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Narrative Responses  

Provide an update on work and progress since the original RFI submission in 2018.  

Since our 2018 submission, SchoolWorks has entered into many new and renewed engagements 
that support continuous improvement for turnaround schools.  Our services continue to broaden 
and evolve as we engage more and more school and district partners in the processes of needs 
assessment, action planning, and the implementation of data-informed interventions. 

Massachusetts Department of Elementary and Secondary Education, Turnaround Site Visits: 
SchoolWorks was recently awarded a renewed contract to serve as one of two vendors managing 
the Turnaround Site Visit process on behalf of the Massachusetts Department of Elementary and 
Secondary Education.  These 1.5-day visits to Level 3 schools were designed to engage school and 
district staff in the assessment of school improvement practices and to provide the school with 
information on strengths and areas for improvement in accordance with State turnaround 
practice areas: leadership, shared responsibility, and professional collaboration; intentional 
practices for improving instruction; student-specific supports; and school climate and culture. 
The visits include a facilitated action-planning process on day 2 of the engagement, during which 
school leaders coalesce to unpack review findings and develop a 3-to-6-month action plan toward 
improvement.  

In executing this work, SchoolWorks has contributed to the development of the protocol and 
report template utilized in the current process, and has worked in close partnership with ESE to 
establish, facilitate and refine the process to meet the objectives of the Department and to 
generate analysis, feedback and support to recipient schools and districts in support of data-
informed turnaround. Project oversight includes the staffing and training of a team of thirty (30) 
TSV reviewers and support personnel, and site visit implementation across a diverse range of 
schools and districts. Implementation included scheduling and coordination, onsite evidence 
collection, onsite prioritization with school teams, and report writing.  

To date, SchoolWorks has conducted a total of seventy (70) TSVs, including twenty (20) repeat 
visits to participating schools and districts across the Commonwealth. As a testimony to the 
quality of the experience, SchoolWorks has been contracted to provide supplemental support 
services in several Massachusetts districts, including Chelsea, Framingham, Taunton, Pittsfield, 
and North Adams.  

DeLaSalle Education Center, School Redesign: In 2018 SchoolWorks partnered with the not-for-
profit education support agency SchoolSmart Kansas City (SchoolSmartKC) to support the 
redesign of DeLaSalle Education Center, the only alternative charter high school in Missouri 
dedicated to serving students who have fallen behind in their grade level and face overwhelming 
academic needs and personal challenges. With the objective of identifying and implementing a 
sustainable model for the school’s continued operation, SchoolWorks created a comprehensive 
prospectus for the redesign of DeLaSalle. A dedicated SchoolWorks Project Manager and 
Alternative Education Specialist were assigned to work with the school team and designated 
community stakeholders to provide accountability and continuous strategic support toward the 
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implementation of the plan.  DeLaSalle Education Center was relaunched in the Fall of 2019 under 
the leadership of a new Executive Director, identified and hired as part of the redesign effort. 
SchoolWorks continues to partner with SchoolSmartKC to provide ongoing support and 
oversight. 

Detroit Children’s Fund, Quality Reviews and Instructional Supports: In 2018, SchoolWorks 
entered into a partnership with the Detroit Children’s Fund to support a cohort of three Detroit 
schools on the path to continuous improvement: Escuela Avancemos, Jalen Rose Leadership 
Academy, and Hope Academy. To begin this work, SchoolWorks conducted a School Quality 
Review at each school and facilitated an on-site action-planning session to help the schools 
develop actionable improvement plans with measurable outcomes. SchoolWorks is now 
providing year-long on-site coaching for each school to monitor and support plan 
implementation.  

Reflective of the review findings, a major effort of SchoolWorks’ engagement with the schools is 
focused on improving instructional quality. Toward that end, SchoolWorks provided training in 
research-based effective instructional practices to all administrative staff at the schools, certified 
administrators to use the SchoolWorks Classroom Visit Tool to independently conduct classroom 
observations at the schools, and supported the school teams in implementing a cycle of regular 
observations and feedback to classroom teachers.  The cohort will enter its first full schoolyear 
implementing these interventions in 2019-2020.    

Various School Partners, Instructional Supports: In 2018 and 2019, SchoolWorks contracted with 
several individual schools to elevate instructional quality using the SchoolWorks MORE System 
(Master, Observe, Rate, Elevate). The system is based on a cycle of observation and feedback 
that is rooted in SchoolWorks research-based Classroom Visit Tool. Through a combination of 
instructional training, standardized observations, progressive data evaluation, and 
feedback/professional development based on the Classroom Visit Tool; SchoolWorks helps 
educators gain a unified understanding of instructional expectations and elevate the use of 
effective instructional practices that are associated with positive student outcomes. 1 In 2018 and 
2019, SchoolWorks began implementing the MORE instructional framework in Battle Rock 
Charter School in CO, Baystate Academy Charter Public School in MA, Carondelet Leadership 
Academy in MO, Heketi Community Charter School in NY, Highlander Institute in RI, Latino Youth 
High School in IL, and Paulo Freire Social Justice Charter School in MA. 

State-Level Support: Lastly, although not directly related to this scope of work, SchoolWorks is 
pleased to have forged partnerships with the Indiana Department of Education, the Maryland 
State Department of Education, and the Tennessee State Board of Education to evaluate and 
support the implementation of best practice among charter school authorizers.    

 
1 In 2018, SchoolWorks partnered with service provider TORSH to offer digital tools for data collection and analysis. With access to an online 
dashboard, school and district leaders are able to view immediate trends in the data to inform professional development.  
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b. Describe any new work you have done or are doing in Colorado schools and districts 
since the original RFI submission in 2018.  
SchoolWorks is honored to be a trusted thought partner to both the Colorado Department of 
Education and Denver Public Schools. Our engagements in Colorado since our 2018 submission 
include the following:  

Colorado Department of Education, Accountability Supports: In 2019, SchoolWorks was once 
again awarded the contract to manage the State Review Panel on behalf of the Colorado 
Department of Education. In 2009, CDE established the State Review Panel to evaluate schools 
and districts placed on a five-year improvement timetable. Since 2014, SchoolWorks has 
supported CDE in the development and facilitation of this extensive school and district evaluation 
process. The work began with the development of a protocol that could be used to guide 
panelists through a document review and site visit process, using the critical evaluation factors 
laid out in the Education Accountability Act of 2009 as the central organizing principle.  

As the contracted vendor for this work, SchoolWorks is fully responsible for the recruitment, 
hiring, and training of State Review Panelists, as well as communicating with districts and schools 
to coordinate their site visits. Review Panel site visits culminate in formal recommendations 
submitted to the Commissioner and State Board of Education for consideration. (The 
SchoolWorks-developed CDE State Protocols currently implemented as part of the framework 
are posted here: http://csi.state.co.us/uip/statereviewpanel.) In executing this work, 
SchoolWorks worked with the following Districts and schools in 2018-2019:  

District School 

Adams 14 Adams City High School 

Pueblo 60 Risley International  

Pueblo 60 Heroes PK-5 

Pueblo 60 Heroes Middle School 

Denver  Montbello Career and Tech  

Monte Vista  Bill Metz Elementary School 

BOCES Colorado Prep Academy Elementary School 

BOCES Colorado Prep Academy Middle School 

Montezuma-Cortez Mesa Elementary  

Colorado Springs D11 Mitchell High School 

Pueblo 60  Central High School 

Aurora Public Schools Virginia Court Elementary School 

Denver Public Schools, Diagnostic Reviews: In 2018, SchoolWorks was also awarded a renewed 
contract with Denver Public schools to provide district wide diagnostic reviews – a service the 
company has provided for DPS since 2014.  The DPS School Quality Review (SQR) process focuses 
on qualitative data on instruction, students’ and educators’ opportunities to learn, and 
leadership and community. Each SQR team spends two-and-a-half days on site collecting 
evidence through document review, interviews and focus groups, and classroom visits. This 
external review of current practices has supported schools in their school improvement planning, 
and simultaneously supplemented the district’s existing school level accountability data. 

http://csi.state.co.us/uip/statereviewpanel
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SchoolWorks provides the district and school with a rubric-based rated report summarizing the 
claims and evidence. (These reports have been included as a source of evidence in the district’s 
decision making on individual school accountability.) In executing this work, SchoolWorks worked 
with the following DPS schools in 2018-2019: 

Collegiate Prep Academy Godsman Elementary School  

McGlone Academy (Middle School) Academia Ana Marie Sandoval 

McGlone Academy (Elementary School) Columbine Elementary School 

John F. Kennedy High School Fairview Elementary School 

North High School Eagleton Elementary School 

McGlone Academy (K-8) Denver Discovery School MS 

Manual High School Place Bridge Academy 

South High School Ellis Elementary School 

Swansea Elementary School Colfax Elementary School 

Abraham Lincoln High School Noel Community Arts & Sciences 

Joe Shoemaker Elementary School Lake Middle School 

Denver Montessori Junior/Senior High School DS Innovation & Sustainable Design 

Farrell B. Howell ECE-8 School Kaiser Elementary School 

Inspire Elementary Garden Place Elementary School 

Pueblo City Schools, District Review of Special Education System: In December of 2018, 
SchoolWorks contracted with Pueblo City Schools in Colorado to provide a diagnostic district-
level review of special education programs and services. Pueblo City Schools serves 
approximately 17,000 students in Pueblo, Colorado attending a total of 32 schools: 18 
elementary schools, 5 middle schools, 2 K-8 schools, 4 high schools, 3 magnet schools and 2 
charter schools. The SchoolWorks review provided specialized insight into the effectiveness of 
the district’s programs, processes and services for diverse learners. The review was facilitated via 
Classroom Observation Site Visits at six (6) Pueblo City Schools coupled with a review of district 
policies and procedures, and resulted in a detailed report of findings and recommendations.   

Battle Rock Charter School, Instructional Supports: Battle Rock School in Cortez, Colorado 
recently celebrated its 100th year of continual operation as a one-room schoolhouse serving the 
children of McElmo canyon and the surrounding areas. In June of 2018, the staff at Battle Rock 
contracted SchoolWorks to assess overall instructional quality at the school. Based on the 
findings, SchoolWorks now provides targeted ongoing foundational support for the Battle Rock 
instructional team.   

Capacity 
SchoolWorks has the capacity to simultaneously serve multiple schools and districts throughout 
Colorado.  As a highly successful service provider for over 20 years, SchoolWorks has developed 
and refined systems and structures to effectively schedule and simultaneously execute multiple 
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service contracts of varying levels of size and complexity. Because we staff projects through a 
combination of full-time SchoolWorks employees and vetted active SchoolWorks consultants 
with varying specialties, there are no specific limits to the types or number of schools that 
SchoolWorks can effectively support.  

All SchoolWorks engagements are assigned a dedicated Project Manager, who acts as the main 
point of contact for the client. Project team members for each engagement are selected from 
the company’s full cadre of staff and consultants by the Project Manager and in collaboration 
with the Director of Project Management based on several priorities, including the goals of the 
project, the scope of work, and individual availability. SchoolWorks maintains an active 
consultant pool of more than 100 individuals and is able to monitor their availability and 
workload through the use of Projector PSA – our project management software. SchoolWorks 
ensures that all project team members participate in training activities, become fully familiar with 
the scope of work and related tools or processes, and are prepared to deliver results, given the 
unique context of the work and the goals of the project. SchoolWorks continues to incorporate 
new talent into our pool on an ongoing basis, actively recruiting individuals with relevant 
expertise through ongoing networking and posted positions on our website.  

 

Evidence of Track Record of Improved Student and 

School Outcomes 
Provide concrete evidence of impact from three recent engagements with schools and 
districts (Colorado schools and districts are preferred, if available). Include a 
description of the criteria and the data that you use to determine the impact of your 
work. Highlight the context and location of where this work has occurred.  

SchoolWorks and Battle Rock Charter School (Cortez, Colorado): In December 2016, 
Montezuma-Cortez Re-1 Board Members renewed Battle Rock’s charter agreement with the 
district, providing a two-year charter with an option to renew for a third year. But due to a poor 
performance rating, the school landed on the State’s accountability clock and was required to 
implement research-based strategies to improve student outcomes.  

In September of 2018, SchoolWorks conducted an Instructional Inventory site visit at Battle Rock 
Charter School in Cortez, Colorado.  The site visit team used SchoolWorks Classroom Site Visit 
Tool to conduct classroom observations and rate the effectiveness of overall instruction across 
the tool’s ten indicators.   

Following the visit, reviewers met with Battle Rock’s leadership team to review the findings, 
prioritize areas for improvement, and discuss ways to address the identified areas for 
improvement: curriculum, school-wide data culture, assessments, focused instruction, and 

higher-order thinking. The group identified the need for a coherent, comprehensive, and aligned 
curriculum as the area for growth to prioritize.  
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The site visit team then 
worked with the lead teacher 
on updating the school’s 
Unified Improvement Plan 
(UIP) and incorporated the 
identified area for growth in 
the updated plan. With 
support, the lead teacher 
reviewed and updated annual 
performance targets identified 
in the school’s 2017-18 UIP. 
For instance, the school’s 
annual performance target for 
2017-18 in English language 
arts academic achievement 
was an overall score of 713.8 
on the Colorado Measures of Academic Success (CMAS). Upon review, the lead teacher noted 
that the school had not only exceeded that target (with a score of 729.3), but also exceeded the 
target of 727.8 that was established for 2018-19. Thus, a new annual performance target of 740.1 
for middle school students (which is the 50th percentile for middle schools) was set for 2018-19. 
The lead teacher agreed to review 2017-18 CMAS scores and use those as a baseline for 
establishing new performance targets.  

Additionally, with support, the lead teacher identified three Major Improvement Strategies for 
the school’s updated UIP: 

• Improve alignment of math curriculum and resources; 
• Improve Tier 1 and Tier 2 programs and instructional delivery; and 
• Provide focused staff meetings on instruction and curriculum (primarily math) 

SchoolWorks is now engaged with Battle Rock to provide professional development to support 
the development of effective instructional best practices, and measure their increased use 
through periodic monitoring observation.   

SchoolWorks’ Classroom Visit Tool acts as the defining criteria for all of these supports, providing 
valid and reliable data about the quality of research-based instructional practices the school at 
the time of a review. The tool features 4 dimensions and 10 indicators of instructional 
effectiveness, and is aligned with Common Core State Standards (CCSS) and with the instructional 
practices designed to develop the student skills and abilities articulated throughout the CCSS. 
Each dimension of the CVT includes prompts to assist the observer and ensure that s/he examines 
the entirety of the classroom and lesson, including the learning environment, student supports, 
and teacher-to-student/student-to-student interactions.  A four-point scale provides nuanced 
ratings that distinguish between effective (4), partially effective (3), partially ineffective (2), and 
ineffective practices (1). CVT criteria and indicators are excerpted from SchoolWorks’ School 

     SchoolWorks Classroom Visit Tool  

Dimensions Indicators 

Common Core 
Implementation 

- Common Core Literacy 
Implementation 

- Common Core Math Implementation 
- Common Core Literacy Shift Alignment   

Classroom 
Climate 

- Behavioral Expectations 
- Structured Learning Environment 
- Supportive Environment 

Purposeful 
Teaching 

- Focused Instruction 
- Instructional Strategies 
- Participation and Engagement 
- Higher-order Thinking 

In-class 
Assessment and 
Feedback 

- Assessment Strategies 
- Feedback 
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Quality Criteria (SQC), each of which is directly linked to research that demonstrates a positive 
impact on student achievement and growth. 

While this engagement is still underway, SchoolWorks current impact is demonstrated through 
the applied supports of 1) research-aligned needs assessment (instructional inventory), and 2) 
action planning (prioritization).  These two supports resulted in the school’s UIP update and 
commitment to ongoing professional development for teachers. SchoolWorks will collect 
evidence of the elevated use of instructional best practices as additional classroom observations 
are conducted over the course of the ongoing engagement.  

SchoolWorks and Pueblo City Schools (Pueblo, CO): SchoolWorks was contracted to provide a 
district review of special education supports and services by Pueblo City Schools in Pueblo, 
Colorado on April 17-23, 2019. 

The review placed a team of experienced educators from SchoolWorks in schools and the central 
office to collect and analyze data about school and district performance. The length of the review 
was five days in total and included site visits at six Pueblo City Schools middle schools, in which 
classroom observations and focus groups with staff were conducted. In addition, the site visit 
team conducted interviews and focus groups with district personnel to further understand 
programs and practices to support the diverse needs of students with disabilities. While the 
review focused on how the district’s middle schools were serving students who receive special 
education supports and services, additional focus groups were conducted with, and surveys were 
administered to, other stakeholders across the district to gather additional data.  

The review was based on a transparent, research-based set of standards organized into six main 
questions, including: General Education Intervention; Child Find; Individualized Education 
Program (IEP) Development; IEP Implementation; Free and Appropriate Education (FAPE); and 
Special Education Licensure, Training, and Coaching. Within the protocol, each main question is 
further defined by a set of key questions and corresponding indicators that are used to provide 
more specific information on variables central to each main area. These standards and indicators 
were used to guide evidence collection, team deliberation, and the development of findings 
during the site visit. 

