
Effective implementation of evidence‐based practices in reading requires detailed knowledge and 
skills that are often not fully developed even after several years of teaching experience (e.g., ad‐
vanced knowledge in data utilization, sophisticated ability to differentiate instruction and knowl‐
edge of highly specialized supplementary and intervention programs and the skills to use them 
effectively).  These skills often must be developed deliberately and explicitly as part of a school 
improvement initiative (e.g., Reading First, RTI) with ongoing professional development.  To 
achieve a unified goal—that all students will read on grade level by the end of third grade—a uni‐
fied system of training and support is needed.  A statewide, internally consistent, long‐term ap‐
proach to professional development can be developed when the state education agency (SEA) 
takes a leadership role in defining and guiding professional development in the state.  With a 
strong professional development infrastructure in place, effective reading instructional practices 
will be widely implemented and sustained over time. 

What are some examples of 
professional development 
infrastructures states have 
established? 

States can develop a profes‐
sional development system 
to support and extend learn‐

ing opportunities for teachers 
in perfecting their skills in sci‐
entifically based reading in‐
struction.  Some key indicators 
are described on page 2 with 
specific examples of how states 
and other organizations have 
developed these structures.  

Please see the table on the next 
page to learn how some states 
have developed infrastructures 
to support professional devel‐
opment related to reading. 

Professional Development: Infrastructures That Work 
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P r o f e s s i o n a l  D e v e l o p m e n t  
 

W h a t ’ s  I n s i d e  

• Professional Devel-
opment  

• Follow-up Training 
to Supplement Ini-
tial Training 

• Professional Devel-
opment Infrastruc-
tures that Work 

• Professional Devel-
opment Goals: Get-
ting Started 

tured collaboration between 
colleagues is needed to achieve 
and sustain the desired training 
outcomes.  While many Read‐
ing First schools have had fund‐
ing for a full‐time reading coach 
throughout the implementa‐
tion stage, this position is often 
threatened as Reading First 
funding is reduced or elimi‐
nated.  Many state officials—
and even the U.S. Department 
of Education leaders—have 

Follow-up Training to Supplement Initial Training 
How can states ensure that 
the follow up needed to suc‐
cessfully implement initial 
training is available? 

Even the most engaging ini‐
tial training cannot assure 
that the knowledge and skills 
covered will be implemented 
successfully in the “real 
world” of the classroom.  
Often, follow‐up coaching in 
the classroom and/or struc‐

suggested using other federal 
funds or using local funds  to 
continue funding the coaching 
position.  Other schools have 
looked at the essential func‐
tions of coaching  to determine 
how these activities can be ful‐
filled in other ways, thereby 
continuing to meet the need for 
in‐class follow‐up and in‐school 
collaboration following initial 
training. 

E x a m p l e s  a n d  
T o o l s  

• Use Federal Funds 

• Use Local Funds    

• Essential Coaching 
Functions  

• State Standards for 
High Quality Profes-
sional Development 

• State Reading 
“Institutes” 

• Washington State’s 
Teacher Needs 
Assessments  

• Professional Devel-
opment Resources 
Organized by Role 

• Guidelines for Pro-
fessional Develop-
ment Training Activi-
ties 

 

FOR STATE LEADERS 

Structuring State Professional Development to Sustain 
Scientifically Based Reading Instruction 
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Sustainability is the 
ability of a program 
to operate on its 
core beliefs and 
values (its reading 
culture) and use 
them to guide 
essential and 
inevitable program 
adaptations over 
time while 
maintaining 
improved outcomes. 

Adapted from Century 
and Levy, 2002 
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Indicators State Strategies and Examples 

A policy or position statement on 
what constitutes high quality PD 
for evidence‐based reading 

Some states have embedded expectations for PD in legislation, state policy, 
or state standards for high quality professional development .  Such state‐
ments provide clear guidance to the SEA and to LEAs about the kinds of 
training activities they should be planning and supporting related to reading.  
These can be written or revised to support use of scientifically‐based reading 
practices. 

A structure for ensuring that all 
state PD in reading develops and 
supports a common vision of 
reading  

State reading “institutes”  and similar clustering of workshops exemplify the 
practice of structuring multiple trainings for those in various roles around a 
common purpose and vision for reading instruction.  A series of training 
topics are designed to be interrelated and to build upon each other to de‐
velop the knowledge and skills needed to implement and sustain a system of 
effective practices. This common vision can also be strengthened through 
collaboration across programs that share a reading focus (e.g., Reading First 
and Title I or special education—RTI). 

