


Consortium for Educational Change – Supporting Partner � 2 
 

Table of Contents: Narrative Description 

  Page 

Item 2:  Executive Summary 4 

Item 3:  Service Area and Capacity Limitations  5 

Item 4:  Work Plan 7 

 Human Capital Strategy 5: Intensive Mentoring and Induction  7 

1. Needs Assessment 7 

2. Community Involvement and Engagement 9 

3. Services Plan 10 

4. Building Capacity for Sustained Improvement 13 

5. Outcomes-Based Measurement Plan 13 

6. Fiscal Status Reporting 16 

 Human Capital Strategy 6: Performance Evaluation/Development for Teachers 17 

1. Needs Assessment 17 

2. Community Involvement and Engagement 18 

3. Services Plan 19 

4. Building Capacity for Sustained Improvement 22  

5. Outcomes-Based Measurement Plan 23 

6. Fiscal Status Reporting 24 

 Human Capital Strategy 7: Performance Evaluation for Principals 25 

1. Needs Assessment 25 

2. Community Involvement and Engagement 26 

3. Services Plan 27 

4. Building Capacity for Sustained Improvement 30 

5. Outcomes-Based Measurement Plan 31 

6. Fiscal Status Reporting 32 

 District Capacity Building:  District Anchor Leadership Development 33 

1. Needs Assessment 33 

2. Community Involvement and Engagement 35 

3. Services Plan 36 

4. Building Capacity for Sustained Improvement 39 

5. Outcomes-Based Measurement Plan 39 

6. Fiscal Status Reporting 40 



Consortium for Educational Change – Supporting Partner � 3 
 

 District Capacity Building:  Distributed Leadership Development 41 

1. Needs Assessment 41 

2. Community Involvement and Engagement 43 

3. Services Plan 44 

4. Building Capacity for Sustained Improvement 49 

5. Outcomes-Based Measurement Plan 50 

6. Fiscal Status Reporting 52 

Item 5:  Demonstrated Record of Effectiveness 53 

Item 6:  Fiscal and Management Capabilities 60 

Item 7:  Exceptions to the RFSP 63 

Item 8:  Contracts with ISBE 63 

Bibliography 64 

Appendices 



Consortium for Educational Change – Supporting Partner � 4 
 

 

ITEM 2: EXECUTIVE SUMMARY 

 

 The Consortium for Educational Change (CEC), a not-for-profit network of Illinois school 
districts and professional organizations, respectfully submits this proposal to serve as a Supporting 
Partner in Illinois Partnership Zone school transformation projects in regions I-A (Chicago), I-B-B 
(West Cook), I-B-C (South Cook), I-B-D (North Cook), I-C (Northeast), II (Northwest), III (West 
Central), IV (East Central), V (Southwest), and VI (Southeast).  

 CEC has the capacity to work with dozens of schools at the elementary, middle, and/or high-
school level, depending on the number of targeted schools per district and the geographic location 
of targeted schools in targeted districts. CEC’s capacity as a Supporting Partner involves work on 
human capital strategies as well as in capacity building for districts. 

Human Capital 

 CEC is able to provide supporting services for the following Human Capital strategies listed in 
Appendix B of the RFSP: 

• Establish an intensive induction and mentoring program for Illinois Partnership Zone 
teachers and administrators. 

• Establish meaningful performance evaluation and development systems that fairly 
and accurately differentiate teachers based in part on student achievement, and train 
administrators and other evaluators in its use. 

• Establish meaningful principal and other school administrator evaluation systems 
that incorporate considerations of school climate and are based, in part, on student 
achievement. 

Capacity Building 

 CEC also has the experience to build school board and district central office capacity with 
respect to the following: 

• District Anchors (Board, Administration, and Union) Leadership Development:  
Collaborative relationship building among district anchors (i.e., school board, 
administration, and local teacher union) and other stakeholders, including families, to 
ensure that resources of the district and school are aligned and supportive of the 
interventions necessary to accelerate student learning in the school and, eventually, the 
system. 

• Distributed Leadership Development and Training:  Collaborative reflective structures 
within the school; aligned curriculum, instruction, and assessment tools; and needs-based 
professional development to build capacity for sustained improvements. 

 To accomplish this work, CEC will rely on more than 20 years experience in working with 
Illinois school systems, helping them construct a community of learners and break down traditional 
hierarchies so that all members of the community – be they teachers, parents, school 
administrators, professional development specialists, or school board members – contribute ideas 
and learn from one another.  
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 The Consortium’s work is founded on research-based best practices and supported by 
subcontracting partners that are leaders in union/management collaboration, teacher and school 
leadership development, classroom instruction, curriculum, and standards and assessment.  All 
CEC initiatives are implemented with the agreement and involvement of local teacher bargaining 
units, as well as district leadership and school boards.  

 CEC is well suited to perform the responsibilities of Supporting Partner, because of its large 
network of partnering experience with more than 80 CEC member school districts, a wide variety of 
staff experience over a diverse list of school-related areas, and a robust list of partners who 
provide a significant base of successful school interventions based upon best practice research. 

 CEC has developed ongoing relationships with a number of districts and schools throughout 
Illinois, including those who have not made Academic Yearly Progress, as well as others who are 
in restructuring. CEC has helped districts and schools to implement Comprehensive School 
Reform designs and has worked with districts and schools to develop and implement School 
Improvement Plans aligned with the ISBE rubric. Through this work, we have seen significant 
improvements in district, school, and student performance on the ISAT. 

 CEC has adopted a new organizational structure intended to ensure that as CEC grows; it 
continues to meet the needs of its clients by providing high-quality, integrated services. Core 
Service Directors lead and coordinate the work and provide supports for staff in each of the 
following CEC core service areas: System Assessment & Visioning; Collaborative Structures & 
Processes; Standards, Instruction & Assessment; Professional Practices; and Restructuring. 

 CEC has sufficient cash reserves to enable it to operate for up to six months prior to receiving 
payment from the contracting school districts. CEC has sufficient number of signed contracts and 
grants for the 2009-2010 fiscal year that will provide a positive cash flow to financially support this 
initiative in addition to its current programs and services. 
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ITEM 3: SERVICE AREA AND CAPACITY LIMITATIONS 

The Consortium for Educational Change (CEC), with subcontracting support as detailed in this 
document, has the experience to serve as a Supporting Partner for the Human Capital and 
Capacity Building strategies described herein.   

CEC has the capacity to provide these services to school transformation projects at the 
elementary, middle, and high school levels in regions I-A (Chicago), I-B-B (West Cook), I-B-C 
(South Cook), I-B-D (North Cook), I-C (Northeast), II (Northwest), III (West Central), IV (East 
Central), V (Southwest), and VI (Southeast).   

Furthermore, CEC has the capacity to work with dozens of schools, depending on the number 
of targeted schools per district and the geographic location of targeted schools in targeted districts. 
CEC has great capacity to build cohorts of schools that are located in the same regions of the 
state, which would enable these schools to share resources, lower costs associated with the 
transformation efforts, and increase opportunities to share and learn from each other. Examples of 
the benefits of resource sharing are evident in: 

• CEC’s mentoring and induction trainings and supports for district programs; 

• The Region III Middle School Cohort for School Improvement, which partners CEC, Peoria 
County Regional Office of Education, and Two Rivers PD Center with Peoria and 
Springfield middle schools; 

• CEC’s Compacts for Quality in northern and central Illinois;  

• CEC’s Superintendent Networking Sessions;  

• CEC’s PETAL Compact;  

• CEC-IEA Union Leadership Development Cohorts in northern, central and southern Illinois; 
and  

• The multi-state Great Lakes Teacher Union Reform Network.   

All of these networks, facilitated and supported by CEC with other partners, focus on both 
individual and shared reform efforts. 

      CEC’s ability to provide district anchors leadership development support and, to some extent, 
organization of reflective collaborative structures in schools is dependent on the willingness of the 
stakeholders in the district to work collaboratively toward improvement, and the level of their 
commitment toward collaboration. To gain the benefits of CEC membership, key stakeholders from 
the school district (the superintendent, school board president, and local teacher union president) 
must certify in writing their willingness and ability to work collaboratively in order for CEC to move 
forward with the Consortium’s approach toward school transformation.  
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ITEM 4: WORK PLAN 

 CEC with its subcontracting partners has the capacity and capabilities to work as a Supporting 
Partner with respect to the Human Capital and District Capacity Building services detailed in this 
work plan. Human Capital strategies and work in District Capacity Building are addressed 
individually and separately. 

   

Human Capital 

 CEC and its subcontractors have the experience and capacity to support human capital 
strategies number 5, 6, and 7, as listed in Appendix B of the RFSP. Although the needs 
assessment recommendations are similar for each strategy, tactical implementations differ. 
Consequently, each of these strategies will be presented as individual proposals within this section. 

 

5. Establish an intensive induction and mentoring program for Illinois Partnership 
Zone teachers and administrators. 

 

1. Needs Assessment 

Positive teaching and learning conditions are critical to creating environments where educators 
and students can succeed. These critical conditions include more than resources, class sizes, and 
physical structures (although these factors should not be overlooked). The NTC’s study of school 
climate in 16 Illinois districts as part of its TeLL (Teaching, Leading, and Learning Conditions 
Survey) Illinois initiative found that participating educators were less likely than peers in other 
states to indicate that they had supportive leadership, sufficient resources, etc. (Hirsch et al.) 

In this analysis, educators who noted the presence of strong leadership that created trusting 
environments and provided positive feedback were more likely to indicate that they would remain in 
their school. Additionally urban schools and those serving high poverty populations were less likely 
to provide the types of climate necessary for student success  

 

Describe a framework for undertaking a needs assessment at the district level, 
focusing on the human capital and/or district capacity building areas addressed by 
the applicant’s proposed services. 

 CEC proposes two potential approaches to evaluating unmet needs in the school and system 
with regard to working conditions and the conditions that would ensure a mentoring and induction 
program are successful. 

1. New Teacher Center (NTC) Teaching and Learning Conditions Survey 

 The NTC historically has focused on supports for new teachers and administrators, expanding 
this work to include evaluation of conditions that support all educators.  NTC has summarized two 
key understandings about educator development, based on the center’s work in education, 
research, policy, and practice: 
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• Improvements in teacher retention and student achievement can best be attained through 
ongoing supportive instructional interventions in the place where student learning happens, 
the classroom. 

• For real and sustained educator development to take place, classroom-level supports must 
be balanced with school environments that encourage, support, and challenge all teachers 
to achieve to their highest potential. 

In an effort to address the environmental factors that support educator development from novice to 
veteran, NTC has engaged in a comprehensive data-driven initiative that seeks to open up the 
black box of conditions that foster school excellence. 

 The Teaching and Learning Conditions Survey administered by NTC looks at the following 
domains around teaching and learning conditions that encourage or constrain good teaching and, 
therefore, impact student achievement: 

• School leadership, 

• Professional development, 

• Empowerment/decision making, 

• Facilities/resources,  

• Time, and  

• Mentoring/induction. 

 NTC, in partnership with CEC, would conduct the survey in Partnership Zone schools to 
assess school climate in these areas. The instrument and process, piloted as part of TeLL Illinois, 
provides organizations with invaluable information to ensure high response in the Partnership Zone 
schools. Further, as NTC conducts similar surveys nationally, it is in a unique position to put 
Partnership Zone schools in context, providing comparisons not just in Illinois but also nationally 
among schools serving similar populations. CEC and NTC have vast experience utilizing culture 
and climate data as part of school improvement processes, including the implementation of 
mentoring and induction programs. 

 

2. National Education Association (NEA) Keys to Excellence for Your Schools 

 For almost two decades, the NEA has been supporting a national initiative to foster school 
improvement called Keys to Excellence for Your School (KEYS). KEYS uses an extensive self-
administered survey of school staff and parents to identify the conditions in their school that 
research has shown influence teaching and learning. The KEYS process, which has been validated 
in studies of student achievement, has been used to improve thousands of schools throughout the 
United States (Keys to Excellence for Your Schools). 

 KEYS (version 2.0) identifies conditions in schools that need improvement, making it part of a 
broader change process.  Schools have made increasing use of student performance data to give 
direction to school improvement.   

 CEC has extensive experience administering this survey, which is provided free to NEA 
members, in Illinois schools and can assist schools and districts in using the KEYS data within the 
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context of continuous school improvement and putting in place specific strategies, such as 
mentoring and induction programs or new teacher evaluation systems. 

 

2. Community Involvement and Engagement 

Describe with as much specificity as possible how the applicant intends to 
effectuate meaningful partnerships within the community, including any formal 
partnerships with locally based organizations.  

 NTC’s Formative Assessment System (FAS) is one of the principal tools that give formal 
structure to the mentor-new teacher interaction, and this tool can help schools and new teachers 
build effective partnerships with the community. In particular, FAS helps mentors ensure that new 
teachers consciously assess their practice and make progress along many facets of the continuum 
of teaching practice, including building relationships with parents and the community.   

 Very early in the new teacher’s first year, the FAS directs the mentor and new teacher to 
consider the structure and resources of the community, coming to understand what community 
resources the students and their families may depend on and which resources may offer support to 
(or need help from) the teacher.  New teachers are assigned to discover before- and after-school 
programs, English-learner and other Adult Ed programs, and facilities such as the library and public 
transportation. 

 With the mentor, the teacher conducts informal research into the ethnic composition of the 
community as well as the schools and become knowledgeable about community problems and hot 
issues. 

 

If any partnerships are currently in place, then describe how those will be used in 
the school improvement efforts.  

 NTC and CEC have vast experience in mentoring and induction programs.  NTC is a national 
non-profit organization that has served more than 49,000 teachers, 5,000 mentors, and touched 
millions of students.  NTC currently provides comprehensive, instructional support to close to 1,000 
new teachers in the Chicago Public Schools. In addition, CEC has worked with NTC in 
administering mentoring and induction programs for teachers, as well as leadership coaching for 
administrators, in regions throughout the state of Illinois.  

 CEC and NTC also have great capacity to build cohorts of schools that are implementing 
mentoring and induction programs in order to enable these schools and districts to share 
resources, lower costs associated with the transformation efforts, and increase opportunities to 
share and learn from each other.  

 

Proposals should indicate how the applicant plans to integrate parents, the 
business community, community organizations, state and local officials, and other 
stakeholders into the services offered by the Supporting Partner. 

 The FAS, administered as part of the NTC’s mentoring and induction program, guides mentors 
and new teachers in communicating with the parents of their students.  Communicating with 
parents, new teachers will learn, can be much more than a discussion of grades. The FAS 
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suggests surveying parents concerning their social and linguistic background and their hopes and 
concerns for the students. Teachers are encouraged to enrich their parental conversations by 
including issues concerning the students’ special interests, peer interactions, and language 
development as well as information about community programs that may be of value to the 
students and/or their families. 

 

3. Services Plan 

Include a comprehensive description of how the applicant intends to address one or 
more of the human capital or district capacity building activities described above.  

CEC with the New Teacher Center will organize an induction and mentoring program for new 
teachers and leadership coaching for first-year principals. 

 

Induction and Mentoring for Teachers 

CEC will conduct its Teachers’ First Induction and Mentoring program (TFIM), a 
comprehensive, intensive, and systematic mentoring and professional development program for 
beginning teachers entering into the teaching profession and their mentors. This program draws 
upon the latest research on induction and mentoring from the New Teacher Center (NTC), and the 
work of Charlotte Danielson as documented in her book, Enhancing Professional Practice 
(Danielson 2006). A detailed description of the TFIM program can be found in Appendix 1. 

The TFIM program includes multiple opportunities for reflective practice and dialogue, 
coaching, classroom observations, demonstrations, lessons, the analysis of student work, effective 
use of technology, formative and summative assessment, professional development, and the 
development of academic content. Throughout the entire process, the principles of adult learning 
are utilized. The development of practical professional knowledge, and systematic and 
comprehensive professional development, with follow-up support in the form of mentoring and 
networking, will ground the work. 

CEC will work with the district to release one teacher mentor for every 15 first-year teachers 
working in the school.  These teacher mentors will be required to have an extensive set of 
qualifications and experience so that they can function as effective mentors with on-going support 
to new teachers. They must have a current state of Illinois Teaching Certificate, a master’s degree 
in education preferred, tenure in the school district, at least five years of teaching experience, 
outstanding teaching evaluations by their district supervisors, and superlative recommendations 
from their colleagues and school administrators. Teacher mentors might be experienced current 
classroom teachers or recently retired expert teachers. 

Teachers mentors will participate in 12 full days of mentor professional development, offered in 
three full-day sessions each quarter. Mentors also will receive follow-up monthly half-day 
professional development throughout the school year. Site administrators will receive three half-
days of professional development with a focus on the induction and mentoring process and the 
support they can provide during the school year. 

The beginning teachers will receive from 1½ to 2½ hours of individual support from teacher 
mentors each week of the school year. Follow-up mentoring will take a variety of forms, depending 
on the developmental needs of the new teachers and will include, as appropriate: classroom 
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observations; coaching; classroom demonstrations; team-teaching; peer observations; reflection 
and dialogue sessions; case study analysis of classroom interactions and classroom instructional 
issues; examination of student work; assessment of progress toward professional goals; review of 
new teacher portfolios; discussion of how theory, research, teaching, learning, and content 
standards can be integrated into classroom practice; and observation of mentors and other 
exemplary teachers. 

  

Principal Support 

 CEC also will work with NTC to provide support for new principals through Coaching Leaders 
to Attain Student Success (CLASS), a research-based program that prepares former successful 
principals to coach first-year principals and early-career administrators to help them develop skills 
and strategies necessary to be strong and competent leaders. CLASS, which was developed by 
the NTC, is comprised of the following: 

• Three-day CLASS training for former effective principals who want to become coaches; 

• In-person coaching for new administrators for up to 50 hours per year; 

• Continuous training for new administrators in four professional development sessions, 
called Leadership Institutes; and  

• CLASS Network, a network for CLASS-trained mentors, who meet five times a year for 
further training, reflection, and network support. 

Additional information on CLASS is in Appendix 2. 

 

Provide specific examples of the applicant’s past effectiveness in addressing one or 
more of the activities proposed, reinforced by data, as applicable. 

 The mission of the New Teacher Center is to increase teacher effectiveness in order to 
improve student learning. NTC has evaluated the effectiveness of mentoring and induction 
programs for new teachers, who are disproportionately assigned to classrooms filled with lower 
performing, minority students who often are English language learners and belong to high-poverty 
families.  

 The benefits of using full-time released mentors to assist new teachers has been demonstrated 
by NTC in the Boston public schools, where students whose teachers received support from full-
release mentors showed better gains in achievement, compared with those whose teachers were 
supported by site-based mentors who also had full classroom duties of their own (Fletcher and 
Strong 2008). 

 Indeed, when teachers have capable mentoring support, benefits on student learning are 
demonstrated on results in standardized achievement tests. In a Santa Cruz, California, with high 
levels of poverty, students in the classrooms of new teachers receiving mentoring performed as 
well on SAT9 achievement tests as did students in veteran teachers’ classrooms. Moreover, these 
students made gains even though their classrooms had more English language learners than did 
the classrooms of veteran teachers. Each of the novice teachers in this study had received two 
years of instructional support from a carefully selected full-time mentor (Villar 2003). 
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 Mentoring not only improves the skills of new teachers it also impacts the level of turnover. In a 
working paper that evaluated the impact of mentoring of new teachers in New York City on student 
learning, Rockoff found substantial gains by students on standardized tests among students whose 
teachers had spent the most time with full-time mentors (Rockoff 2008).  One hour or more of 
mentoring each week led to student gains in reading and math, compared with the students of new 
teachers who received little or no mentoring support.  Plus, teacher retention was increased as a 
consequence of the mentoring support, according to Rockoff’s findings. 

 

Provide a detailed description of all subcontractors and partnership organizations 
that the Supporting Partner will use in the implementation of this program and the 
process used for their selection. 

 The New Teacher Center is a national non-profit organization dedicated to improving student 
learning by accelerating the effectiveness of teachers and school leaders. NTC strengthens school 
communities through proven mentoring and professional development programs, online learning 
environments, policy advocacy, and essential research.  

 NTC partners with school districts, policymakers, and leaders in education to design and 
implement comprehensive, mentor-based support programs that improve teacher retention, build 
career pathways, and transform schools into learning communities.  

 The NTC induction model encourages educators to maintain a strategic focus on student 
learning, and NTC’s standards-based Formative Assessment System helps establish norms and 
document impact. NTC seeks to redress the achievement gap in the nation’s schools by 
accelerating the development of exemplary teachers and transforming schools into vibrant learning 
communities. 

 

Provide evidence that the applicant has carefully vetted the partners and programs, 
obtained reasonable assurances of their efficacy, and only targeted program 
elements that further the objectives of the Supporting Partner proposal. 

 New teachers and administrators are typically placed in the most difficult assignments in the 
schools with the greatest need. Not surprisingly, many of their educational careers will not survive 
this trial by file. In contrast, NTC has a demonstrable record of achievement, with long-term new 
teacher retention rates as high as 95% compared to a nationwide dropout rate of nearly 50%. 

 Teacher recruitment represents a major cost in a district budget. Yet it’s not just about money. 
Students suffer when they face a constant stream of novice teachers and never have the 
opportunity to benefit from experienced teachers. NTC induction programs help novice teachers 
survive their early years and emerge as confident, skilled professionals. 

 

Describe any assumptions used for student enrollment at elementary, middle, and 
high school grade levels and how increases or decreases in the number of students 
enrolled will affect the proposed services to be provided. 

For budgetary planning purposes, CEC has assumed student enrollment of 500 for elementary 
and middle schools. We also have assumed that high schools will be organized into small learning 
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communities of 500 students. This assumes the elementary school includes grades K-5, the middle 
school includes grades 6-8, and the high school includes grades 9-12. 

 

4. Building Capacity for Sustained Improvement 

Describe how the Supporting Partner intends to phase out the need for services 
over a five-year period, so that services provided by the partner can be eventually 
managed by the school district with adequate capacity to sustain the improvements 
and growth resulting from the Supporting Partner’s efforts.  

 The mentoring and induction support program is designed to build capability within the district 
to operate the program internally, with occasional participation in outside professional 
development, after the intervention period ends. CEC and NTC would provide services in the first 
three years of the intervention, with the most intensive support in Years 2 and 3 (the first two 
school years of the intervention). Services would be tapered off by Year 4. 

 

If the applicant’s proposal does not include a full phase-out of services in five years, 
then identify any specific services that will continue after a five year period.  

n/a 

 

5. Outcomes-Based Measurement Plan 

 

Include a five-year outcomes-based measurement plan, covering the planning 
period plus four years of intervention implementation.  

 Objective qualitative and quantitative measures will be used to evaluate mentoring, new 
teacher development and retention, assessment, and networking components. Formative 
measures will be used to improve the program’s design as it is implemented.  

 Measurements of the effectiveness of an intensive induction and mentoring program for 
teachers and administrators would relate to specific objectives of the strategy, beginning with 
baseline evaluations in the 2010/11 school year and pre- and post-assessments at the beginning 
and end of each school year.  

 Other data to be evaluated include retention rates, performance ratings of new teachers, 
attendance records at professional development, collaborative assessment logs, feedback 
questionnaires on responses to program activities, minutes of all meetings, and mentor plans. By 
the end of the 2010/11 school year, and each school year thereafter, mentors and administrators 
will be able to provide effective formative assessment and meaningful feedback to beginning 
teachers to impact their development of their professional practice. 
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Define the realistic outcomes (i.e., those that the proposed work will accomplish at 
the end of the five-year period) and include measurable indicators of progress 
against those outcomes. The outcomes must address, but are not limited to: 

• Human capital and/or district capacity objectives appropriate to the nature of 
the proposed services, and  

• Building capacity for sustained improvement beyond the implementation 
period of the services. 

Over the five-year intervention period, the mentoring and induction program will help a district 
build capacity to provide these services to new teachers continuously. To that end, the objectives 
of the program, listed below, are designed to provide schools and school systems the capacity to 
operate their own mentoring and induction program: 

• Develop the knowledge, skills, and ability of mentors and instructional leaders to 
implement a successful mentor and induction program;   

• Improve the quality of first-year teacher instruction; 

• Increase first-year teacher retention; 

• Establish systems of assessment and feedback for new teachers; and  

• Establish a network for teacher mentors and first-year teachers. 

