickona, 1991). By contrast, both “permis-
sive” parents (those reluctant to set rules and confront transgressions) and “authoritarian” parents (those high on 
control but low on reasoning to explain rules and motivate compliance) are less successful at all age levels in raising 
self-controlled, socially responsible children (Jeynes, 2010, 2011a, 2011b; Lickona, 1991). Schools can share such 
information with families and encourage practices promoting respectful, responsible attitudes and behaviors from all 
members of the school community.

The school community is a learning community, and teachers and parents are learners as well as the students. The 
SCC [School Community Council] can plan educational opportunities for teachers to build their skills in working 
with parents. The SCC can plan parent education programs. Some parent education programs may take the form 
of the typical “event,” with a speaker or group sessions led by other parents or teachers. An especially productive, 
high-quality parent education program might span two or three meetings of a small group of parents, led by a par-
ent, with a curriculum to study and discuss. Multiple sessions allow the group to jell and parents to get to know 
each other. Topics for these sessions might be drawn from the curriculum of the home—supporting children’s 
reading habits and study habits at home; encouraging respectful and responsible behavior; or getting preschool-
ers ready for school. A parent course for parents of children with disabilities might help parents support the learn-
ing of children with special needs, provide an opportunity for parents to share experiences, and increase parents’ 
understanding of special education. The curriculum contains informational content, opportunities for discussion, 
and activities to carry out with children between sessions. (Redding, 2006, p. 161)

Such education programs were included as part of a  comprehensive parental engagement program delivered to 129 
low-achieving schools; a study of those schools published by the Harvard Family Research Project found that the gain 
on state assessment tests demonstrated by these schools over a two-year period was nearly double that of a control 
group of schools with identical beginning scores (Redding, Langdon, Meyer, & Sheley, 2004). Most parents want to 
know how to help their children, but schools should be specific and thoughtful with how classes are promoted. Hen-
derson, Mapp, Johnson, and Davies (2007) point out that offering “parenting” classes may result in families feeling 
insulted—implying that they are not doing their job; who wants someone telling them how to raise their kids? But 
offered with sensitivity, school-based parent training programs on topics like understanding and promoting healthy 
development at home (e.g., establishing limits and consistent disciple, using praise for effort, modeling good behav-
iors) can have a significant, positive, and sustained effect on youth development (Durlak et al., 2007). O’Donnell, 
Kirkner, and Meyer-Adams (2008) found the involvement of low-income, urban parents may be highly dependent 
upon personal outreach efforts and relationship building, so parents promoting the courses and then leading other 
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Example: Excerpts from Raising Good Kids: A Solid 
Foundation Course for Parents (ADI, 2011):

We might quibble over the names of admirable qualities, 
or how they should be categorized, but if we focus on 
three characteristics—self-respect, respect for others, 
and responsibility—our job as parents may become 
clearer to us. 

We want our children to think, feel, and act with respect 
for themselves and for other people. We want them to 
respect themselves enough to expect the best of them-
selves and to take care of themselves. We want them 
also to be considerate of other people and appreciate 
other people’s good qualities and accomplishments. We 
want our children to accept responsibility for their own 
improvement and well-being; we want them also to be 
responsible for commitments they make to other people. 
We want them to be responsible for their actions and to 
fulfill their obligations. In short, most of the qualities we 
desire in our children fall under the headings “respect” 
and “responsibility.” Rather than worrying about the doz-
ens of positive qualities we may want for our children, 
let’s concentrate on responsibility and respect.

We often ask our children to “show their respect.” 
We mean that we want them to demonstrate through 
their behavior that they hold something or someone in 
esteem. To respect someone is to honor them, to show 
that we value them and think they are worthy. Placing 
high value or worth on someone implies that they have 
met a standard of value that we have set. Perhaps they 
are valuable simply because they are human beings; we 
show respect for humanity. Or they may possess special 
worth to us because they are older, because they are our 
parents or our teachers, or because they are especially 
good or talented people. Respect begins with a standard 
and is “shown” in our behavior relative to the person we 
hold in esteem. 

Self-Respect: First of all, we must respect ourselves. 
We hold ourselves to many different standards, and we 
respect ourselves for meeting some of these standards. 
We also respect ourselves for trying to meet standards, 
for trying to improve ourselves. Self-respecting people, 
when they feel they have not “measured up,” will assess 
their failure and try to do better. Self-respect comes 
from the underlying knowledge that we are valuable, we 
are worthy, and we are always capable of doing better. 

parents in multi-session small groups may appeal to 
them. 

The school might also sponsor a parent support group, 
during which parents introduce themselves and suggest 
topics or questions they might discuss together. Parents 
of younger students and those entering middle or high 
school will need to address different kinds of questions, 
so families can be grouped accordingly. Participating 
parents report that the opportunity to share values and 
get support from other parents has helped them in their 
parenting (Lickona, 1991). These parents have also sub-
sequently worked together to plan events for the school 
and community, providing the support system schools 
need to do effective character education (Lickona, 1991). 

Developing social and emotional skills and promoting 
respectful and responsible behaviors cannot be accom-
plished in isolation, either at home or at school. “Social 
and emotional competencies develop in dynamic re-
lationship with others as they are modeled, practiced, 
and reinforced across contexts” (Mart, Dusenbury, & 
Weissberg, 2011, p. 39). Teachers and other educators 
should regularly share information and create opportuni-
ties for families to communicate their insights, concerns, 
and hopes for their children; such attention to affective 
as well as academic concerns can build trust between 
the school and home. Communication should be child-
centered, constructive, clear and concrete (watch out for 
educational lingo and acronyms), and continuous (Mart 
et al., 2011).

Schools implementing character education programs or 
initiatives are offered this advice from leading research-
ers:

Schools that reach out to families and include them 
in character-building efforts greatly enhance their 
chances for success with students. They take pains 
at every stage to communicate with families—via 
newsletters, e-mails, family nights, and parent confer-
ences—about goals and activities regarding character 
education. To build greater trust between home and 
school, parents are represented on the character 
education committee. These schools also make a spe-
cial effort to reach out to subgroups of parents who 
may not feel part of the school community (Lickona, 
Schaps, & Lewis, 2007, p. 5)
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Parents help their children understand that they, the 
children, are valuable, worthy, and capable. Parents set 
standards, praise their children for meeting standards, 
and convince them that they are capable even when 
they fall short. 

Respect for Others: All people deserve a basic level of 
our respect, simply because they are people. We try 
to be fair to everyone and to avoid unnecessary harm, 
regardless of whether we like them or value much of 
what they do. We genuinely respect most people for 
their positive attributes, not merely because they are 
fellow humans. We admire their accomplishments, their 
good qualities. We try to see things from their point of 
view, so we can better understand them. We are consid-
erate of them. We give a little of ourselves—by helping 
them or treating them courteously—to show that we 
respect them. We also show our respect by holding high 
expectations for people we think are capable of meeting 
these expectations. Children learn how to show respect, 
in part, from watching how their parents treat other 
people, including the way parents treat their children. 
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Indicator: All teachers systematically report to parents the student’s mastery of 
specific standards-based objectives. (5611)

Classroom Instruction
Use sound homework practices and 
communicate with parents

Explanation: We live in a world of standards in education, and it is important that parents understand what stan-
dards mean and how their children are doing relative to standards. For each subject, and at each grade level, teach-
ers address standards-based objectives in their instruction. Teachers maintain records of each student’s progress in 
meeting those standards. Routinely reporting to parents the students’ progress relative to standards-based objec-
tives serves to inform parents about the meaning of standards and keep them abreast of their students’ progress. 
Schools typically provide a format for this reporting—often as part of report cards or through internet-based ser-
vices.

Questions: How do your teachers record their students’ progress toward standards-based objectives appropriate to 
their subjects and grade levels? Is this information reported to parents? How? How often? Does the school provide 
a common format and schedule for this reporting? Do parents have an opportunity to respond with comments and 
questions? Is this information discussed at parent-teacher conferences?

The information below goes beyond the meaning of this specific indicator and provides additional support and ideas 
for home-school communication. For more on family and community engagement, see: Redding, S., Murphy, M., & 
Sheley, P. (2011). Handbook on family and community engagement. Academic Development Institute: Lincoln, IL. 
Retrieved from www.schoolcommunitynetwork.org 

Students do not arrive at a school or in a classroom as a blank slate. No matter what grade is taught, the students 
who show up already have personalities, levels of learning and understanding, biases, experience, and knowledge 
about all kinds of subjects. Up until the time they reach school age, students are taught by parents, caregivers, rela-
tives, and a whole cast of characters who have moved in and out of their lives in their churches, neighborhoods, and 
families. To ignore what the student brings to the classroom and the knowledge that his or her family has about the 
student is to handicap yourself from the first day.

Parental/Family engagement is a relationship: It isn’t something the school “does” to the parent(s)/family. Parents 
need an opportunity to talk with the teacher about the rich history of their family and their student, and the teacher 
needs the opportunity to include the parent(s) in the learning world of the classroom. Hattie (2012) writes that par-
ents want to be involved in the education of their child; they may not know how to be a support for their child. This 
is the opportunity for the teacher to educate the parent(s) on what Hattie terms the “language of learning” (p. 188). 
Teaching parents the language of schooling, how to speak with teachers and other school personnel, how to help 
their child learn, and what criteria the teacher expects for success allows the parent to feel like an active and valued 
member of the student’s educational “team.”
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not achieve certain grade-level standards without special 
services and supports. For example, an IEP team may 
decide that a high school student who has a learning 
disability in the area of written expression needs extra 
supports to reach standards that depend on this skill. 
When an instructional team determines that the student 
will not be able to achieve a particular standard without 
special support, they move to step 2.

Step 2.  If the standard is not appropriate, determine 
what type of adaptation the standard needs. For each 
standard that will require support, the instructional team 
asks, Which is needed—accommodation or modifica-
tion?

Accommodation means that the content of the standard 
remains the same, but the method for demonstrating 
mastery of that content may be adjusted. For example, 
to meet science standards, a student may require an au-
diotape of lectures in science class because of difficulty 
in taking notes. In addition, he or she might need to take 
a social studies end-of-unit assessment orally. Although 
the format for answering questions would be different, 
the content of the questions would remain the same, 
and the student would be judged, like all other students, 
on the content of his or her responses.

Modification, in contrast, means changing the standard 
itself. A 3rd grade English language learner, for example, 
may have strong oral communication skills, but may not 
be ready to work on the grade-level standards for writ-
ing. For this student, the instructional team may decide 
to provide additional support in the area of writing and 
to expect the student to master 1st grade writing stan-
dards.

To determine whether a particular type of support is an 
accommodation or a modification, the instructional team 
must consider the circumstances of its use. An accom-
modation in one subject area might actually be a modi-
fication in another subject area. For example, consider 
extended time on assessments, one of the most com-
mon adaptations. If the purpose of the assessment is to 
measure the student’s knowledge and understanding of 
particular concepts, then extended time is an accommo-
dation. But if the assessment is designed to measure the 
student’s speed in problem solving, as is sometimes the 
case with certain math assessments, then the provision 
of extra time would likely be considered a modifica-

It is hard to ignore years of research which establishes 
the connection between student success and involving 
parents, Children benefit from communication between 
their parents and their teachers that flows in both 
directions. Students do best when parents and teachers 
understand each other’s expectations and stay in touch 
with one another regarding the child’s learning habits, 
attitudes toward school, social interactions, and aca-
demic progress. The school, through the leadership of its 
administration and the school’s policies and programs, 
can create an atmosphere conducive to communication 
and provide convenient opportunities for communica-
tion. Teachers are most inclined to initiate communica-
tion with parents when they perceive that administrators 
value such communication, their colleagues are support-
ive of parental involvement, and the parents seem ap-
preciative of the outreach. Communication between the 
school and the home is most effective when it flows in 
both directions, and schools should distinguish between 
efforts to inform parents and opportunities to communi-
cate with parents.

Regular and consistent communication with parents 
about what is expected of the student, the goals the 
teacher and student have set for the student, and how 
the student is progressing towards those goals will allow 
parents to support the student at home and reinforce 
the importance of learning to the student.

For Special Education

With a high-quality assessment system in place, schools 
can develop fair and accurate procedures for assessing 
and reporting on the achievement of exceptional learn-
ers. The following five-step model for assessing and 
grading exceptional learners provides a framework for 
accomplishing that goal. It also provides an excellent tool 
for educators and families as they prepare for individual-
ized education plans (IEPs), 504 plans, and ELL meetings.

Step 1.  Ask whether the standard is an appropriate ex-
pectation without adaptations.

For each reporting standard, the key question is, Can 
we expect the student to achieve this standard with-
out special support or changes to the standard? If the 
answer is yes, then no change in the grading process is 
needed, and the teacher grades the student with the 
same “ruler” he or she would use with any other student 
in the class. Some exceptional learners, however, may 
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tion. If the instructional team determines that a student 
needs only accommodations to reach a particular stan-
dard, then no change in the grading process is required. 
But if modifications are deemed necessary, the team 
goes through the remaining three steps of the model for 
this standard.

Step 3. If the standard needs modification, determine 
the appropriate standard. The appropriate standard is 
what the instructional team believes the student could 
reasonably achieve by the end of the academic year with 
special supports. The team records these modified stan-
dards as goals on the student’s IEP, 504 plan, or ELL plan, 
along with other goals the student may need to achieve 
in order to function in daily classroom routines. A stu-
dent with cognitive impairment, for example, may not be 
ready to work on 4th grade science standards in mineral 
identification. The IEP team may choose to develop sci-
ence standards on the skill of sorting and classifying that 
are fundamentally related to the 4th grade science stan-
dards but are also developmentally appropriate for this 
student. Similarly, a 9th grade English language learner’s 
plan may call for 7th grade vocabulary standards rather 
than 9th grade standards. Or a physically injured student 
may have a goal on a 504 plan that requires her to dem-
onstrate an understanding of the rules of a particular 
sport orally or in writing, but not through actual partici-
pation.

Step 4. Base grades on the modified standard, not 
the grade-level standard. It would be futile to grade a 
student on an academic standard everyone agrees the 
student will probably not meet. Take, for example, the 
student who has cognitive impairment and who is work-
ing on sorting and classifying objects by simple charac-
teristics rather than working on the grade-level expecta-
tion of mineral identification. There is no need to report 
a failing grade in science based on the student’s inability 
to identify minerals. Nor would it be fair or meaningful 
to simply add points for effort or behavior.

Instead, the teacher should grade the student on the 
standard the team determined was appropriate (for ex-
ample, Student will sort objects in science by size, shape, 

and color with 80 percent accuracy). The same is true for 
the English language learner who is working to build 7th 
grade vocabulary in a 9th grade class. Rather than adding 
points for homework or promptness in turning in assign-
ments, the teacher should grade the student using the 
same “ruler,” but on the 7th grade vocabulary standards 

that the instructional team deemed appropriate.

Step 5. Communicate the meaning of the grade. Finally, 
teachers need to provide additional information for 
modified standards, communicating what was actually 
measured. The report card should include a special nota-
tion, such as a superscript number or an asterisk, beside 
grades that reflect achievement on modified standards. 
The accompanying footnote might be worded, “based 
on modified standards.” The report card should direct 
families to a supplemental document, such as a progress 
report, that lists the modified standards on which any 
grade was based and a narrative of progress on each. 
This lets everyone know, as federal legislation requires, 
how the student performed on appropriately challenging 
learning tasks.

Source: Grading Exceptional Learners. Lee Ann Jung and 
Thomas R. Guskey. Educational Leadership. 67, February 
2010.

For English Language Learners

Schools must make it a priority to engage families and 
communities as partners in the education of English 
language learners in appropriate, relevant, and culturally 
responsive ways. Finders and Lewis (1994) explain that if 
educators convey to parents of ELLs that they value their 
culture, language, and knowledge about their children 
and their community, then parents will be more inclined 
to participate in a reciprocal relationship with the school, 
which will benefit ELL students. 