 

Domains Indicators 

Domain 1: General 
Education 
Interventions 

1. Does the school identify, and target supports for all students and those 
who are at-risk? 

Domain 2: Child Find 
 

2. Does the school have systems and processes to effectively identify and 
locate students with disabilities? 

Domain 3: IEP 
Development 
 

3. Does the school follow District, State, and Federal IEP procedural 
guidelines? 
4. Do IEP teams consider a variety of service delivery options with the least 
restrictive setting always at the forefront for all students with disabilities? 
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Domain 4: IEP 
Implementation  
 

5. Is classroom instruction intentional and engaging, allowing students to 
access learning per their IEP goals? 
6. Does the school effectively manage and orchestrate the special education 
program? 

Domain 5: Free and 
Appropriate Education 
(FAPE) 
 

7. Does the school provide a continuum of special education services to 
address the needs of all students with disabilities? 
8. Does the school have processes that are executed when a parent 
disagrees with the IEP process, implementation, or offer of FAPE? 

Domain 6: Special 
Education Licensure, 
Training, and 
Coaching 

9. Does the school design and/or provide professional development and 
collaborative structures to sustain a focus on instructional improvement and 
programming for students with disabilities? 

Evidence collection began with the review of the key documents that describe the district, the 
schools, and their students. Key documents reviewed by the site visit team prior to arrival on site 
included a description of the school’s Multi-Tiered System of Supports (MTSS) or Response to 
Intervention (RtI) system and students’ Individualized Education Programs (IEPs). This provided 
the team with initial information about the school’s and district’s special education 
programming, services, and the students it serves. While on site, evidence collection continued 
through additional document review, classroom visits, and interviews with key school and district 
stakeholders. After collecting evidence, the team met daily to confirm, refute, and modify its 
hypotheses about school and district performance, and then communicated its progress to the 
district’s leadership. At the end of the visit, the team provided a brief oral report to district 
leadership about its preliminary findings.  

Following the visits, SchoolWorks analyzed all data and produced a report of findings for the 
district. The report provided a qualitative analysis of the current state of effectiveness, efficiency, 
and productivity of the district’s special education programs and processes, in accordance with 
the protocol. Within the report, SchoolWorks made formal recommendations to the district that 
included: developing a district-wide Multi-Tiered  Systems  of  Support  (MTSS)  framework  to  
improve  the  learning  outcomes for all students, increasing  resources  and  training  to  better  
support  students’  social  emotional  learning  (SEL), and communicating  a  districtwide  system  
to  support  IEP  compliance  with  a  focus  on  quality.   

SchoolWorks’ research-based Special Education Supports and Services Review Protocol and 
Classroom Visit Tool served as the defining criteria for the review. The domains and indicators of 
the protocol are aligned to research linked to positive student outcomes, as defined by 
SchoolWorks School Quality Criteria.  The Classroom Visit Tool, described in detail earlier in this 
response, was used to apply a standardized lens to the evaluation of instruction within a sample 
of the district’s schools.   
SchoolWorks’ impact in this engagement is demonstrated through the applied supports of 1) 
evidence-based needs assessment (district review of special education supports and services) 
and 2) the presentation of data-informed recommendations for interventions to address key 
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areas of need. To measure the impact of applied interventions, SchoolWorks has been contracted 
to provide a Monitoring Review of Pueblo City Schools in the 2019-2020 school year.  

Martin Luther King, Jr. Charter School of Excellence (Springfield, MA): In 2014, Martin Luther 
King, Jr. Charter School of Excellence was facing the possibility of closure.  The school ranked in 
the 9th percentile among Massachusetts schools, with performance that had declined for the 
previous three years.  To achieve demonstrated academic progress in a 1-year time frame in 
order to obtain charter renewal, the school’s Board and Executive Director contracted 
SchoolWorks to provide consultative supports. 

To begin the engagement, SchoolWorks conducted a 1-day site visit to gain insight into the 
current state of the school.  The SchoolWorks team then worked with school stakeholders to 
develop a Turnaround Plan that was informed by the site visit findings. The team then supported 
the school leadership team in the implementation of the Turnaround Plan by 1) establishing an 
instructional leadership team, 2) creating a comprehensive Instructors’ Manual that established 
expectations for school staff, 3) administering a robust professional development program, and 
4) monitoring progress via informal walk-throughs, formal observations, and intense analysis of 
student performance data.  SchoolWorks’ School Quality Review Protocol (fully aligned with 
SchoolWorks School Quality Criteria) provided the defining criteria for the review and the 
turnaround plan.  

In 2018 (four years later) the school rose to the 61st percentile among Massachusetts schools, 
with 93% of students meeting targets. The 2018 State accountability rating for Martin Luther 
King, Jr. Charter School of Excellence is currently the highest in the district of Springfield, which 
is comprised of 61 schools. Alan M. Katz, Lead Founder and Former Executive Director of the 
school during this effort, credits SchoolWorks with the success of the effort. He stated, "The plan 
development and support services provided by SchoolWorks were the basis for the successful 
turnaround of this school. It was a pleasure to work with the SchoolWorks team." 
 

Self-assess the evidence base for the interventions your organization provides using 
the following Evidence-Based Intervention (EBI) tiers. Which EBI tier best describes 
your work, and why? 

In the engagements described above and in every scope of work, SchoolWorks services act as 
inputs that drive outputs (actions) of schools and districts, resulting in positive outcomes for 
students.  

• Inputs: SchoolWorks inputs include: 1) the design of school accountability frameworks; 2) 
school/district reviews; 3) leadership supports; 4) instructional supports; and 5) school 
developer supports.  

• Outputs: Outputs represent the actions taken by both SchoolWorks and the schools with 
which we engage. We believe that the quality of the outcomes depends heavily on choosing 
the right tools and processes at the right moment, based on the readiness of the schools and 
districts that support them. To that end, rather than employing a fixed process and solution 
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for all schools, SchoolWorks works with each school leadership team to create a specific 
project plan for each phase of the project.  

• Outcomes: Providing systems for assessing progress according to outcomes is central to our 
commitment to delivering impact. But in the majority of our client relationships, SchoolWorks 
is contracted to provide a defined scope of services (accountability system design, school 
quality review, etc.), that concludes during the input phase.  

Tier 4 Evidence Base:  In order to ensure that our services are aligned to positive student 
outcomes during all phases of work, we utilize a research-based set of standards to guide all of 
our processes.  In conjunction with a team from Harvard University Graduate School of Education, 
SchoolWorks developed the SchoolWorks School Quality Criteria to serve as a foundational set of 
standards that define effective school practices across four domains: Instruction; Students’ 
Opportunities to Learn; Educators’ Opportunities to Learn; and Leadership and Governance. Each 
criterion within the SQC is directly aligned to indicators that have demonstrated a positive impact 
on student learning and achievement via documented research. This set of criteria serve as the 
foundation for the SchoolWorks School Quality Review Protocol and the SchoolWorks Classroom 
Visit Tool – standardized tools that define the way school programs and practices are measured 
for their relative effectiveness in order to provide a baseline for feedback and intervention.  
SchoolWorks has begun conversations with researchers at Clemson University to determine the 
effectiveness of these tools in improving student learning and achievement, and is the process 
of securing the required sample size. 

As SchoolWorks School Quality Criteria are comprised of documented well-designed and well-
implemented randomized control experimental studies, we rate the evidence base as Tier 4 – 
Demonstrates a Rationale. A fully cited version of SchoolWorks School Quality Criteria is included 
with this submission.  
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SchoolWorks School Quality Criteria 
Note: All indicators marked by asterisk (*) are also supported by research on special education  

Note: All indicators marked by double asterisk (**) are also supported by research on English language learners  
Note: All indicators marked by plus (+) are also supported by research on diversity, equity and inclusion  

 

The instructional domain centers on the specific interactions between teachers and students around 

content. Research suggests that high quality instructional interactions require supportive classroom 

environments; involve purposeful teaching that is intentional, engaging, and challenging; and ensure 

student feedback and instructional adjustments in response to ongoing assessments. 

 

Do classroom interactions and organization ensure a classroom climate conducive to learning for 
all students? 

Criterion 1.1.1 Behavioral expectations are clear and understood by students* 

o Behavioral expectations, class rules, and procedures are clearly communicated to students and are applied 

and implemented equally (e.g., visuals, verbal/physical cues, etc.)+ (Marzano, Marzano, & Pickering, 2003; 

Pianta, Hamre, & Mintz, 2010; Dowd & Green, 2016; Wright, 2015) 

o Teachers provide consistent rewards for positive behavior and direct, concrete consequences for 

misbehavior* (Ghafoori & Tracz, 2001; Hattie, 2009; Marzano, Marzano, & Pickering, 2003; Nelson & 

Gfroerer, 2016; Hattie, 2012) 

o Teachers anticipate and redirect misbehavior and classroom discipline is equitablei*+ (Pianta, Hamre, & 

Mintz, 2010; Wilson & Lipsey, 2006; Nelson & Gfroerer, 2016; Gregory et al., 2013; Wright, 2015) 

o Students behave according to rules and expectations; disruptive behavior is minimal and does not interfere 

with other students’ learning* (Center for Applied Special Technologies, 2011; Marzano, Marzano, & 

Pickering, 2003; Pianta, Hamre, & Mintz, 2010; Wong, Wong, Jondahl & Ferguson, 2014) 

○ Classroom norms and routines support students sharing their learning and understandings, as well as 

making, then building from mistakes in front of their peers.* (Hattie, 2012; Institute for Research on Policy 

and Practice, 2010; Hattie, 2012) 

Criterion 1.1.2 The learning environment is highly structured and learning time is maximized through 
effective planning and guidance2 

o Teachers are prepared for their lessons and materials are readily available. (Pianta, Hamre, & 

Mintz, 2010; Saphier & Gower, 2017) 

o Teachers maximize learning time and minimize transition time. (Pianta, Hamre, & Mintz, 2010; 

Saphier & Gower, 2017) 

o Teachers share an agenda of the day’s class activities and/or lesson with students. (Pianta, Hamre, 

& Mintz, 2010; Saphier & Gower, 2017) 

o Teachers explain tasks clearly and provide choices for when tasks are complete (Pianta, Hamre, & 

Mintz, 2010); Wong, Wong, Jondahl & Ferguson, 2014) 

  

Dimension 1.1 Supportive Classroom Climate1 

DOMAIN 1: INSTRUCTION 
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Criterion 1.1.3 Classroom interactions are cooperative and conducive to learning 

o Teachers are aware of, and responsive to, students’ learning and emotional needs (Collaborative for 

Academic, Social, and Emotional Learning, 2014; Jennings & Greenberg, 2009) 

o Interactions between teachers and students, as well as among students are respectful, caring, and 

supportive. (Cornelius-White, 2007 cited by Hattie, 2009; Marzano, Marzano, & Pickering, 2003; 

Pianta, Hamre, & Mintz, 2010; Jennings & Greenberg, 2009; Dee & Gershenson, 2017) 

o Students engaged in partner or group work are collaborative and focused on learning (Pianta, Hamre, & Mintz, 

2010, Cohen & Lotan, 2014). 

o Students are held accountable for contributions to partner or group work (Cohen & Lotan, 2014) 

 

Is classroom instruction intentional, engaging, and challenging for all students? 

Criterion 1.2.1 Teachers provide students with clear learning goals and focused, purposeful instruction* 

○ Teachers clearly communicate learning objectives aligned to state and/or Common Core standards.* 

(Center for Applied Special Technologies, 2011; Hattie, 2009; Hattie & Timperley, 2007; Institute for 

Research on Education Policy & Practice, 2010; Marzano, 2003; Pianta, Hamre & Mintz, 2010; Berger, 

Rugen & Woodfin, 2013) 

○ Teachers tie learning objectives to real-life application, larger concepts, and/or key questions (Center 

for Applied Special Technologies, 2011; Hattie, 2009; Hattie & Timperley, 2007; Institute for Research 

on Education Policy & Practice, 2010; Marzano, 2003; Pianta, Hamre & Mintz, 2010; Berger, Rugen & 

Woodfin, 2013) 

○ Learning objectives drive lesson activities (Berger, Rugen & Woodfin, 2013) 

○ All students know the purpose of, and expectations for, the lesson (Hattie, 2012; Berger, Rugen & Woodfin, 

2013) 

○ Teachers demonstrate high expectations and hold students accountable for achieving learning goals (Hattie, 

2012) 

○ Teachers communicate academic content, concepts, and procedures with depth, clarity, and accuracy* 

(Center for Applied Special Technologies, 2011; Institute for Research on Education Policy & Practice, 

2010; Dean, Hubbell, Pitler & Stone, 2013) 

○ Teachers make explicit how and when to use given content or procedures* (Hattie, 2009; Pianta, Hamre & 

Mintz, 2010; Hattie, 2012) 

Criterion 1.2.2 A variety of instructional strategies and materials support students’ diverse learning 
needs.* 

○ All students can access grade level content through multi-sensory materials and modalities (e.g., visual, 

auditory, kinesthetic (Marzano & Pickering, 2011; Marzano, 2017)* 

○ Students use graphic organizers and other non-linguistic representation of academic content (e.g., 

mental images, physical models, role plays, concept maps, pictographs, charts). *, ** 

(Center for Applied Special Technologies, 2011; Hattie, 2009; Kim et al., 2004; Marzano, 2003; Pashler et 

al., 2007; Dean, Hubbell, Pitler & Stone, 2013; DeJong et. al, 2013) 

 

Dimension 1.2 Purposeful Teaching 
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○ Learning tasks provide students with choices and opportunities for self-directed learning.* 

(Algozzine et al., 2001; Center for Applied Special Technologies, 2011; Pianta, Hamre, & Mintz, 

2010) 

○ Teachers utilize varied groupings (whole-class, groups, partners, 1:1) to address students’ learning needs 

(Cohen & Lotan, 2014) 

Criterion 1.2.3: All students are actively engaged in learning. 

o Students engage with teachers and peers in extended, content-focused discussions (Center for Applied 

Special Technologies, 2011; Institute for Research on Education Policy & Practice, 2010; Pianta, Hamre & 

Mintz, 2010; Nystrand, Gamoran, Kachur & Prendergast, 1997) 

o Students engage with teachers and peers, and /or work independently, to complete the lesson activity  

(Burns, 2004; Institute for Research on Education Policy & Practice, 2010; Pashler et al., 2007; 

Swanson, 2001; Dean, Hubbell, Pitler & Stone, 2013; Gersten et. al, 2007) 

○ Students persevere and demonstrate stamina while engaged in the work of the lesson (Duckworth, 2016) 

○ The majority of students - rather than just the teacher and/or a few students - are engaged in the work of the 

lesson (Hattie, 2012; Sweller, Ayres & Kalyuga, 2011; Marzano, 2017) 

Criterion 1.2.4 Instruction requires all students to use and develop higher-order thinking skills* 

○ Students are engaged in rigorous, challenging tasks that require skills such as analysis, interpretation, 

application, and synthesis – not just summary or recall (Marzano, 2003; Dean, Hubbell, Pitler & Stone, 2013; 

DeJong et al., 2013)  

○ Students apply new knowledge and skills to investigate open-ended problems and situations (Institute for 

Research on Education Policy & Practice, 2010; Marzano, 2003; Pianta, Hamre & Mintz, 2010; Fisher, Frey & 

Hattie, 2016) 

○ Students identify essential information and/or cite evidence from a larger body and share that information 

verbally or in writing (Center for Applied Special Technologies, 2011; Hattie, 2009; Marzano, 2003; Pashler et 

al., 2007; Dean, Hubbell, Pitler & Stone, 2013; DeJong, et al., 2013) 

○ Teacher questions require students to look beyond what is explicitly stated in source material for answers 

(Institute for Research on Education Policy & Practice, 2010; Marzano, 2003; Pianta, Hamre & Mintz, 2010; 

Swanson, 2001; Fisher, Frey & Hattie, 2016) 

○ Students ask meaningful questions related to the lesson’s objective and/or content (Berger, Rugen & 

Woodfin, 2013).  

○ The majority of students - rather than just the teacher and/or a few students - are engaged in higher-order 

thinking (Marzano, 2017) 

○ Students explain their thinking and build on their own and others’ thoughts (Goertz, Olah, & Riggan, 2009; 

Young & Kim, 2010; Hattie, 2012; DeJong et al., 2013) 

○ Students evaluate and reflect on their own thinking, progress, performance, and learning 

approach* (Center for Applied Special Technologies, 2011; Marzano, 2003; Dean, Hubbell, Pitler 

& Stone, 2013) 
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Do teachers regularly assess students’ progress toward mastery of key skills and concepts, and utilize 

assessment data to provide feedback to students during the lesson? 

Criterion 1.3.1 In-class assessment strategies reveal students’ thinking4 about learning goals. 