Measurable indicators of progress against these goals will be improvements in mentoring skills 
and new teacher skills, as determined by pre- and post-assessments. Improvements in new 
teacher retention will be tracked each year.   

 

Propose the intermediate outcomes (six- to 24-month timeframes), measurable 
indicators, and design of how the Supporting Partner and stakeholders will use 
results to evaluate the implementation of the services and make necessary 
improvements and adjustments throughout the course of implementation. 

Key outcomes, and measurements of progress, are provided with each of the five main 
objectives for the mentoring and induction program. 

Objective 1:  Develop the knowledge, skills, and ability of mentors and instructional leaders to 
implement a successful mentor and induction program.   

• By end of 2010/11 school year, teachers selected to be mentors will have developed 
effective mentoring skills including: effective use of coaching language, observation skills, 
feedback based on professional standards, and use of a variety of tools for inquiry into 
practice. 

• At the beginning of each project year, baseline data on the type and degree of involvement 
in the project for teacher mentors will be collected, including baseline surveys and pre- and 
post-assessments to provide a basis for determining whether changes in mentor behavior 
and attitudes may have occurred: 
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o Pre-assessment surveys, which ask mentors about a range of issues rated to the 
mentoring process, are administered in the fall of 2010; and  

o A post-assessment survey will be administered at the end of the school year in 
2011. Comparisons will be undertaken to determine what significant changes have 
occurred. Analysis of results will determine the degree and nature of the 
participant’s involvement in mentoring the effectiveness of their work with 
teachers. 

• Other data to be evaluated include attendance records at professional development, 
collaborative assessment logs, feedback questionnaires on teacher responses to program 
activities, minutes of all meetings, and mentor plans. 

Objective 2: Improve the quality of first-year teacher instruction. 

• By the end of the 2010/11 and 2011/12 school years, beginning teachers will have 
increased their ability to provide high-quality instruction for students in their classes, 
consistent with State of Illinois Professional Teaching and Learning Standards. 

• At the beginning of each project year, baseline data on the type and degree of involvement 
in the project for first-year teachers will be collected. Data collection and analysis will 
include the following: 

o Baseline surveys administered as pre- and post-assessments to determine 
what changes in behavior and attitudes among new teachers may have 
occurred; 

o Pre-assessment surveys administered in the fall of 2010 and 2011, asking 
teachers about a range of issues related to the teaching and learning process; 
and  

o Post-assessment instrument administered at the conclusion of the school year 
in 2011 and 2012. 

• Comparisons between all pre- and post-assessments will determine whether significant 
changes have occurred, and analysis will determine the degree and character of the 
participants’ involvement in mentoring. 

• Records also will be maintained on performance ratings of new teachers from 
administrative supervisors.   

Objective 3: Increase first-year teacher retention 

• At the end of each school year, schools whose teachers are participating in the program 
will provide records concerning whether a particular teacher has been retained by the 
district for the following school year. 

• The percentage of teachers retained by each school or district will be calculated to 
determine whether the program has met its third objective by the end of the intervention. 

Objective 4: Establish systems of assessment and feedback for new teachers 

• By the end of the 2010/11 school year, mentors and administrators will be able to provide 
effective formative assessment and meaningful feedback to beginning teachers to impact 
their development of their professional practice. 



Consortium for Educational Change – Supporting Partner � 16 
 

• To assess the degree to which systems of assessment and networks have been 
established for teacher mentors and first-year teachers, a summary of all assessments and 
communication conducted will be maintained during the school year.  

• Quarterly, the mentor and the CEC/NTC mentor/professional development specialists will 
conduct a content analysis of these documents, as well as records on file, to determine 
how effectively assessment instruments and communication systems have supported the 
project.  

• Focus group sessions and surveys with teacher mentors and the new teachers also will 
determine how effective the assessment instruments have been and the degree to which 
they have contributed to teacher growth and development. 

• To assess the degree to which a communication network has been established, a 
questionnaire will be administered to all participants at the beginning of the project to 
establish baseline data for current communication patterns. Post assessments will be 
administered to assess the frequency and types of communications that occurred during 
the school year. 

Objective 5: Establish a network for teacher mentors and first-year teachers. 

• By the end of the 2010/11 school year, a communication network for teacher mentors and 
first-year teachers twill have been established to provide ongoing support. 

 

Discuss how the applicant will implement an outcomes-based measurement plan 
and what resources are in place or will be in place to support this work. 

 Measurements of the effectiveness of an intensive induction and mentoring program for 
teachers and administrators would include baseline evaluations in the 2010/11 school year and 
pre- and post-assessments at the beginning and end of each school year. Other data to be 
collected and evaluated include retention rates, performance ratings of new teachers, attendance 
records at professional development, collaborative assessment logs, feedback questionnaires on 
responses to program activities, minutes of all meetings, and mentor plans.  

 CEC and the NTC will work with the school and district to put in place processes and systems 
for the collection of these data and, during the intervention period, will assist and guide in the 
analysis of these findings.  

 The ability of mentors and principals to properly collect and analyze these data, and their 
understanding of the significance of the outcomes-based measurement plan, will be increased 
further during professional development and training with CEC/NTC. 

 

6. Fiscal Status Reporting 

Describe the plan for how the applicant will report on the fiscal status of the 
implementation to ISBE and the school district. 

 CEC, as a Supporting Partner, will report on the fiscal status on the program through quarterly 
year-to-date expenditure reports that are connected to the budgetary line-items for which it is 
supporting individual districts. 
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Human Capital, cont.  

6. Establish meaningful performance evaluation and development systems that fairly 
and accurately differentiate teachers based in part on student achievement, and 
train administrators and other evaluators in its use. 

 

1. Needs Assessment 

Positive teaching and learning conditions are critical to creating environments where educators 
and students can succeed. These critical conditions include more than resources, class sizes, and 
physical structures (although these factors should not be overlooked). The NTC’s study of school 
climate in 16 Illinois districts as part of its TeLL (Teaching, Leading, and Learning Conditions 
Survey) Illinois initiative found that participating educators were less likely than peers in other 
states to indicate that they had supportive leadership, sufficient resources, etc.  

Educators who noted the presence of strong leadership that created trusting environments and 
provided positive feedback were more likely to indicate that they would remain in their 
school. Additionally urban schools and those serving high poverty populations were less likely to 
provide the types of climate necessary for student success (Hirsch et al.).  

 

Describe a framework for undertaking a needs assessment at the district level, 
focusing on the human capital and/or district capacity building areas addressed by 
the applicant’s proposed services. 

 CEC proposes two potential approaches to evaluating unmet needs in the school and system 
with regard to working conditions and the conditions that would ensure a school and school system 
had the willingness and capability of establishing meaningful performance evaluation and 
development systems that fairly and accurately differentiate teachers based in part on student 
achievement. 

1. New Teacher Center (NTC) Teaching and Learning Conditions Survey 

 The NTC historically has focused on supports for new teachers and administrators, expanding 
this work to include evaluation of conditions that support all educators.  NTC has summarized two 
key understandings about educator development, based on the center’s work in education, 
research, policy, and practice: 

• Improvements in teacher retention and student achievement can best be attained through 
ongoing supportive instructional interventions in the place where student learning happens, 
the classroom. 

• For real and sustained educator development to take place, classroom-level supports must 
be balanced with school environments that encourage, support, and challenge all teachers 
to achieve to their highest potential. 

 In an effort to address the environmental factors that support educator development from 
novice to veteran, NTC has engaged in a comprehensive data-driven initiative that seeks to open 
up the black box of conditions that foster school excellence. 
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 The Teaching and Learning Conditions Survey administered by NTC looks at the following 
domains around teaching and learning conditions that encourage or constrain good teaching and, 
therefore, impact student achievement: 

• School leadership, 

• Professional development, 

• Empowerment/decision making, 

• Facilities/resources,  

• Time, and  

• Mentoring/induction. 

 NTC, in partnership with CEC, would conduct the survey in Partnership Zone schools to 
assess school climate in these areas. The instrument and process piloted as part of TeLL Illinois 
provides organizations with invaluable information to ensure high response in the Partnership Zone 
schools. Further, as NTC conducts similar surveys nationally, it is in a unique position to put 
Partnership Zone schools in context, providing comparisons not just in Illinois but also nationally 
among schools serving similar populations. CEC and NTC have vast experience utilizing culture 
and climate data as part of school improvement processes, including the implementation of 
mentoring and induction programs. 

 

2. National Education Association (NEA) Keys to Excellence for Your Schools 

 For almost two decades, the NEA has been supporting a national initiative to foster school 
improvement called Keys to Excellence for Your School (KEYS). KEYS uses an extensive self-
administered survey of school staff and parents to identify the conditions in their school that 
research has shown influence teaching and learning. The KEYS process, which has been validated 
in studies of student achievement, has been used to improve thousands of schools throughout the 
United States (Keys to Excellence for Your Schools). 

 KEYS (version 2.0) identifies conditions in schools that need improvement, making it part of a 
broader change process.  Schools have made increasing use of student performance data to give 
direction to school improvement.   

 CEC has extensive experience administering this survey, which is provided free to NEA 
members, in Illinois schools and can assist schools and districts in using the KEYS data within the 
context of continuous school improvement and putting in place specific strategies, such as 
mentoring and induction programs or new teacher evaluation systems. 

 

2. Community Involvement and Engagement 

Describe with as much specificity as possible how the applicant intends to 
effectuate meaningful partnerships within the community, including any formal 
partnerships with locally based organizations.  

 Teacher evaluation and its connection to student achievement is an issue that divides 
communities and impacts school districts in the process of bargaining contracts with local unions. 
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To put in place an evaluation system that fairly and accurately differentiates teachers based in part 
on student achievement in any or all schools in the district will require the support and consent of 
the local teachers union.  

 Clearly, this support will be difficult to achieve if district anchors are unable to work 
collaboratively. CEC has experience in building positive, working relationships among school 
boards, administrators, and union leadership. To this end, the Consortium has the experience 
necessary to work with district anchors to develop a fair evaluation system, provided district 
anchors are willing and able to work collaboratively as partners in this process.  

 

If any partnerships are currently in place, then describe how those will be used in 
the school improvement efforts.  

 CEC is a membership organization comprised of Illinois school districts and professional 
organizations. To be a member of CEC, district anchors must commit to working as partners in the 
process of school improvement. This win-win approach to school improvement will be essential to 
organizing a school- or district-specific evaluation system for teacher performance. 

 

Proposals should indicate how the applicant plans to integrate parents, the 
business community, community organizations, state and local officials, and other 
stakeholders into the services offered by the Supporting Partner. 

 Local parents and community organizations have a stake in the quality of their schools. As a 
consequence, CEC will work with the Lead Partner to ensure varying viewpoints on teacher 
performance appraisal are heard via the organizational structure put in place by the Lead Partner. 

 

3. Services Plan 

Include a comprehensive description of how the applicant intends to address one or 
more of the human capital or district capacity building activities described above.  

 The purpose of any teacher evaluation plan is to assure quality and engage teachers in 
continuous professional learning and improvement. The CEC evaluation plan does both. It features 
four distinct core elements that, when implemented correctly, ensure improved teacher practice 
and student learning. 

 First, best practice evaluation systems have clear definitions of effective teaching. The 
definition of effective teaching that CEC will use is Danielson’s Framework for Teaching (Danielson 
2006), often referred to as “inputs.” The framework measures what the teacher knows and is able 
to do and identifies four domains, which are linked to research, to improve student learning: 

• Planning and preparation, 

• Classroom environment, 

• Instruction, and  

• Professional responsibilities. 
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Each domain is further broken down to encompass a series of components and elements that 
specifically define effective teacher practice. Each component and discrete element is then 
assessed by a rubric, which measures practice as unsatisfactory, basic, proficient, or distinguished 
(Appendix 3). 

Second, the CEC evaluation system engages teachers in continuous learning and 
improvement through a system of self-directed inquiry. This is not intended to convey deficiency on 
the part of teachers. Instead, it is the mechanism through which a school makes explicit its 
expectations for ongoing learning on the part of every teacher. The process of self-directed 
professional inquiry involves a number of steps. These are, briefly, self assessment, goal setting, 
improvement planning, working and obtaining feedback on the plan, and reflection and closure. 
This self-directed inquiry process should be incorporated into an annual Teacher Growth Plan, 
which will document the learning that has taken place and how that learning has translated to 
increased best practices in the classroom. Feedback can be obtained from teaching peers, 
collaborative team members, and the principal and should include non-tenured mentoring and 
observations and analysis of instructional excellence from teaching peers or master teachers from 
other schools and districts. 

Third, the CEC evaluation system requires a teacher’s commitment to implementing the 
Transformational Standards required of a transforming school. This includes being a fully 
participating member of a collaborative grade level or department teacher team that creates 
protocols, which define how the team will use its time together, and artifacts, which are documents 
that evidence how the collaborative team has worked to improve student achievement and foster 
the learning growth of its team members. Collaborative teams are the vehicles by which 
Transformational Standards reach students in the classroom. 

Fourth, the teacher evaluation system will include measures of student growth, typically 
referred to as the “outputs” or what students know and do as a result of teaching. Assessments 
that accurately measure student learning during a year will be used. The mix of measures 
employed in this assessment will be decided upon by the School Leadership Team, but two 
parameters will exist in our evaluation system: All teacher evaluations will partially be informed by 
multiple measures of student data; and a mix of measures will be used: 50% of the evaluation 
process will be addressed through student achievement results while the other 50% will represent 
all other aspects of the evaluation process. 

CEC has a wealth of experience in facilitating the design of teacher evaluation systems. CEC 
facilitated the development of the Evanston District 65 model, which incorporates three of the 
components addressed above (CEC’s evaluation model adds the Transformative Standards 
measure) into a coherent evaluation system for all teachers. The summative rating is derived by 
looking at the overall ratings on the Danielson Framework for Teaching and the collaborative team/ 
Transformative Standards criteria (inputs) and student growth data (outputs). In the CEC model, 
the two pieces are weighted equally: 50 percent for the inputs and 50 percent for the outputs. 
Documents related to the Evanston model are available upon request. 

 The model depends on the ability of the teacher and evaluator to have ongoing conversations 
about the data. The teacher will have regular check-ins with his/her evaluator about the results of 
ongoing assessments. Minimally, these check-ins will occur four times a year: once in the 
beginning to discuss baseline data, twice in the middle of the year to assess progress and 
troubleshoot, and at the end of the year to assess the overall growth of students. 
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 Using all four core pieces correctly allows the principal and/or leadership team members to 
identify and address inadequate performance as well as to identify and recognize effective 
performance. Using the Danielson rubrics and the collaborative team protocols and artifacts, in 
conjunction with student outcome measures also provides focused feedback to every individual 
teacher. 

 As part of this process, administrators and other performing evaluations also must be trained to 
do several things well. Because evaluators will be using the Danielson Framework, they must be 
specifically trained on that tool. CEC has had multiple years in designing and delivering 
observation training based on the Danielson Framework. By working closely with Charlotte 
Danielson and the Danielson Group, the CEC training has been informed and improved by the 
experts in this field. 

 Evaluators must understand the domain, components, and elements and understand how to 
collect bias-free evidence for each of the discrete components. They then must be able to decide 
how the evidence they have collected during observations, pre- and post-conferences, walk-
throughs, and other professional settings relates to the components on the Danielson Framework. 

 After that, they must be able to assess what level of performance the evidence indicates. To do 
this correctly, an investment into the ongoing professional development of the evaluators must be 
made. CEC will start with a three-day training in the summer that helps evaluators learn about the 
Framework, focuses on collecting evidence and assessing teaching performance through 
interactive activities and videotaped lessons.  

 This training also will help evaluators become proficient in understanding and recognizing 
success student growth data. It also is critical that evaluators become skilled communicators. The 
training will emphasize the importance of having proficient coaching skills in order to help every 
teacher improve, based on outcomes measures defined by the Lead Partner.  

 During the year, evaluators will engage in professional learning communities that focus on 
case studies based on the ongoing observations they conduct. During this time, evaluators will 
share the data they collect from an observation and the student growth assessments, where they 
believe the teacher fails on the levels of performance, and what areas and suggestions for 
improvement they will give the teacher. Focused discussions on the improvement of their skills in 
the area of teacher practice will occur each month. 

 In addition, each evaluator will be given an assessment to determine their proficiency in 
accurately identifying evidence, placing it correctly on the Framework, assessing the practice of the 
teacher, and the quality of the feedback they provide to the teacher. Successful completion of this 
assessment will be determined by the Danielson Group’s Assessment and Certification Process. 

 

Provide specific examples of the applicant’s past effectiveness in addressing one or 
more of the activities proposed, reinforced by data, as applicable. 

CEC has a wealth of experience in facilitating the design of teacher evaluation systems. CEC 
recently facilitated the development of teacher appraisal systems based on this model in Elgin and 
Evanston school districts. In Elgin, the model incorporated three of the components addressed 
above (CEC’s evaluation model adds the Transformative Standards measure) in a coherent 
evaluation system for all teachers. The summative rating is derived by looking at the overall ratings 
on the Danielson Framework for Teaching and the collaborative team/ Transformative Standards 
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criteria (inputs) and student growth data (outputs). In the CEC model, the two pieces are weighted 
equally: 50 percent for the inputs and 50 percent for the outputs. Documents related to the 
Evanston model are available upon request. 

 

Provide a detailed description of all subcontractors and partnership organizations 
that the Supporting Partner will use in the implementation of this program and the 
process used for their selection. 

 CEC would provide this service. 

 

Provide evidence that the applicant has carefully vetted the partners and programs, 
obtained reasonable assurances of their efficacy, and only targeted program 
elements that further the objectives of the Supporting Partner proposal. 

 CEC’s teacher appraisal model incorporates elements of the Charlotte Danielson Framework 
for Teaching (Danielson 2006).  The Danielson Framework is a research-based set of components 
of instruction, aligned to the INTASC standards, and grounded in a constructivist view of learning 
and teaching. The Framework may be used for many purposes, but its full value is realized as the 
foundation for professional conversations among practitioners as they seek to enhance their skill in 
the complex task of teaching. The Framework may be used as the foundation of a school or 
district’s mentoring, coaching, professional development, and teacher evaluation processes, thus 
linking all those activities together and helping teachers become more thoughtful practitioners. 

 

Describe any assumptions used for student enrollment at elementary, middle, and 
high school grade levels and how increases or decreases in the number of students 
enrolled will affect the proposed services to be provided. 

For budgetary planning purposes, CEC has assumed student enrollment of 500 for elementary 
and middle schools. We also have assumed that high schools will be organized into small learning 
communities of 500 students. This assumes the elementary school includes grades K-5, the middle 
school includes grades 6-8, and the high school includes grades 9-12. 

 

4. Building Capacity for Sustained Improvement 

Describe how the Supporting Partner intends to phase out the need for services 
over a five-year period, so that services provided by the partner can be eventually 
managed by the school district with adequate capacity to sustain the improvements 
and growth resulting from the Supporting Partner’s efforts.  

 As a supporting partner, CEC’s involvement in assessing the principal’s effectiveness as a 
leader may include: 

• Year 1 and Year 2 (2010/11 school year):  Development and refinement of the teacher 
appraisal tool and process, and communication and negotiation with local bargaining unit 
on necessary MOUs.  
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• Year 3 (2011/12 school year): Refinement/counsel on evaluation tool and process, as 
needed. 

 

If the applicant’s proposal does not include a full phase-out of services in five years, 
then identify any specific services that will continue after a five-year period.  

n/a 

 

5. Outcomes-Based Measurement Plan 

Define the realistic outcomes (i.e., those that the proposed work will accomplish at 
the end of the five-year period) and include measurable indicators of progress 
against those outcomes. 

The outcomes must address, but are not limited to: 

• Human capital and/or district capacity objectives appropriate to the nature of 
the proposed services, and  

• Building capacity for sustained improvement beyond the implementation 
period of the services. 

 The purpose of any teacher evaluation plan is to assure quality and engage teachers in 
continuous professional learning and improvement, with the ultimate goal being improved teacher 
practice and student learning. Assuming the evaluation system is connected to professional 
development support to build teacher competency and proficiency, reasonable measurements of 
improvement in teacher practice would derive from three sources: 

• Individual Teacher Growth Plan goals, which will show evidence of increased best practice 
and research-based learning; 

• Assessment of best practices through the Danielson Teacher Evaluation model; and  

• Multiple measures of student achievement results by teacher team. 

Based on these three sources of data, outcome targets for teachers would be:  

• By the end of the fifth year, every teacher will have documented evidence, through their 
Individual Growth Plans, of having acquired new instructional best practice skills that were 
successfully used in the classroom; 

• By the end of each of the four school years in the intervention, each teacher will show 
evidence, through the Danielson ratings, of improved instructional skills, of improved 
ratings in at least two indicators compared to their previous Danielson assessment; and  

• Teacher teams will demonstrate student achievement results that meet or exceed the 
targets from objective student achievement goals set by the Lead Partner. 
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Propose the intermediate outcomes (six- to 24-month timeframes), measurable 
indicators, and design of how the Supporting Partner and stakeholders will use 
results to evaluate the implementation of the services and make necessary 
improvements and adjustments throughout the course of implementation. 

 Over the course of the first school year (2010/11), CEC will work with the Lead Partner to put 
in place measurable indicators to evaluation the success of this program and identify areas 
necessitating improvements or adjustments in subsequent school year. By the end of the 2010/11 
school year, CEC will have:  

• Worked with the Lead Partner, school leaders, and local bargaining unit to develop the 
teacher evaluation model and secure the necessary MOUs; and 

• Compiled benchmark data on Individual Teacher Growth Plans, current assessments of 
teachers based on the Danielson framework; and multiple measures of student 
achievement scores that will be used as a basis from which to measure improvements. 

 

Discuss how the applicant will implement an outcomes-based measurement plan 
and what resources are in place or will be in place to support this work. 

 The outcomes-based measurement plan for this element of the school intervention will rely on 
the Danielson Framework(Danielson 2006) and recommendations in the Widget Effect(Weisberg et 
al. 2009) report. CEC’s work on teacher evaluations will be supported through its ongoing 
relationships with Dolan and Associates, IEA-NEA, the New Teacher Center, the New Teacher 
Project, and the Great Lakes Teacher Union Reform Network (TURN). 

 

 

6. Fiscal Status Reporting 

Describe the plan for how the applicant will report on the fiscal status of the 
implementation to ISBE and the school district. 

 CEC, as a Supporting Partner, will report on the fiscal status on the program through quarterly 
year-to-date expenditure reports that are connected to the budgetary line-items for which it is 
supporting individual districts. 
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Human Capital, cont.  

 

7. Establish meaningful principal and other school administrator evaluation systems 
that incorporate considerations of school climate and are based, in part, on student 
achievement. 

 

1. Needs Assessment 

Positive teaching and learning conditions are critical to creating environments where educators 
and students can succeed. These critical conditions include more than resources, class sizes, and 
physical structures (although these factors should not be overlooked). The NTC’s study of school 
climate in 16 Illinois districts as part of its TeLL (Teaching, Leading, and Learning Conditions 
Survey) Illinois initiative found that participating educators were less likely than peers in other 
states to indicate that they had supportive leadership, sufficient resources, and regulator formative 
assessments.  

Educators who noted the presence of strong leadership that created trusting environments and 
provided positive feedback were more likely to indicate that they would remain in their 
school. Additionally urban schools and those serving high poverty populations were less likely to 
provide the types of climate necessary for student success (Hirsch et al.).  

 

Describe a framework for undertaking a needs assessment at the district level, 
focusing on the human capital and/or district capacity building areas addressed by 
the applicant’s proposed services. 

 CEC proposes two potential approaches to evaluating unmet needs in the school and system 
with regard to working conditions and the conditions that would consider the effectiveness of a 
principal in facilitating a culture in which teachers can ensure students learn and achieve. 

1. New Teacher Center (NTC) Teaching and Learning Conditions Survey 

 The NTC historically has focused on supports for new teachers and administrators, expanding 
this work to include evaluation of conditions that support all educators.  NTC has summarized two 
key understandings about educator development, based on the center’s work in education, 
research, policy, and practice: 

• Improvements in teacher retention and student achievement can best be attained through 
ongoing supportive instructional interventions in the place where student learning happens, 
the classroom. 

• For real and sustained educator development to take place, classroom-level supports must 
be balanced with school environments that encourage, support, and challenge all teachers 
to achieve to their highest potential. 