Tools that enable educators to 
identify professional develop‐
ment needs in the areas of effec‐
tive reading instruction 

Some states, such as Washington State, have developed teacher needs as‐
sessments  aligned with the state reading standards designed to help edu‐
cators identify specific skills and knowledge that they should address in their 
professional development, based on student performance results. 

A means for making PD activities 
available on an as‐needed and 
on‐going basis—to anyone, 
anywhere, anytime  

Several states have developed the infrastructure to make professional devel‐
opment resources and activities available on‐line.  These range from simply 
posting resources such as workshop PowerPoint presentations on a web‐site 
such as Just Read, Florida!, to highly developed sequences of activities com‐
bining self‐study of on‐line training materials with real‐time, face‐to‐face 
collaboration to facilitate understanding and implementation of the new 
knowledge and skills such as Pennsylvania’s use of eMBEDDED LEARNING 
tools. When materials are posted and learning is facilitated in this manner, 
the need to have everyone in the same place at the same time to learn the 
same content is eliminated, and expert trainers become available anyplace, 
anytime, to anyone.  The net result can be decreased training costs and 
increased effectiveness. 

A user‐friendly source for ac‐
cessing PD information and tools 
related to reading instruction  

Several states are using the internet as an effective tool to disseminate re‐
source materials to interested parties.  When utilizing the internet in this 
way, states should be careful to ensure ease of accessibility and a clear or‐
ganization structure for the information it is providing to users.  Some states 
organize resources by topic name, others by role for which the resource will 
be most beneficial.  Resources such as PowerPoints, reports, plans, and 
clickable calendars and agendas have been posted for easy retrieval on state 
websites. 

State guidance on recommended 
PD practices and allowable ex‐
penditures  

   

Some states have developed and shared with their schools: 
a)  guidelines for the kinds of training activities  they offer in reading 

to LEAs,  
b)  training requirements for discretionary grants from the SEA to the 

LEA or 
c)   interpretation of federal or state policy related to reading improve‐

ment initiatives. 
   

 Professional Development: Infrastructures (cont.) 

Read  and            
Lea rn  More  

Three Ways to Fund 
Literacy Coaching 



There are many possible starting points in building your state’s professional development infra‐
structures. See the table below for some ideas.  
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Professional Development Goals: Getting Started 

RMC Research Corporation 
1501 Wilson Boulevard, Suite 1250 
Arlington, VA 22209 

This publication was created by RMC Research Corporation under contract ED04CO0041 
with the U.S. Department of Education. The views expressed herein do not necessarily repre-
sent the policies of the U.S. Department of Education. No official endorsement by the U.S. 
Department of Education of any product, commodity, or enterprise in this publication is 
intended or should be inferred. 

It is possible to: By: 

Engage stakeholders and collaborate 
across work group lines—to focus on 
high quality PD in reading 

• identifying common ground, common vision and common goals; 
and 

• putting responsibility for state reading improvement as close to 
the office of the Chief State School Officer as possible.  

Transform the quality and effectiveness 
of state PD in reading  

• agreeing what characterizes “high quality PD”; 
• defining “mission‐oriented” PD; 
• driving PD efforts with the reading vision; 
• developing a culture around PD to improve reading outcomes; 

and 
• implementing goal‐oriented PD, with goals as student outcomes. 

Make “transformative training” in read‐
ing widely available  

• making training elements and resources available on‐line; 
• incorporating high quality PD elements across programs within 

the SEA; and 
• building them into grant programs, state initiatives and standards 

(curriculum; program; pre‐service licensing standards).  

Work toward providing the follow‐up 
support educators need to successfully 
implement the PD they receive related to 
reading improvement  

• advocating for support for reading coaches in schools; 
• providing reading coach training within existing programs that 

train reading specialists, master’s level teachers and principals; 
• adding certification training in effective reading coaching through 

on‐campus and on‐line training and mentoring for new coaches; 
and 

• highlighting examples of district support for reading coach posi‐
tions. 





Sustainability: Essential Coaching Functions Worksheet 


 


Directions: 
One strategy in achieving Reading First Sustainability is to either find funding to retain the coach position or identify the essential 
roles and functions of the coach and determine how to maintain those in other ways/with other staff. This template could be used 
as a tool for planning alternatives that retain the functions of a coach if the position of coach is eliminated. 
 