○ Teachers use informal or formative assessments to gauge the majority of students’ prior knowledge and 

understandings ** 

(CLASS, Hattie, 2009; Goertz, Olah, & Riggan, 2009; Heritage, 2007; Institute for Research on Policy 

and Practice, 2010; Young & Kim, 2010; Hattie, 2012; DeJong et. al, 2013) 

○ Teachers use formative assessments to gauge the majority of students’ progress toward clear lesson, 

unit, and standards-based learning goals, not directions or procedures (Marzano, 2010; Fisher, Frey & 

Hattie, 2011)  

○ Students explain, write, or illustrate their thinking and understandings using evidence (i.e., from text, 

experiments, drawings, diagrams, research, data sets). (Goertz, Olah, & Riggan, 2009; Young & Kim, 2010; 

Pianta, Hamre, & Mintz, 2010; Hattie, 2009; Hattie, 2012) 

○ Students receive assessment accommodations that allow them to reveal their 

understandings5*, ** (Swanson, 2001; Center for Applied Special Technologies, 2011; DeJong 

et. al, 2013) 

Criterion 1.3.2 Timely, frequent, specific feedback is provided throughout the learning process to 

inform improvement efforts7 

○ Teachers give students clear, descriptive, criterion-based feedback to about half of the class. (Hattie & 

Timperley, 2007; Heritage, 2007; Institute for Research on Policy and Practice, 2010) 

o Feedback tells students where they are in relation to the lesson goal(s), clarifies misunderstandings, and/or 

provides specific guidance regarding improvement. (Hattie & Timperley, 2007; Heritage, 2007; Institute for 

Research on Policy and Practice, 2010) 

o The use of models and assessment tools (e.g., rubrics, worked examples, exemplars) focuses feedback and 

assessment on essential skills and knowledge.* 

 (Center for Applied Special Technologies, 2011; Heritage, 2007; Marzano, 2003; Young & Kim, 2010;) 

○ Students demonstrate awareness of their progress toward learning goals (e.g., what they understand, where 

confused, etc.) when not engaged (Zimmerman & Schunk, 2001; Schunk, 2003; Berger, Lugen & Woodfin, 

2014) 

○ Students revise their work and correct errors in response to teacher or peer feedback.* (Brown & Hirschfeld, 

2008; Center for Applied Special Technologies, 2011; Marzano, 2003) 

  

Dimension 1.3 In-class Assessment & Feedback 
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Students’ opportunities to learn are influenced by the school-wide learning culture, or the norms, values, and 

relationships students experience at school each day, as well as the school-wide practices and interventions 

that support students’ academic and social-emotional learning. Research suggests that students learn best 

when their schools have a culture of high expectations for behavioral and academic performance in concert 

with a culture of caring and support. This context is further bolstered when schools monitor students’ academic 

and behavioral progress, identify students’ in need of more targeted support, and ensure interventions and 

guidance for students at risk of disengaging or failing. Together, the school’s culture and supports for learning 

contribute to students’ attitudes, skills, and abilities to succeed in and beyond the classroom. 

Does the school identify and support special education students, English language learners, and students 

who are struggling or at risk? 

Criterion 2.1.1: The school has a process for identifying struggling and at-risk students and systematically 

monitors student progress and program effectiveness. 

o The school monitors students’ progress toward academic goals and uses this feedback to inform the level 

of students’ academic support or intervention (Griffiths et al., 2007; National Center on RTI, 2010; 

Therriault et al., 2013; Frazelle & Nagel, 2015) 

Educators collaborate to collect and review risk indicator data6 to identify students in need of 

targeted academic supports and plan interventions.(Cromey & Hanson, 2000; Dynarski et al., 2008; 

Foley et al., n.d.;  Ingram, Louis, & Schroeder, 2004; Lachat & Smith, 2005;; Therriault et al., 2013; 

University of Chicago, Consortium on Chicago School Research, 2014; Frazelle & Nagel, 2015; 

Rumberger et. al, 2017) 

o The school monitors students’ progress toward behavioral goals and uses this feedback to inform the 

level of behavioral support or intervention. (Horner et al., 2010; Sugai & Horner, 2009; Lewis et. al, 

2017) 

o Educators collaborate to collect and review risk indicator data to identify students in need of targeted 

behavioral supports and plan interventions (Cromey & Hanson, 2000; Dynarski et al., 2008; Foley et al., n.d.; 

Ingran, Louis & Shroeder, 2004; Lachat & Smith, 2005; Therriault et al., 2013; University of Chicago, 

Consortium on Chicago School Research, 2014; Frazelle & Nagel, 2015; Rumberger et al., 2017) 

o The process for identifying and monitoring progress of struggling and at-risk students is transparent and 

understood by all stakeholders. 

Criterion 2.1.2: The school implements appropriate supports for struggling and at-risk students.5 

o The school provides basic in-class preventions7 and supports to ensure academic growth, positive behavior 

and equitable treatment of all students+ (Griffiths et al., 2007; National Center on RTI, 2010; Therriault et al., 

2013; Krasnoff, 2016) 

o The school implements specific, targeted academic and behavioral supports or interventions for identified at 

risk students (Griffiths et al., 2007; National Center on RTI, 2010; Therriault et al., 2013; Frazelle & Nagel, 

2015) 

DOMAIN 2: STUDENTS’ OPPORTUNITIES TO LEARN 

Dimension 2.1: Students’ Learning Supports 
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○ [For high school students] Dropout prevention programs combine academic support with social 

skill building and are taught by qualified staff, trained in the program’s philosophy, strategies, and 

materials8 (Dynarski et al., 2008; Hammond et al., 2007; Cook et. al, 2014; Rumberger et. al, 2017) 

o [For high school students] Students have opportunities to learn about post-secondary options (e.g., 

workplace, internships, higher education) (Dynarski et al., 2008; Glaser & Warick, 2016; Rumberger et. 

al, 2017) 

o The school provides struggling students with research-based programming designed to remediate gaps in skill 

or content knowledge (Griffiths et al., 2007; National Center on RTI, 2010; Therriault et al., 2013; Krasnoff, 

2016). 

o The school offers students tutoring or other supplemental services provided by school or external 

agencies (Chappell et al., 2011; Rothman & Henderson, 2011; Rumberger et. al, 2017) 

o The school offers individual or small group support in test-taking, study habits, or in academic content 

areas that builds upon classroom curriculum and expectations 

(Dynarski et al., 2008; Rothman & Henderson, 2011; Cook et. al, 2014ii; Rumberger et. al, 2017) 

o Qualified support staff offer one-on-one individualized support to students over a sustained period of time2 

(Chappell et al., 2011; Rothman & Henderson, 2011; Heinrich et. al, 2014) 

o Students have opportunities for credit recovery and new credits through afterschool, weekend, or 

summer programs; School offers face-to-face instructional support to complement online recovery 

options iii(Dynarski et al., 2008; Taylor et. al, 2014; Rumberger et. al, 2017) 

Criterion 2.1.3: The school provides appropriate supports for students with special needs.  

o Educators collaborate to collect and review risk indicator data to identify students with special needs, and to 

plan appropriate interventions (Cromey & Hanson, 2000; Dynarski et al., 2008; Foley et al., n.d.;  Ingram, Louis, 

& Schroeder, 2004; Lachat & Smith, 2005;; Therriault et al., 2013; University of Chicago, Consortium on 

Chicago School Research, 2014; Frazelle & Nagel, 2015; Rumberger et. al, 2017.  

o The school implements specific, targeted academic and behavioral supports or interventions 

for students with special needs.* (Chappell et al., 2011,; Heinrich et. al, 2014) 

o Qualified support staff deliver the supports for students with special needs.* (Chappell et al., 2011,; Heinrich 

et. al, 2014) 

o The school monitors students with special needs’progress toward academic and behavioral goals and uses 

this feedback to inform the level of students’ support or intervention. (Horner et al., 2010; Sugai & Horner, 

2009; Lewis et. al, 2017) 

Criterion 2.1.4: The school provides appropriate supports for students who are English language learners 
(ELLs). .  

o Educators collaborate to collect and review risk indicator data to identify students who are ELLs, and to plan 

appropriate interventions (Cromey & Hanson, 2000; Dynarski et al., 2008; Foley et al., n.d.;  Ingram, Louis, & 

Schroeder, 2004; Lachat & Smith, 2005;; Therriault et al., 2013; University of Chicago, Consortium on Chicago 

School Research, 2014; Frazelle & Nagel, 2015; Rumberger et. al, 2017.  

o The school implements specific, targeted academic and behavioral supports or interventions for identified 

students who are ELLs. ** (Chappell et al., 2011,; Heinrich et. al, 2014) 

o Qualified support staff deliver the supports for students who are ELLs. ** (Chappell et al., 2011,; Heinrich et. 

al, 2014) 
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o The school monitors students who are ELLs’ progress toward academic and behavioral goals and uses this 

feedback to inform the level of students’ support or intervention. (Horner et al., 2010; Sugai & Horner, 2009; 

Lewis et. al, 2017) 

o Parents, families and community members are communicated with regularly and consistently 

about their child/children in a language and format that they can understand (O’Hara et al., 

2016; Epstein, 2011)) 
 

Does the school foster a strong culture of diversity, equity, and inclusion? 

Criterion 2.2.1: Diversity, equity, and inclusion are embedded in the school’s mission, philosophy, and core 

values.  

o The mission, philosophy and core values of the school reflect a strong commitment to diversity, 

equity, and inclusion. (Hunt, Layton & Prince, 2015; Rock & Grant, 2016; Kern, 2016; Annie E. 

Casey Foundation, 2014) 

o All school stakeholders have a shared understanding of diversity, equity, and inclusion and how 

it is central to the school’s mission, philosophy, and core values. (Kern, 2016; Annie E. Casey 

Foundation, 2014; Lindsey, Nuri-Robins and Terrell, 2009) 

o The school’s mission, philosophy, and core values reflect an understanding that race and 

gender have historically been seen as markers of diversity, equity, and inclusion; the school has 

updated its definition of diversity, equity, and inclusion to include such categories as 

socioeconomic background, religion, sexual orientation, gender identity, ELLs, and disabilities. 

(Banks & Banks, Eds., 2016; Annie E. Casey Foundation, 2014)   

Criterion 2.2.2: The school’s leadership and staff are engaged, supported, and involved in a strong culture of 

diversity, equity, and inclusion.  

o Leadership and staff have multiple professional learning opportunities focused on culturally 

responsive pedagogy. (Ladson-Billings, 2005; Gause, 2011; Banks & Banks, Eds., 2016; Kern, 

2016; Skrla, McKenzie & Scheurich, 2009) 

o leadershipLeadership and staff have a shared understanding how they can enact practices that 

support and value diversity, equity, and inclusion. (Gause, 2011; Banks & Banks, Eds., 2016; 

Kern, 2016; Annie E. Casey Foundation, 2014) 

o Leadership and staff have opportunities to contribute to the school’s understanding and 

commitment to diversity, equity and inclusion, as evidenced by advocacy or affinity groups and 

leadership/collegial professional learning opportunities (Kern, 2016; Annie E. Casey Foundation, 

2014) 

o leadershipLeadership and staff are rewarded and/or acknowledged for their work and 

contributions to the school’s commitment to diversity, equity and inclusion (Kern, 2016). 

o leadershiplLeadership and staff can effectively communicate with families, parents and 

students about student progress, differentiation, and academic and behavioral interventions 

(O’Hara et al., 2016; Kern, 2016; Epstein, 2011) 

o Educators describe school climate as one that values teacher and student diversity, 

difference and multiple perspectives (Egalite and Kisida, 2016; Cromey & Hanson, 2000; 

Hattie, 2009; Means et al., 2009; Aguilar, 2016; Fisher, Frey & Pumpian, 2012) 

Dimension 2.2: Students’ Learning Culture10 
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Criterion 2.2.3: The school’spedagogy and data systems fosters a strong culture of diversity, equity and 

inclusion.  

o Instructional materials and practices are culturally relevant and based in student prior 

knowledge and experiences (Gay, 2010; Education Alliance, 2008) 

o Instructional materials and practices are values affirming, focusing on students’ strengths 

sources of validation, creating more confident student learners (Shnabel et al., 2013; Education 

Alliance, 2008) 

o The school’s data collection and analysis are reliable and valid, designed to disaggregate data 

and uncover trends specifically targeted towards improving metrics in diversity, equity and 

inclusion (Kern, 2016; Annie E. Casey Foundation, 2014; Skrla, McKenzie & Scheurich, 2009) 

o School leadership and instructional interventions support the development of teaching and 

learning practices focused on improving outcomes and addressing gaps for diverse student 

populations, experiences, backgrounds and learning approaches (Kern, 2016; Skrla, McKenzie & 

Scheurich, 2009; Lindsey, Nuri-Robins and Terrell, 2009) 

Criterion 2.2.4: Students encounter and are involved in a strong culture of diversity, equity and inclusion.  

o All students are provided with ample opportunities to think critically about power and privilege, 

consider diverse perspectives and develop leadership skills (Education Alliance, 2008; Gay, 

2016) 

o All students share a sense of belonging and pride in the school community (Blad, 2017; 

Osterman, 2000; Falkmer, et al., 2017) 

o All students have access to high quality and rigorous learning opportunities in school, 

afterschool, and extracurricular activities (Goss, Wimer & Little, 2008; Hattie, 2012; Epstein, 

2011) 

o All students encounter restorative justice and discipline practices and policies that are culturally 

responsive and implemented equitably (O’Hara et al., 2016; Wright, 2015; Gregory et al., 2014; 

Bridges et al., 2012) 

Criterion 2.2.5: The school facilitates the participation of families, parents and community members in a 

strong culture of diversity, equity and inclusion.  

o Parents and families of students that experience success gaps  feel welcome in the school and 

are included in school events, meetings and strategic plans to eliminate success gaps (O’Hara et 

al., 2016; Bridges et al., 2012) 

o Parents and families are informed regularly and involved consistently in their child’s academic 

and social-emotional learning progress (O’Hara et al., 2016; Bridges et al., 2012; Epstein, 2011) 

o All stakeholders feel welcome and involved in the school community, including being invited to 

school events, solicited for input on school policies, provided with leadership opportunities, and 

informed of student academic and social-emotional learning interventions. (Kern, 2016; Annie 

E. Casey Foundation, 2014; Lindsey, Nuri-Robins and Terrell, 2009; Epstein, 2011) 
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Criterion 2.2.6: The organization’s leadership and institutional supports are guided by strong principles of 

diversity, equity and inclusion.  

o The school has a strategic plan for diversity, equity and inclusion that has been developed in 

consultation with a wide range of constituencies and stakeholders within the school community 

(Kern, 2016; Annie E. Casey Foundation, 2014; Skrla, McKenzie & Scheurich, 2009; Lindsey, 

Nuri-Robins and Terrell, 2009) 

o The school has clear and comprehensive employee recruitment, retention and promotion 

systems that value and promote diversity, equity and inclusion ((Skrla, McKenzie & Scheurich, 

2009; Tricoche, 2018; Schwartz et al., 2016) 

o The school conducts diversity, equity and inclusion audits, eliminating policies, practices and 

procedures that may be perceived as barriers or discriminatory (Skrla, McKenzie & Scheurich, 

2009; Bridges et al., 2012) 
 



School Quality Criteria with Research Citations 

10 | P a g e 

 

 

 
 

 

 Teachers’ opportunities to learn are influenced by the school-wide professional culture, or the norms, values, 

and relationships teachers experience at school each day, and the school-wide practices that support teachers’ 

ongoing professional growth and collaboration. Research indicates that a culture of mutual responsibility, trust, 

and collective efficacy provides an essential foundation for teachers’ and leaders’ focused collaboration around 

instructional challenges. This collaboration is further strengthened by well-designed, sustained, and job-

embedded professional development, with beginning teachers receiving additional guidance from trained 

mentors. Together, this school-wide culture and the school’s supports for professional learning and 

collaboration contribute to teachers’ collective capacity to deliver high quality instruction, not just in individual 

classrooms, but across the school. 

Does the school design professional development2 and collaborative structures to sustain focus 
on instructional improvement? 