 In an effort to address the environmental factors that support educator development from 
novice to veteran, NTC has engaged in a comprehensive data-driven initiative that seeks to open 
up the black box of conditions that foster school excellence. 
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 The Teaching and Learning Conditions Survey administered by NTC looks at the following 
domains around teaching and learning conditions that encourage or constrain good teaching and, 
therefore, impact student achievement: 

• School leadership, 

• Professional development, 

• Empowerment/decision making, 

• Facilities/resources,  

• Time, and  

• Mentoring/induction. 

 NTC, in partnership with CEC, would conduct the survey in Partnership Zone schools to 
assess school climate in these areas. The instrument and process piloted as part of TeLL Illinois 
provides organizations with invaluable information to ensure high response in the Partnership Zone 
schools. Further, as NTC conducts similar surveys nationally, it is in a unique position to put 
Partnership Zone schools in context, providing comparisons not just in Illinois but also nationally 
among schools serving similar populations. CEC and NTC have vast experience utilizing culture 
and climate data as part of school improvement processes, including the implementation of 
mentoring and induction programs. 

 

2. National Education Association (NEA) Keys to Excellence for Your Schools 

 For almost two decades, the NEA has been supporting a national initiative to foster school 
improvement called Keys to Excellence for Your School (KEYS). KEYS uses an extensive self-
administered survey of school staff and parents to identify the conditions in their school that 
research has shown influence teaching and learning. The KEYS process, which has been validated 
in studies of student achievement, has been used to improve thousands of schools throughout the 
United States (Keys to Excellence for Your Schools). 

 KEYS (version 2.0) identifies conditions in schools that need improvement, making it part of a 
broader change process.  Schools have made increasing use of student performance data to give 
direction to school improvement.   

 CEC has extensive experience administering this survey, which is provided free to NEA 
members, in Illinois schools and can assist schools and districts in using the KEYS data within the 
context of continuous school improvement and putting in place specific strategies, such as 
mentoring and induction programs or new teacher evaluation systems. 

 

2. Community Involvement and Engagement 

Describe with as much specificity as possible how the applicant intends to 
effectuate meaningful partnerships within the community, including any formal 
partnerships with locally based organizations.  

 Principal evaluation and its connection to student achievement is an issue that directly impacts 
students, families, and communities. A principal’s performance, and the decision to retain or 
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release the school leader at the start of the intervention, must consider the school’s community. 
CEC has experience in involving district anchors and other stakeholders in school improvement 
efforts and can provide guidance and support to the Lead Partner on this issue.  

 

If any partnerships are currently in place, then describe how those will be used in 
the school improvement efforts.  

 CEC is a membership organization comprised of Illinois school districts and professional 
organizations. To be a member of CEC, district anchors must commit to working as partners in the 
process of school improvement. This win-win approach to school improvement will be essential to 
organizing a school- or district-specific evaluation system for school leaders. 

 

Proposals should indicate how the applicant plans to integrate parents, the 
business community, community organizations, state and local officials, and other 
stakeholders into the services offered by the Supporting Partner. 

 Local parents and community organizations have a stake in the quality of their schools. As a 
consequence, CEC would work with the Lead Partner to ensure varying viewpoints on school 
leader performance appraisal are heard via the organizational structure put in place by the Lead 
Partner. 

 

3. Services Plan 

 The principal, as academic leader of the school, is responsible for instilling a continuously 
improving learning culture in the school for both students and adults. In a school transformation 
project, the effectiveness of the principal to lead the school must be considered at the start of the 
project. If the principal is retained, or a new principal hired, the school transformation team then 
must put in place an evaluation process that is respectful and collaborative, engages the principal 
as a learner in a learning community, and provides important indicators of growth and effectiveness 
in the setting of the particular school where the principal is assigned. 

 

Include a comprehensive description of how the applicant intends to address one or 
more of the human capital or district capacity building activities described above.  

 CEC has the capacity to work with the Lead Partner assessing the effectiveness of the 
principal at the initiation of the school transformation project and/or to improve the evaluation 
instrument and process that will be used going forward. 

 

Initial Principal Assessment 

 As part of its involvement in developing a meaningful principal evaluation system, CEC will 
assist the Lead Partner in assessing the capabilities of the principal and in developing the 
qualifications for and hiring the principal, should a hiring be required. Although the Lead Partner 
may subcontract with a search firm, CEC can assist in this process, utilizing its contacts with more 
than 80 CEC member school districts in Illinois. 
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 The effectiveness of the current principal will be determined based upon the responsibilities 
outlined by the Lead Partner, but could include specified non-negotiables that are part of a 
continually improving culture of learning and results from the school needs assessment completing 
as part of a capacity-building exercise. The following components of success also may be 
addressed: 

• Artifacts of teacher teams and the school leadership team will be collected; 

• Data indicating improved student learning in math, reading, and writing will be assessed; 

• Teacher, student, and parent survey results will be assessed; and 

• The quality of instruction in classrooms will be assessed as representative of the 
principal’s leadership toward helping students achieve high levels of learning.  

CEC will work with the Lead Partner to develop a meaningful evaluation instrument specifying the 
responsibilities, non-negotiables, and data needed to assess the principal’s overall leadership. 

 An additional tool of evaluation that would consider the principal’s ability to lead as the school 
moves into a transformation phase is the Haberman interview (The Haberman Educational 
Foundation). The Haberman questionnaire predicts which individuals will succeed as school 
principals serving diverse children and youth in urban poverty in urban school districts. It analyzes 
respondents’ answers to 13 dimensions of urban school administration. These dimensions, which 
were identified in Haberman Education Foundation’s studies of star urban principals who led 
effective schools in major urban districts or who turned failing schools into effective ones, are: 

1. Sensitive to diversity/insensitive to diversity, 

2. Creates a common vision/fosters personal preferences, 

3. Develops a positive working climate/enforces rules, 

4. Instructional leader/building manager, 

5. Data driven/idiosyncratic, 

6. Product evaluation/process evaluation, 

7. Personal accountability/others accountable, 

8. Responsible leader/delegator,  

9. Expanded principal's role/traditional principal's role, 

10. Bottom-up representative/top-down representative, 

11. Parents with voice/parents as helpers, 

12. Client advocate/staff advocate, and 

13. Problem solver/reactor. 

 

Principal Evaluation Instrument and Process 

CEC then will work with the school or schools, and the school system, to develop, adapt, or 
adopt an evaluation instrument and process aligned to the work necessary for building a 
continuously improving learning culture. At a minimum the instrument and process would: 
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• Define the key performance areas important for the principal, 

• Assess the principal on performance strengths and performance needs for growth, 

• Provide feedback on performance strengths and performance needs for growth, 

• Provide feedback as formative assessment twice during the year (e.g., October and 
January, depending on a final date for determining retention or dismissal), 

• Offer a focus for the work and the conversation about the work throughout the year, and  

• Provide a basis for determining retention or dismissal. 

The document and the process will be respectful and collaborative, engage the principal as a 
learner (not as the recipient of superintendent’s directives), and provide important indicators of 
growth and effectiveness in the setting of the particular school where the principal is assigned. 

 

Provide a detailed description of all subcontractors and partnership organizations 
that the Supporting Partner will use in the implementation of this program and the 
process used for their selection. 

 To develop a principal evaluation process and instrument that is defined and tied to specific 
performance goals, CEC will work with a provider developing a research-based tool. One such 
instrument is the Vanderbilt Assessment for Leadership in Education (VAL-ED), distributed by 
Discovery Education (VAL-ED). This research-based evaluation tool measures the effectiveness of 
school leaders by providing a detailed assessment of the principal’s perceived performance. 

 The VAL-ED tool, which is aligned to Interstate School Leaders Licensure Consortium, focuses 
on learning-centered leadership behaviors that influence teachers, staff, and most importantly 
student achievement. The VAL-ED also provides a 360° assessment, intended to be completed by 
the principal, as well as teachers in the school and the principal’s supervisor.  

 

Provide evidence that the applicant has carefully vetted the partners and programs, 
obtained reasonable assurances of their efficacy, and only targeted program 
elements that further the objectives of the Supporting Partner proposal. 

 Consideration of VAL-ED is based, in part, on experience with the tool by CEC staff, as well as 
its use by the Louisiana Department of Education as a tool to identify successful leadership 
practices in 21 schools considered to be high-performing, high-poverty schools (Southall 2008). 

 Similarly, CEC has thoroughly evaluated the qualifications of the Haberman questionnaire, 
provided through the Haberman Educational Foundation, not-for-profit based in Houston and was 
chartered to promote and disseminate the research of Dr. Martin Haberman (The Haberman 
Educational Foundation). 
 The Foundation seeks to teach and implement research-based models for identifying teachers 
and principals, particularly educators who serve students at risk and in poverty. The Haberman 
Educational Foundation, Inc., staff and its Advisory Board of nationally recognized educational 
leaders believe that for the 15 million children and youth in America who live in poverty, having 
good teachers and principals is a high-stakes endeavor.  



Consortium for Educational Change – Supporting Partner � 30 
 

 Dr. Martin Haberman, Distinguished Professor, University Wisconsin, Milwaukee, developed, 
researched, refined, and replicated research in the area of teacher and principal selection.  His 
pioneering efforts are now being highlighted in 160 school districts all across America, especially in 
areas where there are large numbers of children at risk. 
 

Describe any assumptions used for student enrollment at elementary, middle, and 
high school grade levels and how increases or decreases in the number of students 
enrolled will affect the proposed services to be provided. 

For budgetary planning purposes, CEC has assumed student enrollment of 500 for elementary 
and middle schools. We also have assumed that high schools will be organized into small learning 
communities of 500 students. This assumes the elementary school includes grades K-5, the middle 
school includes grades 6-8, and the high school includes grades 9-12. 

 

4. Building Capacity for Sustained Improvement 

Describe how the Supporting Partner intends to phase out the need for services 
over a five-year period, so that services provided by the partner can be eventually 
managed by the school district with adequate capacity to sustain the improvements 
and growth resulting from the Supporting Partner’s efforts.  

 As a supporting partner, CEC’s involvement in assessing the principal’s effectiveness as a 
leader may include: 

• Year 1:  Determination of the decision to retain or replace the current school year and 
assistance in hiring a new principal. 

• Year 1 and Year 2 (2010/11 school year):  Development and refinement of the principal 
evaluation tool and process. 

• Year 3 (2012/13 school year): Refinement/counsel on evaluation tool and process, as 
needed. 

 

If the applicant’s proposal does not include a full phase-out of services in five years, 
then identify any specific services that will continue after a five year period.  

n/a 
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5. Outcomes-Based Measurement Plan 

Define the realistic outcomes (i.e., those that the proposed work will accomplish at 
the end of the five-year period) and include measurable indicators of progress 
against those outcomes. 

The outcomes must address, but are not limited to: 

• Human capital and/or district capacity objectives appropriate to the nature of 
the proposed services, and  

• Building capacity for sustained improvement beyond the implementation 
period of the services. 

 The purpose of any principal evaluation plan is to assure quality and engage principals in 
continuous professional learning and improvement, with the ultimate goal being improved student 
learning and achievement. Assuming the evaluation system is connected to professional 
development support to build principal competency and proficiency, reasonable measurements of 
improvement in principal performance would derive from three sources: 

• Documented evidence of implementation of the transformational standards and model set 
by the Lead Partner, 

• Implementation of successful teacher collaborative teams, and  

• Student achievement results by school. 

Based on these three sources of data, outcome targets for principals would be:  

• By the end of the fifth year, partial implementation of transformational standards and 
completion of at least 70% of these standards; 

• By the end of the second year, fully functional collaborative teacher teams in every grade 
level and/or department, with every teacher a functional member of a team showing 
evidence of team collaboration with the capacity to analyze and act upon student 
performance data, and a fully functional Student Leadership Team; and  

• Student achievement results that meet or exceed the targets from the objective student 
achievement goals set by the Lead Partner. 

 

Propose the intermediate outcomes (six- to 24-month timeframes), measurable 
indicators, and design of how the Supporting Partner and stakeholders will use 
results to evaluate the implementation of the services and make necessary 
improvements and adjustments throughout the course of implementation. 

 Over the course of the first year of intervention and the first school year (2010/11), CEC will 
work with the Lead Partner to put in place measurable indicators to evaluate the success of the 
school leader and identify areas for improvements or adjustments in subsequent years. By the end 
of the 2010/11 school year, CEC will have: 

• Helped the Lead Partner make a decision on principal retention and, if necessary, provided 
guidance on a hiring decision for a new school leader; 

• Developed a principal evaluation model; and 
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• By the end of the second year, fully functional collaborative teacher teams in every grade 
level and/or department, with every teacher a functional member of a team showing 
evidence of team collaboration with the capacity to analyze and act upon student 
performance data, and a fully functional Student Leadership Team. 

 

Discuss how the applicant will implement an outcomes-based measurement plan 
and what resources are in place or will be in place to support this work. 

 CEC’s work on principal evaluations, including implementation of an outcomes-based 
measurement plan, will be supported by its ongoing relationship with the Midwest Principal Center. 

 

6. Fiscal Status Reporting 

Describe the plan for how the applicant will report on the fiscal status of the 
implementation to ISBE and the school district. 

 CEC, as a Supporting Partner, will report on the fiscal status on the program through quarterly 
year-to-date expenditure reports that are connected to the budgetary line-items for which it is 
supporting individual districts. 
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District Capacity Building 

 CEC with its subcontracting partners has the capability and experience to build district capacity 
for school improvement efforts with respect to both of the categories listed in Appendix D of the 
RFSP. 

• Build capacity within the school board to oversee and implement Illinois 
Partnership Zone activities and/or: 

• Build the capacity of district superintendents, assistant superintendents, 
human resource directors, and/or fiscal officers to oversee and implement 
Illinois Partnership Zone activities. 

CEC can build capacity for the school improvement at the board and district level in two distinct 
ways:  

• District anchor leadership development, and  

• Distributed leadership development and training at the school level.  

Although the essential needs assessment is similar for both of these types of involvement, tactical 
implementations for each are different. Consequently we will describe these programs as separate 
entities, beginning with: 

 

• District anchor leadership development:  Collaborative relationship building among 
district anchors and other stakeholders to ensure that resources of the district and school 
are aligned and supportive of the interventions necessary to accelerate student learning in 
the school and, eventually, the system. 

 

1. Needs Assessment 

Describe a framework for undertaking a needs assessment at the district level, 
focusing on the human capital and/or district capacity building areas addressed by 
the applicant’s proposed services. 

 The CEC systems assessment is a diagnostic tool that identifies the strengths on which to 
build and the weaknesses that will require intervention and correction in order to improve an 
individual school’s student achievement (See Appendix 4). The CEC system assessment process 
evaluates the school, union, and district and is precise and prescriptive in identifying next steps for 
improvement and is adaptable to aligned criteria. To this end, four research-based assessment 
frameworks will be employed:  

• The Baldrige Performance Excellence Criteria (Brown 2008),  

• The Professional Learning Communities Characteristics (DeFour 2004),  

• The Correlates of Effective Schools (Lezotte 1991), and  

• Standard Bearer (Schlechty and Cole 1992). 

 The CEC assessment process addresses every component of the school and links the 
school’s strengths and weaknesses to an overall, aligned “next steps” approach toward school 



Consortium for Educational Change – Supporting Partner � 34 
 

improvement.  CEC will conduct a school, union, and district systems assessment process through 
teams of educators to review documents generated by CEC and completed by school staff; to 
conduct on-site interviews of staff, students, and parents; and to summarize all findings through 
ratings that address each of the criteria and indicators.   

  CEC also would conduct a system assessment for districts and unions that mirrors the school 
assessment. Teams of educators, district administrators, and union leaders review documents 
generated by CEC and completed by district and union staff. These district-level assessments 
provide additional diagnostic tools to identify strengths from which to build and weaknesses that 
will require intervention and correction.  

 This assessment is the beginning step in establishing a culture of data-driven accountability for 
the school and the precursor for the development of accountability instruments to come that will be 
used to measure and report progress. 

 Next-step recommendations for school improvement are part of the final report, which is 
provided as a public document and presented at meetings with school staff and the schools’ 
community. 

 The systems assessment will generate the first-year’s intervention plan to increase time for 
student learning, shared leadership through teams, support for teacher practice, and clear and 
ambitious targets. In turn, data from the first year of intervention will generate the second year’s 
intervention plan, and so forth. All of the interventions will derive from the needs (of the individual 
school) determined through the criteria and indicators from the systems assessment. 

 

Parents/Guardians and Community 

 In order to build a full understanding of the needs of the targeted school or schools, the CEC 
assessment process would involve parents and community members; stakeholders at the school 
and classroom level; as well as representatives of the union, school board, and district 
administration.  

 Concerns and perceptions of parents/guardians and members of the community will serve as a 
guide to the outcomes data and its interpretation. CEC, with its subcontractors, will conduct group 
and individual interviews with parents/ guardians and community members. Interview subjects will 
be identified through the school as well as organizational structures, such as parent or community 
groups, churches, and/or chambers of commerce. 

 This effort will begin an ongoing communication process with parents/guardians and 
community members to gain insight into the school and barriers to student achievement and to 
build awareness and acceptance of the new approach, the necessary change in standards and 
rigor, and need for ongoing involvement to help the school succeed.  Results of these interviews 
will be reported back to the community. 
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Classroom Teaching and Learning 

 CEC will approach school transformation with a focus on rigor of curriculum, instructional 
engagement, and the uses of inclusion and differentiated instruction. In the needs assessment 
process, a combination of observation and direct interviews would allow us to measure coherence 
of curriculum, support, and assessments or the lack of these interventions. 

 Working with the Lead Partner, CEC will observe the relationship of educators and the school 
leader with one another around teaching and learning, the principal’s skill and energy in keeping 
the conversation and work focused on student learning and progress, and the development of the 
whole child. Staff would be interviewed individually and in small groups. CEC also would interview 
students about their work, its difficulty, and the degrees of support that are provided.  

 The school leader, teachers, and students will be asked direct questions about the central 
problems of the school, the reasons for its lack of improvement, and so forth. These questions will 
provide the Lead Partner with information on degrees of denial and ownership.  Finally, a school 
inventory would enable a comparative set of data across several schools in which we might be 
working and may provide insight into barriers to student achievement. 

 

District Anchors 

 An audit of the district’s culture is essential, because this culture must change, perhaps 
dramatically, to provide the reconstituted school with the autonomy necessary to work 
collaboratively and problem solve. Work on this level involves CEC as well as its subcontractor 
Dolan and Associates: 

• Dolan and Associates conducts a system audit to evaluate the district culture in terms of 
the relationship to the targeted school, the issue of union and central administration 
support and learning at the school system level, and the long-term issues of sustainability. 

• Using a CEC audit that was developed with the Illinois Education Association for use in the 
Great Lakes TURN locals, CEC examines the readiness of the organized labor group to 
support and take ownership in the deep change in teaching and learning that will be 
necessary. 

 A key benefit of including the district anchors in the needs assessment is that it enables all 
anchors to learn from the school transformation work and allow other district schools to adopt the 
improved teaching methods, greater rigor, and mutual learning and support that have helped the 
transformed school. 

 

2. Community Involvement and Engagement 

Describe with as much specificity as possible how the applicant intends to 
effectuate meaningful partnerships within the community, including any formal 
partnerships with locally based organizations.  

 As a Supporting Partner, CEC is prepared to assist the Lead Partner in designing and 
implementing an effective parent and community engagement process based on the needs of the 
individual school and community, as determined by the system assessment conducted by CEC.  
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If any partnerships are currently in place, then describe how those will be used in 
the school improvement efforts.  

 CEC and its subcontractor Dolan and Associates have extensive experience in building 
partnerships that involve school stakeholders, school system anchors, and professional 
organizations. The knowledge and experience from these endeavors form the basis of CEC’s 
school transformation model.  

 CEC, with Dolan and Associates, has built collaborative working relationships with teacher 
unions, administrators, and school boards in approximately 80 Illinois school districts. This work 
requires that school improvement efforts involve stakeholders as equal partners in order to ensure 
student achievement is increased, sustained, and continuously improved.   

 These relationships are critical to the success of the effort, because union leadership has to be 
ready to take the tough messages to teachers regarding the potentialities of closing a school, 
reconstituting the faculty, changing work rules, or rethinking district-wide seniority. To this end, 
union leadership must be so thoroughly informed and convinced that this is that right direction that 
they, in conjunction with lead consultants, begin those conversations and the drawing up of 
necessary memoranda of understanding (MOUs) and other changes that are required early and 
openly, with as much debate as is necessary. 

 

Proposals should indicate how the applicant plans to integrate parents, the 
business community, community organizations, state and local officials, and other 
stakeholders into the services offered by the Supporting Partner. 

 Parents, community and civic leaders, and district stakeholders will be integrated into the 
school transformation through their involvement in the needs assessment and the District 
Partnership Council described in the Services Plan, below. 

 The goal of this wide-reaching effort is to engage parents in the school transformation effort, 
gain their acceptance of the increased rigor and requirements, and work collaboratively with 
families to ensure their students’ academic success. 

 

3. Services Plan 

 In this element of the capacity building program, CEC and its subcontractors would work as 
Supporting Partner in helping facilitate collaborative relationship among district anchors and other 
stakeholders to ensure that resources of the district and school are aligned and supportive of the 
interventions necessary to accelerate student learning in the school and, eventually, the system. 

 

Include a comprehensive description of how the applicant intends to address one or 
more of district capacity building activities described above.  

 To put the union leadership development program in place, CEC and Dolan and Associates 
has the capability to perform any and all of the following services if the district and system meet 
CEC requirements stipulated in Item 3: Service Area and Capacity Limitations: 
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1. System Assessment (described in Needs Assessment on page 33 and further 
detailed in Appendix 4),  

2. District Partnership Council, and  

3. District Anchor Leadership. 

 With the exception of the system assessment, which is discussed above, each of these 
services will be addressed individually in this section. CEC’s role in this process is illustrated on a 
proposed leadership structure process for school transformation in Appendix 5. 

 

District Partnership Council 

To produce truly long-term sustainable and systemic change, CEC believes that the school 
alone cannot be the only consideration in the change strategy and must include a effort to engage 
the surrounding community in the success of the school. Working with district anchors CEC has the 
capability of facilitating capacity-building around transformational standards, by helping the school 
and system. 

To this end, CEC would work with the Lead Partner to organize a District Partnership Council 
to support its school in the intervention process. The District Partnership Council will provide the 
vehicle for the Lead Partner and CEC to meet regularly with representatives from district 
administration, union leadership, civic leaders, families, community members, and the school board 
throughout the restructuring process. The group will focus on changes that impact the individual 
school as well as systemic issues, such as the district’s relationship with the school, union, and 
central administration support for school improvement, and how learning must be shared across 
the school system. 

The group also must address how the district will support changes over the long-term in order 
to ensure improvements are sustained beyond the intervention period.  

The District Partnership Council will provide a direct communication link to each of the district 
and school’s stakeholders. The group will assist the Lead Partner in: 

• Empowering and supporting people to follow that direction; 

• Removing barriers to the direction determined by the schools; 

• Monitoring and tracking progress in realizing the direction; 

• Evaluating and continuously improving the leadership systems, both at the school and 
district level; and 

• Building district capacity for district-wide school transformation that will improve teaching 
and learning in every district school. 

 

Anchor Leadership 

Solidifying both understanding and buy-in by the union, district administration, and the school 
board in “releasing” the school to participate in this turn-around approach will require skillful 
support and a trusting relationship with those who are organizing the school transformation effort. 



Consortium for Educational Change – Supporting Partner � 38 
 

CEC, with Dolan and Associates, will establish a process that will help steer input, buy-in, and 
support from the entire district for the targeted school and encourage learning from its 
transformation work. These steps are critical to the success of the change process.  

The union will need guidance and support from a trusted provider such as CEC to assist them 
in crafting the appropriate contract language and memoranda of understanding that will allow for 
changes in work rules, time, district-wide seniority, and measures of teacher effectiveness, which 
then require approval by all of the district’s teachers before the school can move forward in this 
work. CEC has established trusting relationships with union, management, and school boards in 
more than 80 school districts in Illinois, including many of the districts with schools that will be 
targeted for this intervention. How these contract exceptions might be integrated into the district as 
a whole over the course of the five-year intervention is part of the important work that must be 
embedded into this change strategy. 