Essential Function 
Who Could Do 


This Now? 
Actions Needed to  
Make This Change Person Responsible Time-Line 


Build knowledge and skills of teachers. 


 


 


 


    


Identify, coordinate, and provide on-site 
professional development. 


 


 


 


    


Support and monitor implementation of SBRR 
programs and practices. 


 


 


 


    


Help teachers learn to use data to plan and 
modify instruction, group children, identify 
students for intervention.  


 


 


 


    


Guide grade level teams in solving problems 
and setting/meeting instructional goals. 


 


 


 


    







Essential Function 
Who Could Do 


This Now? 
Actions Needed to  
Make This Change Person Responsible Time-Line 


Assist the principal in coordinating materials 
acquisition, assessments, scheduling, and 
collaborating with other programs and funding 
sources in the building. 


 


 


    


Support teachers in the change process and 
implementing new programs and instructional 
strategies. 


 


 


 


    


 


 


 


 


    


 


 


 


 


    


 


 


 


 


    


 


 


 


 


    


 


 


 


 


    


 



sudnickb

Text Box

LaRock, V. (n.d.).  Sustainability: Essential Coaching Functions Worksheet. Eugene, OR: Western Regional Reading First
    Technical Assistance Center.  












FLORIDA DEPARTMENT OF EDUCATION


STATE BOARD OF EDUCATION Jeanine Blomberg 
Commissioner of Education T. WILLARD FAIR, Chairman 


Members 
DONNA G. CALLAWAY 


DR. AKSHAY DESAI 


ROBERTO MARTÍNEZ 


PHOEBE RAULERSON 


KATHLEEN SHANAHAN 


LINDA K. TAYLOR 


March 14, 2007 


M E M O R A N D U M 


TO: Reading First School Superintendents 
  District  Reading First Coordinators 


FROM: Evan Lefsky, Ph.D. 
Executive Director, Just Read, Florida! 


SUBJECT: Sustaining Reading First Reading Coach Services 


This memo is intended to clarify the expectations of the Just Read, Florida! Office related to 
sustaining reading coaches for the last year of Reading First and also into the years when 
Reading First funds will no longer be available. Reading coaches have been an integral part of 
the success of the statewide reading initiatives over the last few years, and we believe that 
maintaining reading coaches is crucial to sustaining our Reading First efforts.  


As stated in a previous memo, the 2007-08 school year will be the last year that Reading First 
will be funded unless reauthorized by the United States Department of Education (USDOE).  
The Florida Reading First grant distributed funds through the use of a declining funding model, 
which allowed the state to fund more schools for a longer period of time and also provided 
districts the opportunity to plan for sustaining the Reading First efforts once Reading First funds 
were no longer available. This model has given districts the opportunity to sustain efforts as the 
funding declined using a combination of Reading First funds and other resources, including but 
not limited to, Title I, IDEA, Research-based reading instruction allocation, and SAI.   


EVAN B. LEFSKY, PH.D. 


EXECUTIVE DIRECTOR, JUST READ, FLORIDA! 


325 W. GAINES STREET, ROOM 1548 • TALLAHASSEE, FL 32399-0400 • (850) 245-0503 • www.fldoe.org 







Memorandum to Reading First School Superintendents, District Reading First Coordinators 
Page 2 


The Reading First grants were awarded prior to the reading allocation being a part of the Florida 
Education Finance Program (FEFP).  Currently, $111.8 million dollars is dedicated to reading 
instruction in the state of Florida, and this year there is a request of a 23% increase to the reading 
allocation, amounting to an additional $26 million.  One of the requirements of the K-12 Reading 
Plan is that districts must ensure that the number of state, federal, or locally funded reading 
coaches is increased over the previous year and prioritized based on school need.  Due to the 
possible increase in funding, and the requirement for districts to increase the number of reading 
coaches, the expectation of the Just Read, Florida! Office is for Reading First districts to 
maintain or increase the reading coaches in Reading First schools by using the reading 
allocation of the FEFP or any other applicable funding source to supplement Reading First 
funding in order to sustain reading coaches. 


If you have any questions or concerns, please contact Cari Miller, Director of Reading First at 
850/245-0503 or via email at Cari.Miller@fldoe.org. Thank you for your support of Reading 
First and its many benefits to the children in your district.   