Criterion 3.1.1 Professional development (PD) is designed to address school priorities, improvement 
goals, and/or identified areas of need. 

o The school has designed PD that aligns to the school improvement plan, state standards, organizational 

goals, and school curriculum (Blank & De las Alas, 2009; Garet et al., 2010; National Staff Development 

Council /Learning Forward, 2009; Wei, Darling-Hammond, & Adamson, 2010; Darling-Hammond, Hyler, & 

Gardner, 2017) 

o The school has designed PD that is informed by ongoing analysis of student performance, instructional data, 

and educators’ learning needs (Garet et al., 2010; National Staff Development Council /Learning Forward, 

2009; Wei, Darling-Hammond, & Adamson, 2010; Darling-Hammond, Hyler & Gardner, 2017) 

o The school has designed PD that requires teachers to demonstrate their learned competency in a tangible 

and assessable way (Jeanpierre, Oberhauser & Freeman, 2005; Darling-Hammond, Hyler & Gardner, 2017) 

o The school has designed PD that supports teachers in the effective use of assessments (Bennett, 2011) 

o The school has designed PD that helps teachers translate student data into instructional changes and plans 

(Cromey & Hanson, 2000; Dolejs, 2006; Jimerson & Wayman, 2010; Park & Datnow, 2009) 

o The school has designed PD that focuses on specific subject content differentiated for diverse learners*, ** 

(Blank & De las Alas, 2009; Garet et al., 2001; National Staff Development Council /Learning Forward, 2009; 

Wei, Darling-Hammond, & Adamson, 2010; Darling-Hammond, Hyler & Gardner, 2017; Gersten et. al, 2007) 

o The school has designed PD that supports teachers in the effective use of instructional materials, resources, 

and technology (Ball & Cohen, 1996; Cohen & Ball, 1999; Newmann et al., 2001; Martin et al., 2010) 

Criterion 3.1.2 Professional development (PD) is ongoing, aligned to daily work, evaluated and improved 
upon. 

o PD engages teachers in active learning (e.g., leading instruction, discussing with colleagues, observing other 

teachers, developing assessments) (Garet et al., 2001; Wei, Darling-Hammond, & Adamson, 2010; Darling-

Hammond, Hyler & Gardner, 2017) 

o PD is embedded in teachers’ daily work through coaching, collaborative planning, and reflection. (Blank & 

De las Alas, 2009; Garet et al., 2001; Jeanpierre, Oberhauser & Freeman, 2005) 

DOMAIN 3: EDUCATORS’ OPPORTUNITIES TO LEARN1 

Dimension 3.1 Educators’ Learning Supports 
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o Trained coaches and/or colleagues with instructional expertise provide coaching and support around 

instructional planning and lesson design, pedagogy, assessment, and student engagement. 

o PD provides follow-up sessions and on-going support for teachers’ continued learning (Garet et al., 2001; 

Wei, Darling-Hammond, & Adamson, 2010; Yoon et al., 2007; Guskey & Yoon, 2009; Darling-Hammond, 

Hyler & Gardner, 2017) 

o PD combines workshops, conferences and trainings (at least 14 hours) with the ongoing work of educators’ 

learning teams (Jeanpierre, Oberhauser & Freeman, 2005; National Staff Development Council /Learning 

Forward, 2009; Darling-Hammond, Hyler & Gardner, 2017) 

o The quality of professional development delivery is regularly monitored, evaluated, and improved (Garet et 

al., 2010; National Staff Development Council /Learning Forward, 2009; Guskey, 2002) 

o The effects of professional development are assessed using data on teacher instruction and student 

achievement (Garet et al., 2010; Guskey, 2002) 

Criterion 3.1.4 Educators collaborate regularly to learn about effective instruction and students’ 

progress5 

o Educators meet frequently, during regularly scheduled, uninterrupted times (e.g., staff, department, grade 

level meeting times) to collaborate, establish improvement goals, and make data-informed instructional 

decisions.6 

(Berry, Daughtry, & Wieder, 2009; Cromey & Hanson, 2000; Louis, Marks, & Kruse, 1996; Datnow, 

Park, & Wohlstetter, 2007; Halverson, 2010; Jimerson & Wayman, 2010; Lachat & Smith, 2005; 

DuFour, DuFour, Eaker & Many 2006; Bambrick-Santoyo, 2010) 

o Educators‘ collaborative meetings have a clear and persistent focus on improving student learning 

and achievement (Bolam et al., 2005; Louis, Marks, & Kruse, 1996; Vescio, Rose, & Adams, 2006; 

Bambrick-Santoyo, 2010) 

o Educators describe sharing knowledge and expertise among colleagues as essential collaborative activity 

for job success (Berry, Daughtrey, & Wieder, 2009; Bolam et al., 2005; Goddard et al., 2011; Goddard, 

Goddard, Tschannen- Moran, 2007; DuFour, DuFour, Eaker & Many, 2006; Gersten, Dimino, Jaynthi, Kim, 

& Santoro, 2010) 

o Teachers are willing to talk about their own instructional practice, to actively pursue and accept feedback from 

colleagues, and to try new teaching strategies (Archibald et al., 2011; Berry Daughtrey, & Wieder, 2009; Costa 

& Garmston, 2016)  

o School leaders ensure that staff and team meeting discussions are structured and facilitated to support the 

staff’s reflective dialogue around data and instruction (e.g., attend to explicit group norms, use protocols) 

(Cosner, 2011; Leithwood, et. al, 2004; Park & Datnow, 2009; Carbaugh, Marzano & Toth, 2015). 

o School leaders provide guidance to teacher teams (e.g., help to establish meeting routines; model and 

promote use of discussion protocols; ensure systematic monitoring of student progress; create focus on 

linking results to instruction) and ensures that teachers utilize tools and time well (Cosner, 2011; Marzano, 

Waters, & McNulty, 2005; Fullan, 2014; Aguilar, 2016). 
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Does the school’s culture indicate high levels of collective responsibility, trust, and efficacy? 

Criterion 3.2.1 Educators’ mindsets and beliefs reflect shared commitments to students’ learning.  

o Educators convey shared vision and values about teaching and learning and reference these to guide their 

instructional decision making (Bolam et al., 2005; Louis, Marks, & Kruse, 1996; Wahlstrom & Louis, 2008; 

Johnson & Fargo, 2015) 

o Educators convey a shared commitment to the learning of all students in the school (Hattie, 2012; Fisher, 

Frey & Pumpian, 2012). 

o Educators convey a belief that students’ learning is their collective responsibility, regardless of students’ 

personal or home situations. (Bolam et al., 2005; Evans, 2009; Goddard, Goddard & Tschannen-Moran, 

2007; Lee & Smith, 1996; Wahlstrom & Louis, 2008; Conzemius & O’Neill, 2001) 

o Educators convey that it is important not to give up on any students, even if it appears that they do not want 

to learn (Goddard et al., 2011; Goddard, Hoy, & Woolfolk Hoy, 2004; Printy & Marks, 2006; Saphier, Haley-

Speca & Gower, 2008; Benson, 2014) 

o Educators convey commitment to, and hold each other accountable for, collaboratively established 

improvement goals and tasks. (Weathers, 2011; DuFour, & Marzano, 2009; Conzemius & O’Neill, 2001) 

Criterion 3.2.2 The school reflects a safe, trustworthy, and growth-oriented professional climate9 

o Educators describe non-evaluative, “blame-free” norms for sharing data and solving 

challenging instructional problems 

o Educators’ concerns and decisions focus on students’ learning and well-being (rather than on 

staff members’ individual or competing preferences). (Bryk & Schneider, 2003; Wahlstrom & 

Louis, 2008; Aguilar, 2016 ) 

o Educators convey that they are willing to share and discuss their own instructional practice, seek and 

accept feedback, and collectively experiment with new teaching strategies (Archibald et al., 2011; Berry, 

Daughtrey, & Wieder, 2009; Bryk & Scheider, 2003; Wahlstrom & Louis, 2008; Hall & Simeral, 2017) 

o Educators describe colleagues and administrators as open, honest, well-intentioned, caring, and reliable 

(Bryk & Schneider, 2003; Louis, 2007; Louis, Dretzke, & Wahlstrom, 2010; Printy & Marks, 2006; 

Marzano, Frontier & Livingston, 2011) 

Dimension 3.2 Educators’ Learning Culture8 
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  DOMAIN 4: LEADERSHIP & GOVERNANCE  

School governance and leadership support the essential work of teaching and learning in schools. School 

leadership influences every aspect of a school’s culture, organizational practices, and academic programs. In 

the SchoolWorks Quality Criteria, school leadership functions are represented by two dimensions. The first – 

instructional leadership – emphasizes overseeing and guiding the school’s collective focus on instruction and 

student learning. The second – organizational leadership – involves leading strategic conversations and 

planning and ensuring effective school operations to advance the school’s mission and vision.  

Governance is leadership that establishes and conveys the school’s vision, values, and mission; ensures the 

organization’s viability; and ensures that the organization meets its legal and ethical responsibilities. 

Governance is typically provided by a Board of Directors, school committee, or other oversight group. The Chief 

Executive is the one person the Board hires and oversees to administer the direction they set for the school. 

This person may be an executive director, superintendent, or other formally designated head of the 

organization.  

 

Do school leaders guide and participate with instructional staff in the improvement of 
teaching and learning? 

Criterion 4.1.1: School leaders establish a college-preparatory, career-ready academic vision, and set clear 

goals to meet that vision. 

o School leaders establish an academic vision with a relentless commitment to closing the achievement gap and 

preparing all students for success in college and other post-secondary endeavors (Hattie, 2009; Herman, 

2008; Nettles & Herrington, 2007)  

o School leaders convey clear, high expectations for all stakeholders (Fisher, Frey & Pumpian, 2012; Fullan, 

2014) 

o School leaders set and communicate clear, measurable academic achievement goals that are aligned across 

the school’s improvement efforts (e.g., school program, staff development, and curriculum implementation) 

(Fisher, Frey & Pumpian, 2012; Fullan, 2014) 

o School leaders ensure that the school-wide focus remains on established academic goals and school priorities 

(Fisher, Frey & Pumpian, 2012; Fullan, 2014). 

o School leaders regularly evaluate the academic program using data to monitor progress toward goals 

(Fisher, Frey & Pumpian, 2012; Fullan, 2014) 

Criterion 4.1.2 School leaders ensure that the school has a coherent, comprehensive, and aligned 

curriculum.30 

o School leaders ensure that the curriculum includes essential content and skills for all students to learn at 

each grade level, and is mapped across the school year with adequate instructional time allocated to 

teach it (Bryk et al., 2010; Dolejs, 2006; Marzano, 2003) 

o School leaders ensure that curriculum, instruction, and assessments are aligned with state 

standards, aligned with each other, and coordinated both within and across grade levels (Bryk et 

al., 2010; Cromey & Hanson, 2000; Dolejs, 2006; Marzano, 2003; Newmann et al., 2001; Robinson, 

Dimension 4.1: Instructional Leadership 
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Lloyd, & Rowe, 2008; Carbaugh, Marzano & Toth, 2015) 

o School leaders monitor instructional plans for alignment with curriculum program32 (e.g., periodic 

review of curriculum maps, unit/lesson plans, formative assessments, classroom observations) (Bryk et 

al., 2010; Dolejs, 2006; Marzano, 2003) 

o School leaders ensure plans are informed by students’ prior knowledge, current skills, and learning needs.  

o School leaders ensure that instructional materials are selected and/or developed in accordance 

with a school-wide instructional framework33 and aligned with established curriculum standards 

(Newmann et al., 2001; Cobb, Jackson, Henrick & Smith, 2018)  

o School leaders ensure the curriculum is periodically reviewed and revisions are made 

accordingly (Marzano, 2003; Robinson, Lloyd, and Rowe, 2008) 

o School leaders provide meaningful feedback on the quality of lesson and/or unit plans (Blanc et al., 2010; 

Nettles & Herrington, 2007; Park & Datnow, 2009; Robinson, Lloyd, & Rowe, 2008; Fullan, 2014). 

Criterion 4.1.3: School leaders ensure that teachers deliver high quality instruction.  

o School leaders regularly observe the quality of instruction (Bambrick-Santoyo, 2016; Knight, 2018).  

o School leaders provide regular, meaningful, and timely feedback that helps teachers improve their 

instructional practice (Bambrick-Santoyo, 2016; Knight, 2018). 

o School leaders hold teachers accountable for applying feedback to their practice (Bambrick-Santoyo, 2016; 

Knight, 2018). 

o Educators indicate that school leaders model high quality instruction (Bambrick-Santoyo, 2016; Knight, 2018) 

o Educators convey that school leaders have sufficient knowledge of content/subjects and how they are taught 

effectively (Knight, 2018). 

Criterion 4.1.4 School leaders provide conditions that support a school-wide data culture 24 

o Teachers have easy access to varied25, current, and accurate student and instructional data 

(Cromey & Hanson, 2000; Foley et al., n.d.; Ingram, Louis, & Schroeder, 2004; Jimerson & Wayman, 

2010; Lachat & Smith, 2005; Guskey, Roy & von Frank, 2014) 

o School leaders ensure that teachers employ a regular cycle of interim assessments to gather data on student 

performance (Bambrick-Santoyo, 2012). 

o Teachers are provided time to collect, enter, query, analyze, and represent student data and use tools 

that help them act on results26 (Cromey & Hanson, 2000; Datnow, Park, & Wohlstetter, 2007; Ingram, 

Louis, & Schroeder, 2004; Jimerson & Wayman, 2010; Means et al., 2009; Guskey, Roy & von Frank, 

2014) 

o Teachers use results from interim or summative assessments to make adjustments to the organization 

of students in the classroom, pace of instruction, or content being taught (Bambrick-Santoyo, 2012; 

Berger, Rugen & Woodfin, 2014). 

o Teachers use results from interim or summative assessments to identify students in need of 

remediation or acceleration, and assign students to appropriate supports (Bambrick-Santoyo, 2012; 

Berger, Rugen & Woodfin, 2014) 
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Do school leaders guide facilitate intentional, strategic efforts to ensure the effectiveness of the 
school’s program and the sustainability of the organization? 

Criterion 4.2.1: School leaders effectively orchestrate the school’s operations. 

o Clear systems, structures, and procedures guide daily routines and school programs (Marzano, Waters & 

McNulty, 2005). 

o Systems, structures, and procedures are aligned to a clear organizational vision and goals, are continually 

monitored, and are adjusted to ensure effectiveness (Bryk et al., 2010; Marzano, Waters & McNulty, 2005) 

o School leaders target resources (e.g., funding, materials, time, staff) toward the school's instructional 

framework and goals; treat resources flexibly; avoid diffuse, scattered allocation of resources for 

improvement (Bryk et al., 2010; Marzano, Waters & McNulty, 2005) 

o School leaders diagnose problems before implementing solutions (Bryk et al., 2010) 

o School leaders distribute leadership responsibilities to appropriate individuals or groups (Bryk et al., 2010) 

o School leaders ensure ongoing leadership development for emerging and current school leaders, and has 

developed a plan for leadership succession (Bryk et al., 2010; Marzano, Waters & McNulty, 2005) 

Criterion 4.2.2: School leaders ensure effective communication and inclusive, transparent decision-making 

across the organization. 

o Communications among all stakeholder groups are constructive, supportive and respectful (Cosner, 2011; 

Leithwood, et al, 2004, 2007; Marzano, Waters, & McNulty, 2005; Goodwin, Cameron & Hein, 2015). 

o School leaders have established effective means of communicating with school staff (Schwanke, 2016; 

Marzano, Waters & McNulty, 2005) 

o Communications between leadership and staff are fluid, frequent, and open (Leithwood, et. al., 2004; 

Marzano, Waters, & McNulty, 2005; Nettles & Herrington, 2007; Robinson, Lloyd, & Rose, 2008; Goodwin, 

Cameron & Hein, 2015; Bryk et al., 2010)  

o The principal involves faculty and staff in planning and implementation of school policies. 

o The principal provides opportunities for faculty and staff to make or provide input on important decisions 

(Cosner, 2011; Leithwood, et al, 2004, 2007; Marzano, Waters, & McNulty, 2005; Goodwin, Cameron & Hein, 

2015; Bryk, et al., 2010) 

Criterion 4.2.3: School leaders create and implement systems to recruit and retain effective teachers and 

staff who can drive dramatic student gains. 

o School leaders leverage a pipeline for teacher recruitment that includes partnerships with higher education 

institutions and nonprofit organizations (as well as other sources) to identify candidates (Sutcher, Darling-

Hammond, Carver-Thomas, 2016). 

o School leaders recruit and hire teachers with commitment to, and competence in, the school’s philosophy, 

design, and instructional framework (e.g., trained and experienced with curriculum, certified/licensed to 

teach, qualified to teach a subject area (Jacob, 2016; Goldhaber, Grout & Klein, 2014). 

o School leaders use multiple measures to assess each candidate’s alignment with the skills required for the 

position, as well as core beliefs held by the school community (Jacob, 2016; Goldhaber, Grout & Klein, 2014). 

o School leaders acknowledge and celebrate the accomplishments of teachers and other staff members (Kraft 

& Papay, 2014; Marzano, Frontier & Livingston, 2011).  

Dimension 4.2: Organizational Leadership 
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o The school implements strategies to promote teacher retention and development (Rinke, 2014; Marzano, 

Frontier & Livingston, 2011; Marshall, 2013; Bryk et al., 2010). 

o The school has strategies and career pathways to keep effective teachers engaged in, and committed to, their 

work (Rinke, 2014). 

Criterion 4.2.4: School leaders evaluate all staff and dismiss those who do not meet professional standards 

and expectations.  

o School leaders ensure the evaluation of all staff members (Marzano, Frontier & Livingston, 2011; Marshall, 

2013; Marzano, Waters & McNulty, 2005). 

o School leaders conduct constructive, reflective, growth-oriented educator supervision/evaluation 

conferences, based on multiple data sources, and connect conferences to district and school priorities, 

professional development, and student learning (Marzano, Frontier & Livingston, 2011; Marshall, 2013; 

Marzano, Waters & McNulty, 2005). 

o School leaders use supervision and evaluation processes to identify and address persistently low-performing 

staff members (Marzano, Frontier & Livingston, 2011; Marshall, 2013; Marzano, Waters & McNulty, 2005). 

o School leaders dismiss those staff members who do not meet professional standards and expectations (Chait, 

2010). 

Criterion 4.2.5: School leaders ensure that the school has established sound financial and operational 

systems and processes.  

o School leaders ensure that the organizational structure supports essential school functions, and that roles and 

responsibilities of all individuals at the school are clear (Schwanke, 2016; Marzano, 2005, Bryk et al., 2010). 

o School leaders ensure that the school meets all compliance requirements and deadlines set by the authorizer 

and the state, including the submission of annual reports, school improvement plans, financial statements, 

school audit, calendar, and student attendance (Schwanke, 2016; Sorenson & Goldsmith, 2018) 

o School leaders effectively manage the school budget and cash flow, and there is a plan for long-term financial 

sustainability (Schwanke, 2016; Sorenson & Goldsmith, 2018) 

o The school effectively manages operations, including food services, transportation, school facilities, etc. 