CEC envisions an intensive intervention early on to build system-wide commitment among the 
district stakeholders that will enable them to work collaboratively with each other and the targeted 
sites to share the learning, continue to move forward all the parts of the system, and finally to look 
for ways to integrate the learnings into the larger district. 

 

Provide a detailed description of all subcontractors and partnership organizations 
that the Supporting Partner will use in the implementation of its program and the 
process used for their selection. 

 CEC will work with Dolan and Associates in this effort.  

 

Provide evidence that the applicant has carefully vetted the partners and programs, 
obtained reasonable assurances of their efficacy, and only targeted program 
elements that further the objectives of the Supporting Partner Proposal. 

 CEC has worked with Patrick Dolan and Dolan and Associates for more than 20 years in 
building collaborative relationships with district anchors.  

 Patrick Dolan, the founder and leader of Dolan and Associates, has more than 30 years 
experience in the field of labor/management change, founding his own consulting company in 1976 
and performing pioneering work to improve the culture and productivity of major corporations and 
unions. Since 1992, Dolan has focused on public education and its restructuring, working from a 
joint perspective of union/management cooperation. He has assisted more than 200 school 
districts to reform the structure of decision-making and the culture supporting teaching 
improvements. His book on public education, Restructuring our Schools, A Primer on Systemic 
Change, is in its fourth printing (Dolan 1994).  

 

Describe any assumptions used for student enrollment at elementary, middle, and 
high school grade levels and how increases or decreases in the number of students 
enrolled will affect the proposed services to be provided. 

For budgetary planning purposes, CEC has assumed student enrollment of 500 for elementary 
and middle schools. We also have assumed that high schools will be organized into small learning 
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communities of 500 students. This assumes the elementary school includes grades K-5, the middle 
school includes grades 6-8, and the high school includes grades 9-12. 

 

4. Building Capacity for Sustained Improvement 

Describe how the Supporting Partner intends to phase out the need for services 
over a five-year period, so that services provided by the partner can be eventually 
managed by the school district with adequate capacity to sustain the improvements 
and growth resulting from the Supporting Partner’s efforts. 

 CEC’s involvement in school transformations is based on Fullan’s change management theory 
(Fullan 2001) in which a process of cultivating relationships, sharing knowledge, and setting a 
vision and context for change empower leaders to deal with complex change continuously. CEC 
helps guide school transformations from initial stages of inquiry and initiation of the process, into 
implementation, and ultimately into institutionalization of the reform.  

 In supporting the Lead Partner in building district anchor leadership, CEC’s involvement would 
be most intensive in Year 1 and the 2010/11 school year.  CEC involvement as a supporting 
partner would taper off in the 2011/12 school year and conclude prior to the end of the 2012/13 
school year. 

 

If the applicant’s proposal does not include a full phase-out of services in five years, 
then identify any specific services that will continue after a five-year period. 

n/a 

 

5. Outcomes-Based Measurement Plan 

Include a five-year outcomes-based measurement plan, covering the planning 
period plus four years of intervention implementation.  

 CEC will work with the school district and Lead Partner to determine realistic outcomes for its 
involvement as a supporting partner, based on the needs of the Lead Partner, the school, and the 
district.  These outcomes may include: 

• Successful negotiation of “buy in” on Transformational Standards;  

• Provision of necessary waivers, policies, and resources to support the transformation; 

• Organization and facilitation of the District Partnership Council. 
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Define the realistic outcomes and include measurable indicators of progress against 
those outcomes. The outcomes must address, but are not limited to: 

• Human capital and/or district capacity objectives appropriate to the nature of 
the proposed services; and 

• Building capacity for sustained improvement beyond the implementation 
period of the services. 

 Realistic outcomes for this portion of the capacity building effort might include: 

• Completion of a system assessment that is used by the Lead Partner to guide 
development of a transformation plan and has the support of stakeholders; 

• Assembly a collaborative leadership structure and processes for sharing learning 
throughout the school system;  and 

• Successfully negotiation of MOUs with the union.  

 

Propose the intermediate outcomes (six to 24 months), measurable indicators, and 
design of how the Supporting Partner and stakeholders will use results to evaluate 
the implementation of services and make necessary improvements and adjustments 
throughout the course of implementation. 

 CEC’s involvement as a supporting partner would be confined to early phases of the 
intervention plan. Therefore, intermediate outcomes would be the same as the final outcomes, 
listed above. 

 

Discuss how the applicant will implement an outcomes-based measurement plan 
and what resources are in place or will be in place to support this work. 

 CEC will work with the Lead Partner and the school district to agree on appropriate outcomes 
for its involvement, depending on their needs.  CEC staff will provide appropriate reports that 
discuss CEC’s ability to meet these outcomes. 

 

6. Fiscal Status Reporting 

 CEC, as a Supporting Partner, will report on the fiscal status on the program through quarterly 
year-to-date expenditure reports that are connected to the budgetary line-items for which it is 
supporting individual districts. 
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District Capacity Building, cont. 

 

• Distributed Leadership Development and Training: Collaborative reflective 
structures within the school; aligned curriculum, instruction, and assessment tools; 
and needs-based professional development to build capacity for sustained 
improvements. 

 

1. Needs Assessment 

Describe a framework for undertaking a needs assessment at the district level, 
focusing on the human capital and/or district capacity building areas addressed by 
the applicant’s proposed services. 

 The CEC systems assessment is a diagnostic tool that identifies the strengths on which to 
build and the weaknesses that will require intervention and correction in order to improve an 
individual school’s student achievement (Appendix 4). The CEC system assessment process 
evaluates the school, union, and district and is precise and prescriptive in identifying next steps for 
improvement and is adaptable to aligned criteria. To this end, four research-based assessment 
frameworks will be employed:  

• The Baldrige Performance Excellence Criteria (Brown 2008),  

• The Professional Learning Communities Characteristics (DeFour 2004),  

• The Correlates of Effective Schools (Lezotte 1991), and  

• Standard Bearer (Schlechty and Cole 1992). 

 The CEC assessment process addresses every component of the school and links the 
school’s strengths and weaknesses to an overall, aligned “next steps” approach toward school 
improvement.  CEC will conduct a school, union, and district systems assessment process through 
teams of educators to review documents generated by CEC and completed by school staff; to 
conduct on-site interviews of staff, students, and parents; and to summarize all findings through 
ratings that address each of the criteria and indicators.   

  CEC also will conduct a system assessment for districts and unions that mirrors the school 
assessment. Teams of educators, district administrators, and union leaders review documents 
generated by CEC and completed by district and union staff. These district-level assessments 
provide additional diagnostic tools to identify strengths from which to build and weaknesses that 
will require intervention and correction.  

 This assessment is the beginning step in establishing a culture of data-driven accountability for 
the school and the precursor for the development of accountability instruments to come that will be 
used to measure and report progress. 

 Next-step recommendations for school improvement are part of the final report, which is 
provided as a public document and presented at meetings with school staff and the schools’ 
community. 
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 The systems assessment will generate the first-year’s intervention plan to increase time for 
student learning, shared leadership through teams, support for teacher practice, and clear and 
ambitious targets. In turn, data from the first year of intervention will generate the second year’s 
intervention plan, and so forth. All of the interventions will derive from the needs (of the individual 
school) determined through the criteria and indicators from the systems assessment. 

 

Parents/Guardians and Community 

 In order to build a full understanding of the needs of the targeted school or schools, the CEC 
assessment process would involve parents and community members; stakeholders at the school 
and classroom level; as well as representatives of the union, school board, and district 
administration.  

 Concerns and perceptions of parents/guardians and members of the community will serve as a 
guide to the outcomes data and its interpretation. CEC, with its subcontractors, will conduct group 
and individual interviews with parents/ guardians and community members. Interview subjects will 
be identified through the school as well as organizational structures, such as parent or community 
groups, churches, and/or chambers of commerce. 

 This effort will begin an ongoing communication process with parents/guardians and 
community members to gain insight into the school and barriers to student achievement and to 
build awareness and acceptance of the new approach, the necessary change in standards and 
rigor, and need for ongoing involvement to help the school succeed.  Results of these interviews 
will be reported back to the community. 

 

Classroom Teaching and Learning 

 CEC will approach school transformation with a focus on rigor of curriculum, instructional 
engagement, and the uses of inclusion and differentiated instruction. In the needs assessment 
process, a combination of observation and direct interviews would allow us to measure coherence 
of curriculum, support, and assessments or the lack of these interventions. 

 Working with the Lead Partner, CEC will observe the relationship of educators and the school 
leader with one another around teaching and learning, the principal’s skill and energy in keeping 
the conversation and work focused on student learning and progress, and the development of the 
whole child. Staff would be interviewed individually and in small groups. CEC also would interview 
students about their work, its difficulty, and the degrees of support that are provided.  

 The school leader, teachers, and students will be asked direct questions about the central 
problems of the school, the reasons for its lack of improvement, and so forth. These questions will 
provide the Lead Partner with information on degrees of denial and ownership.  Finally, a school 
inventory would enable a comparative set of data across several schools in which we might be 
working and may provide insight into barriers to student achievement. 

 

District Anchors 

 An audit of the district’s culture is essential, because this culture must change, perhaps 
dramatically, to provide the reconstituted school with the autonomy necessary to work 
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collaboratively and problem solve. Work on this level involves CEC as well as its subcontractor 
Dolan and Associates: 

• Dolan and Associates conducts a system audit to evaluate the district culture in terms of 
the relationship to the targeted school, the issue of union and central administration 
support and learning at the school system level, and the long-term issues of sustainability. 

• Using a CEC audit that was developed with the Illinois Education Association for use in the 
Great Lakes TURN locals, CEC examines the readiness of the organized labor group to 
support and take ownership in the deep change in teaching and learning that will be 
necessary. 

 A key benefit of including the district anchors in the needs assessment is that it enables all 
anchors to learn from the school transformation work and allow other district schools to adopt the 
improved teaching methods, greater rigor, and mutual learning and support that have helped the 
transformed school. 

 

 

2. Community Involvement and Engagement 

Describe with as much specificity as possible how the applicant intends to 
effectuate meaningful partnerships within the community, including any formal 
partnerships with locally based organizations.  

 Parent/guardian, family, and community involvement is essential for student learning and 
academic success.  The participation of families and community members in the rebuilding process 
is critical for ensuring the community of stakeholders in the school work collaboratively to ensure 
the process facilitates a successful and continuously improving educational experience for the 
students.   

 CEC is prepared to design and implement an effective parent and community engagement 
process based on the needs of the individual school and community, as determined by the system 
assessment described above and further detailed in Appendix 4.  

 

If any partnerships are currently in place, then describe how those will be used in 
the school improvement efforts.  

 CEC and its subcontractors in building partnerships that involve school stakeholders, school 
system anchors, and professional organizations. The knowledge and experience from these 
endeavors form the basis of CEC’s school transformation model.  
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Proposals should indicate how the applicant plans to integrate parents, the 
business community, community organizations, state and local officials, and other 
stakeholders into the services offered by the Supporting Partner. 

 Parents, community and civic leaders, and district stakeholders will be integrated into the 
school transformation through their involvement in the needs assessment, the District Partnership 
Council, and School Leadership Teams, if CEC is involved in these programmatic elements.
 The goal of this wide-reaching effort is to engage parents in the school transformation effort, 
gain their acceptance of the increased rigor and requirements, and work collaboratively with 
families to ensure their students’ academic success. 

 

3. Services Plan 

Include a comprehensive description of how the applicant intends to address one or 
more of district capacity building activities described above.  

CEC envisions an intensive intervention early on with the Lead Partner to build system-wide 
commitment among the district stakeholders that will enable them to work collaboratively with each 
other and the targeted sites to share the learning, continue to move forward all the parts of the 
system, and finally to look for ways to integrate the learnings into the larger district. CEC’s role in 
this process is illustrated on a proposed leadership structure process for school transformation in 
Appendix 5. 

An intervention plan design should flow from the specific needs assessment of the school. That 
said, underperforming schools targeted in this initiative will likely have several common needs. 
They will need collaborative reflective structures within the school, a standards-based and aligned 
curriculum, formative and summative assessments, and a results-oriented philosophy and culture. 

To this end, the Supporting Partner services plan includes the following elements: 

• Collaborative reflective structures within the school;  

• Aligned curriculum, instruction, and assessment tools; and  

• Needs-based professional development to build capacity for sustained improvements. 

 

Collaborative Reflective Structures 

CEC has significant experience in developing and supporting school leadership teams that 
continuously work at improving student achievement. CEC will assist the principal and the Lead 
Partner in forming a School Leadership Team and will set the standards for the work of the 
teaching teams. CEC also will conduct a systems assessment to give a baseline determination of 
what strengths are in place for the school and what improvement steps need to be taken to 
increase student achievement to desired levels of college/workforce preparation.  

CEC will work first to identify members for the School Leadership Team, which will include the 
principal, teacher leaders, and parents. Teacher leaders on the team will be elected by their peers.  
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The criteria for qualified leadership team members will be developed by the CEC District 
Partnership Council prior to the election. All members of the School Leadership Team will have 
augmented roles such as full-time-released mentors (who may also have supervisory 
responsibilities), redefined and empowered department chairs, school liaison leaders, or members 
of the CEC District Partnership Council (or other such district-wide advisory bodies). 

The purpose of the School Leadership Team is to lead a collaborative, systemic change 
process at the school level that builds an adult learning community to support continuous 
improvement in student learning. CEC will do this by embedding the work of the team in the 
Professional Learning Communities’ priorities, which are to focus on learning, results, and the 
collaborative culture.  

CEC will employ its well-developed, 30-hour training curriculum to ensure a highly capable 
School Leadership Team at its school. When the training is completed early next summer, our 
School Leadership Team will: 

• Understand the dynamics of change and resistance to change in its school system; 

• Apply systems thinking to understand and combat the inherent dysfunctions of the school; 

• Learn how to motivate, empower, and lead a change process in the school; 

• Identify and review possible data sources to determine strengths and areas for 
improvement; 

• Learn how to shift the primary focus of their work to learning; 

• Develop and align school improvement goals, measures, and action plans; 

• Develop a deployment plan; 

• Align a professional development plan to support the school improvement and deployment 
plans; 

• Use the professional learning community model to develop goal teams; 

• Learn how to apply the Plan-Do-Study-Act (PDSA) Cycle and data collection tools to the 
school improvement process; 

• Learn how to track and monitor school improvement efforts and make adjustments to 
ensure success; 

• Remove barriers at the team/department level; and 

• Listen, learn, and broadcast success from the teams and departments. 

 

Aligned Curriculum, Instruction, and Assessment tools 

The premise of CEC’s proposal regarding curriculum is that whatever curricular programs are 
used need to align to benchmarks representing required, common learning standards for every 
student, and those benchmarks need to be aligned to achievement targets that will be valid 
measures of actual student learning growth. As such, it is crucial that the school’s curriculum be 
aligned to benchmarks, common formative and summative assessments and targets, and taught in 
every classroom within the school to ensure that what is actually being taught in classrooms is 
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what is being measured and assessed. It is less important that a specific curriculum be 
championed above any other, as long as the essential alignment of a viable curriculum, used by all 
and aligned to benchmarks, common assessments, and targets, is in place and that this alignment 
be translated into clear expectations that are well known in advance to both students and parents.  

 With the Lead Partner, CEC will work with the school and system to put in place a standards-
based and aligned curriculum as well as formative and summative assessments that measure 
student progress toward achievement goals. The educational program would be centered on 
inculcating students with an academic background that, by the end of high school, prepares 
students for an academically successful college experience.  

 In so doing, the educational program must account for providing a school culture and climate 
that is safe and supportive of learning; developing and sustaining effective teacher and school 
leaders; implementing comprehensive instructional reform strategies; extending learning time for 
both students and adults; and, providing the operational flexibility to carry out a rigorous and 
focused educational program. 

Clear expectations for learning for the first school year will be identified through a 
comprehensive and required summer teacher training institute that will:  

• Identify the most essential reading, mathematics, and writing knowledge and skills 
expressed as learning benchmarks that are tied to State of Illinois Learning Standards; 

• Develop/determine formative and summative assessment measures that will assess 
student learning toward the benchmarks;  

• Set measurable targets that will establish achievement expectations for the school year; 
and 

• Align existing curricula to the benchmarks.  

This last step allows for the identification of curricular “gaps” that can be addressed through the 
work of the Content Facilitators. Best practice instructional interventions will be made to support 
student benchmark attainment through resources provided by the Instructional Mentor.  

 Goal setting and assessment tools put in place by CEC would align to district priorities and 
school improvement efforts. This process will require:  

• Analysis and alignment of PreK-12 curriculum with strategic goals; 

• Oversight and measurement of the goals process at all levels throughout the district; 

• Communication, coordination and development of plans to share data district-wide, provide 
resources, and build coherence between district and school-based actions. 

Thorough training of school-based leadership teams and coaching of leadership teams help scool 
teachers incorporate the process for researching and applying best curriculum and instructional 
and assessment practices into daily practice in order to improve student achievement.  
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Needs-Based Professional Development 

 CEC provides ongoing professional development opportunities that may address individual 
capacity-building needs of district leaders, school leaders, or teachers.  CEC can assist the Lead 
Partner by providing additional professional development support to build capacity for: 

• Continuous Improvement and Learning (e.g., Charlotte Danielson Framework for Teacher 
Leadership or Getting Started with Continuous Improvement); 

• Continuum for Support for SMART Schools (e.g., Getting a SMART Start, SMART Goals 
Process, Building Capacity Coaching, and Role of Leadership in Supporting Continuous 
Improvement); or  

• Literacy Series (e.g., K-8 Dynamic Vocabulary Instruction and High School School-Wide 
Vocabulary Instruction); or  

• Multi-school/district learning cohorts (e.g., CEC’s Compacts for Quality in northern and 
central Illinois; Superintendent Networking Sessions; PETAL Compact;  CEC-IEA Union 
Leadership Development Cohorts in northern, central, and southern Illinois; and the multi-
state Great Lakes Teacher Union Reform Network). 

 

Provide specific examples of the applicant’s past effectiveness in addressing one or 
more of the activities proposed, reinforced by data, as applicable. 

 CEC has extensive experience in working with Illinois school districts to build collaborative, 
reflective structures that build a professional learning community. The Consortium also has worked 
with schools to put in place standards-based curriculum and assessment tools.  

 For example, Washington Middle School in Springfield has received professional development 
services from CEC since 2005 in order to increase achievement across the school.  Of the 560 
students at the school, 83.9% are from low-income families and 29.8% are African-American. 
Student mobility is 40.8%. When Washington Middle School began participating in CEC’s 
professional development programs in 2005, just 43% of students in the school met or exceeded 
grade level standards on the ISAT.  

 To increase achievement, school leaders and instructors have focused on literacy, with a 
school-wide instructional focus of: “WMS students are working to becoming strategic, fluent 
readers in all content areas.”  Strategies to support this work have included: 

• Professional Learning Communities with collaborative teams that meet daily to focus on 
learning, collaboration and results to increase student achievement. 

• Project CRISS strategies, which establish a focus for learning, confirm student background 
knowledge, clarify and monitor student comprehension, and assist students in processing 
information through categorizing, organizing, summarizing, and synthesizing;   

• School-wide and Team SMART Goals, which identify indicators, measures, and targets to 
track and monitor student achievement progress;  

• Seven Strategies of Assessment FOR Learning; 
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• Response to Intervention system that provides targeted and tiered supports and 
interventions for students, both academically and socially-emotionally;  

• Silent sustained reading; 

• Interactive read alouds;  

• Essential vocabulary; 

• Word walls/walls that teach; 

• “I Can” statements; and  

• Differentiated instruction. 

 Since that time, ISAT composite scores have increased incrementally each year, rising from 
43% in 2005 to 59% in 2009. High school readiness also has improved dramatically among 8th 
graders at Washington Middle School. In 2005, only 48% of 8th graders at WMS were proficient in 
reading and only 26% were proficient in math. In 2009, 62% of 8th graders at the school met or 
exceeded grade level standards.   

 School districts around the country have seen the benefits of the goals and assessment 
approach put forth by QLD Learning, a subcontractor to CEC. In Gilmer, Texas, for example, QLD 
has been working with the school system for three years to implement the goal process district 
wide. The district’s demographics reflect a diverse population, which includes 50% African-
American students and poverty levels of 65% at the elementary level, 46% at the junior high and 
high school level, and 54% district wide. 

 Since Gilmer put the system in place, scores on the Texas Assessment of Knowledge 
Standards (TAKS) have increased. In 2006, 59% of third graders were proficient on the TAKS; two 
years later, in 2008, 82% of the children were proficient. State averages on the TAKS were 83% in 
2006 for third grade students and 75% in 2008 for fifth grade students. 

 

Provide a detailed description of all subcontractors and partnership organizations 
that the Supporting Partner will use in the implementation of this program and the 
process used for their selection. 

 To administer the school-wide goal setting and assessment process, CEC works QLD 
Learning, whose SMART Goal Process™ has been implemented successfully for more than 10 
years in schools representing the entire spectrum of performance, from high performing to low 
attainment and failing schools.  

 

Provide evidence that the applicant has carefully vetted the partners and programs, 
obtained reasonable assurances of their efficacy, and only targeted program 
elements that further the objectives of the Supporting Partner proposal. 

 CEC has extensive experience with QLD Learning, which was founded more than 10 years 
ago by Anne Conzemius and Jan O’Neill, former educators, business consultants, and co-authors 
of three books and numerous articles. Conzemius and O’Neill – who have presented nationally and 
internationally, are actively involved in leading the company and consulting with clients and 
bringing the tenets and tools of continuous improvement to educators.  
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 QLD partners with school districts across the country to build leadership capacity for data-
driven school improvement. It has certified a team of 17 educational consultants who provide 
technical assistance, staff development, coaching and support for schools implementing the 
SMART Goal Process. Collectively, QLD’s team brings a wide range of knowledge, skills, and 
experiences that can be tapped into on an “as needed” basis. In addition to their process 
knowledge, they bring expertise to the curriculum, instruction, assessment, professional 
development, special education, and content expertise in literacy, mathematics, and science K-12. 

 

Describe any assumptions used for student enrollment at elementary, middle, and 
high school grade levels and how increases or decreases in the number of students 
enrolled will affect the proposed services to be provided. 

For budgetary planning purposes, CEC has assumed student enrollment of 500 for elementary 
and middle schools. We also have assumed that high schools will be organized into small learning 
communities of 500 students. This assumes the elementary school includes grades K-5, the middle 
school includes grades 6-8, and the high school includes grades 9-12. 

 

 

4. Building Capacity for Sustained Improvement 

Describe how the Supporting Partner intends to phase out the need for services 
over a five-year period, so that services provided by the partner can be eventually 
managed by the school district with adequate capacity to sustain the improvements 
and growth resulting from the Supporting Partner’s efforts.  

 In Phase I (implemented in Year 1 of the intervention), CEC works with school instructional and 
team leaders to conduct a comprehensive analysis of school, its needs, and barriers to student 
learning. The group begins the process of aligning data, resources, incentives, goals, and policies 
in support of school improvement. Also considered is whether district systems of curriculum 
articulation, standards, assessment and professional development are aligned with the school’s 
professional development plans, needs, and goals. The committee begins what will be an ongoing 
process throughout all phases of examining the “big picture” system of offerings in order to: 

• Assess and build coherence, 

• Assure vertical and horizontal articulation/alignment, 

• Reduce variation and duplication, 

• Maximize support and resources aimed at the school’s Greatest Areas of Need (GAN). 

 In Phase II (at the start of the 2010/11 school year), training of school-based leadership teams 
and coaching of leadership teams and individual leaders begins.  The SMART Goal Process is 
implemented in the first school year of the intervention.  The steering committee, professional 
learning teams, and classroom instructors have opportunities to analyze and adjust based on 
student needs. 
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 In Phase III of the model (beginning in the 2011/12 or 2012/13 school years), students are 
taught to do the same type of data analysis and goal-setting that teachers are using, which allows 
students to take ownership of, and be accountable for, their own learning. 

 Training needs of staff are assessed within each phase of this process, and outcomes are 
monitored via the ongoing collection of data that is monitored by the steering committee.  
Throughout all phases, SMART Goal coaches work with the teams to identify their ongoing 
professional development needs and gather evidence of success and progress toward their goals.  