EBL/cm 


CC: RFPD Regional Coordinators 
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• For Teachers 
• For Coaches 
• For 


Administrators 
• For Parents 
• For Researchers 


  


  home >> For Teachers   


            


 


• About  
• Mission  
• Center Research  
• Presentations and Publications  
• Curriculum and Instruction  
• Assessment Programs  
• Progress Monitoring and  


Reporting Network 
• Training/Technical 


Assistance Projects 
• Professional Development 
• Interventions for Struggling Readers 
• PIRT Doctoral Training  
• Resources/Partners/Links 
• FCRR Media/Podcasts 
• Employment Opportunities 


 


A Florida State University Center  


  


Curriculum and Instruction  


FCRR Reports  
For Parents 
FCRR Media/Podcasts 
Frequently Asked Questions about the K-5 Student 
Center Activities 
Differentiated Reading Instruction: Small Group 
Alternative Lesson Structures for ALL Students (PDF) 
K-1 Student Center Activities (2005) 
K-1 Student Center Activities (Revised, 2008) 
2-3 Student Center Activities (2006) 
4-5 Student Center Activities (2007) 
Empowering Teachers 
Frequently Asked Questions About Reading Instruction 
Comprehensive Glossary of Reading Terms (PDF) 


 


 


   







 Assessment Programs  


Reading Assessment at the Elementary Level  
Reading Assessment at the Middle and High School 
Level  
Pre-Kindergarten and Kindergarten Emergent Literacy 
Skills Assessments 
Reading First Assessment Plan Documents 
Assessment Staff Presentations  
Critical Elements of Reading Assessment - Elementary 
School 
Empowering Teachers 


Professional Development 


Student Center Activities 
Selecting Research Based Reading Programs 
Using Assessment to Drive Instruction  


Presentations and Publications 


Presentations by FCRR Faculty and Staff  
Publications by FCRR Faculty and Staff 
FCRR Technical Reports 
Recommendations for Reading about Reading  


Interventions for Struggling Readers 


Teaching All Students to Read: Practices from Reading 
First Schools With Strong Intervention Outcomes. 
Summary Document (PDF) 
Teaching All Students to Read: Practices from Reading 
First Schools With Strong Intervention Outcomes. 
Complete Document (PDF) 
 


 


 © 2006 Florida Center for Reading Research, City Centre Building, 227 N Bronough Street, Suite 7250, Tallahassee, FL 32301   
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Maryland Teacher Professional Development 
Standards 


 
Introduction 


Research, insights from practice, and common sense converge around the understanding that 
skilled teachers have a significant impact on student learning. Helping teachers develop the 
knowledge and skills they need begins with rigorous teacher training programs. Subsequently, 
effective professional development helps teachers continue enhancing their knowledge and skills 
throughout their careers. 


Maryland's Teacher Professional Development Standards are intended to guide efforts to 
improve professional development for all teachers. These standards call on teachers, principals 
and other school leaders, district leaders and staff, the Maryland State Department of Education, 
institutions of higher education, and cultural institutions and organizations1 across the state to 
work together to ensure that professional development is of the highest quality and readily 
accessible to all teachers. These standards also acknowledge that teacher professional 
development encompasses a wide variety of learning activities. The list includes, but is certainly 
not limited to, teacher study groups, coaching and mentoring relationships, teacher networks, 
participation on school improvement teams and committees that develop curricula and 
assessments, workshops, and college and university courses. 


When fully implemented, these standards and the related indicators can help improve the quality 
of professional development by: 


• Providing a clear vision of high-quality professional development that recognizes local 
needs, priorities, and resources;  


• Guiding planning, designing, implementing, and evaluating high-quality professional 
development, including both professional development programs and an entire 
professional development agenda;  


• Supporting alignment of professional development with goals for improving student 
learning and state, district, and school policies and priorities;  


• Informing allocation of resources for professional development; and  
• Defining accountability for ensuring that professional development is of the highest 


quality and readily accessible to all teachers.  


Context for High-Quality Teacher Professional Development in Maryland 







The Maryland Teacher Professional Development Standards are derived from the National Staff 
Development Council's (NSDC) Standards for Staff Development.2 Like the NSDC standards, 
the Maryland Teacher Professional Development Standards rest on several fundamental 
assumptions about contextual factors that are critical to ensuring that professional development is 
effective. 


• Professional development is most effective when it takes place in vibrant 
professional learning communities. These learning communities take various forms, but 
they all value ongoing learning by teachers and students. They encourage individual and 
collaborative experimentation, practice, and reflection. They foster collegiality and 
problem solving, and they emphasize continuous improvement in classrooms and 
schools.  