According to Waterman and Harry (2008), communica-
tion between parents of ELLs and schools must be sent 
home on a regular basis in the native language of the 
parents. They suggest that a variety of parents of ELLs 
be solicited to read written translations, ensuring that 
the parents are able to translate, and provide feedback 
to ensure that the communication is clear and culturally 
relevant. They also recommend using phone calls as a 
means to contact parents to provide alternate modes 
of communication. Finally, they suggest that teachers 
provide regular reports about student progress, which 
can be instrumental for encouraging parental involve-
ment and support for academic progress. Also, educators 
need to explain to parents of ELLs the process for how 
to follow-up with teachers, and they need to create easy 
methods for how parents can ask questions and raise 
concerns. Teachers should only assign homework to ELL 
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students that they can complete independently without 
parental assistance.
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Indicator: School staff creates and maintains a welcoming environment for families 
and community members. (5612) 

Evidence Review: 
“Communication may involve impressions created or words expressed…. A ‘customer-friendly’ school 

environment reflects how highly communication with parents is valued by school staff” (Graham-Clay, 
2005, p. 118). A positive school climate is crucial for schools to be successful. Students’ family members 
and other concerned community members often have their first contact within the school not with a 
principal or teacher, but with other school staff. It is vital that the importance of creating a welcoming 
atmosphere be part of induction and training for every school employee and volunteer. “Parents report 
that a welcoming process creates a sense of belonging” which, in turn, “motivates parents to be more 
active in their children’s schooling” (Henderson, Mapp, Johnson, & Davies, 2007, p. 50). To help 
accomplish this goal, the Solid Foundation® Resource Manual (ADI, 2011) recommends: “All staff—
including teachers, teachers’ aides, clerks, custodians, cooks, and others—greet visitors in the hallway in 
a pleasant and helpful manner to solicit their needs and to direct them to the office. Office staff greet 
visitors promptly, cheerfully, and helpfully.” Likewise, telephones are answered by staff who are pleasant 
and helpful. If the visitor doesn’t speak English well, staff quickly find someone who can interpret 
(Henderson et al., 2007). 

Even before families enter the school, they look for reassurance that they will be welcomed when 
they step through the door. Here are some signals: 

x Friendly signs (in all major languages spoken by your families) point out the entrance and say that
families and visitors are welcome.

x Parking sports for parents and visitors are clearly marked and are near (or at least not very far
from) the entrance.

x School staff and parents greet visitors in a friendly way and ask if they can help.
x Teachers, administrators, and other school staff go outside the building to greet and talk with

parents. (Henderson et al., 2007, p. 50)

In examining recent research, Jeynes found that, for schools to foster better parental involvement in 
education, “whether teachers, principals, and school staff are loving, encouraging, and supportive to 
parents may be more important than the specific guidelines and tutelage they offer to parents” (2011, pp. 
10-11). A welcoming climate and positive communication is even more vital for families of populations
considered “at-risk,” such as English learners, the economically disadvantaged, and those with disabilities
(Jeynes, 2010; Lo, 2008; St. Clair & Jackson, 2006; Vera et al., 2012).

A sense of community within a school must be carefully and intentionally built by making every 
member feel welcomed and honored and ensuring all are connected to the purpose of promoting student 
learning (Redding, 2011). This begins with a clear expectation that all school staff will address students, 
parents, and one another respectfully (ADI, 2011). 

Example from Constantino, 2003, as cited in Henderson et al., 2007, p. 52: 

“The Counter” 
Steven Constantino, a former principal, tells this story about his first day as a high school principal in 

Virginia: 



Walking into the front office, the new principal noticed the worn carpet, mismatched plastic chairs, 
and the clocks that told the wrong time. Then there was the counter. There is stood, fifteen feet long and 
four feet high, covered with peeling laminate, a man-made barrier between the school and those who 
dared to enter. Behind the counter were the tops of two heads. After a few minutes, he coughed. No luck.  

Finally, he said, “Good morning.” The secretary closest to him looked up and said, “Yes?” (He later 
learned that it was her job to greet people.) 

“I’m the new principal.” 
“Oh, your office is over there.” She pointed and went back to work. 
The message? Welcome to our broken-down school where we hope we will make you feel as though 

you are imposing on us. Please take a seat in the mismatched uncomfortable plastic chairs while we 
decide if we are going to help you or not. 

That afternoon, the counter was taken down, forever. 
 
Example from Ellis and Hughes, 2002, p. 46: 
 

Support Staff Roles and Responsibilities 
Much of a school’s support staff is considered the “front-line staff ” when it comes to partnership 

activities. The front-office staff are the first ones seen by visitors. The bus drivers pick up students near 
their homes and often meet family members. The cafeteria workers, janitors, playground monitors, school 
social worker, guidance counselor, nurse, and National Service members (AmeriCorps, VISTA, Senior 
Corps, and Learn and Serve) are often familiar with students in ways that the teachers never see. 

Below is a list of responsibilities that are critical in increasing student achievement and nurturing 
effective school–family–community partnerships. Review the list and rank how these are being done 
within your school. At the end of the prepared list is a place for you to include other responsibilities that 
you feel are important for support staff to perform. 

 

O S A O = Do Often, S = Do Some of the Time, A = Do a Little, Almost Never 

   “Front-line staff ” are included in training regarding school–family–community 
partnerships. 

   “Front-line staff ” are trained with teachers and administrators to work with family and 
community members. 

   A plan has been developed as to how “front-line staff ” will work with family and 
community members. 

   Front-office staff greet visitors warmly when they enter the main office (for instance, staff 
seem pleased to see them, smile, and use a pleasant tone of voice). 

   Front-office staff greet visitors individually when they arrive (for instance, saying hello, 
calling them by name, and introducing themselves). 

   
Office staff have set up a system to get phone messages to teachers including when to 
send phone calls to the teacher’s classroom, when to offer to take a message, when to 
give the caller information about times to call back and talk to the teacher, etc. 

   Other: 
 

   Other: 
 

   Other: 
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The school provides opportunities for members of the school community to meet for 
purposes related to students’ learning. (2887) 
  
Evidence Review:  

Herbert J. Walberg (1984) summarized the research on the family’s impact on learning. Walberg 
justified changes in education practices by asserting education’s connection to national economic 
development, and he did more than ask parent for their cooperation; he contended that schools should 
take the initiative in establishing partnerships with the home. “Research shows that both home conditions 
that are conducive to learning and the relationship of the home to the school have deteriorated in recent 
decades, but school/home partnership programs can bring about dramatic improvements,” Walberg 
stated (1984, p. 400). Walberg claimed not only that the home environment strongly affects a child’s 
learning; he proclaimed that schools could influence the home environment by establishing partnerships 
with families. 

A quarter-century of research has convinced most educators that influences of the home weigh heavily 
on a child’s achievement in school. Dissection of family life has produced various laundry lists of 
characteristics of an optimal home environment. Schools and other organizations are teaching parents to 
put into practice the components of family life that we call the “curriculum of the home.” This curriculum 
does not consist of subject matter but of patterns of habit formation and attitude development that prepare 
a child for academic learning and sustain the child through the years of schooling. The curriculum of the 
home “predicts academic learning twice as well as the socioeconomic status of families. This curriculum 
includes informed parent/child conversations about everyday events, encouragement and discussion of 
leisure reading, monitoring and joint analysis of televiewing, deferral of immediate gratifications to 
accomplish long-term goals, expressions of affection and interest in children’s academic and personal 
growth . . . .” (Walberg, 1984, p. 400). 

Joyce L. Epstein (1987) reiterated the idea that schools should take the initiative in procuring parent 
participation in the child’s schooling. Epstein masterfully summarized the research connecting parent 
involvement to effective education. She then set down specific actions that administrators, particularly 
principals, could take to enhance parent participation. “Administrators can help teachers successfully 
involve parents by coordinating, managing, supporting, funding, and recognizing parent involvement” 
(Epstein, 1987, p. 133). 

Programs to “involve” parents proliferated during the 1980s, seeking to improve student learning by 
bolstering the curriculum of the home, and engaging parents in the educational development of their 
children. James Comer, Dorothy Rich, and Joyce Epstein were among the education leaders who 
provided practical transitions from research to implementation. A meta-analysis by Wang, Haertel, and 
Walberg (1993) found home and community influences among the strongest contributors to academic 
attainment. Especially powerful were the influences of the family—the daily patterns of family life that 
encouraged learning and schoolwork. Various studies amplified this message by asserting its validity in 
particular settings and for specific school populations. Yap and Enoki (1995), for example, studied the 
effects of parental involvement efforts on the academic achievement of Chapter 1 students in Hawaii and 
concluded that parent programs that focused on involvement in the instructional process, increased 
home-based parental activities to reinforce student learning, and raised literacy skills of parents most 
directly impacted learning outcomes.  

The particular family behaviors that contribute to school learning can be neatly summarized; they 
surround the activities of reading (including parent-child discussion of reading), parent-child discussions 
of school and learning, homework and other study at home, and expectations, structures and routines 
regarding work, punctuality, and daily living (Davé, 1963). For some families, these behaviors come 



naturally; for others, they may be learned and adopted. The school, properly perceived as a community, 
can take the lead in making clear the kind of home environment that best supports school learning and 
providing support for parents who wish to align their family life with these behavioral correlates with 
school success. 

Despite a plethora of evidence that the home environment directly and powerfully affects school 
performance, and substantial, research-based programmatic efforts to improve home environments in 
ways that will benefit children’s learning, results have often been disappointing. Recent studies and 
hypotheses have pointed to mutations in traditional family structures as a reason for the intractability of 
home environments. David Blankenhorn (1995), for example, specifically targets the absence of fathers 
from family life—through higher divorce rates, dramatically increased numbers of out-of-wedlock births, 
and neglect—as a change in family make-up that has produced a number of social ills, including greater 
challenges to schools. 

Dana Mack draws upon the societal critique to explain pressures on families that make their attention 
to the advantageous patterns of behavior difficult: “. . . parents see the decline of social supports and the 
breakdown of families as symptoms of a larger phenomenon: the sudden and rapid decay of those stable 
social values that once fostered a protective culture of childhood” (Mack, 1997, p. 17). This unhinging of 
culture is reminiscent of Reisman’s description of the shift away from a tradition-directed context for 
childrearing.  

Thomas Lickona sees the same hamstringing of the family by larger forces at work in society, and 
singles out the school as the institution most likely to rectify the resulting loss to children. “Escalating 
moral problems in society—ranging from greed and dishonesty to violent crime to self-destructive 
behaviors such as drug abuse and suicide—are bringing about a new consensus. Now, from all across 
the country, from private citizens and public organizations, from liberals and conservatives alike, comes a 
summons to the schools: Take up the role of moral teachers of our children” (Lickona, 1991, p. 4-5). The 
school, then, is charged not only with the task of improving the home environment by influencing and 
educating parents, but with supplanting (or at least heavily supplementing) the home as a purveyor of 
morality and civil behavior. 
 
(To read the complete article and study, please visit http://www.adi.org/journal/ss01/Chapters/Chapter1-
Redding.pdf) 

Source: Sam Redding, The Community of the School, The School Community Journal. 
 
Evidence Review: 

Class meetings allow time for teachers and parents to learn from each other. They can be special 
events or part of open houses and back-to-school nights. Instead of discussing rules of behavior or filling 
out emergency forms, talk about your approach to teaching and ask families to brainstorm ways they can 
support their kids. Encourage discussions. Nuts-and-bolts information, such as class schedules and 
school supply lists, can be covered in handouts. Use the time to build relationships. 

Class meetings that follow can cover specific subjects and raise expectations. Consider devoting one 
meeting each to showing how you teach reading, writing, and math. Explain an assignment and give 
parents their students’ work. What standard did the assignment address? Show them the scoring guide 
you used and ask them to assess the work using the guide. Welcome hard questions: “What does this 
standard mean? How does this assignment reflect that standard? How do grades relate to standards?” 
Then talk about how parents can use scoring guides to discuss student work at home. 



Around midyear, ask parents what you think is going well in terms of their children’s learning. Ask if 
their children are having any problems or other concerns. Compare this to your experience in the 
classroom. Finally, ask parents what you could do to help them work with their children.  

 

In a study of Title I elementary schools, researchers found that teacher outreach to parents improved 
student progress in both reading and math. When teachers did these three things, student performance 
improved at a 40-50 percent higher rate: 

1. Met face-to-face with each family in their class at the beginning of the year. 

2. Sent families materials each week on ways to help their children at home. 

3. Telephoned routinely with news about how their children were doing, not just when they were 
acting up or having problems. 

Source: Anne Henderson, Karen Mapp, Vivian Johnson, and Don Davies, Beyond the Bake Sale: The 
Essential Guide to Family-School Partnerships 
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Indicator: The school implements a reliable and valid system-wide screening process for 

academics and behavior that includes the assessment of all students multiple times per year and 
establishes decision rules to determine those students in need of targeted intervention. (3411)

Classroom Instruction

Provide a tiered system of instructional 
and behavioral supports and 
interventions

Explanation: The evidence suggests that schools implementing a multi-tiered system of support for academics and 
behavior must conduct multiple rounds of school-wide screenings throughout the year. Screening all students not 
only allows teachers and administrators to track progress on class, school, and student levels, but it also allows for 

more accurate assignment of students to different tiers of supports. School-wide screening must be based on a 
system of established benchmarks and expectations, upon which instructional teams can measure student progress 
throughout the year.

Questions: How will the school assess student behaviors and academic progress throughout the year? Who will sit 

on the team to determine appropriate cut scores or benchmarks for each grade level? What will be the process for 

assignment to different tiers of supports? How will students be continually re-evaluated throughout the year and 
moved up or down tiers as needed? 

How do school-wide support systems address both academics and behavior?

Targeted interventions often live within a system of multi-tiered supports for students, in which a school regularly 
collects data on all students, to best identify how students are performing and what the school can do to help them 
improve. School teams then use this data to stratify students into instructional groups with different levels of sup-

port; Tier 1 typically refers to services provided to all students, while Tier 3 represents the most intensive supports 
that either lead to or include special education services (Prewett, et al., 2012). 

Data on student progress is collected throughout the year, and student placements are evaluated and adjusted as 

necessary – students can move up or down the tiers, as appropriate, towards the goal of succeeding with fewer 
intensive supports (Kansas Multi-Tier System of Supports). Different types of data can be collected to create a 
more comprehensive picture of a student’s strengths and needs. Prewett, et al. (2012) discuss how sources such as 
“screening scores, formative assessments, grade level standards, grades, [and] behavior indicators” can be used for 
decisions around the optimal class or group placement for a student (p. 144). Similarly, Gamm, et al. (2012) highlight 
the non-instructional data that can be used, including “levels of student engagement, disciplinary referrals, incident 
rates, attendance, tardiness, and suspensions/expulsions,” taking into consideration patterns of when and where 
incidents may occur (p. 13).

This strategy is typically called Response to Intervention (RTI), made popular by the 2004 reauthorization of the Indi-
viduals with Disabilities Education Act (IDEA), which “required a data-based decision making process for identifying 
and serving students who are referred for learning difficulties, including students who are English Language Learn-

ers” (Powers, et al., 2008, p. 41). RTI was used as a way of aligning the requirements of the No Child Left Behind Act 
(NCLB) and IDEA, making it beneficial for students in general and special education alike (Sugai and Horner, 2009).
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academic troubles may be masked by their behavioral 

challenges. Many students who are acting out and would 
typically be identified as needing additional supports 
may in fact be unmotivated or disengaged (Gamm, et al., 
2012; Prewett, et al., 2012). 

Universal screening also has benefits for the practice of 
teaching and learning throughout the school. If the vast 
majority of students are found to be struggling with a 

particular concept or within a particular year, the school 
team must look at the instruction occurring within those 
classrooms. Duffy (n.d.) writes that, “RTI takes the focus 
off individual student deficits and refocuses attention on 
the interaction between teaching and learning” (p. 3).

These considerations of context have implications for 
the identification of children for different tiers or special 
services. The unfortunate truth is that students of color 
and from different linguistic backgrounds have been dis-

proportionately represented in special education class-

rooms; RTI and MTSS offer a systematic method of en-

suring that only the students who need those supports 

will receive them. When schools faithfully executed this 
model and worked together as instructional teams, there 
was a significant difference in the number of minority 
students being referred to special education services, as 
RTI dissuaded referrals for students whose academic or 

behavioral struggles were for reasons other than a learn-

ing disability or challenge (Powers, et al., 2008). Shapiro 
& Clemens (2009) comment that, “RTI holds promise for 
improving the ‘accuracy’ of student referrals for special 

education evaluation (p. 3). 

What is Needed to Make Decisions Based on Screening 

Data?

In order for schools to begin implementing a multi-tiered 
system of supports for its students, they must first shift 
their thinking about the needs for intervention. Instead 
of looking at student-level deficits, schools must “look at 
1) comprehensive curricula and 2) specific teaching inter-
ventions in each classroom to see if it meets the needs 
of the kids” in those classrooms (Hoover & Love, 2011, p. 
41). While students’ performance and ability levels are 
certainly important, school teams must instead “directly 

assess students’ responses to academic tasks, rather 

than assessing cognitive processes” (Powers, et al., 2008, 
p. 50). This puts the locus of control back with teacher, 
allowing for the adjustment of instructional practices 
before a referral or diagnosis of particular students. 