 

If the applicant’s proposal does not include a full phase-out of services in five years, 
then identify any specific services that will continue after a five year period.  

n/a 

 

5. Outcomes-Based Measurement Plan 

Include a five-year outcomes-based measurement plan, covering the planning 
period plus four years of intervention implementation.  

 Evaluation of the impact of CEC’s involvement on building collaborative reflective structures 
within the school; helping to align curriculum, instruction, and assessment tools; and providing 
needs-based professional development can be evaluated through three indicators of progress: 

� Student achievement results,  

� Evidence of fidelity in the implementation of the process, and 

� Qualitative measures of cultural change toward the institutionalization of data-driven 
continuous improvement at the school level.  

 In all three of phases, school staff members use specific data techniques to identify and 
address the needs of student subgroups for the purpose of differentiated instruction. All students 
are held to the same high standards of proficiency but are provided with targeted resources and 
instructional strategies aimed at their specific individual learning needs. Teachers research best 
practices based on the data and continuously monitor progress on multiple assessments and 
assessment formats. 

 The intent of this process is to build within the school a culture of ownership and shared 
responsibility for the continuous improvement of student learning, thereby building leadership 
capacity in a systemic and systematic way. 
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Define the realistic outcomes (i.e., those that the proposed work will accomplish at 
the end of the five-year period) and include measurable indicators of progress 
against those outcomes. The outcomes must address, but are not limited to: 

• Human capital and/or district capacity objectives appropriate to the nature of 
the proposed services, and  

• Building capacity for sustained improvement beyond the implementation 
period of the services. 

 Measurable indicators of progress on objective student achievement goals would include 
changes not only on raw achievement scores but also on multiple measurements of progress 
toward improvement.  Therefore, while whole school and subgroup results on such standardized 
tests as ISAT and the PSAE have relevance for the school improvement effort, teachers and 
schools also set data-based goals that monitor progress on students reaching learning targets 
aligned to school standards. These progress assessments are designed to address goals that are 
specific to the Greatest Area of Need for the school, team, and classroom.  In addition, CEC can 
facilitate a process wherein teachers in the school create differentiated instructional plans based on 
a “zone analysis” of the data which provides specific information about the unique needs of AYP 
subgroups and the individual students in their classrooms. 

 

Propose the intermediate outcomes (six- to 24-month timeframes), measurable 
indicators, and design of how the Supporting Partner and stakeholders will use 
results to evaluate the implementation of the services and make necessary 
improvements and adjustments throughout the course of implementation. 

 The following are intermediate outcomes for CEC’s involvement as a Supporting Partner.  By 
24 months, CEC will have worked with the Lead Partner and school to: 

• Organize a school leadership team and work with team and leaders to develop 
professional practices for school leadership and teachers (Appendix 3);  

• Align standards and instruction; 

• Put in place assessment tools and train school leaders and teachers on their use to 
increase student achievement; and  

• Set clear and ambitious performance targets for everyone. 

 Measurable indicators for these outcomes would be dependent on the level of support or 
involvement CEC provides as Supporting Partner. Through the goal process, every instructional 
and programmatic decision in the school is examined to determine efficacy in closing goal-related 
gaps that have been discovered in the data analysis process. Teams are taught how to use 
specific decision-making tools and methods for eliminating ineffective programs, improving and 
expanding upon highly effective existing programs/strategies and learning new best practices via 
multiple professional development models. 

 



Consortium for Educational Change – Supporting Partner � 52 
 

Discuss how the applicant will implement an outcomes-based measurement plan 
and what resources are in place or will be in place to support this work. 

 Through the use of a dashboard of indicators (see Appendix 6), school personnel focus on the 
few vital few things that need to be monitored to ensure the school climate is conducive to learning. 
Using this system, the leadership team identifies categories of data it will monitor over the course 
of the year. 

 Resources also are provided to gather data on school culture and climate at the beginning of 
the intervention and throughout the implementation period. These resources include surveys, 
rubrics, interviews, observation forms, etc. 

 

6. Fiscal Status Reporting 

Describe the plan for how the applicant will report on the fiscal status of the 
implementation to ISBE and the school district. 

 CEC, as a Supporting Partner, will report on the fiscal status on the program through quarterly 
year-to-date expenditure reports that are connected to the budgetary line-items for which it is 
supporting individual districts. 
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ITEM 5: DEMONSTRATED RECORD OF EFFECTIVENESS 

 The Consortium for Educational Change (CEC), a 501(c)(3) network of Illinois school districts 
and professional organizations, seeks to improve student achievement by assisting member 
districts and schools to become collaborative, high-performing organizations. CEC has extensive 
experience and a demonstrated record of effectiveness, as a consequence of CEC’s network of 
involving professional organizations and school system stakeholders in more than 80 Illinois school 
districts, diverse experience in school improvement and professional development, and 
partnerships with broad-based experience in successful school interventions based upon best 
practice research.  

Provide a comprehensive description of each of the following (A., B., and C.), 
providing evidence of the applicant’s past successes in meeting the requirements of 
the RFSP under conditions comparable to those likely to be encountered in the 
district(s) where the applicant may work. 

A. The track record of the strategies proposed in the Supporting Partner 
proposal, the research basis for the strategies proposed, and how these 
strategies are designed to assist school districts with their school 
improvement efforts. 

As a Supporting Partner, CEC is particularly well suited to assist Lead Partners in three Human 
Capital Strategies listed in Appendix B of the RFSP: 

• Establish an intensive induction and mentoring program for Illinois Partnership Zone 
teachers and administrators. 

• Establish meaningful performance and development systems that fairly and accurately 
differentiate teachers based in part on student achievement, and train administrators and 
other evaluators in its use. 

• Establish meaningful principal and other school administrator evaluation systems that 
incorporate considerations of school climate and are based, in part, on student 
achievement. 

CEC also is well suited to provide services in the area of District Capacity Building in terms of the 
following: 

• District Anchor Leadership Development:  Collaborative relationship building among 
district anchors and other stakeholders, including families, to ensure that resources of the 
district and school are aligned and supportive of the interventions necessary to accelerate 
student learning in the school and, eventually, the system. 

• Distributed Leadership Development and Training:  Collaborative reflective structures 
within the school; aligned curriculum, instruction, and assessment tools; and needs-based 
professional development build capacity for sustained improvements. 

We will detail our experience and demonstrated record of effectiveness of each of these five 
programmatic elements in the text below. 
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Mentoring and Induction  

 CEC has helped districts throughout the state of Illinois organize mentoring and induction 
programs through the ISBE New Teacher Induction Program (NTIP).  Similarly, NTC – a national 
non-profit organization that has served more than 49,000 teachers, 5,000 mentors, and touched 
millions of students – provides comprehensive, instructional support to close to 1,000 new teachers 
in the Chicago Public Schools.  

 The benefits of using full-time released mentors to assist new teachers has been demonstrated 
by NTC in the Boston public schools, where students whose teachers received support from full-
release mentors showed better gains in achievement, compared with those whose teachers were 
supported by site-based mentors who also had full classroom duties of their own (Fletcher and 
Strong 2008).  

 Indeed, when teachers have capable mentoring support, benefits on student learning are 
demonstrated on results in standardized achievement tests. In Santa Cruz, California, with high 
levels of poverty, students in the classrooms of new teachers receiving mentoring performed as 
well on SAT9 achievement tests as did students in veteran teachers’ classrooms. Moreover, these 
students made gains even though their classrooms had more English language learners than did 
the classrooms of veteran teachers. Each of the novice teachers in this study had received two 
years of instructional support from a carefully selected full-time mentor (Villar 2003). 

 Mentoring not only improves the skills of new teachers it also impacts the level of turnover. In a 
working paper that evaluated the impact of mentoring of new teachers in New York City on student 
learning, Rockoff found substantial gains by students on standardized tests among students whose 
teachers had spent the most time with full-time mentors (Rockoff 2008). One hour or more of 
mentoring each week led to student gains in reading and math, compared with the students of new 
teachers who received little or no mentoring support. Plus, teacher retention was increased as a 
consequence of the mentoring support, according to Rockoff’s findings. 

 

Meaningful Teacher Evaluation Systems 

 CEC has worked with school districts in Evanston and Elgin to put in place meaningful teacher 
evaluation systems that rely on best practice definitions for effective teaching, engage teachers in 
continuous learning and improvement through a system of self-directed inquiry, and include 
measures of student growth.  In these negotiations, all teacher evaluations are informed by student 
data but rely on a mix of measures equally weighted between inputs and outputs.   

 Through CEC’s involvement, these evaluation systems were supported by the local bargaining 
unit. In each system, district anchors are in early stages of incorporating the evaluation systems in 
regular practice and training administrators on their use, so outcomes beyond acceptance by local 
teacher units are difficult to report.  

 This type of teacher evaluation system is consistent with recommendations by the New 
Teacher Project in its report, The Widget Effect(Weisberg et al. 2009), including that these 
performance evaluation systems: 

• Fairly, accurately, and credibly differentiate teachers based on effectiveness in promoting 
student achievement, 

• Train administrators and other evaluators in the teacher performance system, 
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• Integrate the performance evaluation system with critical human capital policies and 
functions such as teacher assignment, professional development, compensation, retention, 
and dismissal; 

• Adopt dismissal policies that provide lower-stakes options for ineffective teachers to exist 
the district and a system of due process that is fair but efficient. 

 

Meaningful Principal Evaluation Systems 

 Principals are second only to teachers in their impact upon student achievement, yet many K-
12 systems do a woefully inadequate of job of supervising and supporting principals. The 
individuals charged with hiring, supervising, supporting, and evaluating principals receive little or no 
preparation for these vital functions and often work in isolation. 

 To provide districts with the skills and counsel, CEC partnered with the New Teacher Center to 
train superintendents, central office, and principals from seven Illinois school districts on principal 
evaluation. The goal of the effort was to build capacity of principal supervisors to nurture the growth 
of effective site leaders through blended coaching in formal and informal supervision, as well as 
evaluation processes situated in aligned systems. 

 CEC also has a partnership with the Wallace Foundation through the Illinois State Action for 
Education Leadership Project (SAELP) in order to help Illinois school districts improve school 
leader appraisal systems. CEC also works with Wallace on an effort called School Administration 
Manager (SAM), which seeks to change the role of principal from managerial leader to instructional 
leader with an emphasis on improved teaching and learning. 

 CEC has worked with multiple school districts in Illinois to develop more meaningful evaluation 
tools for principals in order to improve student achievement. 

 

District Anchor Leadership Development 

 CEC’s approach to school improvement, which involves stakeholders as equal partners and 
helps stakeholders overcome hierarchical and antagonistic relationships, is founded on extensive 
data demonstrated the impact of these high-performing educational systems on student learning 
and achievement (Barth 2001; Fullan 2001; Newman and Wehlage 1996; Senge 2000; Sergiovanni 
1998; Strehle et al. 2002) 

 For more than 20 years, CEC has worked with school districts throughout the state of Illinois – 
including Marquardt School District 15, McLean Unit 5, Crete-Monee School District 201-U, 
Thornton Township High School 205 – to build collaborative structures that rely on stakeholders 
working together as equal partners in school improvement. Districts that have put in place the 
district-wide collaborative structures that focus on system results, systems of learning, and 
professional growth have seen students post significant gains on achievement tests.  

Marquardt School District 15, an ethically diverse district in the Chicago suburbs, put in place 
systemic changes in order to increase student overall achievement and close achievement gaps 
impacting minority students. As a consequence of these interventions, scores have increased over 
the past five years: 
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• In 2004, only 44 percent of African-American third graders met or exceeded grade level 
standards in math. In 2009, 64 percent of African-American third graders met or exceeded 
standards on the ISAT; and 

• Similarly, only 48 percent of African-American fifth graders and 40 percent of African-
American eighth graders met or exceeded math standards on the ISAT in 2004. By 2009, 
65 percent and 71 percent, respectively, met or exceeded standards on the ISAT math 
test. 

 

Distributed Leadership Development and Training 

 Development of a collaborative leadership structure within the school encourages shared 
learning within classroom and throughout the school system. This shared leadership model 
impacts virtually every improvement made in the school transformation effort. 

 Within schools, the QLD SMART Goal Process is one example of how shared leadership 
influences student learning. This system has been implemented successfully for more than 10 
years in schools representing the entire spectrum of performance, from high performing to low 
attainment to failing schools. QLD has provided technical assistances and support in the form of 
professional development, coaching, facilitation, and supporting products to elementary, middle, 
and secondary schools in urban, suburban, and rural communities throughout the U.S. and 
Canada. 

 Field studies of schools applying SMART tools and practices reveal achievement increases in 
goal-related subjects of 20-28 percent over two years.  

 Feedback from principals, teachers, and students suggest that the power of the goal-setting 
process is in the focus that it brings to learning, the collaborative energy that it brings to instruction 
and the motivational qualities it brings to teacher and student ownership of results. QLD’s founders, 
Anne Conzemius and Jan O’Neill, have gathered evidence in the form of summative and formative 
assessment data, survey results, and progress indicators that substantiate the impact of this 
process on improved student learning. 

 At Dobie Middle School in Austin, Texas, the SMART Goal Process resulted in dramatically 
improved math scores. On the TAKS, sixth grade math scores increased from 45 percent to 71 
percent proficient from 2006 to 2008. Similarly eighth grade scores rose from 42 percent proficient 
in 2006 to 73 percent proficient just two years later. 

 

B. Specific examples of the applicant’s effectiveness in academic 
improvement in underperforming schools, reinforced by data. 

 

Washington Middle School 

 Washington Middle School, a 560-student school in Springfield, has received professional 
development services from CEC since 2005 in order to increase achievement across the school. 
Of the 560 students at the school, 83.9 percent are from low-income families and 29.8 percent are 
African-American. Student mobility is 40.8 percent. 
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 When Washington Middle School began participating in CEC’s professional development 
programs in 2005, just 43 percent of students in the school met or exceeded grade level standards 
on the ISAT. To increase achievement, school leaders and instructors have focused on literacy, 
with a school-wide instructional focus of: “WMS students are working to becoming strategic, fluent 
readers in all content areas.” Strategies to support this work have included: 

• Project CRISS strategies, which establish a focus for learning, confirm student background 
knowledge, clarify and monitor student comprehension, and assist students in processing 
information through categorizing, organizing, summarizing, and synthesizing;  

• School-wide and Team SMART Goals, which identify indicators, measures, and targets to 
track and monitor student achievement progress;  

• Seven Strategies of Assessment FOR Learning; 

• Response to Intervention system that provides targeted and tiered supports and 
interventions for students, both academically and socially-emotionally;  

• Silent sustained reading; 

• Interactive read alouds;  

• Essential vocabulary; 

• Word walls/walls that teach; 

• “I Can” statements; and  

• Differentiated instruction. 

 Since that time, ISAT composite scores have increased incrementally each year, rising from 43 
percent in 2005 to 59 percent in 2009. High school readiness also has improved dramatically 
among eighth graders at Washington Middle School. In 2005, only 48 percent of eighth graders at 
WMS were proficient in reading and only 26 percent were proficient in math. In 2009, 62 percent of 
eighth graders at the school met or exceeded grade level standards.  

 

C. Specific examples of the applicant’s success in establishing 
partnerships within the community and how those partnerships assisted 
school improvement efforts. 

 Dolan and Associates has worked with the Cincinnati Public Schools (CPS) since 2006 in 
implementing a GE Foundation Developing Futures™ in Education program. This effort seeks to 
improve math and science curricula, provide teacher professional development, and improve 
college readiness through a systems change model that creates effective, sustainable, and 
scalable social change. 

 A key element of the program is that it uses a systemic approach that requires collaboration 
among the district central offices, teachers’ unions, school administrators, local GE volunteers, 
parents, and the community. As part of this effort, community support, partnership, and 
philanthropy are, encouraged. Examples of community activity, as a part of this effort, include the 
following: 



Consortium for Educational Change – Supporting Partner � 58 
 

• Sam’s Club gave $100 gift cards to 10 teachers to thank them for all they do on behalf of 
Cincinnati’s students; 

• David Falk, head chef at NADA restaurant, invited 115 students from Winton Hills 
Academy to a luncheon he prepared in their honor after they passed both reading and 
math on the Ohio Achievement Tests; 

• The Islamic Association of Cincinnati and Macy’s donated $2,000 worth of school 
supplies to students of Hays-Porter School; 

• The Green Acres Arts Center will sponsor 36 field trips for Oyler School students to 
experience fine arts programming; 

• Fifth Third Bank donated $3,500 to Shroder High School to purchase incentives to 
encourage students to excel academically; 

• Dozens of community volunteers helped the staff of Roselawn Condon School to 
beautify the school’s two interior courtyards; 

• University Hospital offers students a chance to “work” in various departments around the 
hospital and gain valuable experiences; 

• The Center for Closing the Health Gap’s Do Right! health awareness initiative donated 
new uniforms to the boys and girls basketball teams of Rockdale and South Avondale 
schools; 

• Employees of Western & Southern Financial Group built six bikes as part of a team-
building activity and will donate them to Hoffman-Parham students selected through a 
contest; 

• The Exxon/Mobil Educational Alliance provided $500 mini-grants to dozens of CPS 
schools to support academic programs; 

• The Health Foundation of Greater Cincinnati gave a two year, $200,000 grant to 
Hughes Center to develop and open a school-based health center; and 

• Give Back Cincinnati treated 75 West Side Montessori students to an afternoon of fun at 
a laser tag arena. 

  

The applicant must provide the names and contact information for five references in 
schools and/or districts in which the applicant has operated in a similar capacity. 
These references must include administrators in at least three districts with whom 
ISBE staff can speak. 

  

References 

1. Sue Palmer, Washington Middle School, Springfield District 186, 2300 East Jackson Street, 
Springfield, IL 62703, (217) 525-3182, spalmer@springfield.k12.il.us 

2. Tim Delinski, Sterling Middle School, Peoria District 150, 2315 N Sterling Ave, Peoria, IL 
61604-3189, (309) 672-6557, tim.delinski@psd150.org 
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3. Dr. Loren May, Marquardt District 15, 1860 North Glen Ellyn Road, Glendale Heights, Illinois 
60139, (630) 469-7615, lmay@d15.us 

4. John Rodgers, Crete-Monee 201-U, 1500 Sangamon Street, Crete, IL 60417, (708) 367-8300, 
rodgersj@cm201u.org 

5. Dr. J. Kamala Buckner, Thornton Township High Schools District 205, 465 East 170th Street, 
South Holland, IL  60473, (708) 225-4000, buckner.jkamala@district205.net 
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ITEM 6: FISCAL AND MANAGEMENT CAPABILITIES 

 

Provide evidence of sufficient fiscal and management capacity to undertake all 
activities described in the Lead Partner Proposal, as applicable. The description 
must address each of the following. 

A. A description of the contractor’s organization. 

 The Consortium for Educational Change (CEC) is a 501(c)3 organization whose mission is to 
improve student achievement by working with districts and schools in becoming collaborative, high-
performing organizations. CEC helps schools and districts accelerate student learning by bringing 
together teachers, educational support personnel, school administrators, school board members, 
and parents to stimulate and promote change in school structures and relationships through 
collaboration. 

 CEC is unique because all its planning functions, services, and activities derive from 
stakeholders, including school board members, teachers, administrators, classified staff, parents, 
community members, and students. CEC is well suited to perform the responsibilities of Lead 
Partner in creating “turnaround” schools, because of its large network of partnering experience with 
more than 80 CEC member school districts, a wide variety of staff experience overall diverse list of 
school-related areas, and a robust list of partners who provide a significant base of successful 
school interventions based upon best practice research. 

 CEC has ongoing partnerships with a number of organizations, including: Dolan and 
Associates; New Teacher Center; Quality Leadership by Design; Charlotte Danielson and The 
Danielson Group; Rick Stiggins and the Assessment Training Institute; Jim Shipley & Associates; 
American Society for Quality; National-Louis University; Illinois Education Association-NEA; and 
the Teacher Union Reform Network. CEC regularly utilizes the expertise of these partners by 
offering trainings and other consultative services needed to meet the needs of its member districts. 

 CEC was formed in February 1987, when district leaders (including administrators, teachers, 
and school board members) organized it to continue the collaborative work they had begun in an 
interest-based, win-win approach to collective bargaining. They wanted to support each other and 
access appropriate resources to deepen and expand these collaborative efforts to improve student 
achievement. 

 Over the years, CEC has established its niche and expertise in supporting districts and schools 
to improve student achievement. CEC has developed expertise in putting the many pieces 
together, helping people develop conceptual coherence or integration around how to link the 
pieces and connect the dots. Further, CEC supports people in implementation by helping to 
coordinate their efforts in the classroom, in the principal’s office, and at central office. CEC has 
developed a staffing system that provides training and follow-up consultation and coaching onsite 
as well as an overall design of “Training the Trainers,” which helps district and schools to develop 
their own internal capacity to sustain this work over the long-term. 

 CEC has developed ongoing relationships with a number of districts and schools throughout 
Illinois, including those who have not made Academic Yearly Progress, as well as others who are 
in restructuring. Our work and partnership with these districts and schools is ongoing. This work 
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includes transforming district and school cultures and creating collaborative processes and 
structures, including District Leadership Teams, School Leadership Teams, and professional 
learning communities. CEC has helped districts and schools implement Comprehensive School 
Reform designs. In addition, CEC has worked with districts and schools to develop and implement 
School Improvement Plans aligned with the ISBE rubric. Through this work, we have seen 
significant improvements in district, school, and student performance on the ISAT. 

 CEC’s offices are located in Lombard, Springfield, and Marion. CEC’s work is supported by 
seven full-time staff members, 37 part-time employees, and 46 consultants, who provide services 
in more than 80 Illinois school districts. A Steering Committee, made up of superintendents, union 
leaders, board members, and support personnel from CEC’s member districts, oversees the overall 
fiscal and program management of CEC. 

 

B. The specific legal entity that will undertake the services described in the 
Lead Partner proposal. 

 CEC, a federally-registered 501(c)(3) tax-exempt, nonprofit organization registered in Illinois, 
will serve as fiscal agent for this intervention and manage the services described in this proposal. 
Support for individual services will be provided by CEC staff or those of its subcontracting partners. 

 

C. The qualifications of staff who will manage implementation of the 
activities described in the Lead Partner proposal, as applicable. Include 
resumes. 

 Staff and consultants who will provide support for this school intervention project include the 
following, with resumes in Appendix 7:  

 

 Implementation of the strategies and tactics described in this proposal will be aided through the 
involvement of the following subcontracting partners (qualifications included in the Supporting 
Partner Cost Proposal):  

• Dolan and Associates; 

Allan Alson 

CEC Core Service Director 

Mary McDonald 

CEC Core Service Director 

Pam Rosa 

CEC Core Service Director 

Perry Soldwedel 

CEC Core Service Director 

Kimberly Collier 

CEC Project Director 

Jane Gard 

CEC Project Director 

Alida Graham 

CEC Project Director 

 

John Falson  

CEC Director of Finance 

Heather Waller 

CEC Director of Operations 
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• New Teacher Center; and 

• QLD Learning, LLC. 

 

D. Evidence that the applicant has adequate financial, organizational, and 
technical resources to administer implementation of the proposed 
program in the districts indicated in the proposal. The evidence must 
include (but need not be limited to): 

• A description of the applicant’s plan for developing organizational 
capacity to implement the activities specified in its Lead Partner 
proposal in all potential districts. 

 CEC is well suited to perform the responsibilities of Supporting Partner, drawing on the skills 
and abilities of its seven full-time staff members and 46 consultants who work with schools and 
districts in supporting their school improvement efforts. 

 In addition, CEC has ongoing partnerships with a number of organizations, including: Dolan 
and Associates; New Teacher Center; Quality Leadership by Design; Charlotte Danielson and The 
Danielson Group; Rick Stiggins and the Assessment Training Institute; Jim Shipley & Associates; 
Illinois Education Association-NEA; Center for Teaching Quality; and, the Teacher Union Reform 
Network. CEC is well positioned to utilize the expertise of these partners by offering professional 
development and other consultative services needed to meet the needs of the contracting schools 
and districts. 

 CEC has adopted a new organizational structure intended to ensure that as CEC grows, it 
continues to meet the needs of its clients by providing high quality, integrated services.  Core 
Service Directors lead and coordinate the work and provide supports for staff in each of the 
following CEC’s core service areas: 

• System Assessment & Visioning; 

• Collaborative Structures & Processes; 

• Standards, Instruction & Assessment; 

• Professional Practices; and 

• Restructuring. 