(Schwanke, 2016)  
 

Does the Board provide competent stewardship and oversight of the school? 1
 

Criterion 4.3.1: The Board provides strong oversight over the effectiveness of the academic program. 

o The Board describes priorities that are aligned with the school’s mission and focus on preparing all students 

for college acceptance and completion or post-secondary success (prior SQC indicator). 

o The Board conveys appropriate knowledge of academic performance of the full range of students in the school 

(prior SQC indicator). 

o The Board conveys appropriate knowledge of the behavioral performance of students in the school (based on 

above SQC indicator). 

o The Board describes school progress against accountability goals and strategic priorities based on a regular, 

data-based benchmarking process. (Brenner, Sullivan, & Dalton, 2002; Ranson, et. al., 2005; Hooge & 

Honingh, 2014) 

o The Board’s membership includes appropriate instructional expertise to provide oversight of the academic 

program (Hooge & Honingh, 2014). 

Dimension 4.3 Governance 
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o The Board has systems and structures that ensure questioning, scrutiny, and deliberation regarding academic 

performance, and monitors leadership efforts to address performance gaps (Hooge & Honingh, 2014). 

o The Board describes school progress against priorities and other schools/districts based on a data-based 

benchmarking process (Brenner, Sullivan, & Dalton, 2002; Ranson, et. al., 2005; Hooge & Honingh, 2014) 

Criterion 4.3.2 The Board provides strong financial oversight 

o The Board maintains and monitors complete and accurate financial records, and, as well, 

ensures annual independent audit/review (Panel for the Nonprofit Sector, 2015) 

o The Board reviews and approves annual budget and monitors actual performance against 

budget (Panel for the Nonprofit Sector, 2015) 

o The Board ensures significant portion of budget is allocated to priority programs that advance its 

mission and goals; also, sufficient resources are allocated for effective administration (Brenner, 

Sullivan, & Dalton, 2002; Panel for the Nonprofit Sector, 2015) 

o The Board establishes clear, written policies for paying/reimbursing expenses to those conducting 

school business (Panel for the Nonprofit Sector, 2015) 

o The Board’s membership includes appropriate financial expertise to provide oversight of the school’s finances 

(Panel for the Nonprofit Sector, 2015) 

o The Board has systems and structures that ensure questioning, scrutiny, and deliberation regarding financial 

performance, and monitors leadership efforts to ensure financial health (Panel for the Nonprofit Sector, 

2015). 

Criterion 4.3.3 The Board ensures legal compliance and public disclosure 

o The Board ensures compliance with all local, state, and federal laws and reporting requirements. (Panel for 

the Nonprofit Sector, 2015) 

o The Board makes information about governance, finances, programs, activities, impact publicly available 

(Panel for the Nonprofit Sector, 2015) 

o The Board upholds formal code of ethics with all Board, staff, and volunteers (Panel for the Nonprofit Sector, 

2015) 

o The Board adheres to conflict of interest, "whistleblower," document retention policies and procedures and 

assesses need for liability insurance (Panel for the Nonprofit Sector, 2015) 

Criterion 4.3.4: The Board maintains effective governance practices to ensure organizational viability, 

including the systematic selection and oversight of the chief executive.  

o The Board systematically recruits, supports, and assesses chief executive; provides performance incentives 

and rewards (e.g., ensures leader professional development, meaningful feedback, and criterion-based 

evaluation). 

(Brenner, Sullivan, & Dalton, 2002; Panel for the Nonprofit Sector, 2015; Alsbury & Gore, 2015) 

o The Board engages in strategic planning with chief executive when conditions support likelihood of 

productive results (e.g., not during organizational crisis, when lacking support from key leaders or capacity 

to implement). 

(Brenner, Sullivan, & Dalton, 2002; Alsbury & Gore, 2015) 

o The Board maintains clear and regular communications within the board, with chief executive, and with 

stakeholders. (Panel for the Nonprofit Sector, 2015) 

o The Board ensures questioning, scrutiny, and deliberation of school policies, budgets, and practices in 

relation to mission and vision. (Ranson, et. al., 2005) 
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o The Board establishes active, productive partnership with chief executive and with political and business 

leaders (Brenner, Sullivan, & Dalton, 2002) 

o The Board engages in periodic board self-assessment and reflects on its role when frequent chief executive 

turnovers occur. (Brenner, Sullivan, & Dalton, 2002; Panel for the Nonprofit Sector, 2015; Alsbury & Gore, 

2015) 

o The Board’s membership reflects the necessary set of professional skills and expertise to ensure organizational 

viability (Panel for the Nonprofit Sector, 2015) 
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DOMAIN 1 

 

1This dimension refers to the extent to which teachers’ classroom-based interactions are responsive to students’ 

socio-emotional needs. A positive classroom climate suggests healthy and cooperative connections between and 

among teachers, students, and their peers with little hostility or negativity. Teachers are aware of students’ needs 

and they respond to support them. Emotional support also refers to the presence of explicit teaching and learning 

about social-emotional skills in the classroom 

2 Frank & Miles (2007) note, “A study by the Consortium on Chicago School Research (Smith 1998) documents that 

fragmented schedules, unnecessary interruptions, and poor classroom management result in a loss of academic 

time for students. In some schools, only about half of the scheduled instructional time is actually used for 

instruction (Smith 1998). One of the most consistent findings from educational research is that when students are 

held to high standards and taught well, more academic instructional time improves student achievement (Marzano 

2003)” (p. 7). 

3 Frank & Miles (2007) write, “Effective use of resources does not necessarily require smaller class or group sizes 

for every subject and lesson or for all students. In elementary schools, the most effective reduction may be 

targeted or strategic temporary reduction of groups within classes (Slavin 1995; Loveless 1998). For instance, some 

high-performing elementary schools create small reading groups for part of the day by forming larger group sizes 

at other times of the day (Miles and Darling-Hammond 1998; Allington 2002). Researchers studying effective 

literacy teaching find that students with the most accomplished teachers of early reading spend nearly twice as 

much time each day in small groups—48 minutes—as compared to 25 minutes for students with teachers who are 

least effective (Taylor and Taxis 1999; Murphy 2004)” (p. 9). They further note that they are referring to “skills- 

based grouping,” that involves “formally assessing students’ skills by subject and creating small, flexible groups 

that change based on student progress assessed at regular intervals,” rather than inflexible student “tracking or 

“ability groupings.” Small, skills-based groupings can be achieved by using school-wide staff strategically. Frank and 

Miles describe one approach: “The “Success For All” model, which has demonstrated improved reading 

performance, brings all special education, bilingual, reading, and librarian instructors into the classroom for 

reading. Some models even include and train non-instructional personnel to get involved in the effort. As with all 

efforts to involve others in instruction, success requires careful supervision and explicit training” (p. 10). 

4 Teachers who assessed for conceptual understanding were more likely to use instructional change strategies (see 

2.5.4) than those who did not (Goertz, Olah, & Riggan, 2009). Goertz and colleagues conclude, “If the central goal 

of formative assessment is the improvement of instruction, then it is critical to attend to those factors and 

processes that contribute to instructional change. Teachers who assessed for conceptual understanding were far 

more likely to employ instructional change strategies that those who did not. Further, teachers who focused on 

conceptual understanding using one type of formative assessment were more likely to do so for all types of 

assessment. This suggests that analytic or diagnostic capacity is the key to effective formative assessment, 

regardless of whether those assessments are embedded within instruction, developed by teachers, or externally 

designed. And while there is no doubt that the quality of assessment tools matters a great deal, it is worth noting 

that teachers with high capacity for analyzing formative assessment information were able to draw out ideas about 

students’ conceptual understandings even using interim assessments that were poorly suited for such analyses” (p. 

173). 

ENDNOTES 
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5 Examples of accommodations include: extra time, oral reading of directions, use of spell and grammar checkers, 

calculators, speech recognition software). All students benefit to some degree from accommodation; 

howevergains for students with disabilities and English language learners (ELLs) were greater than the gains of 

their general education counterparts. (Sireci et al., 2006); IEPs should be consulted. 

6 “Timperley and Robinson’s (2001) research suggests that accessible alternative practice possibilities, which 

include new instructional methods and approaches to replace those identified as less efficacious, provide 

important lifelines for groups seeking to respond to instructional concerns uncovered through their analysis of 

student learning evidence” (as cited in Cosner, 2011, p. 793). This suggests the evidence-based collaborative work 

among teachers is enhanced in critical ways through complementary professional development and interactions 

with skillful colleagues or coaches.  

7 “Feedback is information with which a learner can confirm, add to, overwrite, tune, or restructure information in 

memory, whether that information is domain knowledge, meta-cognitive knowledge, beliefs about self and tasks, 

or cognitive tactics and strategies’ (p. 5740)” (Winne & Butler, 1994, as cited by Hattie & Timperley, 2007, p. 82). 

Hattie & Timperly add, that “feedback is not only given by teachers, students, peers, and so on, but can also be 

sought by students, peers, and so on, and detected by a learner without it being intentionally sought” (p. 82). 

Hattie & Timperley (2007) center their discussion on three central types of feedback questions: 1) Where am I 

going? This involves the information given to students and their teachers about the attainment of learning goals 

related to the task or performance; 2) How am I going? This involves providing information relative to a task or 

performance goal, often in relation to some expected standard, to prior performance, and/or to success or failure 

on a specific part of the task. This aspect of feedback could be termed the feedback dimension. Feedback is 

effective when it consists of information about progress, and/or about how to proceed; and 3) Where to next? This 

involves providing information that leads to greater possibilities for learning ,such as enhanced challenges, more 

self-regulation over the learning process, greater fluency and automaticity, more strategies and processes to work 

on the tasks, deeper understanding, and more information about what is and what is not understood. 

Hattie & Timperley (2007) cite several studies that show that feedback is differentially received by students. For 

example, De Luque and Sommer (2000) found that students from collectivist cultures (e.g., Confucian-based Asia, 

South Pacific nations) preferred indirect and implicit feedback, more group-focused feedback, and no self-level 

feedback, whereas students from individualist cultures (e.g., the United States) preferred more direct feedback 

particularly related to effort, were more likely to use direct inquiry to seek feedback, and preferred more individual 

focused self-related feedback (p. 100). 

Finally, Hattie & Timperley note that feedback is one, but not the only, powerful response to students’ learning, 

with learners who have not yet mastered core concepts, for example, refined instruction is needed, rather than 

feedback. They write, “Feedback can only build on something; it is of little use when there is no initial learning or 

surface information” (p. 100). Further, they emphasize that classroom climates that foster peer- and self- 

assessment and that allow for learning from mistakes provide essential supporting conditions for teacher and 

peer-feedback. 

8 “Programmed instruction, praise, punishment, and extrinsic rewards were the least effective forms of feedback 

for enhancing achievement” (Hattie, 2009, p. 174). 
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DOMAIN 2 

1 Supplemental Educational Services (SES) are out-of-school tutoring services provided by public or private 

agencies. Chappell et al. (2011) note, “As a provision of No Child Left Behind (NCLB, 2001), Title I schools that have 

failed to meet adequate yearly progress (AYP) for 3 consecutive years are required to offer Supplemental 

Educational Service (SES) to students eligible for free or reduced-price lunch (Bathon & Spradlin, 2007; Stullich, 

Abrams, Eisner, & Lee, 2009)….Funds to pay for SES are allocated from districts’ Title I funds and can account for 

up to 20% of these funds” (p. 1). 

Berger et al (2010) found that, averaged across five districts studied, the overall association between students’ 

participation in SES and achievement gains was statistically significant in both mathematics and reading, relative to 

non-participation (p. xviii). Similarly, a recent meta-analysis (Lauer, Akiba, Wilkerson, Apthorp, Snow, & Martin- 

Glenn, 2006) indicated that out-of-school programs positively affected the reading and math achievement of 

students at risk for school failure, regardless of whether they were offered after school, during summer months, or 

on weekends. Programs of moderate duration (45-85 hours) had the greatest impact on both reading and 

mathematics achievement and programs that focused on academics and social aspects were as effective as those 

that focused only on academics. Reading programs were found beneficial for both elementary and secondary 

students, whereas math benefits were found only at the secondary level. Further, one-to-one tutoring had the 

greatest positive effect on reading achievement, while small and mixed instructional grouping practices had the 

greatest effect on mathematics achievement. Additional studies help to refine these findings. One study, for 

example, found that volunteer tutors had a positive impact on students’ reading performance, but little evidence 

was found for math. The type of volunteer (e.g., college student, teacher, parent) did not have a differential impact 

on student outcomes (Rothman & Henderson, 2011, pp. 2-3). Showing somewhat different results, Chappell et al. 

(2011) found statistically significant effects for both mathematics and reading achievement when providers 

employed only tutors with 4-year degrees, as well as offered special education services. Math effects were also 

associated with programs that offered English language learner services and provided both initial and sustained 

tutor training. 

2 Frank and Miles (2007) report that, “Of course one-to-one tutoring is the most costly and intense form of 

individual attention. Wasik and Slavin summarize studies of five different thoughtfully designed tutoring methods 

and find them all to have positive benefits on student achievement. The models studied include Reading Recovery, 

Success for All, the Wallach Tutoring program, Prevention of Learning Disabilities, and Programmed Tutorial 

Reading. Though the programs varied in reading models, curriculum, and amount of tutoring, the most successful 

programs shared two common characteristics. First, the most successful programs had comprehensive models of 

reading and more complete instructional interventions. Second, programs that used certified or highly trained 

instructors out-performed those that used paraprofessionals. It would make sense that tutoring programs most 

closely aligned with the ongoing classroom activities and approach would also be more effective, but only one of 

the models studied (Success for All), has an integrated design and higher performance effects (Wasik and Slavin 

1993)” (p. 10). 

3 Dynarski (2008) notes that “Personal and academic needs can be addressed through a meaningful and sustained 

personal relationship with a trained adult. The adult should be responsible for addressing academic and social 

needs, communicating with the families, and advocating for the student. The adult and student should have time 

to meet regularly. Training for adult advocates is essential” (p. 17). 
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4 Interventions are structured or sequenced activities designed to influence learning or behavior in some way. 

Interventions in schools may include curricular programs, student behavior programs, special education and 

guidance activities, and extracurricular activities (Halverson, 2010, p. 136). 

5 Response to Intervention (RTI) is one well-known evidence-based, multi-level prevention system for reducing 

student behavior problems and maximizing student achievement (see www.rti4success.org for more information 

about this approach and its three tiers of intervention). Under a multi-tiered model, "at risk" means that the 

progress monitoring data indicates that a student has not made progress under their current tier or intervention, 

and is therefore in need of more targeted support. A designation of “at risk” may also be locally determined, but 

should be evidence-based and defined by specific criteria. 

6 Risk indicator data should include attendance, behavior, and course performance. Similar to risk indicators, some 

researchers also note that leading indicators provide early signals regarding whether gains are likely in the future 

or whether corrective action may need to be taken (Foley, n.d.). Leading indicators may be identified locally, 

based on analysis of trends over time, or may be drawn from the broader literature and assessed at the local level. 

Some examples of leading indicators: age and credit accumulation, early/3rd grade reading proficiency, attendance 

and suspension rates, enrollment in algebra/pre-algebra. 

7 Basic classroom preventions are similar to the concept of primary prevention, the least intensive level of the RTI 

prevention framework. This typically includes the core curriculum and the instructional practices used for all 

students, such as: 

• A core curriculum that is research-based 

• Instructional practices that are culturally and linguistically responsive 

• Universal screening to determine students’ current level of performance 

• Differentiated learning activities (e.g., mixed instructional grouping, use of learning centers, peer tutoring) 
to address individual needs 

• Accommodations to ensure all students have access to the instructional program 

• Problem solving to identify interventions, as needed, to address behavior problems that prevent students 
from demonstrating the academic skills they possess 

In addition to Tier 1 RTI (described here) some basic classroom preventions that promote the equitable treatment 

of all students include: 1) sufficient wait time 2) the use of cooperative learning and intentional small group work 

and 3) seeking multiple perspectives in whole and small group discussion 4) asking higher order questions 

equitably. 

Further, students who require interventions due to learning difficulties continue to receive instruction in the core 

curriculum (National Center on Response to Intervention/RTI, 2010, p. 10). Researchers have documented the 

positive effects of primary preventions and targeted interventions on increased student achievement (see for 

example, Burns, Appleton, & Stehouwer, 2005), but comprehensive RTI and multi-tiered models are also studied as 

ways to reduce the number of inappropriate special education referrals and grade retentions and increase 

problem-solving using student data among educators (Griffiths et al., 2007). 

8 Historically it has been challenging to evaluate the effectiveness of dropout prevention programs on raising 

student achievement due to their complex program models and the scarcity of rigorous research on dropout 

prevention (Prevatt & Kelley, 2003). However, many components of effective dropout prevention programs 

identified in Dynarski et al. (2008) have been linked directly to improved student achievement, such as academic 

support given by qualified staff (Chappell et al., 2011) and social and emotional supports to encourage positive 

relationships (Payton et al., 2008). Effective dropout prevention programs have also been linked to increased 

http://www.rti4success.org/
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student engagement, attendance, and persistence in school (Dynarski et al., 2008). In addition, a recent meta- 

analysis (in press) found that high self-concept is related to high academic performance and vice-versa, and 

concluded that intervention programs should integrate self-enhancement and skill development (Huang, 2011). 