RTI usually relates only to student academic perfor-

mance, but an umbrella term, multi-tiered systems of 
support (MTSS), encompasses both instructional and 
academic behavior (Gamm, et al., 2012). Vaillancourt, 
et al. (2013) note that providing social-emotional sup-

port for students as well as proactive services for their 
well-being also leads to improved academic outcomes. 
Similarly, Gamm, et al. (2012) write that, “the intentional 
shift in terminology to a multi-tiered system … is meant 
to integrate both academics and behavior as uniformly 

critical to student success in our educational system” (p. 
3). 

Benefits of Universal Screening

When schools implement tiered intervention systems to 
provide students with the appropriate level of behavioral 

and academic support, it is critical that they first collect 
data on all students so that they are properly identify-

ing those with special needs or those who could simply 

benefit from improved or different types of instruction 
(Hoover & Love, 2011). Powers, et al. (2008) write, “To 
provide timely assistance, academic achievement data 
on every student in a school must be collected and 

compared to identify students who are failing to profit 
from general education instruction and curriculum” (p. 
49). While RTI methods can be a means for identifying 
students with learning disabilities, they can also provide 
early warning signals for students who may need addi-

tional supports in the general education setting (Duffy, 
n.d.). 

Previous methods of identifying disabilities focused on 
what individual students could and could not do; MTSS 
instead focuses on how students perform in response to 

the instruction they receive (Powers, et al., 2008). Teach-

ers are trained to look at underperformance first and 
foremost as an issue of instructional quality, as opposed 
to an issue with a particular child. This mindset shift also 
helps to reduce biases that are typically present in a 

model based on student deficits; as a result, the overrep-

resentation of racial and linguistic minorities in special 
education may be reduced through MTSS (Duffy, n.d.; 
Hoover & Love, 2011). 

Professional development for school staff, emphasizing 
both a greater awareness of behavioral variation across 
cultures and the instructional strategies that best ad-

dress those behaviors, is critical for the system to func-

tion as designed. This is also helpful for students whose 
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Sugai and Horner (2009) have identified four steps of 
the process in a multi-tiered system, for both behaviors 
and academics: 1) collecting data, 2) establishing de-

sired outcomes or objectives, 3) choosing instructional 
practices that have proven to be effective, and 4) put-
ting systems and supports in place for the implementa-

tion phase. Steps 2 and 3 are especially important and 
often overlooked. Most schools collect data and use it 
to judge a student’s performance based upon grade-

level standards. However, it is critical for schools to align 
these scores and standards to their systems of proven 

interventions. Instead of a student simply being deemed 
below level and put at risk of special education identifi-

cation, a MTSS would immediately assign that student 
to a corresponding level of intervention. If that student 
fails to respond to a series of interventions, then special 
education can be considered (Gamm, et al., 2012). 

This is not a static process; it is necessarily iterative 
because data is collected at least three times each school 
year. Fuchs and Fuchs (2006) refer to progress moni-
toring as “a form of dynamic assessment because its 

metric is change in students’ level or rate of learning” (p. 
94). The Kansas MTSS (2013) consequently encourages 
leadership teams to continually review the objectives 
they put in place, whether they are in the form of cut 

scores, decision rules, or guidelines for how students 

move across groups. Student placements are expected to 
be fluid as teams assess how they do or do not respond 
to different levels of intervention. With these systems in 
place, the onus is on the instructional staff and leader-
ship to make informed decisions and appropriate chang-

es to practice to benefit each student academically and 
behaviorally.

References and resources
Benner, G., Kutash, K., Nelson, J. R., & Fisher, M. (2013). 

Closing the achievement gap of youth with emo-

tional and behavioral disorders through multi-tiered 
systems of support. Education and Treatment of 
Children, 36(3), 15–29. Retrieved from https://www-
researchgate-net.proxy.library.vanderbilt.edu/profile/
Gregory_Benner/publication/258030927_Closing_
the_achievement_gap_of_students_with_emotional_
and_behavioral_disorders_through_multi-tiered_sys-

tems_of_support/links/00b4952af651b71761000000.
pdf

Duffy, H. (n.d.) Meeting the needs of significantly strug-

gling learners in high school: A look at approaches 
to tiered intervention. National High School Center. 

Retrieved from http://files.eric.ed.gov.proxy.library.
vanderbilt.edu/fulltext/ED501084.pdf

Fuchs, D., & Fuchs, L. (2006). Introduction to response to 
intervention: What, why, and how valid is it? Read-

ing Research Quarterly, 41(1), 93–99. Retrieved from 
http://www.jstor.org/stable/4151803

Gamm, S., Elliott, J., Wright-Halbert, J., Price-Baugh, 
R., Hall, R., Walston, D.,...Casserly, M.  (2012). Com-

mon core state standards and diverse urban students: 

Using multi-tiered systems of support. Council of the 
Great City Schools. Retrieved from http://www.cgcs.
org/cms/lib/DC00001581/Centricity/Domain/87/77-
-Achievement%20Task%20Force--RTI%20White%20
Paper-Final.pdf

Hoover, J., & Love, E. (2011). Supporting school-based re-

sponse to intervention: A practitioner’s model. Teach-

ing Exceptional Children, 40(3), 40–48. Retrieved from 
http://tcx.sagepub.com.proxy.library.vanderbilt.edu/
content/43/3/40.full.pdf

Kansas Multi-Tier System of Supports. (2013). Kansas 

MTSS. Retrieved from http://www.gckschools.com/
officeoflearningservices/mtss/READ_IMP_BLT_GUIDE.
pdf

Lembke, E., & Stichter, J. (2006). Utilizing a system of 
screening and progress monitoring within a three-

tiered model of instruction: Implications for students 
with emotional and behavioral disorders. Beyond 

Behavior, 3–9. Retrieved from https://www-re-

searchgate-net.proxy.library.vanderbilt.edu/profile/
Janine_Stichter/publication/234758607_Utilizing_a_
System_of_Screening_and_Progress_Monitoring_
within_a_Three-Tiered_Model_of_Instruction_Impli-
cations_for_Students_with_Emotional_and_Behav-

ioral_Disorders/links/54e66d310cf2cd2e028efa92.
pdf#page=3

Luiselli, J., Putnam, R., Handler, M., & Feinberg, A. 
(2005). Whole-school positive behaviour support: 
Effects on student discipline problems and academic 
support. Educational Psychology, 25(2–3), 183–198. 
Retrieved from http://nhcebis.seresc.net/document/
filename/348/PBIS_-_Impacts_on_Discipline_and_Ac-

ademic_Performance.pdf
Powers, K., Hagans, K., & Busse, R.T. (2008). School psy-

chologists as instructional consultants in a response-
to-intervention model. The California School Psycholo-

gist, 13, 41–53. Retrieved from http://files.eric.ed.gov.
proxy.library.vanderbilt.edu/fulltext/EJ878350.pdf



4

Wise Ways®

Prewett, S., Mellard, D., Deshler, D. D., & Stern, A. (2012). 
Response to intervention in middle schools: prac-

tices and outcomes. Learning Disabilities Research 
and Practice, 27(3), 136–147. Retrieved from http://
onlinelibrary.wiley.com.proxy.library.vanderbilt.edu/
doi/10.1111/j.1540-5826.2012.00359.x/epdf

Sayeski, K. L., & Brown, M. R. (2011). Developing a 
classroom management plan using a tiered approach. 
Teaching Exceptional Children, 44(1), 8–17. Retrieved 
from http://login.proxy.library.vanderbilt.edu/
login?url=http://search.proquest.com.proxy.library.
vanderbilt.edu/docview/887546635?accountid=14816

Shapiro, E., &Clemens, N. (2009). A conceptual model for 
evaluating system effects of response to intervention. 
Assessment for Effective Intervention, 35(1), 3–16. 
Retrieved from http://aei.sagepub.com.proxy.library.
vanderbilt.edu/content/35/1/3.full.pdf

Stuart, S. K., & Rinaldi, C. (2009). A collaborative planning 
framework for teachers implementing tiered instruc-

tion. Teaching Exceptional Children, 42(2), 52–57. Re-

trieved from http://login.proxy.library.vanderbilt.edu/
login?url=http://search.proquest.com.proxy.library.
vanderbilt.edu/docview/201141625?accountid=14816

Sugai, G., & Horner, R. (2009). Responsiveness-to-inter-
vention and school-wide positive behavior supports: 
Integration of multi-tiered system approaches. Excep-

tionality, 17(4), 223–237. Retrieved from http://www-
tandfonline-com.proxy.library.vanderbilt.edu/doi/
pdf/10.1080/09362830903235375

Vaillancourt, K., Cowan, K., & Skalski, A. K. (2013). Provid-

ing mental health services within a multi-tiered system 
of supports. Depression in Children and Adolescents: 

Guidlelines for School Practice. Retrieved from http://
www.schoolturnaroundsupport.org/sites/default/files/
resources/handout_MTSS_key_points.pdf

©2016 Academic Development Institute 



Wise Ways®

Core 
Function

Effective 
Practice

Center on

in

Pantone7473c/7462c/7542c

Indicator: The school implements a tiered instructional system that allows teachers to deliver 
evidence-based instruction aligned with the individual needs of students across all tiers. (3412)

Classroom Instruction

Provide a tiered system of instructional 
and behavioral supports and 
interventions

Explanation: The evidence suggests that the locus of control in a multi-tiered system of support is on classroom 
instruction. Schools must ensure that each of its teachers is faithfully implementing effective teaching practices and 
aligning them to the same standards and skills as their peers teaching other tiers of intervention. With a focus on stu-
dent response to instructional practices, as opposed to student deficits or failures, then schools improve the success 
rates of struggling students and the accuracy of identifying students who truly have disabilities.

Questions: How does the principal plan to have difficult conversations around instructional quality and necessary 
changes? What plans and structures are in place to ensure alignment of instructional strategies and approaches? 
What sources of training and professional development are available for teachers who may be struggling them-
selves? 

How does a tiered system of academic supports impact instruction for all students? 

Tiered supports are typically depicted in a pyramid – with the universal interventions forming the base and the select 
group of students needing the most support at the peak. This figure illustrates that Tier 1 interventions are provided 
to 100 percent of the population, “supplemental interventions” service 10-15 percent of students, and “intensive in-
terventions” are provided to approximately 3-5 percent of students (Dulaney, et al., 2013). While this graphic is help-
ful for understanding the distribution of services, it assumes a separation between groups of students and service 
providers. There is also a misconception that Tier 3 is exclusively for students with identified special needs, but this 
is not always the case (Prewett, et al., 2012). A multi-tiered system of supports actually strives to better align those 
groups into a school-wide academic model (Dulaney, et al., 2013). 

This system also establishes the general education classroom as a reference point for student performance (Ardoin, 
et al., 2005). The first step to intervention is to identify students who need supports and attempt to provide them 
within the general education setting, such as peer tutoring or small group instruction (Chard, 2012; Prewett, et al., 
2012). Fuchs and Fuchs (2006) write that for students who are identified as needing additional services, it is their 
responsiveness to the general education curriculum that is monitored and used as a determinant of tier placement. 
The second and third tiers of support must be viewed as supplemental to, not in lieu of, the instruction of the general 
education classroom (Gamm, et al., 2012). 

Why is quality instruction such a critical factor?

Chard (2012) highlights that a student’s success in a higher tier is largely dependent on the quality of services pro-
vided in Tier 1; consequently, the effectiveness of instruction is a primary focus when implementing a tiered system. 
Previous poor instruction can be the cause of student learning difficulties, often leading to misidentification for spe-
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Because of their critical influence on student perfor-
mance, this model seeks to frame student performance 
in terms of classroom practices, as opposed to student 
ability. Hoover and Love (2011) write that, “An in-depth 
understanding of the key components of an RTI model 
focuses the attention of educators on quality-of-in-
struction issues, rather than on learner deficits” (p. 44). 
This stands in sharp contrast to a common approach to 
student intervention, in which students must be referred 
for services based on low performance or challenges 
(Powers, et al., 2008). As Powers, et al. (2008), note, 
this requires “a focus on determining eligibility rather 
than identifying and monitoring instructional interven-
tions” (p. 43). By choosing to focus on student responses 
to teachers’ instructional practices, individual student 
deficits are only considered as factors for individualizing 
instructional interventions to meet their needs (Duffy, 
n.d.; Ardoin, et al., 2005; Fuchs and Fuchs, 2006). 

In this way, tiered interventions are simply means of 
intensifying and tailoring instruction to support students 
with additional needs. They should not, as often is the 
case, become representations of groups of students or 
specific educational programs (Gamm, et al., 2012). The 
higher tiers of supports simply adapt the educational 
services being provided – students might have additional 
time, meet more frequently, or work in smaller groups of 
students as they receive more intensive supports (Fuchs 
& Fuchs, 2006). It is therefore important to intensify and 
customize interventions before changing or discontinu-
ing them for students who are not demonstrating prog-
ress (Prewett, et al., 2012; Kansas MTSS, 2013). When 
students’ academic achievement does not improve after 
these iterations, then a referral to special education may 
be appropriate (Powers, et al., 2008; Hoover & Love, 
2011; Gamm, et al., 2012). 

As a result, schools that have faithfully implemented the 
MTSS process have seen reductions in the dispropor-
tionality of special education referrals. Students from 
racial and linguistic minority groups were less likely to be 
referred to special education programs when their prog-
ress was monitored and their interventions were tailored 
(Powers, et al., 2008). The process allowed teachers to 
better determine if a student’s academic challenges were 
due to other factors than a learning disability, such as 
motivation, cultural norms, or linguistic barriers (Ardoin, 
et al., 2005; Hoover & Love, 2011; Gamm, et al., 2012; 

cial education services. The Kansas MTSS Guide (2013) 
notes: 

Even outstanding supplemental and intensive inter-
ventions cannot serve to support students who are 
failing because of issues within the core curriculum. 
The issues with core instruction and curriculum 
should be addressed prior to focusing on new or ad-
ditional interventions. (p. 7)

Hoover and Love (2011) note that educators must learn 
to distinguish between issues with the overall curriculum 
or the specific teaching practices within classrooms to 
determine which needs adjustment to better meet the 
needs of students. The strategies that they do employ 
must be based on evidence of effectiveness, and the 
curricular materials and design that they choose must 
be rooted in research (Duffy, n.d.; Stuart & Rinaldi, 2009; 
Hoover & Love, 2011; Kansas MTSS, 2013). Knowing 
which strategies and materials to use and how to adjust 
them when they are not meeting student needs, as well 
as ensuring that implementation is consistently high 
across classrooms, are crucial for the success of MTSS 
(Stuart & Rinaldi, 2009). Gamm (2012) refers to this 
as a problem-solving process of matching appropriate 
instructional resources to student needs. 

The alignment of resources and practices with other pro-
viders is therefore a critical point of emphasis in a tiered 
system. Without this alignment, struggling students can 
sometimes receive different instructional approaches 
from their teachers in each tier, potentially causing more 
confusion and less progress for the students (Chard, 
2012). Special educators and general educators must 
collaborate to understand and coordinate the instruction 
occurring within the other tiers to maximize their effec-
tiveness for students (Hoover & Love, 2011).

How do tiered interventions provide more equitable and 
effective services for students?

Dulaney, et al. (2013) cite the guide for the Kansas model 
of Multi-Tiered System of Supports (MTSS) to explain the 
model’s focus on instruction. The guide states: 

The MTSS framework is broader than response to 
intervention or problem solving alone. It establishes 
a system intentionally focusing on leadership, profes-
sional development, and empowering culture within 
the context of assessment, curriculum, and instruc-
tion. (p. 32)
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Prewett, et al., 2012). This process also allows students 
who do have a diagnosed learning disability to receive 
the appropriate special education services earlier in their 
academic careers and prevent patterns of failure and 
struggle (Chard, 2012; Gamm, et al., 2012). 
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Indicator: The school’s tiered instructional system includes documentation that describes what 
interventions are provided and how interventions are selected and assigned to students and how 
fidelity will be monitored. (3413)

Classroom Instruction

Provide a tiered system of instructional 
and behavioral supports and 
interventions

Explanation: The evidence suggests that the many processes, data records, and instructional decisions of a multi-
tiered support system must be documented to ensure quality implementation. Each step of the process – initial 
student assessment, determination of cut scores, sorting and assignment of students to intervention groups, and 
continual review of progress – must be documented and aligned among educators and service providers. The more 
organized and aligned the internal systems are, the more likely students are to benefit from true intervention and 
quality instruction.