 

• Completed federal tax returns (or equivalent for nonprofit entities) 
for the two most recent years. 

 See Appendix 8. 

 

• Either an audit report or audited financial statements completed 
within two years prior to submission of the proposal; 

 See Appendix 9. 
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• Evidence of sufficient capacity to operate for up to six months prior 
to receiving payment from the contracting school district;  

 CEC has sufficient cash reserves as of June 30, 2009 that enable it to operate for up to six 
months prior to receiving payment from the contracting school districts. CEC has sufficient number 
of signed contracts and grants for the 2009-2010 fiscal year that will provide a positive cash flow to 
financially support this initiative in addition to its current programs and services. Attached in 
Appendix 10 is a copy of a projected cash flow statement for CEC for from October 1, 2009, 
through September 30, 2010. 

 

E. The auditing process that will be used by the applicant, and the 
frequency at which it will occur; and  

The grant reporting and auditing function will be performed by CEC’s Director of Finance. This 
audit will be performed on a monthly or quarterly basis, as depicted in the grant reporting 
requirements. In addition, all grants and financial information will be audited on an annual basis by 
an independent, external auditing firm. CEC’s annual audit is reviewed and approved by the CEC 
Steering Committee at its Annual Meeting each September. 

 

F. Proof of legal authority to conduct business in Illinois. 

 Copies of CEC’s articles of incorporation, annual report for the last fiscal year, and corporate 
bylaws are included in Appendices 11, 12, and 13. 

 

ITEM 7: EXCEPTIONS TO THE RFSP 

CEC does not anticipate any exceptions to the requirements as stated in the RFSP, or 
modifications thereof. Because each year’s annual plan will be based upon the initial research-
based systems assessment (identifies multi-year needs) of transformational standards and the 
data results from each previous year, all expectations under this RFSP are contained within the 
proposal, but remain flexible in annual application within the parameters defined by the proposal. 

 

ITEM 8: CONTRACTS WITH ISBE 

 

The proposal must include a list of all contracts (including contract numbers) that 
the contractor has had with the State Board of Education during the past five years 
(do not include contracts with public entities such as ROEs, schools, etc.) 

 

CEC has served as a subcontractor for many ISBE funded projects throughout the state for 
many years, but has been the legal contractor only once: 2008-2009 Beginning Teacher Induction 
Program, Project Number 2009-3982-01-65108974551. 
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Below is a detailed description of the key elements of the TFIM: 
 
1) A Carefully-Selected Mentor 

Mentors are recruited and selected using a clearly articulated, open process that involves a number of 
stakeholder groups. These groups will include: site and district administrators, union or teacher 
organization leadership, veteran teacher leaders, former or current mentors, and university clinical and 
tenure faculty. The process includes a written application with letters of recommendation and a formal 
interview process. An interview panel includes members of the various stakeholder groups and 
program leaders. Selection is guided by a set of criteria and a rubric. 

 
2) Full or Substantial Release Time for Mentors 

Mentors are generally released full-time from their classroom duties for a period of up to three years. 
They work full time with a caseload of from 12 to 16 new teachers in their classrooms, before and after 
school. A fundamental principle associated with the full-time mentoring model is that the mentor’s role 
be focused exclusively on the induction of new teachers and on teacher development.  

 

3) Participation by All First- and Second-Year Teachers 
The induction period is defined as a minimum of at least two years. All first and second-year teachers 
participate in an equally intensive model of mentoring that involves a minimum of weekly support. Time 
with novices is not reduced for those perceived as “better able” or “more advanced” in their 
development. Thus, second-year teachers receive as much mentoring and support as they did in their 
first year of classroom practice.  

 

4) Mentor Training 
Mentors are provided formal orientation to their role and foundational mentor training before they begin 
their work with beginning teachers. The mentor training curriculum is well-defined and includes, but is 
not limited to, such topics as: Developing productive and supportive relationships; Understanding 
professional standards; Collecting and analyzing observation data; Using formative assessment 
strategies [FAS]; Using student work/data to guide instruction; Creating learning opportunities for 
adults; and, Building leadership capacity and skills. Additional training focuses on content pedagogy 
and other topics in response to local instructional needs and educational reform initiatives. Mentor 
training continues over the course of the mentor’s tenure, and whenever possible provides 
opportunities to learn with and from mentors in other contexts. 

 

5) On-Going Professional Development for Mentors 
Mentors participate in a learning community that supports their practice and their use of mentoring 
tools, protocols, and formative assessment. Called a “mentor forum,” this community of mentoring 
practice meets weekly and fulfills a number of purposes: 1) to create a collaborative community of 
practice for mentors; 2) to deepen mentoring skills and advance induction practices; 3) to support 
program implementation; 4) to provide for mentor accountability in a supportive environment; and, 5) to 
support each mentor’s emerging leadership. Mentor forums provide a steady, supportive context where 
mentors share issues and dilemmas of practice and get tailored support. They can apply new skills and 
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processes to their own “real-life” mentoring context and then reflect upon those experiences with others 
engaged in the same role.  

 

6) Professional Standards 
Professional standards are used to provide a clearly articulated, well-validated vision of best practice 
and a framework within which mentors can focus their work with beginning teachers. The language of 
the standards helps mentors and beginning teachers carry on instruction and learning-focused 
conversations and assists beginning teachers in setting professional goals. They also serve as the 
foundation for beginning teacher professional development and for new teacher formative assessment. 

 

7) Formative Assessment 
A comprehensive system of formative assessment, called the NTC Formative Assessment System or 
FAS, is the centerpiece of the FTIM. FAS is framed around professional standards, a continuum of 
teacher development, and the collection of a variety of authentic evidence of teacher practice, including 
student work. FAS includes a set of mentoring tools and protocols that assist the beginning teacher and 
mentor in guiding and documenting their work together. Unlike traditional forms of evaluation, formative 
assessment involves an ongoing process of data collection and data analysis for the purpose of 
informing both the mentor’s and the beginning teacher’s next steps.  

 

8) Classroom Instruction and Content Focused Mentoring 
The term “instructional mentoring” is used to describe the TFIM. Mentors are regularly present in the 
new teachers’ classrooms to observe instruction and student learning, to collect observation data, or to 
assist in the delivery of instruction. Although a strong, trusting relationship is an important and very 
essential component of an effective mentoring relationship, the focus remains on advancing the 
beginning teacher’s classroom practice. Issues of content pedagogy, subject matter knowledge, the 
alignment of instruction with student content and grade level standards, student assessments, and 
local curriculum initiatives drive the mentor’s work in response to the beginning teacher’s 
developmental needs and instructional context. 

 

9) Beginning Teacher Network for Professional Development 
Beginning teachers participate in an on-going, formal network of novice colleagues for the purpose of 
professional learning, problem-solving, and mutual support. These monthly learning opportunities begin 
with an orientation to the induction program (and the local school district) prior to the start of school; 
they help beginning teachers form relationships with other new teachers from across the educational 
community while receiving professional development around issues of unique importance for new 
teachers. Called seminars in the TFIM, they are generally led by senior mentors and, on occasion, by 
guest educational experts. The seminars also provide a sort of “cohort” mentoring where novices can 
share dilemmas of practice and receive non-judgmental support from their fellow new teachers. The 
curriculum is aligned with the professional standards, beginning teachers’ assessed needs, or local 
instructional needs or priorities; they often include or reinforce elements of the FAS. 
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10) Clear Role for and Communication with Site Administrators 
The TFIM calls for a strong communication link between site administrators and mentors. The 
communication is carefully framed by the needs of the school site and the administrators’ concerns and 
priorities. Mentors check in regularly with principals to ensure that their work with the new teachers on 
site is responsive to the instructional priorities of a given school and community. Site administrators are 
seen as important partners in the induction model and have great influence with regard to beginning 
teachers’ working conditions. Whenever possible, mentors attend site meetings, professional 
development offerings, or grade level/subject area meetings, as appropriate.  
 
The TFIM also provides for principal training in the areas of new teacher support and observation and 
coaching techniques that are focused on improving teaching practice and student learning. Principals 
and their teacher leaders are also assisted in conducting site orientations for the beginning teachers. 

 

11) Participation by a Variety of Key Stakeholder Groups 
The TFIM rests upon a broad network of institutional and leadership support. Key stakeholder groups 
include school and site administrators, teacher leaders, union or teacher association leadership, school 
board members, university faculty, and community or business leaders. These groups are actively 
involved in several aspects of the model, including the recruitment and selection of mentors, the 
professional development of the beginning teachers, site/district/program orientation, alignment of the 
induction model with local instructional needs, program evaluation, etc. Presentations are regularly 
made to stakeholder groups. The use of professional standards as a basis for teacher evaluation 
provides an important opportunity for alignment and institutional buy-in. 

 

12) Focus on Equity and English Language Development 
An abiding focus on issues of equity, as they relate to student achievement, guides the mentoring, 
formative assessment, and professional development components of the TFIM. Mentors are trained to 
help new teachers pay particular attention to special needs students and English Language Learners.   

 

13) Linkages to Pre-service 
Connections are made to the local pre-service programs so that novice teachers enter local schools 
seamlessly. Whenever possible, pre-service supervisors receive the same or similar training as 
mentors in coaching techniques and the use of professional standards or formative assessment. A 
beginning teacher’s pre-service experience is acknowledged as the foundation for ongoing professional 
learning and can be referenced at the start of the induction program participation when teachers set 
professional goals.  

  

14) Program Evaluation 
Both summative and formative program evaluation are parts of the TFIM. An online survey is 
administered mid-year to beginning teachers, mentors, and site administrators to capture information 
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about program design, implementation, and impact on beginning teacher practice. These triangulated 
data are shared with individual mentors to help inform their own practice and professional growth, and 
the disaggregated data are used to inform programmatic decision-making. Data can be shared with site 
administrators to help them better serve beginning teacher needs. Additional data are collected 
following each professional development event (beginning teacher seminars and orientations, as well 
as mentor training and forums). In addition, retention data are collected, exit interviews are conducted, 
and student achievement data are collected. Focus groups with mentors, principals, and beginning 
teachers are also conducted on a regular basis. The induction program is seen as a laboratory for 
ongoing learning about teacher development, beginning teacher satisfaction, classroom practice, and 
veteran teacher career development and learning. 

 

15) Beginning Teacher Advocacy 
The TFIM includes advocacy for beginning teacher working conditions that take into account the unique 
developmental phase defined by induction. These might include reduced course preparations at the 
secondary level or adjusted teaching loads at the elementary level. To this end, the induction model 
actively works with union, district, and site leadership to clarify new teacher needs. The model also 
seeks to promote opportunities for increased teacher voice (veteran and novice), opportunities for job-
embedded professional development, and collaborative structures that support teacher development at 
school sites. 

 



APPENDIX 2 

LEADERSHIP COACHING AND DEVELOPMENT for 

NEW PRINCIPALS AND ADMINISTRATORS 

 

In its fifth year, CEC’s program for leadership coaching and development for new administrators 

encompasses these critical elements: 

• face-to-face coaching on site and supportive, regular phone and e-mail communication  

• coaching dialogue structured and focused on principal/school needs 

• support and guidance from the coach 

• regular assessment and feedback 

• trained and highly qualified coaches committed to this work 

• ongoing professional development for both administrators and coaches 

Coaching New Principals – Plans A, B, C* 

A. For first-year in Illinois principals, this structured coaching format offers 50 hours (to meet the state 

requirement) of mostly one-on-one meetings on site, supportive electronic and phone 

communication, and sharing of resources.  All principals in the program participate in three 

professional development sessions.  

B. For first-year in Illinois principals, this coaching format offers the program described in Plan A, and 

provides one additional professional development session consisting of structured round-table 

discussions on matters of importance to new principals in building leadership skills.  

C. For second-year principals, this program’s format is the same as that of Plan B.  The coaching 

dialogue is significantly stronger and richer in the second year. The four professional development 

sessions are advanced in their content, building upon the work done and lessons learned in year 

one of the principalship.  

Coaching New Administrators - Plan D* 

Coaches work with new administrators (coordinators, directors, central office personnel) in a standard 

coaching format but with a focus on the work specific to the coachee.  These administrators may 

participate in the professional development sessions (A or B above) and will benefit from the ongoing 

dialogue about skills, strategies and values that drive both management and leadership in our schools. 

*Participants will be able to earn Illinois Administrator Academy credit for participation in the professional 

development sessions. 

 

CONTACT JANE GARD, DIRECTOR OF CEC CLASS LEADERSHIP COACHING, AT 

jane.gard@cecillinois.org, or 773.841.8368 cell, or 630, 495.0507 office. 

Coaching & Development 

Consortium for Educational 

Change 

C E C E 
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A Framework for Teaching 
 

Domain One  
Planning and Preparation 

 
Instructional planning includes a deep understanding of 

content and pedagogy and an understanding and appreciation of 
the students and what they bring to the educational encounter. 
But understanding the content is not sufficient; the content must 
be transformed through instructional design into sequences of 
activities and exercises that make it accessible to students. All 
elements of the instructional design – learning activities, 
materials, and strategies –must be appropriate to both the 
content and the students, and aligned with larger instructional 
goals. In their content and process, assessment techniques must 
also reflect the instructional outcomes and should serve to 
document student progress during and at the end of a teaching 
episode. Furthermore, in designing assessment strategies, 
teachers must consider their use for formative purposes, and 
how assessments can provide diagnostic opportunities for 
students to demonstrate their level of understanding during the 
instructional sequence, while there is still time to make 
adjustments. 

Domain Two 
Classroom Environment 

 
Teachers create a learning environment through positive 

interpersonal interactions, efficient routines and procedures, 
clear and consistent standards of conduct, and a safe physical 
environment that supports the learning purposes. In addition, 
the environment encourages students to take pride in their work 
and to assume responsibility for their learning. Students respond 
to the warmth and caring of teachers, their high expectations for 
achievement, and their commitment to students. Students feel 
safe with these teachers and know that they can count on the 
teachers to be fair and, when necessary, compassionate. Students 
are also sensitive to the subtle messages they receive from 
teachers as to their capabilities. 

The components of Domain 2 are not associated with the 
learning of any particular content; instead, they set the stage for 
all learning. The teacher establishes a comfortable and respectful 
classroom environment, which cultivates a culture for learning 
and creates a safe place for risk-taking. The atmosphere is 
businesslike, with non-instructional routines and procedures 
handled efficiently; student behavior is cooperative and non-
disruptive; and the physical environment conducive to learning 

 

Domain Four 
Professional Responsibilities 
The components in Domain 4 are associated with being a 

true professional educator: they encompass the roles assumed 
outside of and in addition to those in the classroom with 
students. Students rarely observe these activities; parents and 
the larger community observe them only intermittently. But the 
activities are critical to preserving and enhancing the profession. 
Educators exercise some of them (for example, maintaining 
records and communicating with families) immediately upon 
entering the profession, since they are integral to their work 
with students.  
Domain 4 consists of a wide range of professional 
responsibilities, from self-reflection and professional growth, to 
participation in a professional community, to contributions made 
to the profession as a whole. The components also include 
interactions with the families of students, contacts with the 
larger community and advocacy for students. Domain 4 
captures the essence of professionalism by teachers; teachers are, 
as a result of their skills in this domain, full members of the 
teaching profession, and committed to its enhancement. 

 
 

 Domain Three 
Instruction 

Domain 3 contains the components that are at the 
essential heart of teaching – the actual engagement of students 
in learning, through the vision of students developing complex 
understanding and participating in a community of learners. 
Students are engaged in meaningful work, which carries 
significance beyond the next test and is relevant to students’ 
lives. 

Teachers who excel in Domain 3 have finely honed 
instructional skills. Their work in the classroom is fluid and 
flexible; they can shift easily from on approach to another when 
the situation demands it. They seamlessly incorporate ideas and 
concepts from other parts of the curriculum into their 
explanations and activities. Their questions probe student 
thinking, and serve to extend understanding. They are attentive 
to different students in the class, and the degree to which they 
are thoughtfully engaged; they carefully monitor student 
understanding as they go (through well-designed questions or 
activities) and make minor mid-course corrections as needed. 
And above all, they promote the emergence of self-directed 
learners fully engaged in the work at hand. 

 

Charlotte Danielson 2006 
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Overview: Teacher Evaluation 
 
Teacher supervision and evaluation in CEC’s Restructuring Schools has as its primary 
purpose the improvement of teaching and student learning.  For teaching and student 
learning to improve a professional culture must exist in which teachers are engaged in 
activities that identify areas of strength and areas of growth, and that support efforts to 
improve teaching practice, pedagogy, and content knowledge to advance student 
achievement.   
 
The Framework for Teaching teacher evaluation model aims to increase student 
achievement by increasing teacher and administrator effectiveness through professional 
development and to increase the number of effective teachers working with our most 
impacted students and schools.  
 
Standards-Based Criteria to Assess Professional Practice 
The CEC Evaluation model uses the Framework for Teaching (Danielson, ASCD, 2007) 
as criteria against which effective teaching will be assessed and professional goals 
developed.  The Framework for Teaching with its respective Descriptors of Practice with 
Levels of Performance is identified as a research-based set of criteria for teaching 
practice. 
 
Formative and Summative Aspects 
The formative aspect of the model promotes professional growth through teacher self-
assessment, goal setting, and professional reflection.  The summative aspect of the model 
uses classroom observations, teacher conferences with the supervising administrator, and 
a review of the attainment of individual goals to document professional growth and 
effective teaching practice. 
 
The objective of the formative aspect is to improve professional practice.  This is best 
achieved when learners take ownership of their learning goals that are established 
through thoughtful self-assessment, personal reflection on teaching practices, and specific 
feedback based upon standards of teaching practice.  
 
The objective of the summative aspect is to provide a comprehensive assessment of a 
professional educator’s practice which validates professional growth and competence, 
provides public assurance of teaching effectiveness, and provides evidence-based 
judgments about professional practice.  
 
In the following pages, you will find a narrative of the evaluation cycle and appendices 
that include important definitions, timelines and all forms for completing the evaluation 
cycle. 
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Observation, Goal Setting, and Evaluation Cycles 
 
I. Self-assessment, Goal Setting, and Goal Setting Conference 
All teachers in the CEC Evaluation program will use the entire Description of Practice to 
complete an independent self-assessment and to develop goals for improving professional 
practice during the evaluation cycle. Self-assessments will be informed by teachers’ 
experiences in the classroom and their reflections. The results of the self-assessment and 
the diagnostic observation data will be used by teachers to create goals on which to focus 
their professional growth. Teachers are encouraged to develop goals that are attainable 
and measurable. It is not required that teachers develop a goal for each of the 10 Domain 
2 and 2 Components.  
 
Year One: Evaluation Planning Conference 

• Planning Conference will be held following completion of the Diagnostic 
Observation and Self Assessment prior to October 15th and before November 1st. 

• Administrator and teacher review diagnostic observation data and teacher’s self-
assessment to review the eight essential evaluation components for each teacher. 

• At the conclusion of the conference, the pre-conference for the Evaluation formal 
observation will be scheduled. 

 



APPENDIX 3 

CEC Professional Growth Plan/Appraisal Process 

  

 5 

Formatted: Left

Subsequent Years: Goal Setting and Professional Growth Planning Conference 
• Goal Setting and Professional Growth Planning Conference will be held following 

completion of the Self Assessment prior to October 15th and before November 1st. 
• Self-assessment, Goal Setting, and Goal Setting Conferences processes: 

o Teachers will complete a self-assessment using all 10 Domain 2 and 3 
Components in the Descriptors of Practice and the feedback from the 
diagnostic observation. Teacher will identify goals for professional 
growth. 

� Non-tenured teachers will develop professional growth goals from 
the 10 Domain 2 and 3 Components of the Framework for 

Teaching. 
� For tenured teachers, supervising administrators will suggest four 

Components from the 10 Domain 2 and 3 Components. Teacher 
will suggest four additional Components from the Framework for 

Teaching from which additional professional growth goals will be 
developed. 

� The teacher and supervising administrator will discuss options for 
professional growth related to the selected Components. 

� The teacher will develop a professional growth plan, which will be 
submitted to the administrator within ten school days.  

• If necessary, the teacher and/or administrator may schedule 
an additional meeting to clarify any aspect of the 
professional growth plan. 

• At the conclusion of the conference, the pre-conference for the first formal 
observation will be scheduled. 

 
II. First Formal Observation 
The first of two formal observations will be conducted by the building administrator  
between the planning/goal-setting conference and the last day of the first semester, 
approximately January 21st.  

• Formal Observation processes: 
o The pre-observation conference is held with the building administrator. A 

classroom observation is announced (at least two work days [48 hrs] in 
advance). A post-observation is scheduled to follow the observation of 
teaching practice. 

� The teacher will provide the building administrator with lesson 
plans for the scheduled classroom visit one work day prior to the 
observation. 

o Classroom-observation is at least 30 minutes. The classroom observation 
will be conducted by the building administrator. 

� The focus of the observation will be on the 10 Domain 2 and 3 
Components. 

o Following the second observation, the building administrator will 
independently interpret their observation evidence on the level of 
performance related to the Descriptors of Practice that were observed 
during the lesson.  
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o The administrator will provide the teacher with a draft of the marked 
Descriptors of Practice, with cited evidence, at the component level for the 
10 Domain 2 and 3 Components within five school days of the 
observation. 

o The teacher will complete the Lesson Reflection form to guide discussion 
at the post-observation conference. 

o The teacher and the administrator will participate in a post-observation 
conference. 

� The teacher may present additional artifacts at the post-observation 
conference (e.g. samples of assessments, student work, etc.). 

� Teachers are encouraged to bring artifacts that demonstrate 
competency in those Components not observed during the 
classroom observation (e.g. Domain 1 and 4 Components). 

o The administrator will provide a final draft of the Descriptors of Practice, 
with cited evidence, within five school days of the post-observation 
conference. 

 
III. Second Formal Observation 
The second formal observation will be conducted by the building administrator the first 
day of the second semester and March 1st. The building administrator will provide the 
teacher with the dates of a one-week window during which the second observation will 
occur. The administrator will conduct a pre-observation conference with the teacher, 
following the agenda and process of the CEC Evaluation formal observation. The second 
formal observation will focus on the 10 Domain 2 and 3 Components, any other 
Components from Domain 1 and 4 agreed upon with tenured teachers, and the identified 
and agreed upon goals. 

• Second Formal Observation Processes:  
o The pre-observation conference is held with the building administrator. 

The classroom observation is scheduled to occur on any work day within 
five work days following the conference. A post-observation is scheduled 
to follow the observation of teaching practice. 

� The teacher will provide the building administrator with a lesson 
overview for the week of the scheduled classroom visit. 

o The classroom-observation is at least 30 minutes. The classroom 
observation will be conducted by the building administrator. 

� The focus of the observation will be on the 10 Domain 2 and 3 
Components. 

o The administrator will provide the teacher with a draft of the marked 
Descriptors of Practice, with cited evidence, at the Element level for the 
10 Domain 2 and 3 Components within five school days of the 
observation. 

o The teacher will complete the Lesson Reflection form to guide discussion 
at the post-observation conference. 

o The teacher and the administrator will participate in a post-observation 
conference. 



APPENDIX 3 

CEC Professional Growth Plan/Appraisal Process 

  

 7 

Formatted: Left

� The teacher may present additional artifacts at the post-observation 
conference (e.g. samples of assessments, student work, etc.). 

� Teachers are encouraged to bring artifacts that demonstrate 
competency in those Components not observed during the 
classroom observation (e.g. Domain 1 & 4 Components). 

o The administrator will provide a final draft of the Descriptors of Practice, 
with cited evidence, within five school days of the post-observation 
conference. 

o The teacher or administrator may request a third formal observation. 
 
IV. Summative Evaluation Conference 
The building administrator and teacher will participate in a final summative evaluation 
conference following the second observation conference and no later than March 4th.  

• Summative Evaluation Conference processes and agenda: 
o The building administrator and teacher will establish a time for the 

summative evaluation conference following the completion of the second 
formal observation. 

o The following topics will be reviewed at the conference: 
� The 10 Domain 2 and 3 Components 
� The goals developed by the teacher, and any evidence collected 

which demonstrates growth and attainment of the goals (year 2). 
� A review of the marked Descriptors of Practice from the two 

formal observations to determine areas of growth in practice. 
� A review of any additional artifacts the teacher presents to 

demonstrate professional growth and/or competency (e.g. student 
work, parent/family contact logs, assessments, lesson plans, etc.) 