• Professional development is most effective when there are strong leaders. These 
leaders recognize the value of high-quality professional development, encourage and 
facilitate teacher participation, and communicate about the benefits of professional 
development to key stakeholders (e.g., parents, school boards, county commissioners). 
Ideally, leadership for professional development is distributed among teachers, principals 
and other administrators, district staff, MSDE, and institutions of higher education, and 
various cultural organizations. At the same time, no single formula defines the 
appropriate distribution of leadership.  


• Professional development is most effective when there are adequate resources. 
Resources include money, people, and time. Just as leadership should be distributed, 
resources (people and money) can come from a variety of sources, with no single 
organization or stakeholder group expected to shoulder the whole burden. Careful 
analysis of how time is used in school schedules, district calendars, negotiated 
agreements and other policy documents can lead to more time for teacher learning. All of 
these resources will be used most effectively when allocations are coordinated and when 
there is careful assessment of the returns on investments in professional development. As 
with leadership, no single formula defines the adequacy of resources. Instead, resources 
are adequate when they ensure that all teachers can study, practice, and implement the 
knowledge and skills necessary to be effective with their students.  


The Maryland Teacher Professional Development Standards rest on a fourth assumption which is 
consistent with the NSDC definition of effective professional development. 


• Professional development is most effective when there is consensus around clear 
expectations for what teachers should know and be able to do to help all students 
learn. These expectations are shared among all stakeholders and district and school 
leaders work to build understanding and consensus around them. The expectations are 
reflected in negotiated agreements, job descriptions and assignments, performance 
appraisal systems, systems of rewards and incentives for teachers, and in the design and 
content of teacher professional development.  


In the end, the formula for effectiveness is simple: When these four elements are in place, 
professional development can be highly effective. When they are missing or underdeveloped, 







professional development will not be effective and will have limited impact on teaching and 
learning. 


Standards and Indicators Define High-Quality Professional Development 


 
1 Cultural institutions include libraries, museums, and similar kinds of organizations. 
2 The NSDC standards were developed in 1995 and revised in 2001. The Maryland Teacher Professional 
Development Standards are derived from the 2001 version of the NSDC standards. 


 


Content Standards  
 


Standard 
1 


Content knowledge and quality teaching 
Effective professional development deepens all teachers' content knowledge and the 
knowledge and skills necessary to provide effective instruction and assess student 
progress.  


Indicators: 


1a. Professional development includes learning experiences and resources to ensure that 
teachers understand how the subject(s) they teach addresses the Maryland content standards 
and the relationships between the subjects they teach and other subjects in the curriculum. 


 


1b. Professional development provides opportunities for teachers to examine, observe, practice, 
and receive feedback on their use of research-based instructional strategies to help all of 
their students master Maryland content standards. 


 


1c. Professional development provides ongoing opportunities for teachers to examine a variety 
of classroom assessments, practice using them in their classrooms, and analyze the results 
to (1) understand and report on student mastery of Maryland content standards, (2) identify 
gaps in student learning, and (3) adjust instruction. 


 


Standard 
2 


Research-based 
Effective professional development ensures that all teachers have the knowledge, 
skills, and dispositions to apply research to decision making. 


 
Indicators: 


2a. Professional development includes ongoing opportunities for teachers to read and reflect on 
current research on topics of interest to them and consistent with state and local school 
improvement priorities. 


 


2b. Professional development may involve two-way interactions with researchers to discuss 
research design, data collection, analysis, and reporting to assist teachers in understanding 
what works, particularly in areas where there may be competing perspectives and 
conclusions. 


 


2c. Professional development involves individual teachers or teams of teachers, often in 
collaboration with researchers, in action research to test their own hypotheses and to report 


 







the results about professional development program impact or the effectiveness of particular 
instructional strategies and programs for teachers and students. 


Standard 
3 


Collaboration 
Effective professional development ensures that teachers have the knowledge, skills, 
and dispositions to collaborate with others to improve instruction. 


 
Indicators: 


3a. Professional development provides ongoing opportunities for teachers to practice working 
with colleagues, including other teachers, principals, counselors, social workers, and others, 
and emphasizes that collaboration is a means and not an end in addressing issues related to 
school improvement and improved student learning. 


 


3b. Professional development emphasizes constructive management of conflict and fosters 
understanding that disagreement and conflict are potentially beneficial elements of 
professional discourse. 