Questions: How will instructional teams record their meeting discussions and decisions? How will these structures 
help service providers (Title I interventionists, special educators) and general educators align interventions for the 
same students? Where will the records be housed, and who will be able to access them? 

Why is documentation so critical for a multi-tiered system?

A multi-tiered system of supports is a complex mechanism used to review the performance of all students within a 
school, compare performance and identify at-risk students, place those identified students in appropriate instruc-
tional interventions, and continually monitor their progress and adjust their interventions as their performance 
changes. A common thread throughout these many steps is to ensure that the quality of instruction is consistently 
high across the school building and is aligned across tiers of support (Stuart & Rinaldi, 2009). With so many steps 
in this process and so many members of the collaborative teams, schools must find means of documenting student 
progress and assignment to interventions. Quality systems of documentation will allow for smoother implementation 
and a more effective process to help students grow. 

However, when steps of this process are misaligned, it can actually exacerbate challenges for students. When adults 
have not properly collaborated or organized their systems for intervention, their attempts will lose effectiveness for 
children. Chard (2012) writes: 

Some evidence suggests that misalignment of Tier 1 and Tier 2 instruction resulted in vulnerable learners receiv-
ing multiple instructional approaches from multiple instructional programs, sometimes up to five different pro-
grams per week. (p. 200)

Newman-Gonchar, et al. (2009) also discuss the need for alignment and coordination between educators and service 
providers, specifically general educators, Title I interventionists, and special educators, who often serve the same 
students in multiple settings. They cite Will (1986) about the critical need for shared and comprehensive documenta-
tion: 
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intervention logs that track performance data, as well as 
anecdotal information that helps to contextualize stu-
dent performance, such as absenteeism. These logs are 
kept for all students receiving interventions and provide 
a central location for that particular intervention group’s 
information (Kansas MTSS, 2009). 

A hallmark of the multi-tiered system of support model 
is that data is not only collected, but it is routinely re-
viewed and made actionable. The feedback process, in 
which instructional teams regularly look at the progress 
students are making on assessments and in intervention 
groups, is essential for holding teachers accountable to 
high quality instruction and for determining whether 
students need less or more intensive supports (Stuart & 
Rinaldi, 2009). Without proper documentation of past in-
terventions, continual efforts and previous performance, 
these ongoing reviews would be nearly impossible to 
complete. As a result, the effectiveness of the model 
would be jeopardized, and students would not receive 
the individualized supports that such a system promises.
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substantive communication and shared responsibil-
ity between special education and general education 
practice can be reached. (Newman-Gonchar, et al., 
2009; p. 9)

What steps and data need to be documented?

First and foremost, a multi-tiered system of supports 
is based on data. Schools often use data from multiple 
sources for every child in the building to appropriately 
identify students who are struggling behaviorally or aca-
demically (Newman-Gonchar, et al., 2009; Chard, 2012). 
These screening tools must be documented in a way that 
allows teachers to analyze their results, as well as the 
progress shown between testing dates (Fuchs & Fuchs, 
2006). Consequently, instructional teams must have ac-
cess to reports at a variety of levels – school-wide, grade 
level, classroom, and individual student – to examine 
patterns and root causes, as well as to determine appro-
priate interventions (Kansas MTSS, 2013). 

Before interventions can be determined, teams must de-
cide on benchmarks or cut scores within the data to help 
guide student placement and subsequent instructional 
strategies (Stuart & Rinaldi, 2009). This allows teams 
to do an initial sort of students based on performance 
on assessments. This preliminary grouping can help to 
narrow the group of students needing more intensive 
instruction and support; from this narrowed list, the 
instructional teams can begin to make recommendations 
and decisions about the appropriate intervention for 
each child (Stuart & Rinaldi, 2009; Chard, 2012). How-
ever, without properly documenting the benchmarks as 
well as the results of the sorting, schools will not have 
references to past decisions and interventions in subse-
quent progress monitoring cycles. 

It is therefore critical to document the meetings that 
occur to review the data and make instructional deci-
sions for students, so that there are records of decisions, 
placements, and previous attempts at intervention. With 
these accurate and comprehensive records, school teams 
can continually refer back to previous data and decisions 
to assess student progress and determine next steps 
for their academic program. The Kansas Multi-Tiered 
System of Support requires collaborative teams to keep 
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Indicator: Monitoring: The school implements a system-wide monitoring process (such as practiced in 
Kansas MTSS) that utilizes collaborative instructional teams who meet regularly to review student data 
from screening, progress monitoring, and outcome assessment to identify next steps for instruction for 
students across all tiers. (3410) 

Explanation: When looking for a way to support all students in the areas of academics and behavior, 
teams may choose to implement a Multi-Tiered System of Supports (such as Kansas MTSS) to meet the 
needs of all students. Even with the best of intentions, educational systems are not always as cohesive 
as desired. In many instances, educators and parents have been frustrated by the process of accessing 
support for students who are advanced learners as well as those who are struggling. A significant aspect 
of changing to a multi-tier system involves a shift in thinking about how a system responds to student 
needs. In this type of multi-tiered system thinking shifts from matching students to programs to becoming 
focused on understanding student needs and designing services and supports to meet those needs. In a 
Multi-Tiered System of Supports (such as Kansas MTSS) a framework based on prevention, early 
intervention, and support for all students is created. This approach is not tied to a specific content or 
curriculum. However; the curriculum, programs, instructional practices, or assessments chosen by 
schools must be supported by the highest quality of research available. 
 
 
A multi-tiered system (such as Kansas MTSS) is designed to be a coherent continuum of evidence-
based, system-wide practices to support a rapid response to academic and behavioral needs. Frequent 
data-based monitoring for instructional decision making which empowers each Kansas student to achieve 
high standards.  
 
The process of creating a multi-tiered system of support (such as Kansas MTSS) is neither a quick fix nor 
the adoption of new rhetoric. It is a thoughtful and intentional redesign of educational practices and 
supports provided by general education and entitlement programs, such as Title I and special education, 
to ensure that the individual needs of all students are being met in the most effective and efficient way 
possible. The design and implementation of the Kansas MTSS is a multi-year process. The Kansas Multi-
Tier System of Supports: Structuring Guide supports schools in the creation of an MTSS. Additional 
guides are available to support efforts as the system moves into Implementation and Refinement. 
Creating the structures necessary and implementing an integrated and sustainable multi-tier system 
(such as Kansas MTSS) is a process that is likely to take two to five years, depending on current 
practices and structures within a building. 
 
In a multi-tiered system of supports (such as Kansas MTSS) committed building and/or district leadership 
teams must focus on the alignment of all available resources and practices within a building or district.   
To achieve this, Kansas MTSS requires leadership teams to agree to the following non-negotiable 
conditions:  
 

x There must be a district leadership team if the MTSS effort is district driven.  
x Active participation of the building administrator on the building leadership team is necessary to 

provide leadership, support, and authority to the team.  
x Membership of the leadership team includes individuals with decision-making authority over 

curriculum, instruction, and assessments. This enables teams to have discussions and take 
action as opposed to having to require external approval of their work to move forward.  



x The MTSS needs to be designed to support the learning of all students, not only students who 
are struggling to learn.  

x The acceptance and use of the required practices for the MTSS Implementation of the content 
area chosen must be embraced by all school staff. 
 

The Kansas MTSS framework is built upon strong educational practices that should be at the center of all 
instruction.  
 
 
Question: Has the multi-tiered system built in time for collaborative instructional teams to meet frequently 
to review student data and make instructional decisions in a systematic way (e.g. using established 
decision rules)? 

 

Data-based decision making and the use of a problem- solving process are inherent within a well-
functioning multi-tiered system (such as Kansas MTSS). Consistent with the message that Kansas has 
been promoting for many years, buildings and districts are encouraged to utilize a problem-solving 
approach as they use data to guide decision making when creating, implementing, and refining as MTSS.   
It is through the use of data-based decision making that a Self-Correcting Feedback Loop, as discussed 
in more detail in Kansas MTSS training, is effective.  In a Self-Correcting Feedback Loop, data is used to 
guide initial efforts in the design of the system to determine whether the system is achieving the desired 
results and to guide refinement of the system until the desired results are achieved. Lastly, an MTSS 
framework must have integration and sustainability, so that all aspects of the system support and sustain 
student learning. 

Progress monitoring is conducted within the multi-tiered system (such as Kansas MTSS) to inform staff of 
students’ growth in content knowledge and skills. Monitoring progress regularly and using the data to 
make instructional decisions results in students making more academic progress than when teachers do 
not use progress monitoring. Teachers' accuracy in judging student progress increases when progress 
monitoring is used consistently (Stecker & Fuchs, 2000). 
  
In Kansas MTSS students in the core (Tier 1), are progress monitored through the use of common 
formative assessments administered throughout the year. These assessments are tied to content area 
instruction and help teachers determine whether students have learned the concepts and skills taught so 
that instruction may be adjusted to re-teach concepts or provide additional practice on skills not yet 
mastered.  
For students receiving supplemental (Tier 2) and intensive (Tier 3) instruction, progress-monitoring data 
are collected much more frequently and are used to chart the growth of individual students. Progress 
monitoring for students receiving supplemental or intensive instruction answers two questions:  
1. Is the instructional intervention working?  
2. Does the effectiveness of the intervention warrant continued, increased, or decreased support?  
 
The tools recommended for progress monitoring include the same tests as the universal screener that 
was originally used to identify students requiring interventions (Torgesen, 2006). These curriculum-based 
measurements (CBM) are recommended because they (1) measure small increments of change, (2) have 
sufficient multiple forms to allow for frequent (weekly or bi-weekly) administration (20 to 30 alternate forms 



is sufficient), and (3) provide data that may be used to create growth charts of the students’ learning over 
time.  Evidence also indicates strong effects on students’ reading, spelling, and mathematics 
achievement when teachers rely on CBM for progress monitoring, especially when teachers graph scores 
to help plan instruction (Fuchs & Fuchs, 2002). Having students chart their own progress can also 
increase motivation and participation (Bos & Vaughn, 2006). The ultimate goal of the MTSS is to return 
the student to a less intensive level of support as soon as possible while continuing to monitor the 
student’s progress in case the need for additional supports re-emerges.  
 
Progress monitoring for students receiving supplemental and intense instruction is critical so that teachers 
can determine if the intervention is working or needs to be adjusted. The assessment instrument chosen 
for progress monitoring must be able to measure the reading skills being taught in the intervention being 
provided. Therefore, appropriately matching the progress-monitoring measure and the intervention is 
critical to ensuring student progress. Collecting and graphing progress-monitoring data over a series of 
weeks will provide a visual pattern of skill acquisition for students receiving additional support. Most 
recommendations on the frequency of progress monitoring indicate the need to collect data every two to 
three weeks for students receiving supplemental instruction and weekly for students receiving intense 
instruction.  
 
For preschools in a multi-tiered system (such as Kansas MTSS) universal screenings are often measured 
through general outcome measurement (i.e. myIGDIs or C-PALLS) and are used in conjunction with 
mastery monitoring assessments as a means to assess and monitor the progress of students receiving 
more intensive instruction in Tier 2 and Tier 3. Progress monitoring for this age group is conducted much 
less frequently than for students in the elementary and secondary grades.  

In Kansas, direct support for the development of progress monitoring for academics and behavior within a 
multi-tiered system is available as part of the Kansas MTSS Training System which can be accessed 
through the training tab at www.kansasmtss.org . 
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Indicator: The school provides all students with opportunities to enroll in and master 
rigorous coursework for college and career readiness. (5574)

High School/
Opportunity to Learn

Prepare students for post-secondary 
options

Explanation: The evidence review suggests that the rigor and quality of the high school classes have a definite 
impact on student access to and future success in college.  A high school curricula that increases college prepared-
ness includes dual credit, advanced placement, and international baccalaureate offerings.  In addition, these classes 
must be equitably assessable to all students and taught by highly qualified teachers properly trained in the content 
and strategies necessary to teach these offerings.  It is imperative that the entire school staff espouse a culture of 
achievement and implement the academic supports needed for students to succeed.  

Questions: What process will the school use to determine and offer dual credit, advanced placement and interna-
tional baccalaureate classes?  How will the school ensure equitable access for all students to these classes?  How will 
the LEA support teachers to equip them with the skill sets necessary to teach a college ready curriculum?  How will 
the school promote an achievement oriented culture?  How will the school support students who are challenged by 
the rigors of college level work?  What considerations has the school given to partnering with local higher education 
institutions to generate additional entry points for high school students to college level classes?

In the current educational landscape, college and career readiness and academic rigor are common discussion topics 
for policymakers. However, there is a documented desire for these things among educators and students as well. 
Burris, et al. (2008) discuss a seminal 2005 study that found that over three-quarters of the 1,500 public high school 
students studied felt that they were not prepared for college and they were not challenged in their high school 
coursework. These students also felt that if their schools had provided them with higher expectations and opportuni-
ties for more demanding work, that they would have delivered. The implication of this study is that many students 
are being grossly underestimated and underprepared for life beyond high school. 

At the same time, the expectations of college admissions offices are steadily increasing. Because of their prevalence 
and popularity, Advanced Placement (AP) courses and others like them have become a proxy or signal for ability and 
achievement, whether accurate or not Kyburg, et al., 2007; Klopfenstein & Thomas, 2009). Klopfenstein and Thomas 
(2009) write that as of 2006, over 90 percent of higher education institutions surveyed took students’ participation 
in advanced coursework like AP into account when making an admissions decision. High school grade point average, 
often affected by the weights given to honors or AP courses, is the top point of consideration for admissions officers. 
If these types of courses are not available to students, or if they are not properly supported to succeed in them, they 
are at an inherent disadvantage in college admissions.

Adelman (2006) writes that student completion of their high school college-preparatory requirements is “the culmi-
nation of opportunity, advisement, choice, effort, and commitment” (p. 9). There are three key aspects of the work 
of adequately preparing all students for college and careers. First, there must be high expectations from school staff 
for all students to achieve. Second, all students must have opportunities available to them to pursue higher-level 
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Often, teachers must undergo training and radically shift 
the content and methods of their instruction. A few op-
tions have become especially popular, as they are widely 
used and pre-designed. The most prevalent options for 
college-level coursework are Advanced Placement and 
International Baccalaureate programs.

Advanced Placement (AP) is a program of individual 
college-level courses that culminate in an exam that can, 
depending on a student’s score and postsecondary insti-
tution, substitute for college credits. International Bacca-
laureate (IB) provides a holistic experience of academic 
rigor and personal growth to juniors and seniors (Kyburg, 
et al., 2007; Mayer, 2008). IB programs in schools must 
be certified by the international board and lead to a 
special diploma for enrolled students. They also require 
significant training for teachers (Burriss, et al., 2008). 
While AP schools can choose which AP courses they will 
offer, the IB program is a complete package, offering in-
tegrated courses in six subject areas and additional core 
activity areas (Mayer, 2008). 

Dual-enrollment is another option for schools to increase 
the amount and quality of rigorous instructional oppor-
tunities for students. As opposed to college-level courses 
like AP or IB, dual enrollment allows students to take 
actual college courses, through a local postsecondary 
institution. Students can therefore automatically receive 
college credits through the partner school. These courses 
are either offered at a local college or taught on the high 
school campus by a trained member of the staff (Hughes, 
2010). 

While all three of these programs were initially used as 
a source of enrichment for high-performing or gifted 
students, they are now increasingly being used for the 
larger student population as a better way to challenge, 
motivate, and prepare students for postsecondary 
pursuits. As schools are able to determine the entrance 
criteria for these types of programs, they can restrict 
or expand the access they grant to their students. The 
expectation does not need to be that all students earn 
college credits or the IB diploma, but simply that they 
have the exposure to this type of work and the supports 
needed for them to do well (Mayer, 2008). Consequently, 
schools not only need to offer rigorous opportunities for 
their students, but they also need to advise students to 
take advantage of them (Tierney, et al., 2009). 

courses and coursework. Lastly, appropriate supports 
must be in place for all students so that they can succeed 
in higher-level work, despite their skill or motivation 
levels. Without all three in place, schools are at risk of 
not meeting their students’ needs, and worse, creating 
disadvantages for their students in their future pursuits.  