� Teachers are encouraged to bring artifacts that demonstrate 
competency in those Components not observed during the 
classroom observation (e.g. Domain 1 & 4 Components). 

o At the conclusion of the summative evaluation conference the 
administrator will complete the Summative Evaluation Form (HR - 
District Aligned Form), which will be signed by the teacher and 
administrator and submitted to the Department of Human Resources. 

 
V. Appeal Process  
In accordance with existing evaluation policies and procedures, teachers who dispute 
their evaluations may pursue an appeal. Please see district contract, and department of 
Human Resources for procedures and requirements.  
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Appendix A:  CEC Evaluation Program Timelines

1
 

 

 

September 1 - October 15
th

 

• Principals review evaluation process with all non-tenured and tenured teachers 

• Teachers complete self-assessment 
 
 
Following completion of Self Assessment completed prior to October 15

th
, and no 

later than November 1
st
  

• Planning conferences or goal setting conferences held 

 

 

Following completion of Planning Conference, November 1
st
 - End of first semester 

• First round of formal observations completed  
 
 
Beginning of Second Semester- March 4th  

• Second formal observations completed  
 
 
Following completion of the second formal observation and no later than May 15

th
  

• Summative conferences completed 
 
 

                                                 
1 All dates are binding to the nearest school day if they fall on a weekend. 
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Appendix B:  Chronology of Professional Growth/Evaluation Forms 

 

 

September 1 - October 15
th

 

1. Evaluation Cycle Documentation Form  

2. Descriptor of Practice  - (Component level- for self-assessments) 

 
Following completion of Self Assessment completed prior to October 15

th
, and no 

later than November 1
st
  

1. Goal Setting Procedures  

2. Professional Growth Goals - form (duplicate for each goal) 

3. Year One Planning Conference Agenda 

4. Goal Setting and Professional Growth Planning Conference Agenda (year 2 

and subsequent years) 

 

Following completion of Planning Conference, November 1
st
 - Last day of first 

semester 

1. Pre-Observation conference Agenda  

2. Descriptors of Practice - (Component Level- for observations)  

1. Lesson Plan - form (Schools will provide this form) 

2. Reflection on the Lesson - form 

3. Post-Observation Conference agenda 

 
 
First day of second semester- March 4th 

• Second formal observations completed- same forms as above 
 
 
Following completion of the second formal observation and no later than May 15

th
  

4. Summative Evaluation Conference Agenda 

5. Summative Conclusion  Form
1
 

6. Summative Evaluation Report (HR – District Aligned Form)
1
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Appendix C:  Administrator and Teacher  Evaluation Forms 

 

Listed in chronological order for administrators and teachers. 

 

Administrator Forms 

 

1. Evaluation Cycle Documentation Form
2
 

2. Year One Planning Conference Agenda 

3. Goal Setting and Professional Growth Planning Conference Agenda (year 2 and 

subsequent years) 

4. Pre-Observation conference Agenda  

5. Descriptors of Practice - (Component Level)  

Evidence Collection - form (includes domain components and elements)  

Used for first and second formal observations 

6. Post-Observation Conference agenda 

7. Summative Evaluation Conference Agenda 

8. Summative Conclusion  Form
1
 

9. Summative Evaluation Report (HR – Aligned District Form)
1
   

Provided by the Department of Human Relations 

 

Teacher Forms 

 

3. Goal Setting Procedures  

4. Professional Growth Goals - form (duplicate for each goal) 

5. Descriptor of Practice  - (Component level) 

Used for teacher self assessing to develop goals 

Used for diagnostic observation 

6. Lesson Plan - form (Schools will provide this form) 

7. Reflection on the Lesson - form 

Used by teachers prior to post-observation conference 

 

 

                                                 
2 Required Components for documenting the evaluation cycle 



Teacher Name:______________________________________                          EIN#__________________ 

Observing Administrator:____________________________                          School Year ____________ 
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Evaluation Cycle Documentation Form 

 

Event Date Administrator Signature Teacher Signature 

September 1 - October 15
th

 

• Pilot Evaluation teachers complete self-

assessment and develop professional 

growth goals 

   

Following Diagnostic and Self-Assessment 

- November 1
st
  

• Planning conferences or goal setting 

conferences held 

   

Following Goal 
 
Setting - End of first 

semester
h
 

• Pilot Evaluation formal observations 

completed 

   

1
st
 day of second semester-March 4th 

• Second formal observations completed 

   

Following Second Observation  - May 15
th

 

• Summative conferences completed 
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Descriptor of Practice - Component level 

 

In the attached pages are copies of the Descriptors of Practice, Component Level.  The 

Descriptor of Practice includes a short description of each Component and four separate 

descriptions of performance: Unsatisfactory, Basic, Proficient, and Distinguished. 

 

This document is used for the following purpose:  

  

1. The self-assessment: Teachers will evaluate their own performance on the Descriptors 

of Practice, recording notes in the evidence selection to help explain the reasons for 

their assessment.  

 

The Teacher Self-Assessment is discussed and shared between the teacher and the evaluating 

administrator. 
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Domain 1: Planning and Preparation  

Component Unsatisfactory Basic Proficient Distinguished 
1a: Demonstrating 

knowledge of 

content and 

pedagogy 

 

Teacher’s plans and practice 
display little knowledge of the 
content, prerequisite 
relationships between different 
aspects of the content, or of the 
instructional practices specific 
to that discipline. 

Teacher’s plans and practice reflect 
some awareness of the important 
concepts in the discipline, prerequisite 
relations between them and of the 
instructional practices specific to that 
discipline. 

Teacher’s plans and practice reflect 
solid knowledge of the content, 
prerequisite relations between 
important concepts and of the 
instructional practices specific to that 
discipline. 

Teacher’s plans and practice reflect extensive 
knowledge of the content and of the structure of the 
discipline.  Teacher actively builds on knowledge 
of prerequisites and misconceptions when 
describing instruction or seeking causes for student 
misunderstanding. 

Evidence 
 

 

 

 

 
1b: Demonstrating 

knowledge of 

students 

 

Teacher demonstrates little or 
no knowledge of students’ 
backgrounds, cultures, skills, 
language proficiency, interests, 
and special needs, and does not 
seek such understanding. 

Teacher indicates the importance of 
understanding students’ backgrounds, 
cultures, skills, language proficiency, 
interests, and special needs, and attains 
this knowledge for the class as a 
whole. 

Teacher actively seeks knowledge of 
students’ backgrounds, cultures, skills, 
language proficiency, interests, and 
special needs, and attains this 
knowledge for groups of students. 

Teacher actively seeks knowledge of students’ 
backgrounds, cultures, skills, language proficiency, 
interests, and special needs from a variety of 
sources, and attains this knowledge for individual 
students. 

Evidence 
 

 

 

 
1c: Setting 

instructional 

outcomes 
 

Instructional outcomes are 
unsuitable for students, 
represent trivial or low-level 
learning, or are stated only as 
activities. They do not permit 
viable methods of assessment. 

Instructional outcomes are of moderate 
rigor and are suitable for some 
students, but consist of a combination 
of activities and goals, some of which 
permit viable methods of assessment. 
They reflect more than one type of 
learning, but teacher makes no attempt 
at coordination or integration. 

Instructional outcomes are stated as 
goals reflecting high-level learning and 
curriculum standards. They are suitable 
for most students in the class, represent 
different types of learning, and are 
capable of assessment. The outcomes 
reflect opportunities for coordination. 

Instructional outcomes are stated as goals that can 
be assessed, reflecting rigorous learning and 
curriculum standards. They represent different 
types of content, offer opportunities for both 
coordination and integration, and take account of 
the needs of individual students. 

Evidence 
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1d: Demonstrating 

knowledge of 

resources 

 

Teacher demonstrates little or 
no familiarity with resources to 
enhance own knowledge, to use 
in teaching, or for students who 
need them. Teacher does not 
seek such knowledge  

Teacher demonstrates some familiarity 
with resources available through the 
school or district to enhance own 
knowledge, to use in teaching, or for 
students who need them. Teacher does 
not seek to extend such knowledge 

Teacher is fully aware of the resources 
available through the school or district 
to enhance own knowledge, to use in 
teaching, or for students who need 
them.  

Teacher seeks out resources in and beyond the 
school or district in professional organizations, on 
the Internet, and in the community to enhance own 
knowledge, to use in teaching, and for students who 
need them. 

Evidence 
 

 

 

 

 
1e: Designing 

coherent 

instruction 
 

The series of learning 
experiences are poorly aligned 
with the instructional outcomes 
and do not represent a coherent 
structure. They are suitable for 
only some students. 

The series of learning experiences 
demonstrates partial alignment with 
instructional outcomes, some of which 
are likely to engage students in 
significant learning. The lesson or unit 
has a recognizable structure and 
reflects partial knowledge of students 
and resources. 

Teacher coordinates knowledge of 
content, of students, and of resources, 
to design a series of learning 
experiences aligned to instructional 
outcomes and suitable to groups of 
students. The lesson or unit has a clear 
structure and is likely to engage 
students in significant learning. 

Teacher coordinates knowledge of content, of 
students, and of resources, to design a series of 
learning experiences aligned to instructional 
outcomes, differentiated where appropriate to make 
them suitable to all students and likely to engage 
them in significant learning. The lesson or unit’s 
structure is clear and allows for different pathways 
according to student needs. 

Evidence 
 

 

 

 

 
1f: Designing 

student assessment 

 

Teacher’s plan for assessing 
student learning contains no 
clear criteria or standards, is 
poorly aligned with the 
instructional outcomes, or is 
inappropriate to many students. 
The results of assessment have 
minimal impact on the design 
of future instruction. 

Teacher’s plan for student assessment 
is partially aligned with the 
instructional outcomes, without clear 
criteria, and inappropriate for at least 
some students.  Teacher intends to use 
assessment results to plan for future 
instruction for the class as a whole. 

Teacher’s plan for student assessment 
is aligned with the instructional 
outcomes, using clear criteria, is 
appropriate to the needs of students.  
Teacher intends to use assessment 
results to plan for future instruction for 
groups of students. 

Teacher’s plan for student assessment is fully 
aligned with the instructional outcomes, with clear 
criteria and standards that show evidence of student 
contribution to their development.  Assessment 
methodologies may have been adapted for 
individuals, and the teacher intends to use 
assessment results to plan future instruction for 
individual students.   

Evidence 
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Domain 2: The Classroom Environment 

Component Unsatisfactory Basic Proficient Distinguished 
2a: Creating an 

environment of 

respect and 

rapport 

 

Classroom interactions, both 
between the teacher and students 
and among students, are negative, 
inappropriate, or insensitive to 
students’ cultural backgrounds, 
and characterized by sarcasm, 
put-downs, or conflict. 

Classroom interactions, both 
between the teacher and students 
and among students, are generally 
appropriate and free from conflict 
but may be characterized by 
occasional displays of insensitivity 
or lack of responsiveness to cultural 
or developmental differences among 
students. 

Classroom interactions, between 
teacher and students and among 
students are polite and respectful, 
reflecting general warmth and caring, 
and are appropriate to the cultural and 
developmental differences among 
groups of students. 

Classroom interactions among the teacher and 
individual students are highly respectful, reflecting 
genuine warmth and caring and sensitivity to 
students’ cultures and levels of development.  
Students themselves ensure high levels of civility 
among members of the class. 

Evidence 
 

 

 

 
2b: Establishing a 

culture for 

learning 
 

The classroom environment 
conveys a negative culture for 
learning, characterized by low 
teacher commitment to the 
subject, low expectations for 
student achievement, and little or 
no student pride in work. 

Teacher’s attempt to create a culture 
for learning are partially successful, 
with little teacher commitment to 
the subject, modest expectations for 
student achievement, and little 
student pride in work.  Both teacher 
and students appear to be only 
“going through the motions.” 

The classroom culture is characterized 
by high expectations for most students, 
genuine commitment to the subject by 
both teacher and students, with 
students demonstrating pride in their 
work. 

High levels of student energy and teacher passion 
for the subject create a culture for learning in which 
everyone shares a belied in the importance of the 
subject, and all students hold themselves to high 
standards of performance, for example by initiating 
improvements to their work. 

Evidence 
 

 

 

 
2c: Managing 

classroom 

procedures 

 

Much instructional time is lost 
due to inefficient classroom 
routines and procedures, for 
transitions, handling of 
supplies, and performance of 
non-instructional duties.. 

Some instructional time is lost due to 
only partially effective classroom 
routines and procedures, for 
transitions, handling of supplies, and 
performance of non-instructional 
duties. 

Little instructional time is lost due to 
classroom routines and procedures, for 
transitions, handling of supplies, and 
performance of non-instructional 
duties, which occur smoothly. 

Students contribute to the seamless operation of 
classroom routines and procedures, for transitions, 
handling of supplies, and performance of non-
instructional duties. 

Evidence 
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2d: Managing 

student behavior 
 

There is no evidence that 
standards of conduct have been 
established, and little or no 
teacher monitoring of student 
behavior. Response to student 
misbehavior is repressive, or 
disrespectful of student dignity.  

It appears that the teacher has made an 
effort to establish standards of conduct 
for students. Teacher tries, with 
uneven results, to monitor student 
behavior and respond to student 
misbehavior. 

Standards of conduct appear to be clear 
to students, and the teacher monitors 
student behavior against those 
standards. Teacher response to student 
misbehavior is appropriate and 
respects the students’ dignity. 

Standards of conduct are clear, with evidence of 
student participation in setting them.  Teacher’s 
monitoring of student behavior is subtle and 
preventive, and teacher’s response to student 
misbehavior is sensitive to individual student 
needs. Students take an active role in monitoring 
the standards of behavior. 

Evidence 
 

 

 

 

 

 
2e: Organizing 

physical space 

 

The physical environment is 
unsafe, or some students don’t 
have access to learning. There 
is poor alignment between the 
physical arrangement and the 
lesson activities. 
 

The classroom is safe, and essential 
learning is accessible to most students, 
and the teacher’s use of physical 
resources, including computer 
technology, is moderately effective. 
Teacher may attempt to modify the 
physical arrangement to suit learning 
activities, with partial success. 

The classroom is safe, and learning is 
accessible to all students; teacher 
ensures that the physical arrangement 
is appropriate to the learning activities. 
Teacher makes effective use of 
physical resources, including computer 
technology. 
 

The classroom is safe, and the physical 
environment ensures the learning of all students, 
including those with special needs.  Students 
contribute to the use or adaptation of the physical 
environment to advance learning. Technology is 
used skillfully, as appropriate to the lesson. 

Evidence 
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Domain 3: Instruction 

Component Unsatisfactory Basic Proficient Distinguished 
3a: 

Communicating 

with students 

 

Expectations for learning, directions 
and procedures, and explanations of 
content are unclear or confusing to 
students. Teacher’s use of language 
contains errors or is inappropriate to 
students’ cultures or levels of 
development. 

Expectations for learning, directions 
and procedures, and explanations of 
content are clarified after initial 
confusion; teacher’s use of language is 
correct but may not be completely 
appropriate to students’ cultures or 
levels of development. 
 

Expectations for learning, directions and 
procedures, and explanations of content are 
clear to students. Communications are 
appropriate to students’ cultures and levels 
of development 

Expectations for learning, directions and 
procedures, and explanations of content are 
clear to students. Teacher’s oral and 
written communication is clear and 
expressive, appropriate to students’ 
cultures and levels of development, and 
anticipates possible student 
misconceptions. 

Evidence 
 

 

 

 

 
3b: Using 

questioning and 

discussion 

techniques 
 

Teacher’s questions are low-level or 
inappropriate, eliciting limited 
student participation, and recitation 
rather than discussion. 
 

Some of the teacher’s questions elicit a 
thoughtful response, but most are low-
level, posed in rapid succession. 
Teacher’ attempts to engage all 
students in the discussion are only 
partially successful. 

Most of the teacher’s questions elicit a 
thoughtful response, and the teacher allows 
sufficient time for students to answer. All 
students participate in the discussion, with 
the teacher stepping aside when appropriate. 

Questions reflect high expectations and are 
culturally and developmentally 
appropriate.  Students formulate many of 
the high-level questions and ensure that all 
voices are heard. 

Evidence 
 

 

 

 
3c: Engaging 

students in 

learning 

 

Activities and assignments, 
materials, and groupings of students 
are inappropriate to the instructional 
outcomes, or students’ cultures or 
levels of understanding, resulting in 
little intellectual engagement. The 
lesson has no structure or is poorly 
paced. 

Activities and assignments, materials, 
and groupings of students are partially 
appropriate to the instructional 
outcomes, or students’ cultures or 
levels of understanding, resulting in 
moderate intellectual engagement. The 
lesson has a recognizable structure but 
is not fully maintained. 

Activities and assignments, materials, and 
groupings of students are fully appropriate to 
the instructional outcomes, and students’ 
cultures and levels of understanding. All 
students are engaged in work of a high level 
of rigor. The lesson’s structure is coherent, 
with appropriate pace. 

Students are highly intellectually engaged 
throughout the lesson in significant 
learning, and make material contributions 
to the activities, student groupings, and 
materials. The lesson is adapted as needed 
to the needs of individuals, and the 
structure and pacing allow for student 
reflection and closure. 

Evidence 
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3d: Using 

Assessment in 

Instruction 

 

Assessment is not used in 
instruction, either through students’ 
awareness of the assessment criteria, 
monitoring of progress by teacher or 
students, or through feedback to 
students. 
 

Assessment is occasionally used in 
instruction, through some monitoring 
of progress of learning by teacher 
and/or students.  Feedback to students 
is uneven, and students are aware of 
only some of the assessment criteria 
used to evaluate their work. 

Assessment is regularly used in instruction, 
through self-assessment by students, 
monitoring of progress of learning by 
teacher and/or students, and through high 
quality feedback to students.  Students are 
fully aware of the assessment criteria used to 
evaluate their work. 

Assessment is used in a sophisticated 
manner in instruction, through student 
involvement in establishing the assessment 
criteria, self-assessment by students and 
monitoring of progress by both students 
and teachers, and high quality feedback to 
students from a variety of sources. 

Evidence 
 

 

 

 

 

 
3e: Demonstrating 

flexibility and 

responsiveness 

 

Teacher adheres to the instruction 
plan, even when a change would 
improve the lesson or of students’ 
lack of interest. Teacher brushes 
aside student questions; when 
students experience difficulty, the 
teacher blames the students or their 
home environment. 

Teacher attempts to modify the lesson 
when needed and to respond to student 
questions, with moderate success. 
Teacher accepts responsibility for 
student success, but has only a limited 
repertoire of strategies to draw upon. 

Teacher promotes the successful learning of 
all students, making adjustments as needed 
to instruction plans and accommodating 
student questions, needs and interests. 

Teacher seizes an opportunity to enhance 
learning, building on a spontaneous event 
or student interests. Teacher ensures the 
success of all students, using an extensive 
repertoire of instructional strategies. 

Evidence 
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Domain 4: Professional Responsibilities 

Component Unsatisfactory Basic Proficient Distinguished 
4a: Reflecting on 

Teaching 

 
 

 

Teacher’s reflection does not 
accurately assess the lesson’s 
effectiveness, the degree to which 
outcomes were met and/or has no 
suggestions for how a lesson could 
be improved. 

Teacher’s reflection is a generally 
accurate impression of a lesson’s 
effectiveness, the degree to which 
outcomes were met and/or makes 
general suggestions about how a lesson 
could be improved. 

Teacher’s reflection accurately assesses 
the lesson’s effectiveness/degree to which 
outcomes were met and can cite evidence 
to support the judgment; makes specific 
suggestions for lesson improvement. 

Teacher’s reflection accurately, 
thoughtfully assesses the lesson’s 
effectiveness/degree to which outcomes 
were met, citing specific examples; offers 
specific alternative actions drawing on an 
extensive repertoire of skills. 

Evidence 

 

 

 

 

 
4b: Maintaining 

Accurate Records 

Teacher’s system for maintaining 
both instructional and non-
instructional records is either non-
existent or in disarray, resulting in 
errors and confusion. 

Teacher’s system for maintaining both 
instructional and non-instructional 
records is rudimentary and only partially 
effective. 
 

Teacher’s system for maintaining both 
instructional and non-instructional records 
is accurate, efficient and effective. 

Teacher’s system for maintaining both 
instructional and non-instructional records 
is accurate, efficient and effective, and 
students contribute to its maintenance. 

Evidence 

 

 

 

 

 

 
4c: Communicating 

with Families 

Teacher communication with 
families, about the instructional 
program, or about individual 
students, is sporadic or culturally 
inappropriate. Teacher makes no 
attempt to engage families in the 
instructional program. 

Teacher adheres to school procedures 
for communicating with families and 
makes modest attempts to engage 
families in the instructional program.  
But communications are not always 
appropriate to the cultures of those 
families. 

Teacher communicates frequently with 
families and successfully engages them in 
the instructional program.  Information to 
families about individual students is 
conveyed in a culturally appropriate 
manner. 

Teacher’s communication with families is 
frequent and sensitive to cultural traditions; 
students participate in the communication. 
Teacher successfully engages families in the 
instructional program; as appropriate. 

Evidence 
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4d: Participating in a 

Professional 

Community 

Teacher avoids participating in a 
professional community or in school 
and district events and projects; 
relationships with colleagues are 
negative or self-serving, 
 

Teacher becomes involved in the 
professional community and in school 
and district events and projects when 
specifically asked; relationships with 
colleagues are cordial. 

Teacher participates actively the 
professional community, and in school and 
district events and projects, and maintains 
positive and productive relationships with 
colleagues. 

Teacher makes a substantial contribution to 
the professional community, to school and 
district events and projects, and assumes a 
leadership role among the faculty. 

Evidence 

 

 

 

4e: Growing and 

Developing 

Professionally 

Teacher does not participate in 
professional development activities, 
and makes no effort to share 
knowledge with colleagues. Teacher 
is resistant to feedback from 
supervisors or colleagues.  
 

Teacher participates in professional 
development activities that are 
convenient or are required, and makes 
limited contributions to the profession. 
Teacher accepts, with some reluctance, 
feedback from supervisors and 
colleagues. 

Teacher seeks out opportunities for 
professional development based on an 
individual assessment of need, and 
actively shares expertise with others. 
Teacher welcomes feedback from 
supervisors and colleagues. 

Teacher actively pursues professional 
development opportunities, and initiates 
activities to contribute to the profession In 
addition, teacher seeks out feedback from 
supervisors and colleagues. 

Evidence 

 

 

 

 

 
4f: Demonstrating 

Professionalism 

Teacher has little sense of ethics and 
professionalism, and contributes to 
practices that are self-serving or 
harmful to students. Teacher fails to 
comply with school and district 
regulations and timelines. 

Teacher is honest and well-intentioned 
in serving students and contributing to 
decisions in the school, but teacher’s 
attempts to serve students are limited. 
Teacher complies minimally with school 
and district regulations, doing just 
enough to “get by.” 
 

Teacher displays a high level of ethics and 
professionalism in dealings with both 
students and colleagues, and complies 
fully with school and district regulations. 

Teacher assumes a leadership role in 
ensuring that school practices and 
procedures ensure that all students, 
particularly those traditionally underserved, 
are honored in the school. Teacher displays 
the highest standards of ethical conduct. 
 

Evidence 
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Goal Setting and Professional Growth Planning Conference Agenda 

 

Teacher’s Name: ____________________ Grade Level/Subject Taught: __________ 

 

Supervising Administrator: _______________________ Date: ___________________ 

 

Agenda and Meeting Notes 

 

Review Self-Assessment and previous observation data (if appropriate) 

 

 

 

 

 

Identify 10 Components for the evaluation in Domain 2 and 3 

• Review the 10 Components 

• How will the observer gather evidence related to the agreed upon components? 

Notes: 

 

 

 

 

 
 
 
 
 
 
 
 
Schedule date / time for the pre-observation conference 

• Pre-Observation date: _______________________ Time: ________________ 

 

 

 

 

 

 

 

Other 
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Formatted: Left

Goal-setting Guidelines 

Year two and subsequent years 
Objective 
The objective of the formative aspect is to improve professional practice.  To achieve this 
objective, learners require ownership of the learning goals, established by thoughtful self-
assessment, personal reflection on teaching practices, and specific feedback based upon 
standards of teaching practice.  
 