9 A recent meta-analysis of over 700 youth development, social-emotional learning, and character education 

studies revealed that evidence-based social and emotional learning programs had many significant effects, 

including improving students’ achievement test scores by 11 to 17 percentile points (Payton et al., 2008; cited in 

Cohen & Geier, 2010; see also Durlak et al., 2011). 

10 This dimension relates to school climate that shows both high expectations and high support. A supportive 

school climate, which is based on patterns in how students experience everyday school life. Cohen and Geier 

(2010) write, “This climate includes norms, values, and expectations that support people feeling socially, 

emotionally, and physically safe. People are engaged and respected. Students, families, and educators work 

together to develop, live, and contribute to a shared school vision. Educators model and nurture an attitude that 

emphasizes the benefits of, and satisfaction from, learning. Each person contributes to the operations of the 

school as well as the care of the physical environment” (p. 1). See also Gregory, Cornell, & Fan (2011) for findings 

related Black and White suspension rates in schools with varied degrees of support and academic press. 

Studies on school climate reflect a variety of definitions and assessments and suggest this construct is multi- 

dimensional; however, the majority of assessments examine three aspects of school climate: 1) order, safety, and 

discipline; 2) teacher-student relationship, and 3) fairness and clarity of school rules (Fan, Williams, & Corkin, 2011, 

pp. 631-632). In this SchoolWorks framework, criteria pertaining to order, discipline, and the fairness and clarity of 

school rules are included in the Leadership domain. While some of the indicators reference students’ perspectives, 

they center on school leaders’ responsibilities for ensuring a safe school climate. 

A culture of high expectations is similar to the concept of academic press, meaning “the extent to which school 

members (teachers and students) experience a normative emphasis on academic excellence and conformity to 

specified academic standards” (McDill, Natriello, and Pallas, 1986, as cited by Lee et al., 1999, p. 912). 

Lee et al. (1999) found a strong relationship between levels of school academic press and school average gains in 

reading and math achievement, noting, “[I]n schools where academic press was low, reading achievement rose on 

an average of 0.57 GEs (grade equivalents) (5.7 months) and math achievement rose 0.90 GEs (9 months). In 

schools were academic press was high, reading achievement increased an average of 1.37 GEs (1 year, 3.7 months) 

and math achievement increased an average of 1.64 GEs (1 year, 6.4 months)” (p. 15). They concluded that even 

when taking into account students’ previous levels of achievement, students who attended schools with higher 

levels of academic press learn more than those who attend schools with low press. 

11 See Gregory et al. (2010) for a discussion of the importance of including both structure and support for students 

as preventative measures against school violence and bullying and to promote school safety. Additionally, recent 

research involving analysis of 5,035 ninth grade students’ responses to a school climate survey, found that schools 

low in support and structures for academic and behavioral expectations had the highest school-wide suspension 

rates for Black and White students, as well as the larger racial discipline gaps (Gregory, Cornell, & Fan , 2011). 

12 School connectedness is “the belief by students that the adults and peers in the school care about their learning 

as well as about them as individuals” (Centers for Disease Control and Prevention, 2009, as cited in Cohen and 

Geier, 2010). 

Cohen and Geier, 2010, also write, “There is a growing body of research that suggests that school connectedness is 

a powerful predictor of and/or is associated with adolescent health and academic outcomes (McNeely, 
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Nonnemaker, & Blum, 2002; Whitlock, 2006; Ruus et al., 2007; Resnick et al., 1997), violence prevention (Karcher, 

2001a, 2002b; Skiba et al., 2004), student satisfaction and conduct problems (Loukas, Suzuki, & Horton, 2006). 

Further, it is a protective factor against risky sexual, violence, and drug use behaviors (Catalano, Haggerty, 

Oesterie, Fleming, & Hawkins, 2004; Kirby, 2001).” This is if further supported by Akey (2006), who writes, 

“Although learning involves individual cognitive and emotional processes, student motivation is also significantly 

influenced by a supportive network of relationships. The likelihood that students will be motivated and engaged in 

school is increased to the extent that they perceive their teachers, family, and friends as supportive. Schools that 

engage students promote a sense of belonging by personalizing instruction and creating a supportive, caring social 

environment where adults show an interest in students’ lives in and out of school. The research on belonging in 

educational contexts is relatively new, and the direction of causality has not been definitively established. 

Nevertheless, many correlational and nonexperimental studies have shown that students who report caring and 

supportive interpersonal relationships in school have more positive academic attitudes and values and are more 

satisfied with school. Such students also are more likely to attend school, learn more, and report that they are 

more engaged in academic work” (p. 5). 

13 Definitions of school bullying typically include three key elements: physical, verbal, or psychological attack or 

intimidation that is intended to cause fear, distress, or harm to the victim; an imbalance of power (psychological or 

physical) such that children or groups of children oppress less powerful children or groups; and repeated incidents 

between the same children over time. School bullying can occur in school or on the way to or from school (e.g., on 

the school bus, on school grounds) (Farrington & Ttofi, 2009, p. 9). 

14 For the past 10 years, GLSEN (Gay, Lesbian and Straight Education Network) has been documenting the school 

experiences of lesbian, gay, bisexual and transgender (LGBT) youth: the prevalence of anti-LGBT language and 

victimization, the effect that these experiences have on LGBT students' achievement and the utility of 

interventions to both lessen the negative effects of a hostile climate and promote a positive educational 

experience. Recommendations from “The 2009 National School Climate Survey: The experiences of lesbian, gay, 

bisexual and transgender youth in our nation's schools” include: (1) Advocate for comprehensive 

bullying/harassment legislation at the state and federal levels that specifically enumerates sexual orientation, 

gender identity and gender expression as protected categories alongside others such as race, religion and 

disability; (2) Adopt and implement comprehensive bullying/harassment policies that specifically enumerate sexual 

orientation, gender identity and gender expression in individual schools and districts, with clear and effective 

systems for reporting and addressing incidents that students experience; (3) Support student clubs, such as Gay- 

Straight Alliances, that provide support for LGBT students and address LGBT issues in education; (4) Provide 

training for school staff to improve rates of intervention and increase the number of supportive teachers and other 

staff available to students; and (5) Increase student access to appropriate and accurate information regarding LGBT 

people, history and events through inclusive curriculum and library and Internet resources. 

15 Family engagement refers to a school’s family outreach initiatives and includes creating a family-friendly school 

environment, assisting families in developing the knowledge and skills needed to understand and support their 

children’s learning, communicating with families about school programs and children's progress, facilitating family 

participation in school events, and establishing alliances with supportive community organizations. 

Several recent research syntheses and meta-analyses find a correlation between parent involvement and student 

achievement (Caspe et al., 2007; Henderson & Mapp, 2002; Jeynes, 2005, 2007; Kreider et al., 2007). Jeynes 

(2005), for example, in his meta-analysis of elementary school parent involvement studies concludes, “Results 

indicate a significant relationship between parental involvement overall and academic achievement. Parental 

involvement, as a whole, was associated with all the academic variables by about 0.7 to 0.75 of a standard 
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deviation unit. This relationship held for White and minority children and also for boys and girls” (p. 237). And 

similarly, in his follow-up 2007 meta-analysis, “The results indicate that the influence of parental involvement 

overall is significant for secondary school children. Parental involvement as a whole affects all the academic 

variables under study by about .5 to .55 of a standard deviation unit. The positive effects of parental involvement 

hold for both White and minority children”(p. 82). While some factors are not directly related to school efforts, 

there is evidence that school programs and practices aimed at engaging parents and families in their children’s 

education are associated with student achievement. These SQC indicators represent school-based practices with 

the most evidence supporting that association. 
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DOMAIN 3 

1 Throughout the SQC, the term educators refers to all professional staff, including administrators, teachers, 

instructional coaches, curriculum specialists, special educators, and others professionally educated for their roles. 

The term staff, used occasionally in the SQC, refers to the full spectrum of people serving in the school, including 

but not limited to educators. 

2 The National Staff Development Council /Learning Forward (2009) defines professional development as a 

comprehensive, sustained, and intensive approach to improving teachers’ and principals’ effectiveness in raising 

student achievement that fosters a collective sense of responsibility for improved student performance and that 

may be supported by activities such as courses, workshops, institutes, networks, and conferences. 

Research has determined effects of professional development on student achievement. The Council of Chief State 

School Officers (CCSSO) conducted a meta-analysis of 16 studies that reported effect sizes of professional 

development on student achievement gains for a treatment group as compared to a control group. 12 of 16 

studies were focused on analyzing mathematics teacher professional development and effects on student 

achievement in mathematics. The mean effect size for mathematics studies using a pre-post design was 0.21. The 

mean effect size for math studies using a post-test only design is 0.13, indicating that student achievement is 

higher for students of teachers receiving professional development in math education than for students of 

comparable teachers who did not participate in professional development. The analysis of effects showed a 

pattern of stronger effects at the elementary school level than for middle or high school teachers. (Blank & De las 

Alas, 2009) 

Similarly, after reviewing a total of 1300 studies on professional development, Yoon, Duncan, Lee, Scarloss & 

Shapley (2007) at the Regional Education Lab (southwest), identified nine that met methodologically sound 

standards to provide evidence of the linkage between professional development and student achievement. With 

effect sizes over d=0.40 generally considered to show substantive instructional effects, they found an average 

effect size of 0.54, ranging from –0.53 to 2.39. The average effect size for the randomized controlled trials (5 

studies) was 0.51, ranging from 0 to 1.11. The average effect size across all 9 studies in science was 0.51; in 

mathematics, 0.57; and in reading and English/language arts, 0.53. 

3 In-house development of assessments help faculty to examine relationships between standards, curriculum, and 

student performance and to discuss the essential ideas around which they would frame their instruction (Supovitz 

& Klein, 2003). 

4 “Theoretically, induction is intended for those who have already completed basic pre-employment education and 

preparation. These programs are often conceived as a “bridge” from student of teaching to teacher of students. Of 

course, these theoretical distinctions can easily become blurred in real situations. Although the overall goal of 

these teacher development programs is to improve the performance and retention of beginning teachers, parallel 

to the induction processes common to other occupations, induction theorists have identified multiple objectives 

and emphases such programs may hold (e.g., Feiman-Nemser, 2001; Ganser, 2002). Among them are teacher 

socialization, adjustment, development, and assessment. For instance, some programs are primarily 

developmental and designed to foster growth on the part of newcomers; in contrast, others are also designed to 

assess, and perhaps weed out, those deemed ill-suited to the job. Moreover, teacher induction can refer to a 

variety of different types of activities for new teachers—orientation sessions, faculty collaborative periods, 

meetings with supervisors, developmental workshops, extra classroom assistance, reduced workloads, and, 

especially, mentoring. Mentoring is the personal guidance provided, usually by seasoned veterans, to beginning 
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teachers in schools. In recent decades, teacher mentoring programs have become a dominant form of teacher 

induction (Britton, Paine, Raizen, & Pimm, 2003; Fideler & Haselkorn, 1999; Hobson, Ashby, Malderez, & 

Tomlinson, 2009; Strong, 2009); indeed, the two terms are often used interchangeably” (Ingersoll & Strong, 2011, 

p. 203) 

“To support beginning teachers, most districts offer some form of teacher induction or mentoring, but they often 

provide a limited set of services in response to an unfunded state mandate and with modest local resources (Berry 

et al. 2002; Smith and Ingersoll 2004). We refer to this usual level of induction support as informal or low-intensity 

teacher induction, which may include pairing each new teacher with another full-time teacher without providing 

training, supplemental materials, or release time for the induction to occur. 

One policy option in response to the problems of high turnover and inadequate preparation is to support teachers 

with a formal, more comprehensive induction program during their initial years in the classroom. Support that is 

intensive, structured, and sequentially delivered is sometimes referred to as “comprehensive” induction. It is often 

delivered through experienced, trained full-time mentors and may also include a combination of school and district 

orientation sessions, special in-service training (professional development), classroom observations, and 

constructive feedback through formative assessment” (Glazerman et al., 2010, p. xxiii). 

“Overall, the studies we have reviewed provide empirical support for the claim that induction for beginning 

teachers and teacher mentoring programs in particular have a positive impact. Almost all of the studies we 

reviewed showed that beginning teachers who participated in some kind of induction had higher satisfaction, 

commitment, or retention. Likewise, for teachers’ classroom practices, most of the studies reviewed showed that 

beginning teachers who participated in some kind of induction performed better at various aspects of teaching, 

such as keeping students on task, developing workable lesson plans, using effective student questioning practices, 

adjusting classroom activities to meet students’ interests, maintaining a positive classroom atmosphere, and 

demonstrating successful classroom management. Finally, for student achievement, almost all of the studies 

reviewed showed that students of beginning teachers who participated in some kind of induction had higher 

scores, or gains, on academic achievement tests” (Ingersoll & Strong, 2011, p. 225-226). 

“For teachers who received one year of comprehensive induction, there was no impact on student achievement. … 

For teachers who received two years of comprehensive induction, there was no impact on student achievement in 

the first two years. In the third year, there was a positive and statistically significant impact on student 

achievement. In the third year, in districts and grades in which students’ test scores from the current and prior year 

are available, students of treatment teachers outperformed students of the corresponding control teachers on 

average. These impacts are equivalent to effect sizes of 0.11 in reading and 0.20 in math, which is enough to move 

the average student from the 50th percentile up 4 percentile points in reading and 8 percentile points in math” 

(Glazerman et al., 2010, p. xxv). 

5 Researchers have associated teacher collaboration with improved student achievement (Goddard, Goddard, & 

Tschannen-Moran, 2007; Louis, Dretzke, & Wahlstrom, 2009; Lomos, Hofman, & Bosker, 2011). Teacher 

collaboration is positively related to difference among schools in student mathematics and reading achievement. 

Goddard et al (2007) surveyed 452 teachers in 47 elementary schools and after controlling for student 

characteristics and school social context, demonstrated that teacher collaboration was a significant positive 

predictor of differences among schools in student achievement. Teacher collaboration has also been shown to 

mediate the relationship between leadership and achievement in schools (Goddard, Goddard, & Tschannen- 

Moran, 2007). 
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A school-wide culture of collaboration is also a key aspect of a school’s professional learning community. A 

professional learning community makes collaboration expected, inclusive of all staff, ongoing, and focused on 

critically examining practice to improve student outcomes (Seashore, Anderson, and Riedel, 2003, cited by Bolam 

et al., 2005). Louis and Marks (1998) found that student achievement was significantly higher in schools with the 

strongest professional learning communities and accounted for 85% of the variance in student achievement in 

their study. More recently, Lomos, Hofman, & Bosker (2011), in their meta-analysis of studies that explore the 

association between professional learning communities and student achievement, found an average effect size of 

0.25. 

6 Frank and Miles (2007) write, “Even though many districts add resources to create instruction-free time for 

teachers during the school day, most schools do not create daily schedules that allow enough common planning 

time for teachers to systematically improve their instructional practice. Numerous studies cite the lack of teacher 

time to work together as a critical barrier to reform (Raywid 1993; Swaim 1999; Neufeld 2005). Research suggests 

that teachers need at least three hours a week to work together to make significant improvement in instruction 

(Bodilly and Berends 1995). Research by Rowan and associates analyzing student performance data over time, 

finds that common planning time along with teacher control over instructional decisions were the two most 

important work place predictors of student performance (Rowan and Guthrie 1989). Obviously, the existence of 

common planning time alone does not predict improved student performance. As the recent study by Williams and 

Kirst makes clear, teacher collaboration that improves student results revolves around learning and implementing 

curriculum materials and instructional strategies aligned with standards and using assessment data to improve 

instruction (Williams, Kirst, and Haertel 2005).” (p. 12). 

Additionally, Cosner (2011) notes in his review of literature on school leadership practices that support evidence 

use in schools that, “Consistent with other research findings, Young’s [2006] research suggests that the 

development of a collaborative and inquiry-oriented culture supports teachers’ collaborative use of evidence” (p. 

792). Further, this work suggests that collaborative cultures develop first, followed by the development of more 

specific evidence-based, inquiry-oriented cultures, suggesting that data use may help to shape the nature of the 

collaborative culture. This work points to potential mutual effects between school cultures and data use. 

7 “Instructional coaching, as a special type of educational coaching, takes place in teacher classrooms and targets 

teacher performance during instruction (Knight, 2004; Kowal & Steiner, 2007). An instructional coach can be a 

peer, a veteran teacher, or a consultant external to the system. … Knight (2009c) defines instructional coaching as 

a partnership between a coach and teacher, where there are commitments to (a) equality in the relationship, (b) 

teacher choice in the content and process of learning, (c) empowerment and respect for varying perspectives, (d) 

authentic dialogue, (e) reflection, (f) praxis (i.e., reflection and action), and (g) reciprocity of learning between the 

coach and teacher. Whereas mentors share expertise in one direction, sharing in coaching is ‘characterized by 

parity and bidirectionality,’ (Sherris, 2010, p. 1). In order to accomplish this type of partnership, a coach holds small 

group meetings for consensus building, unpacks and models specific and desired teaching practices, and then 

individually interviews teachers, observes teacher implementation, and engages in reflective conversations 

intended to analyze teacher performance” (Teemant et al., 2011, p. 685). 