High Expectations for All Students to Succeed

In order to be equity-minded and provide college prepa-
ration to all students, there are necessary changes in 
“beliefs, curriculum, pedagogy, and school culture” (Bur-
riss, et al., 2008, p. 600). Schneider (2006) discusses this 
culture shift that must occur in schools that aim to pro-
vide a college preparatory experience for their students. 
Messaging and opportunities around the norms and 
values of the school must be available to all students; 
similarly, all staff must internalize these norms and val-
ues and work to help each student prepare for and go to 
college. Schneider also mentions that these expectations 
and messages must be shared with parents as well, so 
that all stakeholders are working towards the same ends. 

Schneider (2006) highlights three key messages that 
need to be shared with students in order for them to 
understand what a college preparatory curriculum 
demands. First, students must be advised to take the 
right courses to prepare them. Students must also need 
to attend school regularly and do well in class, even if 
that means asking for help. Lastly, students must learn to 
manage their time between out of school commitments, 
homework, and other activities, as those who learn this 
early on tend to be most successful. Similarly, students 
must understand that the courses they take, their perfor-
mance within them, and their skills and abilities as dem-
onstrated by the tests they take comprise what Adelman 
(2006) calls “Academic Resources,” a composite measure 
that is highly predictive of later academic performance 
(p. 5). 

Opportunities for Rigorous Coursework Available to All 
Students

Tierney, et al. (2009) state that students should be able 
to enroll in college coursework right from high school 
without the need for remediation. Burriss, et al. (2008) 
discuss how acceleration is a more effective approach for 
moving students forward than remedial work. However, 
creating these opportunities for a more universally rigor-
ous curriculum within a school can be difficult and costly. 
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Adequate Supports to Help Students Succeed in a Rigor-
ous Environment

If a school’s goal is to increase access to the highest-level 
coursework to disadvantaged or lower-performing stu-
dents, then structures must be in place to support them 
throughout the experience. Tierney, et al. (2009) write 
about the importance of using performance data to track 
student progress throughout these upper-level courses 
and to determine the appropriate supports for struggling 
students. Mayer (2008) and Tierney, et al., (2009) list a 
number of options implemented by schools with open-
access programs, including advising and counseling, 
peer and adult tutoring, pre-IB programs that introduce 
underclassmen to the types of work they will experience 
in the IB program, and built-in activities for a supportive 
peer network. Many of these schools take advantage 
of out of school time (OST) to help students succeed in 
more difficult coursework, whether it is in the form of 
after-school tutoring or Saturday academies. 

When providing these supports to students, it is criti-
cal that they still maintain their own voice and ability to 
choose their path, while still being treated as the young 
adults that they are (Adelman, 2006; Kyburg, et al., 
2007).  Ultimately, students determine their own paths, 
but with equitable and rigorous messaging, opportuni-
ties, and supports, their likelihood of success is much 
greater.

References and Resources
Adelman, C. (2006). The toolbox revisted: Paths to degree 

completion from high school through college. U.S. De-
partment of Education, Office of Vocational and Adult 
Education. Retrieved from http://files.eric.ed.gov.
proxy.library.vanderbilt.edu/fulltext/ED490195.pdf

Adelman, C. (1999). Answers in the toolbox. Academic 
intensity, attendance patterns, and bachelor’s degree 
attainment. U.S. Department of Education.

Bailey, T., Hughes, K., & Karp, M. (2002). What role can 
dual enrollment programs play in easing the transition 
between high school and postsecondary education? 
Community College Research Center and Institute 
on Education and the Economy at Teachers College, 
Columbia University. Retrieved from http://files.eric.
ed.gov.proxy.library.vanderbilt.edu/fulltext/ED465090.
pdf

Burris, C. C., Wiley, E. W., Welner, K. G. & Murphy, J. 
(2008, March). Accountability, rigor, and detrack-
ing: Achievement effects of embracing a challenging 
curriculum as a universal good for all students. Teach-
ers College Record, 110(3), 571–608. Retrieved from 
http://nepc.colorado.edu.proxy.library.vanderbilt.edu/
files/burriswileywelner_accountability_rigor_and_de-
tracking.pdf

Conley, D. (2007, March). Redefining college readiness. 
Educational Policy Improvement Center. Retrieved 
from http://files.eric.ed.gov.proxy.library.vanderbilt.
edu/fulltext/ED539251.pdfHughes, K. (2010). Dual 
Enrollment: Postsecondary/Secondary Partnerships to 
Prepare Students. Journal of College Science Teaching, 
39(6), 12-13. Retrieved from http://inpathways.net/
postsecondary_secondary_dual.pdf

Dougherty, C., Mellor, L., & Jian, S. (2006). The relation-
ship between advanced placement and college gradua-
tion. National Center for Educational Accountability. 

Hargrove, L., Godin, D., & Dodd, B. (2008). College 
outcomes comparisons by AP and non-AP high school 
experiences (Research Rep. N. 2008-3). College Board. 
Retrieved from http://research.collegeboard.org/sites/
default/files/publications/2012/7/researchreport-
2008-3-college-outcomes-ap-non-ap-high-school-
experiences.pdf

Jackson, C. K. (2009). A little now for a lot later: A look 
at a Texas Advanced Placement incentive program. 
Cornell University, School of Industrial and Labor Rela-
tions. Retrieved from http://jhr.uwpress.org.proxy.
library.vanderbilt.edu/content/45/3/591.full.pdf

Karp, M. M., Calcagno, J. C., Hughes, K. L., Jeong, D. W., & 
Bailey, T. R. (2007). The postsecondary achievement of 
participants in dual enrollment: An analysis of student 
outcomes in two states. University of Minnesota, Na-
tional Center for Career and Technical Education.

Klopfenstein, K., & Thomas, M. K. (2009). The link 
between Advanced Placement experience and early 
college success. Southern Economic Journal, 75(3), 
873-891. Retrieved from http://www.jstor.org.proxy.
library.vanderbilt.edu/stable/27751419

Keng, L., & Dodd, B. G. (2008). A comparison of college 
performances of AP and non-AP student groups in 
10 subject areas (Research Rep. No. 2008-7). College 
Board. 



4

Wise Ways®

Kyburg, R., Hertberg-Davis, H., & Callahan, C. (2007, 
Winter). Advanced placement and international bacca-
laureate programs: Optimal learning environments for 
talented minorities? Journal of Advanced Academics, 
18(2), 172-215. Retrieved from http://files.eric.ed.gov.
proxy.library.vanderbilt.edu/fulltext/EJ767449.pdf

Martinez, M., & Klopott, S. (2003). Improving college 
access for minority, low-income, and first generation 
students. Pathways to College Network Clearinghouse.

Mayer, A. (Winter 2008). Expanding opportunities for 
high academic achievement: An international bac-
calaureate diploma program in an urban high school. 
Journal of Advanced Academics, 19(2), 202-235. 
Retrieved from http://files.eric.ed.gov.proxy.library.
vanderbilt.edu/fulltext/EJ794091.pdf

McCauley, D. (2007). The impact of Advanced Placement 
and dual enrollment programs on college graduation. 
Texas State University.

Oakes, J., & Saunders, M. (2007). Multiple pathways: 
High school reform that promises to prepare all 
students for college, career, and civic responsibility. 
University of California—Los Angeles. 

Quint, J., Thompson, S.L., & Bald, M. (2008). Relation-
ships, rigor, and readiness: Strategies for improving 
high schools. Manpower Demonstration Research 
Corporation.

Roderick, M., Nagaoka, J., & Coca, V. (Spring 2009). 
College readiness for all: The challenge for urban 
high schools. The Future of Children, 19(1), 185-210. 
Retrieved from http://ccsrdev.uchicago.edu.proxy.
library.vanderbilt.edu/sites/default/files/publications/
Future%20of%20Children.pdf

Schneider, B. (2006). Forming a college-going community 
in U.S. public high schools. Michigan State University. 
Retrieved from https://docs.gatesfoundation.org/
documents/collegegoing.pdf

Siskin, L. S., & Weinstein, M. (2008). Supplemental survey 
to “Creating support structures and services for Title 
I high schools implementing the International Bacca-
laureate programs.” Institute for Education and Social 
Policy.

Taylor, M.L., & Porath, M. (2006, Spring). Reflections on 
the International Baccalaureate Program: Graduates’ 
perspectives. The Journal of Secondary Gifted Educa-
tion, XVII(3), 21–30. Retrieved from http://files.eric.
ed.gov.proxy.library.vanderbilt.edu/fulltext/EJ746052.
pdf

Tierney, W. G., Bailey, T., Constantine, J., Finkelstein, N., 
& Hurd, N. F. (2009). Helping students navigate the 
path to college: What high schools can do: A practice 
guide (Publication No. NCEE 2009-4066). National Cen-
ter for Education Evaluation and Regional Assistance, 
Institute of Education Sciences, U.S. Department of 
Education. Retrieved from http://files.eric.ed.gov.
proxy.library.vanderbilt.edu/fulltext/ED506465.pdf

Wagner, T. (2006). Rigor on trial. Education Week. Re-
trieved from http://www.studentachievement.org/wp-
content/uploads/Rigor-on-Trial_EdWeek.pdf

Wimberly, G. L., & Noeth, R. J. (2005). College readiness 
begins in middle school: ACT policy report. ACT, Inc.

©2016 Academic Development Institute 



Wise Ways®

Core 
Function

Effective 
Practice

Center on

in

Pantone7473c/7462c/7542c

Indicator: The school provides all students extended learning opportunities (e.g., summer bridge 
programs, after-school and supplemental education services, Saturday academies, enrichment 
programs) to keep them on track for graduation. (5615)

High School/
Opportunity to Learn

Ensure content mastery and graduation

Explanation: The evidence review suggests that every student can benefit from extended learning opportunities. 
To increase success likelihood, these out-of-school time (OST) offerings must be strategically aligned to and support 
the current in-school day curriculum and instructional programs. Because these opportunities occur outside of the 
required school day, it is imperative that the LEA/school identify and address issues that may prevent students from 
attending the OSTs. In addition, the staff must plan for instruction and content that maximize engagement so to at-
tract and ensure full and active student participation.  

Questions: What process will the school employ to establish effective out of school learning opportunities for every 
student? How will the school support staff in instructional planning that maximizing learning engagement for all 
students? How will the school ensure that OSTs are accessible to every student who wishes, or is advised/required to 
attend? What process will the school use to align OST content and instruction to the regular school day curriculum? 
How will the school measure the success of the OSTs? 

With students spending nearly double the amount of time out of school than they spend in school, differences be-
tween how higher-income and lower-income students spend this unstructured time are quite stark, as is their result-
ing differential academic achievement. While the historical and common use of out-of-school time (OST) is to ensure 
that students are safe and engaged, schools and program providers are now seizing this extra time as an opportunity 
to narrow the achievement gap and reduce dropout rates (Beckett, et al., 2009). 

These interventions are not limited to after-school time. Saturday academies, summer school, and extended school 
years, as well as traditional after-school time, all fall under the umbrella terms of OST. During these times, extended 
learning opportunities (ELO) can be made available to students who need enrichment, academic intervention, and 
social supports. The providers of these services are not limited either; in addition to schools, it is common to see OST 
programs run by community centers, churches, and non-profit agencies (Closing the Gap, 2008). For schools run-
ning these programs, it is highly recommended to engage these types of community partners to provide enrichment 
programming and youth supports. 

Beckett, et al. (2009) present a set of recommended strategies for maximizing the effect of OST and ELO. Although 
these recommendations are primarily for programs serving elementary and middle school students in disadvantaged 
communities, the wider applicability of these recommendations can be helpful for high school programs as well. 
Additionally, it is important to note that their recommendations aim to improve only the academic nature of after-
school, summer time, and supplemental educational services (SES) programs. However, it is likely that these could 
also be applied to the social-emotional and enrichment supports provided to students. Their recommendations are: 

1. Ensure that the OST program is connected to what and how learning happens during the school day.
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risk, were found to have higher grades, more positive 
relationships and behaviors, and improved self-esteem. 

Little (2009) talks about the almost symbiotic relation-
ships that schools and OST programs can have. OST pro-
grams provide opportunities that schools cannot afford, 
can review and reinforce material that is taught during 
the school day, and may ease transitions from middle to 
high school for students. On the other hand, schools are 
able to help OST programs target the students most in 
need of services, allow programs access to facilities and 
materials, and help the program curricula align with that 
of the school day. 

However, it is important to note another set of criti-
cal relationships – between the family, school, and OST 
provider. When students are disengaged from school, 
their families are as well. Many of the programs found to 
have a larger impact on dropout prevention and student 
engagement were focused on involving families in the 
process, helping families learn to better support their 
children’s academics at home (Charmaraman & Hall, 
2011). 

There is fairly widespread acceptance of the major 
categories of risk factors shown to predict student 
dropout; these are known as the ABCs. Students who 
have challenges with attendance, behavior, and course 
performance are significantly more likely to leave high 
school before graduation. Additionally, students who lack 
familial support or who are generally disengaged with 
school are also at distinct disadvantages. Extended learn-
ing opportunities provide a positive solution for many of 
the well-known risk factors for dropouts, often simulta-
neously. The collaboration of adults in day school, OST, 
and family is critical to align programs, interventions, and 
positive supports for student success. 
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Indicator: The school provides all students with supports and guidance to prepare them for 
college and careers (e.g., career awareness activities, career exploration, college visits, 
advising). (5575)

High School/
Opportunity to Learn

Prepare students for post-secondary 
options

Explanation: The evidence review suggests that high performing districts and schools provide all students with real 
time, hands on opportunities to investigate a variety of careers and occupations.Doing so assists students in choos-
ing study paths aligned to future work world ambitions.Commonly, and early, schools help students identify career 
interests, which in turn serve as an entry point into post-secondary planning.Schools also build connections between 
students and outside professionals/occupation mentors as well as role model alumni.These individuals can assist 
students in understanding and acquiring the knowledge needed that will equip them with the skill sets necessary for 
the college and career. In addition, high performing districts and schools have protocols in place to assist students in 
choosing and applying to their best match colleges and universities.

Questions: What process will the school use to provide students with real time, hands on opportunities to investigate 
a variety of careers and occupations?What process will the school employ to survey students regarding their career 
and occupation interests?How will the school use the data gained from student career interest instruments to assist 
them in selecting a study path aligned to their ambitions?How will the school build outside career and occupation 
connections for students?What processes will the school use to monitor and guide students to calibrate post-second-
ary planning with their career ambitions? What protocols will the school have in place to assist students in choosing 
and applying to their best match colleges and universities?

What is a college and career ready school culture?

College preparation and career exposure are two critical, yet overlapping responsibilities for high schools. In order to 
fully prepare and empower students to be successful on their future paths, Schneider (2006) and Corwin and Tierney 
(2007) advocate for a school-wide college-going culture. Corwin and Tierney (2007) define a college-going culture 
as when “a high school cultivates aspirations and behaviors conducive to preparing for, applying to, and enrolling in 
college” (p. 3). Such a culture is evident in schools in which a common theme throughout courses and activities is 
that “matriculation to a post-secondary institution is an attainable goal” (Schneider, 2006, p. 3). Students who may 
not have grown up with such messaging may benefit from repeated reminders that they are capable of reaching the 
goals that they set and choosing the school and/or career path that is best for them. 

However, these messages are not always delivered equitably. Haimson and Deke (2003) noted that students on a 
college-bound path were more likely to report that they had participated in career development activities in high 
school. Bell, et al. (2009) also cite that access to college preparatory assistance at the school level was found to vary 
by student ability level. The explanation for this disproportionate advising could be attributed to numerous factors 
– such as relationships between students and staff, intrinsic motivation, or career development built into college
preparatory work – but the disparity is still critical to acknowledge and address. Instead of creating a college-going
culture only in a certain academy within a school or targeting a higher-achieving population, it should truly be open
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experiences each student will have, such as tailored job 
shadowing or internship opportunities. Using interests 
or experiences personal to the student can help lead to 
bigger discussions about that student’s career trajectory 
or postsecondary plans. 

Especially for students who are first-generation college 
goers, or whose families may lack the means to help 
them prepare for college, the onus is on the school to 
provide preparatory services and support. This includes 
one on one college counseling, assistance preparing for 
standardized assessments, college visits, and assistance 
with applications. Schools also need to make themselves 
available as resources to families as they navigate the 
financial aid process, hosting workshops and meetings 
with parents prior to senior year, as well as providing 
hands-on assistance with challenging financial forms 
(Tierney, et al., 2009).

This need for information is just as critical in preparing 
for a future career. Haimson and Deke (2003) identify six 
primary types of career-based activities in high school 
and found that nearly all of the students in their study 
had experienced one of more of them. These include: 
“job shadowing, group worksite tours, employer presen-
tations, career counseling, career interest inventories, or 
the selection of a career area to plan for” (p. xv). Kemple 
and Snipes (2000) highlight the option of career acad-
emies, which are college-ready learning environments 
that also provide hands-on career experiences where 
students can gain skills and information in real-world 
settings. 