Overview 
Teachers and administrators will identify and agree upon professional growth goals which align 
with the Framework for Teaching (FFT) Domains of Professional Practice. Teachers will self 
assess their practice utilizing the FFT Domains and review feedback and data received from 
previous observations. Goals will then be developed related to areas of growth they’ve identified 
from the self-assessment and the observation feedback. 

Domain 1: Planning and Preparation 
Domain 2: The Classroom Environment 

Domain 3: Instruction 
Domain 4: Professional Responsibilities 

 
Procedures 

1. Self assessment and goal setting: Teachers will self assess their practice using the FFT 
and evidence from the first cycle of evaluations from the prior year. From this 
information, teachers will identify professional growth goals and develop a professional 
growth plan to achieve those goals in the current year. 

2. Agreement of evaluation components: Administrator and  teacher review past observation 
data and teacher’s self-assessment to identify the eight evaluation components for each 
teacher. 

a. Non-tenured teachers will focus on the 10 Domain 2 and 3 Components 
b. Tenured teachers will have eight evaluative Components identified through 

collaboration. The administrator will suggest four of the 8 Components and the 
teacher will suggest an additional four Components from the Framework for 

Teaching’s 22 components. 
3. Agreement of goals and professional growth activities: The teacher and supervising 

administrator will discuss options for professional growth related to the selected 
Components. 

4. Developing a professional growth plan: Once approved, teachers will develop a 
professional growth plan and measurement methods to be implemented during the school 
year, and present the plan to their supervising administrator within ten school days.  

a. If necessary, the teacher and / or administrator may schedule an additional 
meeting to clarify any aspect of the professional growth plan. 

5. Completing and reflecting upon goals: Teachers will collect and present artifacts which 
document growth in the selected areas. Observation evidence gathered by the 
administrator can also be used to determine the degree to which the teacher attained the 
goals. 

3. Reviewing progress toward meeting the goals: The professional growth plan and 
progress made to attain the goals will be reviewed during the Summative 
Evaluation conference. 
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Professional Growth Goals Goal-Setting Form (duplicate for each goal) 

 

Teacher’s Name       EIN:     

Grade/Subject Taught:               Date:      

 

Supervising Administrator: ________________________ ______________ 
Goal-setting process 

• Use the Framework for Teaching Descriptors of Practice, Component Level to complete a self-assessment 
of your teaching practice. 

• Review the data and feedback provided from previous observations. 
• Identify areas of practice for professional growth within the eight components you and your administrator 

have agreed to as areas of focus. It is recommended that teachers select one to three goals to address in a 
school year. 

• Complete this form to indicate the domain(s) and component(s) selected for growth, and provide 
information describing how you will improve in the selected areas, and how you will measure / document 
growth. 

• Attach this form, when completed, to the Descriptors of Practice, Component Level form. 
• Use this form to refine goals and to develop professional growth plans. 

Goal: 
 
 
Domain: _________  Component(s) __________   Element(s) ____________________ 
 
Rationale for selecting this goal: 
 
 
 
 
Steps to achieve the goal: 
 
 
 
Method(s)/procedure(s) for gathering evidence: 

 

 

 
How will you measure progress? 

 

 

 

_______________________  _______________________ 
Signature of Teacher:    Date: 
 
____________________________________ __________________________________ 
Signature of Administrator:   Date: 
 



CEC Professional Growth Plan/Appraisal Process 

 24 

Pre-observation Conference Organizer 

 

Teacher’s Name: ____________________ Grade Level/Subject Taught: __________ 

 

Supervising Administrator: _______________________ Date: ___________________ 

 

Agenda and Meeting Notes 

 

Review areas of focus for the evaluation (from teacher’s goals) 

• Review the 8 identified Components. 

Notes: 

 

 

 

 

Review / discuss class profile and student information (1b: Knowledge of Students) 

• Unique class or student characteristics / demographics 

• Special needs consideration / class accommodations / ELL 

• Any special considerations / information that an observer should know about 

• Resources used in the class (school support personnel, community resources, etc.) 

• How do your class instructional methods address / accommodate any unique student 

needs? 

Notes:  

 
 
 
 
 
Schedule date / time for the class observation 

• Observation date: _______________________ Time: ________________ 

 

Discussion: Lesson to be observed (1a: knowledge of Content/Pedagogy; 1c: Setting Instructional 
Outcomes; 1e: Designing Coherent Instruction; 1f: Designing Student Assessments) 

• General discussion of curriculum unit & lesson to be observed. 

o Standards being addressed, instructional goals, methods to be employed, 

assessment methods 

• If prepared, the lesson plan can be reviewed. If not, the lesson plan will be available by 

___________________. 

Notes: 
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Lesson Plan Form 

 

 

Prior to each observation the teacher will provide a lesson plan for observers.  Teachers 

should use the CEC Lesson Planner which includes the following aspects: 

 

Lesson Objectives 

Warm-up 

Teacher Directed Activities 

Teacher Monitored/Supported Activities 

Extension, Refinement and Practice Activities 

Formative Assessment 

Summative Assessment (if appropriate) 

Closure Activities 
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Descriptors of Practice-Element Level 

Lesson Reflection Form 
 

Teacher Name: ____________________  Date: __________________________ 
 

Date of Observation: _______________ 
 

This document is provided to assist teachers in preparing for your post-observation conference.  

It provides you with an opportunity to document your reflection (Domain 4) and will help to 

shape your discussion with your administrator.  Teachers are strongly encouraged to review the 

following questions in preparation for the meeting 
 

As you reflect on the lesson, were the students cognitively engaged in the work? How do you 
know? (4a: Reflecting on Teaching; 3c: Engaging Students in Learning) 
______________________________________________________________________________

______________________________________________________________________________

____________________________________________________________ 
Did the students learn what you expected them to learn? How do you know? If you do not know 
at this point, when will you know, and what will be evidence of their learning? (1c: Selecting 
Instructional Goals; 1f: Designing Student Assessments) 

______________________________________________________________________________
______________________________________________________________________________
____________________________________________________________ 
How did the instructional strategies you chose support student learning? How do you know? (1e: 
Designing Coherent Instruction) 

______________________________________________________________________________
______________________________________________________________________________
____________________________________________________________ 
What have you done to promote a culture for learning in your classroom? (2b: Culture for Learning) 

______________________________________________________________________________
______________________________________________________________________________
____________________________________________________________ 
Did you alter your lesson plan or adjust your outcomes as you taught the lesson? If so, how, and 
for what reason? (3d: Using Assessment in Instruction; 3e: Demonstrating Flexibility & Responsiveness) 

______________________________________________________________________________
______________________________________________________________________________
____________________________________________________________ 
If you had the opportunity to teach this lesson again to the same group of students, what would 
you do differently? (4a: Reflecting on Teaching) 

______________________________________________________________________________
______________________________________________________________________________
____________________________________________________________ 
Are there other thoughts about the lesson that you would like to share?  
______________________________________________________________________________
______________________________________________________________________________
______________________________________________________________________________ 

 

*additional comments may be recorded on the back*
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Post-observation Conference Agenda 

 

Teacher’s Name: ________________________________ EIN: __________ 

 

Supervising Administrator: _______________________ Date: ___________________ 

 

Agenda and Meeting Notes 

 

Review / discuss teacher reflection on the lesson (4a: Reflecting on Teaching) 

• Teacher will/may have the reflection form completed for the conference 

• Lesson plans and lesson artifacts (materials, assessments, etc.) may be presented by the teacher for review 

Notes: 

 

 

 

Review / discuss evidence collection & marked Descriptors of Practice Forms (focus on the 
essential components and any components selected by tenured teachers, review evidence) 

Notes:  

 
 
 
 
Review / discuss formal observation summary form 
Notes:  

 
 
 

Discussion 

• What strategies might help the teacher achieve his/her goals? 

• What strengths were observed in the lesson that present opportunities for additional growth? 

• What resources or supports would help students achieve or support the teacher’s work? 
Notes:  

 

 

 

 

Other 
Notes: 
 
 
 
Teacher signature: ______________________________________ Date: _____________ 
Teacher signature acknowledges review and receipt of forms, but does not necessarily indicate agreement. 

 
Administrator signature: _________________________________  Date: _____________ 
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Summative Evaluation Agenda and Meeting Notes 

 

Review the purpose of the meeting 

 

Review & discuss teacher’s goals and professional growth (focus on the essential components and 
any components selected by tenured teachers) 

• Teachers may present artifacts / evidence which document growth related to goals 
• Note: Domains 1 and 4 require artifacts (e.g. family contact logs, records, etc.) 
• Observation evidence related to the goals should be reviewed 

Notes:  

 
 
Review marked Descriptors of Practice from observations - evidence collection forms  

• What trends or patterns are seen, and how would they inform future work to improve practice? 

• What do you see as areas of strength and areas of weakness? 

• What have you learned through the evaluation process? 

• What have you learned from the observations? 

Notes:  

 
 

 
 

Review Teacher Evidence and Reflections forms (First and second formal observations) 

• Evidence include lesson plans, reflection forms, and other material the teacher may present 

• What evidence of growth is recorded on the forms? 

Notes:  

 

 

 

 

Discussion and Debrief 

• What strengths have been documented that present opportunities for additional growth? 

• What has been learned from the Pilot Evaluation experience? 

• What additional supports does the teacher perceive are needed to support growth? 
Notes:  

 

 

 

Other 

Notes: 

Summative Evaluation Report (HR-District Aligned form)1  

 

 

Deleted: <#>
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Appendix E:  Operational Definitions 
 
Enhancing Professional Practice: A Framework for Teaching – Text written by Charlotte 
Danielson.  This book contains the standards-based criteria on which the Pilot Evaluation 
evaluation model is based.  Cited in the evaluation model as the Framework for Teaching.  
Published by ASCD, 2007. 

• Descriptors of Practice - Descriptions of professional practice for each domain of the 
FFT, which includes levels of performance on a continuum from unsatisfactory to 
distinguished. 

• Domains - the four domains of the FFT; Planning and Preparation, Classroom 
Environment, Instruction, and Professional Responsibilities. 

• Components - criteria within the domains which identify professional practices within a 
specific domain of the FFT. 

• Non-Tenured Targeted 10 Domain 2 and 3 Components - Domain 2 – Classroom 
Environment and Domain 3 - Instruction components have been identified as being 
critical for new teachers to develop and become proficient in due to their influence on 
student learning and social/emotional growth. 

• Elements - criteria within the components that provide isolated characteristics of 
teaching within a specific component. 

 
Evaluation Cycle – One complete cycle of the evaluation process, consisting of a  self-
assessment and goal setting, two formal classroom observations, and summative evaluation 
conference.  
 
Evidence – Evidence observed, collected or provided during the evaluation cycle which can be 
used to determine the level of performance on the descriptors of practice. 
 
Forms for CEC Evaluation Process 

• Administrator Forms 
o Descriptors of Practice (Component Level and Element Level) Observation 

evidence forms – The Descriptors of Practice (two forms at the Component Level 
and Element Level) are used for observation / evidence gathering by 
administrators to observe practice, collect evidence and interpret teacher levels of 
performance.  

o Planning Conference Agenda - An agenda and note taking form to guide 
discussion during the teacher’s development of professional growth goals. 

o Goal Setting and Professional Growth Planning Conference (Year 2) - An 
agenda and note taking form for use in year 2 and subsequent years to guide and 
document discussion during the growth planning conference. 

o Pre-Observation Conference Notes (form) – An administrative agenda and 
form used to record and document discussion held during the pre-observation 
conference. 
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o Post-Observation Conference Notes (form) - An administrative agenda and 
form used to record and document discussion held during the post-observation 
conference. 

o Summative Evaluation Conference Notes (form) - An administrative agenda 
and form used to record and document discussions held during the summative 
evaluation conference. 

o Summative Evaluation Report (HR – District Aligned form) – Administrative 
form on which the evaluator summarizes all components of the evaluation cycle 
provided by the Department of Human Relations. 

 

• Teacher Forms 
o Goal Setting Procedures - Procedures to guide teachers in the development of 

professional growth goals. 
o Professional Growth Goals (form) - Teachers document their goals and 

measurement criteria on this form, which is reviewed with the evaluator during 
the goal-planning conference. The form should be attached to the Descriptor of 
Practice self-assessment (Component level form). 

o Descriptors of Practice (Component Level) - The Descriptors of Practice 
(Component Level) will be used by the teacher for self-assessment prior to the 
goal planning conference.  

o Lesson Plan (form) - Form used by teachers to provide information about the 
lesson that will be observed in any of the three observations (diagnostic 
observations, first and second formal observations). Schools may provide their 
own lesson planning form for this purpose. 

o Reflection on the Lesson (form) - Used by teachers after the formal observations 
to prepare for and share with the evaluator during the post-observation 
conference, and to document evidence of reflective practice. 

 
Formal Observation – Pre-scheduled observations of a teacher’s practice, including pre-
observation and post-observation conferences, and at least 30 minutes of classroom observation. 
 
Formative Assessment – The process of self-assessment and goal setting for the purpose of 
professional growth. 
 
Model – This evaluation model including all its components, as agreed to by the school board 
and teachers’ association. 
 
Non-tenured teachers – Teachers who have not yet attained tenured status. 
 
Pre-Observation Conference – A conference with the teacher and administrator prior to any 
formal observation for the purpose of reviewing information regarding the lesson to be observed. 
 
Post-Observation Conference – A conference with the teacher and administrator after each 
formal observation for the purpose of providing feedback to the teacher and gathering additional 
information as necessary. 
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Professional Growth Goals – Improvement goals for the evaluation cycle developed by the 
teacher and approved by the administrator. 
 
Reflection – The thoughtful analysis of the various aspects of teaching, with subsequent ideas on 
how to further improve professional practice.  A teacher’s written reflection should be specific to 
his/her professional growth goals and considered against the criteria from the Framework for 

Teaching. 
 
Roles and Responsibilities – Teacher and Administrator responsibilities in the supervision and 
evaluation process.    
 
Rubric – A scoring guide that includes criteria and performance descriptors at different levels.  
In the CEC Teacher Evaluation Process, rubrics from the Framework for Teaching will be used 
to assess attainment of stated professional goals in the teacher’s professional development plan, 
and to assess classroom performance during formal and informal observations.  
 
Self- Assessment – A comprehensive assessment of practice completed by the teacher which 
assesses the teacher’s level of practice as described by the criteria of the Framework for 

Teaching.   
 
Summative Evaluation – A document written by the administrator that includes a description of 
performance based on the criteria from the Framework for Teaching and a summary of 
professional growth and development as evidenced by progress towards, or attainment of 
established professional development goals.  The summative evaluation will be written at the 
conclusion of the evaluation cycle for both non-tenured and tenured teachers. 
 
Tenured Teacher – Any teacher holding a Professional Educator license and granted tenured 
status. 
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CEC System Assessment 

OVERVIEW 
 
The Consortium for Educational Change (CEC) is a coalition of districts working together to create 
a support system for the learning, implementation, and improvement of quality principles and 
practices.  
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
System Assessment is a key CEC process intended to positively impact the goal of increased use 
of a Continuous Improvement Framework and approach to improve district/school performance. 
Designed to accelerate CEC, district, and school learning, the System Assessment is a 
systematic method of organizational self-study, written assessment, site visit, and collaboratively 
written feedback based on a continuous improvement that integrates the Lincoln/Baldrige 
Performance Excellence Criteria, the Characteristics of a Professional Learning Community, 
Standards Bearer, and the Correlates of Effective Schools. 
 
The following were identified as indicators of successful implementation of the System 
Assessment process: 

• School or District use of the feedback report to develop an action plan for improvement; 

• School or District satisfaction with the System Assessment process; 

• Assessment Team member satisfaction with process; 

• Increase in the percentage of districts and schools using the System Assessment 
process; and 

• Increased capacity of CEC to support the System Assessment process as indicated by 
more members trained and ready to serve as evaluators. 

CORE VALUES 

CEC Data and Information 

CEC Leadership  

CEC/ 
Districts/Schools as Key 

Stakeholders  

Increased use of  
Continuous Improvement 

Framework 

 

 

Number of CEC 
districts demonstrating 

improved performance as 
defining in CEC’s vision 
of a high performing 

system 

SYSTEM 
ASSESSMENT 
PROCESS 

 
CEC Assessment Team 

Members 
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Research-based Continuous Improvement Framework: 

 
Correlation Among Continuous Improvement Frameworks 

 

Baldrige Performance 
Excellence Criteria 

Correlates of  
Effective Schools 

Professional Learning 
Community 

Characteristics 

Standard Bearer 

Leadership 
Collaborative 
Relationships/Structures 
Communication 

Instructional Leadership 
Roles and Responsibilities 
Enhanced Communication 

Mission/ Shared Vision/ 
Shared Values 
Communication 

Standard 1- Developing a 
shared understanding of the 
need for change 
Standard 2- Developing shared 
beliefs and vision 
Standard 4- Developing 
structures for participatory 
leadership 

Strategic Planning 
SMART Goals/ 
Indicators/Measures/Targ
ets 
Aligned Performance 
Appraisal 
 

Focused 
Mission/Goals/Action Plans 

Goals Standard 3- Developing a focus 
on students & on the quality of 
work provided to students 
Standard 5- Developing 
structures for results-oriented 
decision making 
Standard 6- Developing 
structures for continuity 

Student and Parent 
Focus 
Requirements 
Expectations 
Satisfaction 

High Expectations for ALL 
Home School Relations  

Clarify What Students Must 
Know and Be Able to Do 
Creating a Focus on Results 
That Impacts Schools, 
Teams, and Teachers 
 

Standard 3- Developing a focus 
on students and on the quality 
of work provided to students. 

Data, Information and 
Analysis 
Student Responsibility for 
Learning 
 

Frequent Monitoring of 
Progress 
Use of Data 

Assessing Whether 
Students Have Learned the 
Essential Curriculum 
 

Standard 3-Developing a focus 
on students and on the quality 
of work provided to students 
Standard 5- Developing 
structures for results-oriented 
decision making 

Staff Focus 
Knowledge, Skills 
Professional 
Development 
 

Safe, Orderly, Complete 
Environment  for 
Learning 

Collaborative Teams of 
Teachers Focus on issues 
That Directly Impact Student 
Learning 

Standard 7- Providing ongoing 
support 
Standard 8- Fostering 
innovation and flexibility 
Standard 9- Employing 
technology 
Standard 10- Fostering 
collaboration 
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Vision: 

 
The following provides a vision for a high performing CEC system (District or School).  

 

Component Operational Definition Indicators 

Shared Leadership 
 

From broad and deep 
participation of all 
stakeholder groups, the 
organization clearly sets 
and communicates direction 

1. Vision, mission, values, and goals are developed and 
deployed. 

2. Leaders’ behaviors and actions support the vision, 
mission, values, and goals. 

3. Collaboration and communication structures are 
effective and efficient. 

4. Progress is viewed, monitored, and reported  

Strategic Planning The planning process 
translates needs and 
requirements into actions. 

1. Goals are aligned to needs and requirements. 
2. Goals are specific, measurable, aligned, results-

oriented and timely. 
3. Employee/ work unit performance goals support 

system goals through action/ improvement plans. 

Student, Parent, and 
Community Needs/ 
Requirements 
(including state and 
federal 
requirements) 

The organization defines the 
needs and requirements of 
students, parents, and 
community and translates 
them into clear 
expectations. 

1. Needs/requirements are clearly understood, prioritized 
and addressed. 

2. Student learning requirements and expectations are 
explicit and aligned to Illinois Learning Standards. 

3. Positive relationships are systematically fostered 
through communication and collaboration. 

4. Student, parent, community satisfaction is regularly 
monitored and reported. 

5. Student, parents, and community contributions are 
recognized and celebrated. 

6. The learning environment adds value to both student 
personal growth and achievement. 

Process Management 
Focus on Learning 
Systematic Processes 
Plan-Do-Study-Act 
 

Opportunities to Learn/ 
Time on Task/ Strategies/ 
Interventions 

Systematic Intervention 
Ensure Student Receive 
Time and Support for 
Learning 
 

Standard 3- Developing a focus 
on students and on the quality 
of work provided to students. 
(Design Qualities) 

Performance Results 
 

Frequent Monitoring of 
Progress 

A Focus On Results Standard 3- Developing a focus 
on students and on the quality 
of work provided to students. 
Standard5- Developing 
structures for results- oriented 
decision making 
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Data Collection, 
Analysis, and Use 

Systematic data collection 
informs decision- making. 
(achievement, financial, 
satisfaction, efficiency) 

1. Key data sources that are aligned to goals and 
priorities are systematically identified and collected.  

2. Key data are used to guide improvement efforts 
3. Key data are used to compare improvement efforts 

and results to both similar and high performing 
organizations. 

4. Data are accessible and shared broadly and deeply. 
5. Learners are supported to take responsibility for 

personal data collection and analysis. 

Staff Needs/ 
Requirements 

The organization defines the 
needs and requirements of 
all staff. 

1. Staff needs and requirements are prioritized and 
addressed. (morale and well being, training, 
education, etc.) 

2. Performance expectations are explicit and aligned to 
vision, mission, values and goals. 

3. Work is organized to promote collaboration and team 
learning.  

4. Staff satisfaction is regularly monitored and reported. 
5. Staff contributions are recognized and celebrated. 
6. The work environment promotes personal and 

professional growth and high performance.  

Improvement 
Processes 

Teaching and learning as 
well as support processes 
are designed, implemented, 
and improved. 

1. Processes used to impact goals are continuously 
evaluated and improved.  

2. Individual/ personal work processes are continuously 
evaluated and improved.  

3. Learning intervention processes are continuously 
evaluated and improved. 

4. Learning rather than teaching is the primary focus. 

Results Results are improving over 
time. 

1. Results are improving compared to the past. 
2. Results are improving compared to similar and high 

performing organizations. 

 
The 30 Indicators form the basis for the criteria used to conduct the system assessment 
visit and provide the feedback report. 
 



 

• Set & Communicate Direction 

• Track & Monitor Progress 

• Remove Barriers 

 

 

CEC 
Negotiate “buy-in” on Transformational Standards 

Provide Waivers, Policies & Resources 

BOARD + DISTRICT ADMINISTRATION + UNION LEADERS + COMMUNITY 

DISTRICT PARTNERSHIP COUNCIL 

DISTRICT AS A WHOLE 

CEC 
Facilitate Capacity Building around Transformational Standards 

BOARD + DISTRICT ADMINISTRATION + UNION LEADERS + SCHOOL LEADERS + COMMUNITY 

CEC Hires Principal 

• Listen & Learn 

• Broadcast Results 

• Build District Capacity 

 

SCHOOL LEADERSHIP TEAM 

• Set & Communicate School Direction  

• Develop & Monitor the School Progress 

• Review & Act Upon Incoming Data 

• Communicate Progress 

PRINCIPAL + TEACHER LEADERS + SUPPORT STAFF + PARENTS/COMMUNITY + CEC 

COLLABORATIVE GRADE LEVEL/ SUBJECT AREA TEAMS 

 

 

• Focus on Learning, Collaboration & Results 

• Using SMART Goals 

• Clear Targets 

 

• Common Assessments 

• Curriculum Alignment 

• Data Driven Interventions & Supports 

 
TEACHERS + INSTRUCTIONAL LEADERS + CONTENT SPECIALISTS 

 CLASSROOM LEARNING COMMUNITIES 

• Connecting, Engaging & Empowering Students 

• Instill Responsibility 

• Ensure Rigor 

• Exercise Accountability 

 TEACHERS + STUDENTS + SUPPORT STAFF 
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OUTCOME:  Focused Instruction & Accountability for Improved Student Achievement! 

APPENDIX 5:  CEC’s Collaborative Leadership Structure for School 



APPENDIX 6 

School Performance Scorecard 

School Scorecard 

Key Strategic 
Priorities 
  

SMART Goal Indicators 
List one Summative and two 

Formative Assessments 

When? 
How 
Often? 

Baseline 
Data 

Target 
Goal 

Current 
Data 

Student 
Achievement 

      

Safe & Nurturing 
Environment 

      

Fiscal 
Health 

      

Customer Service       

Quality 
Personnel 

      

 










































































































































































