Although coaching is a popular intervention, research on the effects of instructional coaching, without respect to 

the nature or quality of implementation, shows mixed results, suggesting it may not be a solution for all schools 

(Lockwood et al., 2010). Studies that show positive effects, however, suggest aspects of coaching which are 

associated with changes in teachers’ instructional practice. For example, Teemant et al. (2011) studied the effects 

of coaching in relation to a particular instructional model and found statistically significant teacher growth across 
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seven cycles of coaching, noting significant transfer of new teaching skills from workshop to classroom, “similar to 

studies on peer coaching” (p. 691). 

8 The SchoolWorks SQC criteria on professional learning culture reflect the staff’s collective responsibility for 

student learning, a concept first developed by Lee & Smith (1996). They note that collective responsibility, 

“includes several related ideas: teachers' internalizing responsibility for the learning of their students, rather than 

attributing learning difficulties to weak students or deficient home lives; a belief that teachers can teach all 

students; willingness to alter teaching methods in response to students' difficulties and success; and feelings of 

efficacy in teaching. We devoted considerable thought to naming this factor. Although several components are 

standard measures of self-efficacy, and so this name would be appropriate, we instead chose the label to reflect 

attitudes that focus on the teacher's willingness, interest, and care for how and what all his or her students 

learned” (Lee & Smith, 1996). 

9 Relational trust concerns the necessary interdependence among individuals in order to achieve a task or goal. 

After repeated interactions with others, individuals develop expectations that are specific to that particular person 

or group. These expectations are usually around four dimensions: respect, integrity, personal regard, and 

competence in core role responsibilities (Bryk & Schneider, 2003; Louis, 2007). 

10 This criterion reflects teachers’ collective sense of efficacy, a group-level attribute that represents the collective 

beliefs of the faculty as a whole. It is a judgment of whether the school has the capacity and capability to organize 

and execute a course of action to effectively meet goals and have a positive impact on students (Goddard et al., 

2001). Goddard provides empirical evidence that collective efficacy was significantly and positively associated with 

both school mathematics (β = .39) and reading (β = .80) achievement. Further, Goddard et al. (2011) found that 

“differences among schools in student achievement were predicted directly by collective efficacy beliefs and 

indirectly by both instructional leadership and teacher collaboration.” 
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DOMAIN 4 
1 Criteria in the Governance Domain are based primarily in best practice guidance from the nonprofit sector 

because there is little research connecting school governance with student outcomes. Brenner, Sullivan, & Dalton 

(2002), for example, writes, “Empirical evidence linking school board practices with high levels of student 

achievement is so scant it is virtually non-existent.” 

2 Teachers’ perceptions in this area may temporarily falter when they perceive a second order change effort [a 

substantive break from the past that conflicts with prevailing values and norms and requires the acquisition of new 

kinds of knowledge and skills] (Marzano, Waters, & McNulty, 2005). 

3 This leadership behavior is especially important during second order change (see previous endnote) because staff 

may lose sight of how a major change initiative actually aligns with the shared purposes, vision, or values. Leaders 

may need to emphasize these connections and reasoning for staff during these periods (Marzano, Waters, & 

McNulty, 2005). 

4 This leadership behavior is especially important during second order change efforts [a substantive break from the 

past that conflicts with prevailing values and norms and requires the acquisition of new kinds of knowledge and 

skills] because staff need encouragement and support for taking risks with their learning (Marzano, Waters, & 

McNulty). 

5 This leadership behavior is especially important during second order change efforts (see previous endnote). The 

principal may need to take a strong and more visible stand to highlight the benefits of a particular change and his 

or her strong support for making it happen (Marzano, Waters, & McNulty, 2005). 

6 Teachers’ perceptions in this area may temporarily falter when they perceive a second order change effort, 

(Marzano, Waters, & McNulty, 2005). 

7 Cosner (2011) notes the importance of “diagnostic and tactical” leadership in advancing collaborative, evidence- 

based work in schools. He writes, “Hackman (1987) suggests that diagnosis allows leaders to determine what 

aspects of organizational work ‘are strongest and where improvement is most needed’ (p. 332). In contrast, 

tactical leadership emphasizes short-term planning and acting that is strengthened through the practice of 

diagnosis (Sergiovanni & Corbally, 1986).” He notes that in their study, “principals and literacy coordinators 

increasingly engaged in formal and informal collaborative planning sessions to review qualitative data, consider 

emerging information, and contemplate tactical next steps that generally emphasized supporting either 

schoolwide or grade-level evidence-based development” (p. 815-816). He concludes by stating, “qualitative data 

collection and analysis figured prominently in the practices of these leaders. However, conceptions of ‘data driven’ 

leaders often emphasize the analysis of quantitative student achievement data. Findings from this study therefore 

point to the importance of expanded conceptualizations of what it means to be a data-driven leader” (p. 819). 

8 Some researchers argue that facilitating broad-based, ongoing, strategic conversations in schools complements 

or exceeds the effects of physical school improvement plans (Davies, 2006). 

9 Beyond gaining insights and collective commitments from teachers when they are involved in decision making, 

principals gain an additional benefit. Marks & Nance (2007) found that regardless of varied state accountability 

contexts, principals perceived their own influence in the domains of supervision and curriculum and instruction to 

be greater when teachers were actively involved in decision making, suggesting there may be mutual benefits in 

sharing school leadership. 

10 Fuller et al. (2010) found relationships between teacher quality and teacher licensing and certification. This 

finding is confirmed by Goe’s (2007) research synthesis, which states, “The research highlighted in this synthesis 



31 | P a g e 

School Quality Criteria with Research Citations 
 

 

clearly suggests that licensing for mathematics teaching and a degree in mathematics are positively correlated with 

mathematics achievement in all grades but particularly in secondary school. However, social studies, science, and 

other important school subjects have not been the focus of as much research as has mathematics. It remains to be 

seen whether subject-specific degrees and licensing in these other areas are essential for high levels of student 

learning” (p. 43). 

11 Based on a large-scale study of more than 1,000 fourth and fifth grade teachers across 130 schools in New York 

City, Leana (2011) reports, “our results in New York City clearly come down on the side of teacher experience, 

showing that greater tenure in the classroom leads to higher student achievement gains. There is one caveat to 

this finding, however, and it concerns where that experience is gained. Students show stronger growth in math 

achievement when their teacher has spent more time teaching at the same grade level. The value of experience— 

and the growth in teacher knowledge that accompanies it—is found in what psychologists call contextualized 

learning or, in the case of elementary school teachers, learning how to teach children at a particular point in their 

chronological development” (p. 34). 

12 A common instructional framework “combines specific expectations for student learning with specific strategies 

and materials to guide teaching and assessment” (Newmann et al., 2001, p. 299). Newman et al. (2001) used 

survey and school observation methods to measure the level of “instructional coherence” in schools. They defined 

schools with instructional coherence as having three overarching conditions: 

1. A common instructional framework that guides curriculum, teaching, and assessment. 

2. Staff working conditions that support implementation of the framework including clear standards, hiring 

and induction procedures, teacher evaluation, and professional development. 

3. Allocation of resources such as materials, time, and staff to advance the framework. 

During a two year period, schools that improved their scores on these conditions of instructional coherence 

improved student performance more than twice as quickly as schools that did not improve these conditions. 

13 Frank and Miles (2007) write that research indicates that effective schools invest their resources in 1) changing 

the use and amount of student learning time, 2) organizing for individual attention, and 3) improving professional 

development and collaboration. Further, they note that schools weave effective resource use through all aspects of 

their design. This is reflected in the SchooWorks SQC in that these priorities are embedded in most of the major 

SQC domains (e.g., investment in professional development, collaborative structures, classroom instruction). 

In particular, Frank and Miles (2007) note that high-performing schools organize resources around four key 

strategies and related specific practices: 

1. Invest in teaching quality through hiring, professional development, job structure, and common planning time by: 

o Hiring and organizing staff to fit school needs in terms of expertise, philosophy, and schedule. 

o Integrating significant resources for well-designed professional development that provides expert support to 

implement a school’s core instructional design. 

o Designing teacher work schedules to include blocks of collaborative planning time used effectively to 

improve classroom practice. 

o Enacting systems that promote individual teacher growth through induction, leadership opportunities, 

professional development planning, evaluation, and compensation. 

2. Create individual attention and personal learning environments by: 

o Assessing student learning to adjust instruction and support. 

o Creating smaller group sizes and reduced teacher loads in high-need areas. 
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o Organizing structures that foster personal relationships between students and teachers. 

3. Use student time strategically, emphasizing core academics and literacy by: 

o Maximizing time, including longer blocks of uninterrupted time that students spend on academic subjects. 

o Varying time and instructional programs to insure all students meet rigorous academic standards. 

4. Flexibly organize staff and other resources to maximize resources for instructional design by: 

o Integrating teaching and support resources across categorical programs. 

o Using flexible job definition, work schedules, and part-time staff. 

o Investing to leverage expertise inside and outside the school organization. 

Although the “Big Four” are focused on what strategies high-performing schools use, policies and systems that are 

put in place by a district significantly impact whether and how individual school leaders are able to leverage these 

principles” (pp. 13-14). 

Extending these core principles, City notes in her dissertation study (2007) and subsequent book (2008) that 

people, time, and money are important resources in school improvement, but in her analysis of schools’ effective 

resource use, “there were other elements not on my list of quantifiable indicators that kept cropping up. Those 

elements were vision, hope, trust, ideas and energy, and they seemed to matter at least as much as people, time, 

and money and to affect the use of those resources” (p. 12). This perspective is supported by Bryk & Schneider’s 

(2002) work on trust in schools, which they concluded was “a core resource for improvement.” As with trust as a 

core resource, City argues that schools often waste precious resources by investing in areas that are not aligned 

with the school’s developmental needs (see endnote #49). In her two case studies, for example, City noted that 

school leaders invested in resources commonly cited in the resource management literature; however, as schools 

in their first year of making substantive change, educators were not yet ready to make use of those resources. City 

argues instead that cultivating vision, hope, trust, ideas, and energy would have proven a more useful investment 

of resources. She cites three main reasons that school leaders do not invest in these resources: the urgency of 

increasing student achievement now; lack of faith that investing in these cultural roots will translate to improved 

student outcomes; and lack of evidence around the pay off of investing in these ways. 

14 Some researchers argue that an explicit, clearly articulate theory of action, or a set of causal “if…then’’ 

statements is important for improving schools (Argyris & Schon, 2001; City et al. 2009). School improvement plans 

are sometimes used as a proxy for theories of action, as they attempt to articulate the necessary resources and 

actions for school improvement. 

School Improvement Plans (SIPs) are mandated by the federal government for schools officially designated as in 

need of improvement, but most schools in the nation now required formal SIPs with each state providing guides 

and templates for school assistance. Common aspects addressed across many of these guidelines require schools 

to: 1) directly addresses the problems that caused the school to be identified as a school in need of improvement; 

2) incorporate improvement strategies based on scientific research; 3) establish specific and measurable objectives 

for progress and improvement; 4) identify who is responsible for implementation of strategies; 5) include 

strategies to promote professional development and parental involvement. There are few rigorous, 

methodologically sound studies with generalizable results that investigate the impact of SIPs on school 

performance. One correlational study (Fernandez, 2011) found that, despite common templates in use, the quality 

of SIPs varied widely in relation to 17 indicators gleaned from prior research. Three components emerged from 

analysis that differentiated the quality of SIPs: 

1) Goals: how achievable, specific, relevant, and timely the improvement goals are in a SIP; 

2) Implementation: how solutions will be implemented, how program implementations are supported by 
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specific action steps for professional development, and whether professional development is 

incorporated and sustained throughout the school’s routine operations, and 

3) Assessment: a detailed plan to evaluate if outcomes are meeting specified goals and explicitly describe 

how and how often monitoring of outcomes will take place 

This study found that even when controlling for important socioeconomic characteristics of each school, the 

quality of SIPs was positively correlated to school improvement in math and reading scores and statistically 

significant. Confounding variables, however, may include the types of problems faced by schools and the 

experience level and/or skepticism of administrators and teachers in relation to school improvement, so further 

study needs to examine these and other influences on the effects of school improvement planning. These 

preliminary results suggest that either formal school planning improves school performance OR, at a minimum, a 

high-quality SIP represents some positive attribute of a school that is associated with a school’s performance 

(Fernandez, 2011). 

15 Leithwood, et. al. (2004) note: “There is a rich body of evidence about the relevance to leaders of such features 

of the organizational context as. geographic location (urban, suburban, rural), level of schooling (elementary, 

secondary) and both school and district size. Each of these features has important implications for what it means 

to offer successful leadership. For example, successful principals in inner-city schools often find it necessary to 

engage in more direct and top-down forms of leadership than do successful principals in suburban settings. The 

curricular knowledge of successful elementary principals frequently rivals the curricular knowledge of their 

teachers; in contrast, secondary principals will typically rely on their department heads for such knowledge. 

Similarly, small schools allow for quite direct engagement of leaders in modeling desirable forms of instruction and 

monitoring the practices of teachers, whereas equally successful leaders of large schools typically influence their 

teachers in more indirect ways; for example, through planned professional development experiences” (p. 8). 

In the What Works Clearinghouse IES Practice Guide, Turning Around Chronically Low-Performing Schools, Herman 

et al. (2008) identify a set of four practices that, together, are associated with leading successfully in these 

particular turnaround contexts, which they note are distinct from Comprehensive School Reform contexts and 

more general school improvement initiatives where improvement is expected over three to five years or longer. 

The set of practices they identify include: 

1) Signal the need for dramatic change with strong leadership. Schools should make a clear commitment to 

dramatic changes from the status quo, and the leader should signal the magnitude and urgency of that 

change. A low-performing school that fails to make adequate yearly progress must improve student 

achievement within a short timeframe—it does not have the luxury of years to implement incremental 

reforms. 

2) Maintain a consistent focus on improving instruction. Chronically low-performing schools need to maintain 

a sharp focus on improving instruction at every step of the reform process. To improve instruction, schools 

should use data to set goals for instructional improvement, make changes to immediately and directly affect 

instruction, and continually reassess student learning and instructional practices to refocus the goals. 

3) Make visible improvements early in the school turnaround process (quick wins). These can rally staff 

around the effort and overcome resistance and inertia. 

4) Build a committed staff. The school leader must build a staff that is committed to the school’s 

improvement goals and qualified to carry out school improvement. This goal may require changes in staff, 

such as releasing, replacing, or redeploying staff who are not fully committed to turning around student 

performance and bringing in new staff who are committed. 
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16 A number of SchoolWorks SQC reflect internal accountability mechanisms. Newmann et al. (1997) write, “In 

some schools, strong internal accountability was accompanied by compatible external accountability, but in others, 

internal accountability existed without, or even in opposition to, external accountability requirements. These 

internally generated accountability systems constituted a major source of cohesion within the school. Thus, 

internal accountability can be seen not only as a building block of organizational capacity, but also as a result or 

product of high organizational capacity. That is, a school's commitment to monitor its progress and offer its own 

set of rewards and sanctions can lead to higher consensus and skill development among staff. Or, strong, clear 

consensus on a school's mission can lead to building an internal system of monitoring, with rewards and sanctions 

at the school" (p. 48). 

17 Building trust in schools can be understood as a developmental process whereby trust-building activities are 

designed to expand the levels of trust currently apparent in a school. Kochanek (2005) identifies three 

developmental levels of trust building activity: 1) setting the stage for positive interactions (communicating a vision 

of doing what is best for children/students and reshaping the faculty to create a cohesive, competent team), to 2) 

fostering low-risk exchanges (engaging staff in small, successful activities, promoting small group interactions to 

ease perceptions of vulnerability, using daily social interactions to ease vulnerability, modeling behavior to 

promote successful low-risk interaction, planning special events to promote positive low-risk interactions) and 3) 

creating opportunities for high-risk interactions (implementing formal structures of high-risk interaction, such as 

regularly scheduled, instructionally focused meetings where teachers’ data and instruction are discussed or 

forming policy development committees, or promoting peer review and evaluation; pursuing a strategic plan of 

action; shifting control from administrators to teachers). Although many of the SchoolWorks SQC reflect 

assumptions of high levels of trust in a school, it is the head of school’s, or principal’s, responsibility to monitor the 

level of trust in the school and to select and promote developmentally-appropriate activities to improve school- 

wide relational trust as a foundation for school-wide improvement. 

18 This dimension requires that principals not only understand how to implement a quality supervision and 

evaluation process, but also understand its value for improving school-wide and classroom-based practices. 

Sartain, Steolinga, & Krone (2010) conclude from a first year study of principals’ use of a high-quality evaluation 

framework that, “Successful implementation of a rigorous evaluation system requires changing the way 

practitioners and district leaders think about teacher evaluation. While introducing a high-quality teacher 

evaluation tool is an important step in revamping evaluation practices, changing the evaluation process also 

requires a long-term shift in the way people think about teacher evaluation. While the majority of principals in the 

first year were highly engaged and enthusiastic, a little less than half of the principals had more mixed or negative 

perceptions. Many of the more negative principals revealed attitudes and assumptions about evaluation (for 

instance, “just knowing” if a teacher is good) that need to be addressed if teacher evaluation practices are to 

improve. Truly transforming teacher evaluation relies upon finding ways to shift perceptions among principals who 

do not see the value in deeper evaluation practices” (p. 9). 