Importantly, these forms of career readiness should 
not occur in isolation from college readiness, as both 
are intertwined. Leveraging a student’s potential career 
interests may lead to discussions of what education is 
needed to make their goals a reality.

The Importance of Relationships for Students and Fami-
lies

Corwin and Tierney (2007) emphasize that all stakehold-
ers should be integrated into the college-going culture – 
from students and families to administrators and teach-
ers to community members who can provide resources. 
Trusting relationships with and between adults, students, 
and families are of critical importance in the scope of 
college and career readiness work. This trust is essential, 

to all students and reflected in the mission statement 
and services provided at the school. All students should 
have access to individualized college counseling, stan-
dardized test preparation, college visits and college fairs, 
and support in completing applications and financial aid 
forms (Schneider, 2006). This is true of career prepara-
tory activities as well.

Why Students and Families Need Accurate Information 
and First-Hand Experiences

According to Schneider (2006), students need to have 
adequate information about the college process in order 
to properly prepare and to make the best decisions for 
their unique situations. Bell, et al. (2009) support this 
and emphasize that students with more information 
about college increase their odds of actually attending. 
They found that black and Latino students, as well as 
those who are the first in their families to attend college, 
are often most lacking in information about postsecond-
ary plans. This was applicable to career information as 
well; often, students of these demographics were often 
unaware of educational requirements for the careers 
they desired or had other misinformation about what a 
particular career field entailed.

Haimson and Deke (2003) rightfully point out the in-
stability in the college and career goals of typical high 
school students. In their study, they found that most 
recent graduates change their career goals not long 
after they complete high school. This is significant in 
the context of career preparation – they question how 
students who are limited to particular career fields for 
their explorations and experiences during high school 
are able to make their own career choices without hav-
ing had broader experiences. It is therefore important to 
increase student exposure to a variety of options so that 
they can make an informed decision about which post-
secondary route to take.

Exposure to real-world experiences and counseling 
rooted in realistic information is critical for helping 
students make these informed decisions. For example, 
financial planning for college must be individualized 
for each student, as every family’s situation is differ-
ent; having information that is overly generalized may 
cause students to make a decision that does not meet 
their needs (Schneider, 2006). Similarly, Tierney, et al. 
(2009) recommend using information from a career 
inventory assessment for students to guide the types of 
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especially for families who may not have had college ex-
periences themselves, as the school will take responsibil-
ity for the majority of the college planning process with 
their children. Bell, et al. (2009) found that as students 
progress through high school, their reliance on families 
for information about college decreases, and the school 
becomes the primary source of information. Counselors 
and teachers were especially strong sources of guidance 
for students as they neared the end of high school.

Positive, trusting relationships will assure families that 
the school is working in the best interest of their child. 
One suggested way to build these relationships is a daily 
advisory period, where one teacher is paired with a 
group of students for the duration of high school (Schnei-
der, 2006). Relationships between peers and between 
students and the advisory teacher become very close 
knit and supportive, as the students and teacher are 
with each other every day of their high school careers. 
Tierney, et al. (2009) also discuss how college access 
programs can leverage positive peer groups around the 
goal of going to college; in these guided groups, students 
can support each other as they move through the same 
process together. Kemple and Snipes (2000) emphasize 
that students in career academies need these strong in-
terpersonal supports as well, as they work through their 
experiences and process their newfound information 
and opinions.

Schneider (2006) and Tierney, et al. (2009) also empha-
size the importance of mentoring relationships in col-
lege and career readiness. Mentoring relationships with 
college students or college graduates not only provide 
role models for students, but they can also serve as a 
caring adult who supports and guides them through this 
stressful time in their educational journeys. Addition-
ally, mentors in potential fields of interest are critical for 
high school students to better understand the worlds of 
college and careers from someone having those experi-
ences daily and to help them determine what schools or 
jobs might be a good fit. 

Students need to have opportunities to take rigorous 
coursework, learn about college and career options, and 
have support throughout the process so that they will be 
able to make decisions that are appropriate for them. As 
many students, especially in disadvantaged communities, 
are the first in their families to attend college, schools 
cannot assume that they inherently have this informa-
tion or know-how. Therefore, schools need to provide 

supplemental services, experiences, and opportunities 
for students to help them be ready for the college or 
career that best suits them. The three messages that are 
most important to prepare for college and careers are to 
take the right courses, do well in those courses, and to 
learn to manage time wisely (Schneider, 2006). Schools 
need to ensure that students and families are receiv-
ing these messages and are supported throughout the 
process of making postsecondary plans.
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Indicator: All teachers integrate college and career guidance and support relevant to their 
subject areas into their taught curricula. (5576)

High School/
Opportunity to Learn

Prepare students for post-secondary 
options

Explanation: The evidence review suggests that all teachers at high performing districts and schools advocate a cul-
ture of achievement that includes setting high expectations for students to be college and/or career ready. Doing so 
includes all teachers, in every content area, incorporating relevant college information and career guidance into the 
classes they teach for every student.Some examples of this might be all teachers calibrating communications regard-
ing the steps for the college application process, alerting students to college application due dates and to scholarship 
opportunities, offering letters of recommendation and practical college application process navigation strategies. 

Questions: How will the school ensure all teachers promote a culture of achievement?How will all teachers convey to 
all students high expectations for college and /or career readiness?What procedures will the school use to calibrate 
its communications about the college applications process?How will every teacher in every content area capitalize on 
opportunities to make deliberate connections between their content specific domains and college and career oppor-
tunities? 

Many researchers talk about creating a college-going community in high schools, where the messages to students 
and families about college start early and remain consistent throughout the four-year experience. Conley, et al. 
(2010) write that “students experience tremendous college and career readiness benefits (both social and academic) 
when they learn in environments where adults intentionally emphasize the value and attainability of postsecondary 
education” (p. 19). According to Schneider (2006), 

The most fundamental element of relational trust is advancing the best interests of the students, including their 
academic and social development. In the high school, this translates into shared goals among the staff that all 
students can go to college, and it is their personal responsibility to try and make that happen (p. 9). 

However, teachers are the adults in a school who interact with students most regularly, most consistently, and often, 
most intensely. As such, they are a critical driver for students in the college readiness process and need to be atten-
tive to the influence of their role.

How Teachers Can Have an Impact on Students’ College Application Goals and Outcomes

McClafferty, McDonough, and Nunez (2002) reinforce these ideas and provide a list of nine “principles of a college 
culture” to which school faculty should ideally adhere. The principles that teachers are best able to enact are: facili-
tating college talk with students and families, holding high and clear expectations for students, sharing information 
and resources, ensuring that students are prepared for testing through a rigorous curriculum, staying involved in the 
college process, and collaborating with counseling staff (p. 11).
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staff at the school; these collaborative relationships will 
not only ensure that messaging to students is the same 
throughout the school, but it can also facilitate extra sup-
port for students during the college application process. 
Importantly, this collaboration must extend to students’ 
families as well, as families must be able to trust the 
school staff helping their children decide their future 
steps, especially for those who may not have navigated 
the college process themselves (Schneider, 2006). 

Above and beyond the instruction that occurs within the 
classroom, it is the teacher’s supportive and mutually 
trusting relationships – with staff, students, and fami-
lies – that can be most impactful on a student’s decision 
making process about his or her future. Throughout 
the body of research on the topic, it is clear that when 
a teacher believes that a student can go to college and 
provides the appropriate instruction and supports for 
him or her to succeed, that student is empowered, pre-
pared, and more likely to achieve that success. 
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Indicator: The school routinely provides all students with information and experience in a 
variety of career pathways. (5577)

High School/
Opportunity to Learn

Prepare students for post-secondary 
options

Explanation: The evidence review suggests that high performing schools regularly and routinely support all students 
with relevant information and real time, hands on experience to explore a wide variety of career paths.Doing so as-
sists students in choosing study paths aligned to future work world ambitions.Commonly, and early, schools help stu-
dents identify career interests, which in turn serve as an entry point into post-secondary planning.Schools also build 
connections between students and outside professionals/occupation mentors as well as role model alumni.These 
individuals can assist students in understanding and acquiring the knowledge needed that will equip them with the 
skill sets necessary for future careers. 

Questions: What process will the school use to provide students with real time, hands on opportunities to investigate 
a variety of careers and occupations?What process will the school employ to survey students regarding their career 
and occupation interests?How will the school use the data gained from student career interest instruments to assist 
them in selecting a study path aligned to their ambitions?How will the school build outside career and occupation 
connections for students?What processes will the school use to monitor and guide students to calibrate post-second-
ary planning with their career ambitions? 

Established Need for Career Development in High Schools

In their study of high school students in nearly 70 schools across eight states, Haimson and Deke (2003) found 
tremendous instability in students’ career paths at the end of and after their high school years. The researchers 
surveyed young adults who had graduated from high school eighteen months prior and found that three-quarters 
of the respondents had already changed their career or educational goals from when they were surveyed at the end 
of senior year. Over sixty percent realized that they would need a different type of educational experience than they 
had planned for the career to which they aspired. Of the students who were employed at the time of the post-high 
school survey, over 70 percent were working in fields unrelated to their goals. 

These statistics alone demonstrate that during this vulnerable time for young adults, they need to be armed with 
information, experiences, and skills that will help them navigate the start of their careers in a more directed and 
purposeful way. It is also critical to emphasize that all students need access to these purposeful career development 
efforts – this becomes an equity and access issue if some subgroups are disproportionately underserved. All students 
– regardless of future plans, abilities or disabilities, gender, and race – need to have their individual needs considered
and met (Haimson & Deke, 2003).

Typical Career Development Strategies

The existing research identifies a wide range of career development strategies that schools can use to help prepare 
students for deciding their future path. Most prevalent among these are career development activities, such as: “job 
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ments about the government’s educational priorities. 
Consequently, the increased focus on academics has 
made it difficult for schools to expand their curricula, 
activities, and resources around career development 
(Haimson & Deke, 2003). Even though it was found that 
increasing career readiness opportunities does not take 
away from students’ academic experiences, Kemple and 
Willner (2008) stated that: 

Unfortunately, it appears that workforce preparation 
and college readiness have often been positioned 
as ―either/or choices, suggesting that high schools 
cannot help students in both areas simultaneously. 
Evidence from the Career Academies evaluation sug-
gests that these goals do not need to be mutually 
exclusive. (p. 2)

Similarly, Visher, Altuna, and Safran (2013) argue that, 
“Academy advocates reject the ‘false dichotomy’ that 
students need to prepare for college or career, arguing 
that the skills needed to succeed in either arena are the 
same — or at least overlapping.” (p. ES-3)

How Can Schools Address Students’ Academic and Career 

Development Needs?

Career Academies have become a primary model for 
combining academic rigor, hands-on experiences in the 
worlds of college and careers, and the individual atten-
tion often needed to help guide students on the best 
path for their interests, abilities, and needs. Typically 
unified around a particular career theme, these small 
high school environments most often serve between 150 
and 200 students, providing additional supports for their 
students. With a dual focus on academics and career 
development, Career Academies work closely with local 
employers to provide in-school and on-site work experi-
ences and student exposure to a variety of careers (Kem-
ple & Willner, 2008). As Career Academies often target 
students who are at risk of disengaging or dropping out 
of school, those that have been most impactful have 
employed full-time coordinators to manage the schedul-
ing of personalized career opportunities for students and 
the relationships with various local partners (Kemple & 
Willner, 2008; Kemple, Poglinco, & Snipes, 1999). 

Over the course of its 15-year evaluation of the Ca-
reer Academy model, The Manpower Demonstration 
Research Corporation (MDRC) found that students in 
Career Academies, as compared to peers in other school 

shadowing, group worksite tours, employer presenta-
tions, career counseling, career interest inventories, 
or the selection of a career area to plan for” (Haimson 
& Deke, 2003, p. xv). Haimson and Deke (2003) found 
that approximately 99 percent of students surveyed had 
experienced one of the above activities during their high 
school career. 

Other less common career development strategies 
included courses or projects specifically highlighting dif-
ferent vocations and on-site work experiences with local 
employers, the latter being seen as the most impactful 
on students’ decision making about their careers (Haim-
son & Deke, 2003). These types of employer-sponsored 
activities can include the field trips to work sites and 
job shadowing that were previously discussed, but it 
can also extend to more personal experiences, such as 
career mentoring, guided research projects in school 
about particular careers, guest speakers at school events, 
and teaching students how to apply for a job (Kemple, 
Poglinco, & Snipes, 1999). The existing body of research 
shows that these types of hands-on experiences, es-
pecially those that are one-on-one with an adult, are 
especially meaningful, memorable, and influential for 
students, even after they graduate. 

These types of real-world activities are also effective 
at facilitating connections for students between their 
academic content and what they can expect in the 
working world. Incorporating college and career themes 
throughout academic coursework is a way for schools to 
help students more easily connect what they are learn-
ing in the classroom to what they are learning in their 
career development experiences, allowing them to see 
the relevance and importance of their academic course-
work to their future (Visher, Altuna, & Safran, 2013). 
Bangser (2008) highlights how schools can make it easier 
for teachers to facilitate these connections by allowing 
for shared planning time among Career and Technology 
Education (CTE) teachers and content area teachers, 
especially math. This non-traditional curricular alignment 
will allow teachers to integrate course content from CTE 
or from the core subjects as it naturally fits into what 
students are already learning. 

Difficulties in Fully Implementing Career Readiness Pro-

grams

However, in recent years, public schools have not only 
faced more regulatory scrutiny, but also stricter require-
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environments, were more likely to have greater exposure 
to a variety of career development activities and real-
world experiences, as well as increased insight into how 
to apply for a job, the proper ways to dress and behave 
once employed, and how to advance in their chosen field 
(Kemple & Willner, 2008; Kemple, Poglinco, & Snipes, 
1999). MDRC also found that in the eight years after 
their high school graduation, young men who had par-
ticipated in Career Academies had earned approximately 
$16,000 more, on average, than peers from other types 
of programs, and nearly half reported that their current 
career field choice was influenced by their experiences in 
high school (Kemple & Willner, 2008). 

The National Council on Disability (2007) found that 
even workplace partnership programs existing outside 
of a Career Academy could be influential for students, 
especially those with disabilities or special needs. The 
Council’s report highlighted partnerships with large com-
panies such as IBM and Pitney Bowes, which provided 
field trips, exposure to their industries, internships, and 
mentoring opportunities for students with disabilities. 
They worked closely with their assigned students to help 
prepare them for their transition from high school to 
the working world and to make sure that their career 
choices were good matches, based on their abilities and 
interests. Based on the success of these employer-based 
programs, the Council encouraged greater collaboration 
between schools, service agencies, and workforce invest-
ment programs to more effectively target funds, resourc-
es, and attention on helping students with disabilities 
transition from school to work.

Despite the documented successes of the Career Acad-
emy model, it was found that many schools did not 
have the resources or capacity to implement it with 
fidelity, often having to sacrifice the full breadth of 
on-site experiences and partnerships that the model 
advocates. MDRC consequently created a supplemental 
curricular program that Career Academies could use to 
improve their implementation of the work experiences 
and internships. This model, called Exploring Career and 
College Options (ECCO), provided students with a more 
structured series of seminars around the college and 
career visits that they were also experiencing, linking 
the different components of the program together and 
helping students create their own connections between 
them. ECCO was found to greatly boost the capacity of 
schools to provide the non-academic resources that have 

been found to be most influential for students’ future 
paths (Visher, Altuna, & Safran, 2013). 

No matter the extent to which a career development 
model is implemented, it is undoubtedly a critical part 
of a high school’s responsibility in preparing students for 
post-secondary life. Ensuring that students have knowl-
edge and skills that are rooted in a variety of real-world 
experiences will lead to greater direction and stability in 
their careers after high school. 
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Indicator: The school tracks the post-secondary school placements and experiences of 

their graduates and reports the results to the school board, faculty, and school community. 

(5578)

High School/
Opportunity to Learn

Assist students with transitions

Explanation: The evidence review suggests that high performing schools establish a protocol for measuring their 

success in preparing students for postsecondary life.This often resembles a tracking system/process that collects and 
analyzes the movements of their graduates.Doing so informs a school about its strengths and areas of need in pre-

paring its students for college and/or careers.This type of longitudinal data collection and analysis is shared among 
key stakeholders both in and outside of the school to determine which interventions are working to prepare and 
sustain students in their college and career experiences. 

Questions: What process will the school use to design and implement a protocol for measuring its success in student 

post-secondary preparedness?Who will review this collected data to determine what strategies the school does well 

and what strategies the school can strengthen to prepare students for college and/or career?What plans does the 
school have to share the data with key stakeholders with the school and district?What plans does the school have to 

share the data with key stakeholders outside the school and district community?

Why Should we Track Data from P-16?

In 2005, 11 organizations collaborated to help states begin to build longitudinal data systems that track students 
from preschool through postsecondary endeavors, known as a P-16 system (L’Orange & Ewell, 2006). While many 

track only K-12 data or higher education data or both, few states have the infrastructure in place to connect the data 
systems of P-12 and higher education. However, a P-16 system offers many benefits to educators and policymakers 
on all ends of the educational spectrum. 

Such a system allows educators not only to keep track of students who graduate from their schools, but also to 

connect their students’ postsecondary outcomes with the preparation they received in their primary and second-

ary schools. This type of feedback can help schools and districts adjust their practices so as to better prepare their 
current cohorts of students. Higher education institutions are also able to provide feedback to schools in order to 
positively impact their future students (L’Orange & Ewell, 2006). With shared information, there can be increased col-
laboration between the higher education and primary and secondary educational sectors (Bloom & Kissane, 2011). 

L’Orange and Ewell (2006) state that the first goal of a longitudinal data system is to inform stakeholders of what is 
and is not working within their educational system. Second, a P-16 system should have the capability of identifying 
successful programs, schools, and students. Properly aligned data systems can also help provide supports for stu-

dents at key junctures in their educational careers. These benchmark events include kindergarten readiness, reading 
on grade level in elementary school, taking Algebra I by the start of high school, graduating prepared for post-sec-

ondary work, and graduating from postsecondary programs (Krueger and Rainwater, 2003).
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students (Spackey, 2013). 

Arnold, et al. (n.d.) argue, however, that these systems 

do not fully capture the scope of data needed to truly 

help students, especially those from low-income back-

grounds. While systems like Alumni Tracker capture the 

basic information needed to understand a student’s 
progress, they cannot know the context or circumstances 

that led a student to transfer schools or leave a program, 

for example. Their team aimed to learn about alumni 

through their former advisors from high school, with 

whom they had kept in touch. Because many staff mem-

bers in this particular school network had kept in touch 
with students either formally or informally, using them 

as intermediaries provided some contextual information 
on the students. This method is subject to non-respon-

siveness, but the researchers found that this personal 

approach was largely successful. While most schools will 

not have the capacity for the subsequent data tracking 

and coding that Arnold, et al. used, it is likely that many 

schools also have staff members who systematically 
keep in touch with their alumni. In addition to the more 
quantitative data tracking from a system such as Alumni 
Tracker, expanding on existing communications is a strat-
egy that could easily be adapted for schools interested in 

keeping track of their graduates and fully understanding 

their stories after high school.
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Indicator: All teachers receive initial and ongoing training and support in effective use of 
blended learning methods. (5579)

Personalized Learning

Blended learning: mix traditional 
classroom instruction with online 
delivery of instruction and content, 
granting the student a degree of control 
over time, place, pace, and/or path

Explanation: Teachers are critical to both student learning outcomes and effective blended learning environments. 
Good blended learning arrangements result in enthusiastic and motivated teachers. Bad blended learning arrange-
ments produce disgruntled and disengaged teachers. In order to have a good arrangement, training and support 
must be considered from the point of view of the teachers. 

Questions: What is the teacher’s role in Blended Learning? What kinds of training and support should be provided to 
teachers who use Blended Learning?

What is the teacher’s role in Blended Learning?

In the blended learning approach, a student’s day typically includes a combination of online learning and small group 
instruction time with teachers. This learning model shifts the classroom teacher’s focus away from more traditional 
curricular and administrative tasks in the direction of working with data and providing more individualized support to 
students. (Ames, 2012). The focus of the Blended Learning model shifts from planning lessons and delivering content 
to facilitating, coaching and mentoring individual students in the classroom.

There is a good deal of evidence show the lasting influence that good teachers have on student outcomes (Chetty, 
Friedman, & Rockoff, 2013). But as schools rely more on technology solutions to deliver high-quality instructional 
programs, there is a risk that on-site teachers will feel replaced and “check out.” This is problematic because teachers 
are critical to the success of blended learning. In good blended-learning programs, although teacher roles do change, 
those teachers are still engaged and working with students even more actively in a variety of ways. The challenge is 
to train and support teachers for and in their new roles so that they are enthusiastic and motivated. 

What kinds of training and support should be provided to teachers who use Blended Learning?

As Horn & Staker (2015) point out, “Blended learning entails more than layering technology on top of traditional 
classrooms; it involves a deeper redesign of the instructional model” (p. 169). And as such, the responsibility of 
administrators to integrate teachers successfully into the design is a large one. Horn & Staker (2015) offer these five 
ways to train and support teachers to maximize their motivators in their restructured roles with Blended Learning 
solutions:

1. Extend the reach of great teachers – Digital technology opens up the possibility for great teachers to reach
more students, garnering more recognition and achievement. Schools can construct environments within the
district community where teachers can post flipped classroom lectures, lead online classes or lead professional
development webinars. If teachers do not have the necessarily technical skills to participate, training should be
provided so that no one is left out.
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©2016 Academic Development Institute 2. Assign individual teachers specialized responsi-
bilities – In blended learning models, students experi-
ence learning from multiple sources and the tradi-
tional teacher role, in which each individual teacher 
used to do every aspect of the job, is unbundled. This 
unbundling creates the opportunity for teachers to 
specialize in their own areas of interest. Some exam-
ples include: content experts who focus on develop-
ing curriculum; small group leaders who run stations 
or labs; project designers to supplement online learn-
ing with hands-on applications; data experts. These 
growth opportunities increase teacher motivation.

3. Allow teachers to teach in teams – As odd as it 
may seem, recognition from their peers is very mo-
tivating to teachers. Literally tearing down walls and 
blending classrooms so that both teachers and kids 
can work as teams and in larger groups gives teach-
ers the opportunity to recognize each other’s skills on 
a more frequent basis. In addition, working in teams 
opens up opportunities for advancement, such as 
creating master teacher roles within teams.

4. Award teachers micro-credentials for the mas-
tery of skills – The same logic behind moving to a 
competency-based system for students makes sense 
for teachers as well. The opportunity for training in 
new skill areas provides grown possibilities for teach-
ers and the micro-credentialing and badging allows 
them to show what they know.

5. Granting authority to blended-learning teams 
– Teach teachers the principles of blended learning 
and then allow them wide leeway to innovate. This 
independence reinforces the teachers’ feelings of be-
ing trusted professionals.
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Indicator: All teachers employing blended learning methods make sure that technology and 

data enhance relationships, but do not pretend to substitute for them. (5580)

Personalized Learning

Blended learning: mix traditional 
classroom instruction with online 
delivery of instruction and content, 
granting the student a degree of control 
over time, place, pace, and/or path

Explanation: Blended learning uses a combination of in-person and virtual learning to personalize instruction. The 
role of the teacher in providing a strong blended learning program is key, though the role is different than a tradi-
tional teaching role. In blended learning, teachers become designers, facilitators, coaches and researchers. They 
must choose instructional tools, implement them, adapt them, monitor their effectiveness and make adjustments to 
instruction.

Questions: How is technology used in blended learning? What is the teacher’s role in blended learning?

How is technology used in blended learning?

Blended learning is the strategic integration of in-person and virtual learning to personalize instruction (The New 
Teacher Project, 2014). The aim of blended learning is to allow implementation of personalized and competency-
based learning at scale. Differentiating instruction for every child is difficult, if not impossible, without the assistance 
of technology. In a given classroom there are many students (each, potentially, at a different skill level) and typi-
cally only one teacher to try to meet each of those student’s unique learning needs. Online learning, delivered via 
technology solutions, allows student to learn “any time, in any place, on any path, and at any pace at scale” (Horn & 
Staker, 2015, p. 10).

Technology-based solutions allow for programs that adjust, automatically, to the level of each individual learner. The 
program advances more quickly for students who demonstrate mastery; the program remediates performance for 
those students who make errors. As Horn & Staker (2015) point out, “It provides a simple way for students to take 
different paths toward a common destination” (p. 10). In addition to the instructional role fulfilled by technology-
based solutions, these solutions also generate a great deal of student performance data that are then available to 
the teacher. Technology-based solutions are more and more frequently being implemented in classrooms as part of 
blended learning.

What is the teacher’s role in Blended learning?

As The New Teacher Project (2014) points out, Blended learning “doesn’t replace good teaching; it demands it” (p.1). 
Instead of being one-size fits all, teachers are now freed up and required to become “learning designers, mentors, 
facilitators, tutors, evaluators and counselors to reach each student in ways never before possible” (Horn & Staker, 
2015, p. 11). In short, teachers are more important than ever before as they work to design and support more so-
phisticated and personalized approaches to instruction.

The New Teacher Project (2014) outlines teachers’ roles in blended learning as the following:
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1. Researcher & Developer:

a. Leads the design and evolution of blended learn-
ing systems by piloting and vets new approaches and 
tools.

b. Designs, tests and refines curriculum, along with 
instructional approach and delivery, based on stu-
dent needs.

c. Identifies and documents strengths, weaknesses, 
limitations & appropriateness of technology tools.

2. Integrator:

a. Utilizes existing instructional content approaches 
and data to create best-fit learning pathways.

b. Codifies the approach to planning/integrating 
content and instructional approaches.

c. Proactively shares knowledge and instructional 
approaches with colleagues.

3. Guide:

a. Executes an instructional approach defined and 
designed by another party, differentiating and adapt-
ing as necessary in real time.

b. Uses data to select or adjust student learning 
pathways; may partner with students to select/de-
velop the pathway.

No one individual is likely to have all of these skills, so 
working as a team and ongoing professional develop-
ment is critical to implementing a strong blended learn-
ing program in schools. The latter is especially important 
so that on-site teachers who have fewer of these skills 
at the outset of a blended learning program do not feel 
marginalized. Good teachers have a lasting influence on 
student outcomes (Chetty, Friedman, & Rockoff, 2013) 
and they are requisite for the success of blended learn-
ing. The goal for administrators is to ensure that teachers 
are trained and supported for their new roles. 
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Indicator: All teachers use online, hybrid, or blended learning as a part of a larger pedagogical 
approach that combines the effective socialization opportunities within the classroom with the 
enhanced learning opportunities available in online instruction. (5581)

Personalized Learning

Blended learning: mix traditional 
classroom instruction with online 
delivery of instruction and content, 
granting the student a degree of control 
over time, place, pace, and/or path

Explanation: Combining digital learning communities with socialization opportunities has been shown to produce 
positive outcomes, learning and otherwise, for individuals and their communities. In addition to producing positive 
incomes, increased opportunities for socialization with digital learning also produces student self-reports of better 
learning outcomes and satisfaction.

Questions: Why are socialization opportunities important? How are socialization opportunities combined with on-
line, hybrid and blended learning approaches?

Why are socialization opportunities important?

The importance of creating community through socialization is backed by research that shows positive outcomes for 
individuals and the learning communities to which they belong. Interpersonal connections of community members 
increases their willingness to share information and resources, which sets the stage for collaborative learning (Hay-
thornthwaite, 2002). It has been widely demonstrated that strong community ties increase the exchange of informa-
tion among all members, the availability of support and cooperation among members, and satisfaction with group ef-
forts (Argyle, 1991; Bruffee, 1993; Dede, 1996; Harasim, Hiltz, Teles, & Turoff, 1995; Wellman, 1999). Members’ trust 
in the social community fosters contribution and support in times of need (Haines, Hurlbert & Beggs, 1996). Finally, 
individuals benefit from community membership by experiencing a greater sense of well being and happiness, and 
having a larger and more willing set of others to call on for support in times of need (Haines, Hurlbert & Beggs, 1996; 
Walker, Wasserman & Wellman, 1994).

Why should socialization opportunities be combined with online, hybrid and blended learning approaches?

Blended learning is a pedagogical approach that combines “the effectiveness and socialization of the classroom with 
the technologically enhanced active learning possibility of the online environment” (Dziuban, Harman & Moskal, 
2004). Completion of activities, readings and assessments happens in the online environment, while face-to-face 
time is preserved for discussion and collaboration between teachers and students and between students and their 
peers. Not only does this “blended” arrangement produce positive student learning outcomes, but students report 
appreciation for the “more effective use of face-to-face class time” and “flexibility for learning” (Riley, Gardner, Cos-
grove, Olitsky, O’Neil & Du, 2014) that blended learning offers.

Studies have shown that higher levels of social interaction in learning communities improve performance (e.g., Imm 
& Stylianou, 2012). The U.S. Department of Education (2010) reported that “Instruction combining online and face-
to-face elements had a larger advantage relative to purely face-to-face instruction than did purely online instruction” 
(p.xv) for performance improvement. Liu, Gomez & Yen (2009) found that social presence is “a significant predictor 
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of course retention and final grades in the community 
college online environment” (p.165). Further, Roseberry, 
Hirsh-Pasek & Golinkoff (2014) demonstrated that social 
interactions (online and in person) improved language-
learning outcomes.

For learners who have access only to online communi-
ties, without a face-to-face component, studies have 
shown that sustainable, strong ties can be made in fully 
online communities (e.g., Baym 1995, 1997; Reid, 1995; 
Rheingold, 1993). As Wellman (1999) points out, these 
studies show that when we view community as what 
activities learners do together, rather than where or 
through what means they do them, we see communities 
that exist ‘liberated’ from geography, physical neighbor-
hoods and campuses. Learners can still maintain close 
ties with others, through email, online chat rooms and 
text messaging. Moreover, learners can maintain ties 
with those who they might not otherwise have encoun-
tered, were it not for a shared interest in learning about 
a topic or subject (Wellman & Gulia, 1999; Wellman, 
Salaff, Dimitrova, Garton, Gulia & Haythornthwaite, 
1996).
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Indicator: All teachers enable students to place selected work into a digital portfolio that is 
updated throughout the student’s school experiences and provides a picture of interests, 
skills, competencies, and growth over time. (5582)

Personalized Learning

Blended learning: mix traditional 
classroom instruction with online 
delivery of instruction and content, 
granting the student a degree of control 
over time, place, pace, and/or path

Explanation: A digital or electronic portfolio is a purposeful collection of work that serves as an exhibit of individual 
efforts, progress, and achievements. Digital portfolios not only provide a means to evaluate student work, but also 
the opportunity for students to build 21st century technology skills. The use of digital portfolios should include well-
defined learning objectives and assessment methodologies. 

Questions: What is a digital portfolio? Why are digital portfolios used? How should digital portfolios be implement-
ed?

What is a digital portfolio?

A digital or electronic portfolio is a purposeful collection of work, captured by electronic means, that serves as an 
exhibit of individual efforts, progress, and achievements. Digital portfolios display an individual’s growth over time 
through diagrams and drawings or other snapshots of processes and products. Weidner (1998) reports that not only 
are portfolios used as part of ongoing assessment of learner progress in one or more academic subject areas, but 
that integrating technology creates an authentic and public way for students to demonstrate mastery of basic media 
skills.

What are the advantages of digital portfolios?

Student portfolios have been used to evaluate progress of student learning for many years in traditional paper format 
(Papp, 2014). Digital methodologies for student portfolios offer numerous advantages over paper-based approaches 
(see Athanases, 1994; Buschman, 1993, Vizyak, 1994), including the following:

- High rates of active participation by students in determining the media to use to capture events, which work
examples to include and how to present them for viewing;

- Enhanced media options allow students to be more creative;

- Students develop a stronger sense of responsibility for learning;

- Increased student motivation to achieve results and reach goals;

- Heightened student interest in learning;

- Easier access to materials by assessors, including those who may be remote (Newhouse, 2015)

- Students must utilize 21st century skills, including basic web design to build and maintain the digital portfo-
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lios (Cramer, 2004).

How should digital portfolios be implemented?

As with any instructional or assessment tool, the form of 
assessment and design of the tasks that lead to digital 
representations of performance are critical to the func-
tional quality of the assessment (Pellegrino & Quellmalz, 
2011). Stobart & Eggen (2012) point out that irrespective 
of the form of assessment, a student performance needs 
to be judged by assessors according to some criteria, so 
when implementing digital portfolios, teachers should 
decide in advance what it is that they wish students 
to demonstrate in digital portfolios. In order to make 
expectations clear both to students and assessors, these 
expectations should be codified into explicitly-defined 
learning objectives.