Further, studies indicate that effective evaluation systems attend to both accountability and professional growth; 

however, current practices over-emphasize evaluation for accountability purposes at the expense of supporting 

educators’ professional growth (Colby, 2002). 

19 This indicator relates to supervising the work of other school leaders. Distributing leadership does not absolve 

the principle of accountability for results; thus, the principal must invest in supervising other leaders, providing 

feedback, and if necessary, intervening in their efforts. 
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20 In their study of teacher evaluation and professional learning, Tuytens & Devos (2011) found that teachers do 

undertake professional learning activities after receiving principal feedback and that most teachers perceived 

feedback from the school leader as useful. They conclude, “This finding might indicate that the tide is turning for 

teacher evaluation. Whereas Frase and Streshly (1994) suggest that the lack of useful feedback has been one of 

the major weaknesses of teacher evaluation, our study should encourage school leaders and teachers to be 

optimistic about teacher evaluation and its possible impact on teachers professional development.” 

21 In their study of identifying effective teachers, Gordon, Kane, & Staiger (2006, as cited by City, 2007) argue that 

the least effective teachers not be promoted to tenure track positions and that teacher effectiveness be assessed 

through multiple means, including student achievement and principal, peer, and student evaluations. 

Arguing for the removal of ineffective and oppositional teachers as a culture building strategy, Kochanek (2005) 

writes, “Trust is more easily built between people with similar interests. Thus, setting the stage for trust formation 

may include reshaping the faculty to bring together teachers with more compatible beliefs. For example, a faculty 

characterized by racial tensions has major barriers to building trust. Significant individual change would be necessary 

before trust could be built within the group. Trust is more likely to develop if the principal removes certain key 

individuals and hires more compatible personalities. In addition, the removal of oppositional personalities helps to 

rewrite or erase possible negative organizational histories so that new members are not socialized into the status quo 

but may move the organization forward by being open to new modes of interactions (Levitt March, 1988)” (p. 21). 

22 Tutyens & Devos (2011) write, “The concept of leadership content knowledge was first discussed by Stein and 

Nelson (2003) who believe that ‘professional development for teachers is not sufficient to change instructional 

practice, especially across an entire system. . .(p)rincipals must not only be capable of providing professional 

development for their teachers, but also have the knowledge, skills and strength of character to hold teachers 

accountable for integrating what they have learned in professional development into their ongoing practice’ (p. 

425). Leadership content knowledge includes the knowledge of a school leader about an academic subject and the 

way this subject is taught and learned (Nelson & Sassi, 2005)…. Spillane and Louis (2002) argue that ‘Without an 

understanding of the knowledge necessary for teachers to teach well - content knowledge, general pedagogical 

knowledge, content specific pedagogical knowledge, curricular knowledge and knowledge of learners - school 

leaders will be unable to perform essential school improvement functions such as monitoring instruction and 

supporting teacher development.’ (p. 97)” (pp. 893-894). 

23 Tuytens & Devos (2011) note, “Studies show that feedback only leads to improvement and development when 

teachers perceive the feedback as accurate and useful (Feys, Libbrecht, Anseel, & Lievens, 2008; Kinicki et al., 

2004), and then show in their own study that teachers’ perceptions of the accuracy and usefulness of feedback 

from their supervision/evaluation conferences mediates teachers’ subsequent professional learning. 

24 Data are empirical pieces of information that educators can use to make instructional and organizational 

decisions (What Works Clearinghouse, 2009). The term data in the SchoolWorks SQC refer to multiple and varied 

sources of classroom- or school-specific information. These data sources may include, but are not limited to, 

standardized student achievement data, curriculum unit test results, individualized assessment results, interim or 

formative assessment data, student work or performance results, teacher or parent observations, student or 

parent interviews, instructional practice data, or goal implementation data. 

A data culture includes attitudes, values, goals, behavioral norms, and practices, accompanied by a school-wide 

vision for data use, that convey a group’s appreciation for the important role that data plays in decision making. It 

includes the recognition that data collection and the use of data are an ongoing part of educators’ responsibilities 

as they work to influence and inform instruction and school improvement (What Works Clearinghouse, 2009). 
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25 Armstrong & Anthes (2001) found three primary categories of data in use: demographic (e.g., gender, ethnicity, 

years in district, attendance, teacher certification, school enrollment), achievement (e.g., student results on 

multiple types of assessments), and instructional-processes data (e.g., records of curriculum or programs, 

classroom practices, student grouping) (p. 38). 

Results of descriptive case studies indicate that types of data collected determine types of decisions made (Mason, 

2002, as cited in Lachat & Smith, 2005; Armstrong & Anthes, 2001). While a combination of demographic, 

achievement, education program, and perception data informed improvements at the school level (e.g., programs, 

curricula, goals), Pardini (2002) found that teachers were better able to modify their instructional strategies when 

they had current information about students’ skill levels and proficiencies (Lachat & Smith, 2005, p. 335) 

26 Tools that support data-based action may include data analysis protocols, goal monitoring reports, assessment 

links to curriculum guides, state or district websites, banks of assessment items. Cosner (2011) notes that, 

“Research also suggests a variety of enabling organizational conditions that offer support for the substantive 

inquiry-oriented work embedded in evidence-based collaboration. The adoption and publication of an overarching 

inquiry model or process that broadly guides evidence-based work by making explicit the subtasks that underlie 

evidence-based collaboration proves to be an important roadmap to teachers as they embark on such work (Eylon 

et al., 2008; Lai & McNaughton, 2009; Timperley, Parr, et al., 2009). Like- wise, teacher training in inquiry processes 

(Lai & McNaughton, 2009; Tim- perley, Annan, et al., 2009) and the development of an inquiry-oriented 

schoolwide culture have also been found to play a role in supporting evidence- based teacher collaboration (Earl & 

Timperley, 2009; Nelson, 2008; Timperley, Annan, et al., 2009). Accordingly, Nelson (2008) argues, “teachers need 

support for both the processes of inquiry and for the creation of an environment that models, nurtures, and 

embeds an inquiry stance” (p. 579). Moreover, this literature tends to encourage the use of discussion protocols, 

conversational tools designed to direct collaborative, inquiry-oriented teacher conversations (Gallimore et al., 

2009; Lai & McNaughton, 2009; Levine & Marcus, 2010; Little & Curry, 2009; Little, Gearhart, Curry, & Kafka, 2003). 

Such protocols “define relevant artifacts for scrutiny (student work, lesson plans, tasks and assignments, 

assessments) establish guiding questions for considering those artifacts, and structure both participants roles and 

the use of time” (Little & Curry, 2009, p. 30) in ways that “help groups get past cultural norms of privacy and non- 

interference” (Little, 2009, p. 110). That being said, there is also considerable agreement that discussion protocols 

should be used in flexible and creative ways (Little, 2009) and by skilled facilitators (Gallimore at al., 2009; Levine & 

Marcus, 2010; Little & Curry, 2009; Nelson, 2008)” (pp. 793-794). 

27 Multiple studies (Waters, Marzano, & McNulty, 2003; Owings, Kaplan, & Nunnery, 2005; Alig-Mielcarek, 2003) 

indicate that instructional leadership is correlated with student achievement, meaning as instructional leadership 

increases, student achievement also increases, and vice versa; however, studies have not established that 

instructional leadership causes or has direct effects on student achievement. Instead, researchers have shown that 

instructional leadership achieves indirect or mediating effects on student outcomes by influencing the quality of 

the school’s professional community and culture. 

Instructional leadership practices have substantive overlap with supervision practices and definitions have 

expanded from focusing only on the principal’s role in instructional leadership to other school leaders’ and 

colleagues’ roles. For example, Glick, Gordon, and Ross-Gordon (2006) describe five overlapping tenets of 

instructional leadership and supervision (as cited in Glanz, Shulman, and Sullivan, 2007, p. 21): 

○ A collegial rather than a hierarchical relationship between teachers and formally designated supervisors. 
○ Supervision as the province of teachers as well as formally designated supervisors. 
○ A focus on teacher growth rather than teacher compliance. 
○ Facilitation of teachers collaborating with each other in instructional improvement efforts. 
○ Teacher involvement in ongoing reflective inquiry (Gordon, 1997, p. 116). 
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28 Cosner (2011) notes in his review of leadership literature that, “From a planning and accountability standpoint, 

principals have also been found to support the development of evidence-based practices by setting organizational 

goals and expectations and creating press for using evidence (Supovitz & Klein, 2003)." (p.791). Here, he suggests 

that the principal exerts expectations and accountability for data use and a school-wide evidence-based culture. 

He also notes that, principal agenda setting, or “leadership in articulating rationale, setting expectations, and 

structuring time and teachers’ learning about data (Young, 2006, p. 523)” contributes to the development of a data 

culture in schools. Finally, he notes that in their study, to create “press for grade-level teams to initiate and work 

to strengthen over time their collaborative practices and outcomes” school leaders gave the full faculty, as well as 

teacher teams, “targeted feedback” and made evidence-based collaboration public to their colleagues across the 

school” (p. 804). This accountability function, he states, was typically provided by the school principal because this 

role had the necessary authority to create and press these expectations. 

29 Blanc et al. (2010) describe a wide range of skills needed for leading a data-driven culture and argue that school 

leaders need opportunities to develop this knowledge base and practice related skills: “As learning leaders, 

principals and teacher leaders need deep content knowledge and strong facilitation skills to lead the kinds of 

deliberative conversations that make discussions of interim assessment results opportunities for teacher learning. 

School leaders must ensure that the interpretation processes in instructional communities are rife with 

opportunities for teachers to question their understanding of the pedagogy embedded in curricular frameworks 

and instructional materials. They need to learn how to frame conversations about assessment data so that 

teachers understand the connections to larger school improvement priorities and to the school’s curriculum. They 

need to know how to pose questions in ways that invite teachers to talk openly about curriculum concepts, how 

their students learn best, what instructional practices have worked and those that haven’t, what additional 

curricular resources they need, what they need to learn about content, and where they might seek evidence-based 

instructional strategies that would address the learning weaknesses of their students. They also need to know how 

to steer teachers away from inappropriate use of data to predict performance on standardized tests. School 

leaders need opportunities to develop this knowledge base and practice these skills” (p. 223). They add, “In the 

absence of leadership and instructional communities that are able to engage deeply and reflectively with interim 

assessment data, interim assessments can all too easily—and incorrectly—be positioned as activities that provide 

simple information that will help students and schools succeed within an environment of high-stakes 

accountability.” 

30 While “curriculum” typically refers to the content of teaching or what students are taught, there are a variety of 

interpretations throughout the field regarding what that actually means in practice.  Marzano (2003) explains 

three types of curricula identified in the Second International Mathematics Study (SIMS): the intended curriculum, 

the implemented curriculum, and the attained curriculum. “The intended curriculum is content specified by the 

state, district or school to be addressed in a particular course or at a particular grade level. The implemented 

curriculum is content actually delivered by the teacher, and the attained curriculum is content actually learned by 

students” (p. 23). He defines “classroom curriculum design as the sequencing and pacing of content along with the 

experiences students have with that content” (p. 107). He goes on to note the limitations of teachers relying too 

heavily on the design of textbooks for guidance in making those decisions. 

Ball & Cohen (1996) argue that, “While ‘curriculum’ is often taken to refer strictly to the textbook or curriculum 

materials, the enacted curriculum [i.e., the implemented curriculum] is actually jointly constructed by teachers, 

students, and materials in particular contexts” (p. 7). They then explain: “As teachers enact curriculum in and with 

their classes, they work across five intersecting domains. First, teachers are influenced by what they think about 

their students, about what students bring to instruction, students' probable ideas about the content at hand, and 
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about the trajectories of their learning that content. Second, teachers work with their own understanding of the 

material, which shapes their interpretations of what the central ideas are, how they hear, evaluate, and respond to 

students' ideas, and how they decide how to focus and frame the material for students. Third, teachers fashion the 

material for students, choose tasks or models, and navigate instructional resources such as textbooks in order to 

design instruction. Fourth is the intellectual and social environment of the class. Teachers must keep their eye on 

the group, and on the ways of knowing, interacting, and working that seem possible. This requires attention to 

patterns and norms of discourse, the nature of tasks, and the roles played by the teacher and students. Finally, 

teachers are influenced by their views of the broader community and policy contexts in which they work, and by 

the expressed ideas of parents, administrators, and professional organizations. They variously apprehend and 

interpret messages about goals for instruction and about good teaching, and their interpretations play a role in the 

way they shape the curriculum.” 

The benefits of articulating a curriculum, in whatever form it takes, include ensuring that all students have 

equitable access to learning what is considered most important to educators and the communities they serve. At 

the district/school level, the curriculum, which is typically based on state standards, may be articulated in more 

detail through documents summarizing what is to be taught (i.e., the subject matter focus) at each grade level in 

each subject (e.g., content standards and benchmarks, learning expectations, curriculum frameworks, maps, or 

pacing guides) and/or a set of curriculum materials or instructional programs (e.g., texts, units, and other teaching 

resources) issued for each subject at each grade level, all of which may vary significantly in their specificity. 

However, as Marzano (2003) and Ball & Cohen (1996) have articulated, in practice, the reality of what is actually 

taught is much more complex than such documents and materials would indicate. At the classroom level, the 

curriculum may include teacher-designed or adapted units and lessons that incorporate materials issued by the 

district or school, as well as additional instructional materials selected or created by the teacher. Even in the case 

of mandated, scripted curriculum, in the process of instruction, what is taught will differ across classrooms 

depending on the students, the teachers, and other contextual variables. Furthermore, the “what” and the “how” 

of teaching (i.e., curriculum and instruction) are inextricably linked and cannot be fully separated. For example, 

different questions or academic tasks focused on similar curricular goals will develop different skills, knowledge, 

and understandings among student learners, with inevitable individual variation in what is learned as well, 

depending on what students bring to their learning experiences. Thus, a view of “curriculum” as “what is taught 

when” should consider the implemented (or enacted) as well as the intended curriculum. And a continuous 

improvement process should also take into account the attained curriculum, as reflected by student performance 

data from a variety of formative and summative assessments. 

31 See Instruction domain for related description of engaging and challenging instruction. 

32 Researchers note frequent differences in the documented curriculum, or the written curriculum that is intended 

to be taught, and the enacted curriculum, or the curriculum as it is implemented or taught in the classroom (Kurz 

et al., 2010; Cohen & Ball, 1999; Marzano, 2003). 

33 See endnote 44 regarding instructional frameworks. 

34 This leadership behavior is especially important during second order change efforts 

35 This leadership behavior is especially important during second order change efforts. Marzano, Waters, & 

McNulty (2005) explain, “For example, assume that a school has decided to institute a standards-based report 

card. Additionally, the leadership team has determined that the staff perceives the initiative as second order in 

magnitude [i.e., is perceived as a break from the past, requires new knowledge, skills, and resources, conflicts with 
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prevailing values and norms, and may be resisted because it is perceived as unnecessary]. To effectively execute 

this responsibility, the school leader would carefully study how the new report card would affect the current 

curriculum. One thing she might discover is that the current curriculum, which consists of course outlines, provides 

teachers with wide latitude in the course content they may include and exclude. Implementation of a standards-

based report card will greatly diminish this latitude. Because teachers will have to report on students’ progress in 

certain areas of knowledge and skill, they will certainly have to address those areas of knowledge and skill in their 

classes. In effect the new report card will standardize the curriculum and influence how every classroom teacher 

executes instruction and assessment. Understanding the impact the new report card will likely have on curriculum, 

instruction, and assessment might be critical to developing strategies to ensure the success of the innovation” 

(pp.117-118). 

36 The effect of teachers' trust in the principal becomes less important when shared leadership and professional 

community are present (Wahlstrom & Louis, 2008); however, the development of shared leadership and a healthy 

and responsible professional community is usually the result of trust building over time (see endnote #43). 

37 This leadership behavior is especially important during second order change efforts and must be targeted 

toward the specific change being implemented; the goal is to stimulate the staff’s curiosity about the change being 

implemented (Marzano, Waters, & McNulty, 2005). 

 

i Robust research on school and classroom discipline shows that white teachers are more likely to evaluate the behavior 
of Black students, particularly black boys, as disruptive.  Wright’s research finds:  “that African American students with 
more African American teachers are suspended less often, suggesting the underrepresentation of African-American 
teachers has important implications for black-white gaps in school discipline” (2015). 
ii Cook et. al performed an RCT study in Chicago that assessed the impact of academic tutoring with social, cognitive skill 
development (self regulation, social information processing, conflict resolution and grit). This study was small but high 
quality, and it is supported by the work of Dobbie & Fryer, 2011.  
iii Taylor et. al find that students in online recovery courses who had instructionally supportive face to face mentors had 
“higher credit recovery rates” and that credit recovery rates were similar to their face to face counterparts.” (p. 7). In 
the study “instructionally supportive mentors were more likely to be certified (math) teachers and spent “20 percent or 
more of course time providing (face to face) instructional support.”(p. 9)  
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