In addition, Cote & Emmett (2015) recommend that the 
following features are essential to good digital portfolios:

1. Easily accessible to student and teacher; 

2. User friendly interface; 

3. Customization to allow for individuality of the 
portfolio; 

4. Required reflective component for the student; 

5. Straightforward oversight for school officials; 

6. Manageable privacy settings; 

7. Supports wide variety of multimedia files; 

8. Clear understanding of the purpose and connection 
to curriculum; 

9. Integration with current school technology; and 

10. Life-long student access.
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Indicator: The school promotes social/emotional competency in school rituals and routines, such 
as morning announcements, awards assemblies, hallway and classroom wall displays, and student 
competitions. (5583)

Personalized Learning

Social/Emotional Competency: Provide 
instruction, modeling, classroom norms, 
and caring attention that promotes 
students’ social/emotional competency

Explanation: Social-emotional health and well-being is important for student development and success in school 
(Raver, 2002). Schedules and routines are important to promoting social emotional competencies in children because 
the structure of schedules, routines and rituals helps them understand the expectations of the learning environment 
and predict what will happen in that environment.

Questions: How do school routines and rituals impact students’ social-emotional competencies? What should teach-
ers consider when building school routines?

How do school routines and rituals impact students’ social-emotional competencies?

There is growing evidence that a significant percentage of young children experience poor social-emotional health, 
often resulting in challenging behaviors. These challenging behaviors are more likely to lead to early and persistent 
peer rejection, frequently punitive contacts with teachers, unpleasant family interactions and failure in school (Smith, 
2006). Children lacking in social, emotional and behavioral health are at high risk for experiencing a number of short-
and long-term problems (Cimino et al., 2007). 

Research has established a compelling link between social emotional development and school success (Raver, 2002; 
Smith, 2006). Social, emotional, and behavioral competence in young children predicts their academic performance 
in the first grade (Raver & Knitzer, 2002). 

Schedules and routines are important to promoting social emotional competencies in children.  The terms routines 
and schedules are often used interchangeably. Schedules represent the big picture and include the main activities to 
be completed daily. Routines are the steps done to complete each item on the schedule. 

Schedules and routines promote social emotional competencies because they are repetitive, helping children learn 
classroom activities and allowing children to predict what will happen next. This helps children feel secure and pre-
pared. Classrooms with consistent schedules and routines facilitate children’s understanding of the learning environ-
ment expectations. Children who are familiar with classroom schedules and routines are more likely to be engaged 
and attentive (Center on the Social and Emotional Foundations for Early Learning, 2007). Schools can support social/
emotional competency by providing a school culture, or the “collective values, beliefs, and norms” (Redding, 2014a, 
p. 13) that are made apparent by the school’s “mission statement, rituals, routines, and relationships among its per-
sonnel and students” (Redding, 2014a, p. 13).
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introductions, paying and receiving compliments, and 
not forgetting the magic words—please and thank you. 
Cooperative learning methods build social skills, and 
service learning provides opportunities to practice pro-
social behaviors. (Redding, 2014b, p. 22)
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What should teachers consider when building school 
routines?

Teachers should provide explicit instruction to students, 
teaching them each activity in the schedule, along with 
all of the smaller steps needed to complete the routines. 
Teachers should not assume that all children will learn 
routines and schedules automatically or by observing 
their peers.

Routines occur at school and home. The following steps 
are an example of a routine associated with a story time. 
(Note that there could be several sub-routines within 
one larger routine.)

1. Gathering in a circle on a floor mat; 
2. Sitting on the floor cross-legged; 
3. Listening to the teacher read; 
4. Looking at pictures in a storybook; 
5. Answering questions. 

When teachers are planning the daily schedule they 
should consider the following: (Adapted from Center on 
the Social and Emotional Foundations for Early Learning, 
2007.)

• Balance of activities – Include a mix of activities that 
differ in noise level, pace, or location.

• Number of activities available – Have enough variety 
in available activities so that all children find some-
thing that piques their interest.

• Number of adults available – Have enough adults 
present to provide adequate supervision and facilita-
tion of skill development; remember that students 
will need to be explicitly taught the steps of routines, 
initially.

• Children’s attention span – With younger children, 
it’s important to include high-interest materials and 
activities 

• Children’s cultural and linguistic background – Be 
sure to include activities and materials that are rel-
evant to students’ family backgrounds

• Longer play periods result in increased play behav-
iors – Make sure children have enough time during 
play periods to truly become engaged in an activity

Schools can intentionally infuse social and emotional 
competency building skills by enhancing its culture with 
an intentional focus on attitudes and behaviors that 
build and reflect self-worth, respect, and responsibil-
ity. Specific social skills can be taught and reinforced, 
including such basic but essential skills such as making 
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Indicator: All teachers establish classroom norms for personal responsibility, cooperation, 
and concern for others. (5584)

Personalized Learning

Social/Emotional Competency: Provide 
instruction, modeling, classroom norms, 
and caring attention that promotes 
students’ social/emotional competency

Explanation: This process of establishing classroom norms for student social behavior is one of the most important 
influences on academic achievement (Schmuck & Schmuck, 1992). Building classroom norms, known as “norming,” is 
one step in group development that allows individuals to learn to work together, trust one another and solve prob-
lems as a unit. 

Questions: What are classroom norms? How should teachers go about establishing classroom norms? How have 
teachers been trained in developing social/emotional skills in their students (i.e., professional development, mentor-
ing, establishing classroom management skills)? Why are norms important?

A meta-analysis on social and emotional learning done by Durlak and colleagues (2011) found that “school’s in-
tentional implementation of evidence-based social and emotional learning programs not only improved social and 
emotional competency but also yielded an 11 percentile point gain in academic achievement” (Redding, 2014b). The 
study found four conditions necessary:

1. Classroom norms for high expectations and academic success
2. Supportive and caring relationships
3. Teacher’s classroom management that supports student engagement
4. Environments that support positive behaviors by actively teaching, encouraging, and reinforcing (Durlak et al.,

2011 in Redding, 2014b).

Classroom norms are specific expectations that teachers establish for students’ behavior. They are ways of behaving 
that are established by the teacher and that define the culture of the classroom. Establishing norms in the classroom 
is part of what brings students together as a single group, developing the interconnections between individuals. This 
process is one of the most important influences on academic achievement (Schmuck & Schmuck, 1992). Redding 
(2014a) writes of establishing this culture:

Personal competencies are enhanced through the teacher’s instruction (especially when personalized) and the 
classroom culture. The teacher’s relational suasion with students facilitates their learning and their building of 
personal competencies. Like the school culture, the culture of a teacher’s classroom reflects values and is seen it 
its rituals, routines, expected behaviors, and relationships among teachers and students. How the teacher organiz-
es the classroom and establishes and reinforces its rules and procedures constitute classroom management, and 
classroom management operationalizes much of what is more broadly called classroom culture. (p.13)

According to Tuckman (2001) there are four stages of group development that occur regardless of the culture, lan-
guage, or purpose of the group: forming, storming, norming, and performing. In working on group development in 
the classroom, teachers need to allow the first two stages to occur naturally before facilitating the classroom norm-



2

Wise Ways®

may want to distribute lists of other potential problems 
that interfere with classroom learning. Upon completion 
of discussion, the teacher and students should decide 
on the final classroom norms collaboratively. The agreed 
upon norms should be posted in a visible place in the 
classroom and revisited at regular intervals to make sure 
the norms are still meeting everyone’s needs.

These norms now define the expected behavior of ev-
eryone in the classroom. The existence of these norms 
allows stage 4 of the group formation process, perform-
ing, to occur. The structure that classroom norms pro-
vide facilitate both classroom success and the success of 
individual learners.

____________

Need some ideas for topics to include in norming? Finley 
(2014) includes the following list of ideas:

1. Student-to-student interactions
2. The physical space and/or personal property
3. Sensitive topics
4. Transitions
5. When the instructor leaves/is absent from the room
6. Communication
7. Using the pencil sharpener, drinking fountain, and/

or restroom
8. When tasks are finished early
9. Smart phones

10. Confusion or frustration
11. Intolerance
12. When needed materials are missing

As a Leadership Team, plan what the school can make 
available for the staff to assist them in developing and 
establishing a set of norms that will enhance students’ 
social and emotional personal competency. The school 
may plan professional development for all the teachers 
on how to establish a set of norms as well as on good 
principles and practices of classroom management. 
Teachers who are more skilled in these areas can men-
tor newer teachers or teachers who are less skilled. The 
school may provide resources and tool that support 
classroom management and the establishment and rein-
forcement of norms (Redding, 2014a).

ing process in the third stage. The first two stages may 
take up to three weeks at the beginning of the school 
year. The stages are:

1. Forming—Members are anxious about being ac-
cepted by other members of the group, so they 
behave cautiously.

2. Storming—Dominant members emerge in the midst 
of conflict and confrontations. Clarification about 
roles and the group purpose are sought by the 
members of the group. (Note that conflict should be 
addressed by the teacher immediately, not left to 
fester.) 

3. Norming—Members grow more cohesive and inter-
dependent; New standards and roles are adopted 
and communication and trust among members 
improves. Resistance is overcome at this stage and 
members feel comfortable expressing personal 
opinions.

4. Performing—Productivity and autonomy are strong 
as members problem solve to complete group 
objectives. The interpersonal bonds between group 
members serves to facilitate task completion and 
problem solving; any interpersonal “problems” are 
considered to be in the past.

When arriving at stage 3, norming, teachers will need 
to facilitate the cohesion of the students into a single 
group. Finley (2014) recommends that when introducing 
a class to the norming process, teachers should state the 
goals for the class culture to be developed. Is the class 
culture intended to establish personal responsibility, 
caring for each other, treating each other with respect, 
achieving better learning outcomes? It is important to 
establish these goals up front. 

Once the goals of classroom norms are established, the 
process of defining them can begin. Finley (2014) recom-
mends the following steps:

1. Ask students to write down events or occurrences 
that have impeded their learning in the past (e.g., 
Students talking out and interrupting each other).

2. Once those events have been identified, ask the 
students to identify classroom norms that could 
prevent that problem (e.g., Each student should 
raise a hand if he or she wishes to speak).

3. Have a group discussion about numbers 1 & 2.
4. Repeat.

Depending on the classroom norms that come out of 
ideas generated by the students themselves, teachers 
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Core 
Function
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Practice
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Pantone7473c/7462c/7542c

Indicator: All pre-K teachers ensure that all students are involved in activities each day that 
are designed to stimulate development in all domains: social-emotional, physical, approaches 
to learning, language, and cognitive development. (5585)

Pre-School/Early 
Learning

Provide children quality early learning 
opportunities

Explanation: Each state has recognized the importance of focusing on the five domains of development as these 
domains are present in each state’s Early Learning Guidelines. (Click here to view each state’s guidelines). State Early 
Learning Guidelines describe expectations for young children before the age of school entry. Moreover, the National 
Association of Early Childhood Specialists in State Departments of Education (2013) has issued a policy that high-
quality early education supports all five domains of early childhood development. 

Questions: Do teachers intentionally support development across all domains in their daily activities? And does the 
school administration support teachers in implementing curricula that support development across all domains? 

Mrs. Rita Mae Perkins, an elementary school principal, wants the pre-K children at her school to succeed as they 
transition into kindergarten and higher grades. She is especially concerned about her students doing well on grade 
three standardized assessment tests, so she strongly encourages the pre-K staff at her school to focus more time on 
literacy and math. 

Mrs. Edena Babic, a pre-K teacher at Mrs. Perkins’ school, believes addressing all the developmental domains best 
supports students’ academic success. However, she feels pressure to make her classroom resemble higher grades 
and, as a result, feels there is less time for dramatic play and other activities that involve students being out of their 
desks. 

While walking to her office, Mrs. Perkins hears a lot of noise coming from Mrs. Babic’s classroom and stops by to 
check it out. There is a lot of activity in the room, with children at different centers. Mrs. Babic appears to be play-
ing with a group of children in a play kitchen. Mrs. Perkins remembers the last time she walked by the room and saw 
children sitting in a large group as Mrs. Babic held up a picture and talked about feelings. Mrs. Perkins want to ensure 
these students are ready for the rigor of elementary school and arranges a time to meet with Mrs. Babic to discuss 
focusing time and energy on math and language instead of play. 

When Mrs. Babic learns about the purpose of the meeting, she knows she will need to make a case for how these 
activities support math and language development, and how they support development in the other domains. She 
always wants to use it as an opportunity to discuss how address the importance of supporting children’s develop-
ment in all domains. She thinks about asking her assistant to film a session of dramatic play time so that she can 
explain moment by moment the skills the children are learning. For instance, she knows Lily needs support in fine 
motor skills and that letting her manipulate play dough is building this skill, which will help her be able to grip pencils 
and other materials in later grades. 
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• Physical development: Research shows the impor-
tance of early learning that emphasize the impor-
tance of motor development in children, from large 
motor movements that occur on the playground 
to small motor work required for holding a crayon 
or putting together puzzles to physical well-being 
including attention to all aspects of health (Brown et 
al., 2009; Grissmer et al., 2010). 

• Socio-emotional development: Studies have shown 
that early learning that include emotional support 
and secure relationships that engender the child’s 
acquisition of such characteristics as self-confidence 
and the ability to function as a member of a group. 
supports the importance of early attention to 
socio-emotional development has been conducted 
by Payton and colleagues (2008) who reported a 
positive impact of social and emotional learning for 
kindergarten to eighth-grade students. Raver (2002) 
reported that research reveals early attention to 
children’s emotional development is critical for early 
school readiness. Moreover, Bogard & Takanishi’s 
research (2005) demonstrated that social-emotional 
skills are related to later literacy achievement.” 

• Approaches to learning: Research has demonstrated 
that early learning that teachers should understand 
the ways children become engaged in learning so 
they can best enhance their engagement. Curiosity, 
creativity, independence, cooperativeness, and per-
sistence are some of the approaches that enhance 
early learning and development (Fantuzzo, Perry, & 
McDermott; Mize & Ladd, 1990). 

• Language and literacy: Communicating effectively 
with other children and adults and having emergent 
literacy experiences with diverse forms of language 
are fundamental elements of this dimension. Re-
search demonstrates the critical importance of early 
literacy on later school success (Dickenson & Neu-
man, 2006). 

• Cognitive development: Cognition and general 
knowledge represent the accumulation and reorga-
nization of experiences that result from participating 
in a rich learning setting with skilled and appropriate 
adult intervention. From these experiences children 
construct knowledge of patterns and relations, cause 
and effect, and methods of solving problems in 
everyday life (Fischer, 1980: Masten & Coatsworth, 
1998). 

If you were Mrs. Babic, how would you make the case for 
addressing all domains in daily activities? What addi-
tional evidence would you use? How can skills in social-
emotional development and approaches to learning 
(e.g., initiative, motivation, and persistence) be an asset 
to children as they tackle learning in their current grade 
level as well as future grades? In what ways can teachers 
be intentional about addressing all domains? How can 
they assess if they are truly are covering all domains on a 
daily basis? 

Young children’s development occurs across multiple 
domains (Payton, Weissberg, Durlak, Dymnicki, Taylor, 
Schellinger, & Pachan, 2008). Early learning opportuni-
ties that support the whole child lay the foundation for 
successful learning throughout that child’s life. According 
to the National Association for the Education of Young 
Children and the National Association of Early Child-
hood Specialists in State Departments of Education, 
daily stimulation of each of the domains is important 
as “young children’s development is strongly intercon-
nected, with positive outcomes in one area relying on 
development in other domains” (NAEYC & NAECS-SDE, 
2002, 4). Moreover, NAESC-SDE (2013) recently issued 
a policy statement based on a review of research that 
all children in the U.S. should have an opportunity to 
participate in a high quality classrooms with a compre-
hensive curriculum that addresses all domains important 
for young children. 

In recent years, each state in the national has adopted 
State Early Learning Guidelines which reflect the impor-
tance of supporting the major domains of development. 
These guidelines are based in part on the seminal work 
of the National Education Goals Panel, (1995) which 
summarized the research and rationale behind each of 
the five domains. For additional details on each of the 
domains see the ELG/ELDS website. 

Research has demonstrated the importance of focusing 
on each of these domains in early learning classrooms. 
Scott-Little, Kagan and Frelow (2006) summarize re-
search on the importance of early learning classrooms 
supporting children’s physical, language, and cognitive 
development as well as specific attention on children’s 
approaches to learning. This 2006 review updates the 
summary produced by Kagan, Moore, & Bredekamp in 
1995. These authors summarize research on the impor-
tance of early learning environments that support each 
of the five domains of development: 
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