 


3c. Professional development relies on communication technologies to broaden the scope of 
collaboration. 


 


Standard 
4 


Diverse learning needs 
Effective professional development ensures that all teachers have the knowledge, 
skills, and dispositions to meet the diverse learning needs of all of their students. 


 
Indicators: 


4a. Professional development focuses on developing teachers' understanding of and disposition 
to acknowledge the diversity of student learning styles and needs. 


 


4b. Professional development provides opportunities for teachers to develop and demonstrate 
the knowledge and skills necessary to design and implement instructional and assessment 
strategies that meet diverse student learning needs and help all students master Maryland 
content standards. 


 


4c. Professional development fosters teachers' respect for all students and guides teachers in 
setting and maintaining high expectations for all students to demonstrate proficiency on 
Maryland content standards. 


 


Standard 
5 


Student learning environments 
Effective professional development ensures that all teachers are able to create safe, 
secure, and supportive learning environments for all students. 


 
Indicators: 


5a. Professional development fosters a safe, inclusive, equitable learning community where 
teachers, administrators and students participate in maintaining a climate of caring and 
respect. 


 


5b. Professional development provides opportunities for teachers to develop and practice 
student ownership of management routines and practice creative solutions to conflicts. 


 


5c. Professional development provides opportunities for teachers to use data on student 
behavior such a discipline referrals, suspension information and school climate surveys to 
analyze and refine practices that promote optimal learning environments. 


 







Standard 
6 


Family involvement 
Effective professional development ensures that all teachers have the knowledge, 
skills, and dispositions to involve families and other community members as active 
partners in their children's education.  


Indicators: 


6a. Professional development provides opportunities for teachers to develop and demonstrate 
oral and written communication skills to build partnerships with parents and community 
members and to communicate expectations for student mastery of Maryland content 
standards and success on approved national, state, and local assessments. 


 


6b. Professional development fosters teachers' understanding and respect for varying cultural 
backgrounds of students, families, and the community and how the diversity and richness of 
these cultural backgrounds can serve as foundations for student learning. 


 


6c. Professional development includes opportunities for teachers to master the use of 
technology to strengthen partnerships with families and the community. 


 


Process Standards  
 


Standard 7 Data-driven 
Effective teacher professional development relies on rigorous analysis of data. 


 
Indicators: 


7a. Individuals who plan professional development have ready access to high-quality student 
data from various sources that are organized in user-friendly formats. 


 


7b. Individuals who plan professional development have the knowledge and skills necessary to 
use disaggregated student data (by race, gender, English language learners, special 
education, and eligibility for free or reduced price meals) for planning, implementation, and 
evaluation of professional development and instructional programs. 


 


7c. School and district schedules set aside time for teachers and others to examine student data 
as the starting point for planning professional development. 


 


7d. Individuals who plan professional development carefully analyze a variety of disaggregated 
student data to identify gaps between student learning and standards for proficiency to 
inform the choice of the content of professional development. 


 


7e. As appropriate to school and district needs, data analysis focuses on results from approved 
national, state, and local assessments, as well as student work samples and portfolios, and 
behavioral indicators such as attendance and disciplinary referrals. 


 


Standard 
8 


Evaluation 
Rigorous evaluations assess the impact of professional development on teaching and 
student learning. 


 
Indicators: 


8a. Individuals who plan professional development ensure that plans include adequate  







resources for an objective evaluation and for reporting and disseminating the results. 


8b. Individuals who plan professional development (1) identify the kinds of evidence about 
teaching and student learning that will be collected and used as indicators of the success of 
professional development, and (2) consistent with progress benchmarks and goals, 
determine how and when the data will be collected and reported. 


 


8c. Evaluation should also assess the impact of professional development on school culture and 
organization to support school improvement efforts. 


 


8d. Sponsors of professional development communicate the results of evaluations to key 
stakeholder groups, including teachers, school and district leaders, central office staff, 
providers, policymakers, and parents, in a timely fashion. 


 


Standard 
9 


Design and teacher learning 
Effective professional development content and process reflect best practices in 
workplace learning and in-depth understanding of how and why adults learn. 


 
Indicators: 


9a. Professional development matches learning experiences, including the intensity and 
duration, with individual teacher needs, current knowledge and skills, and learning goals. 


 


9b. Professional development combines a variety of learning experiences, including, but not 
limited to, individual study, demonstrations, observation, practice, feedback, and reflection 
as well as opportunities for collaboration and problem solving among colleagues. 


 


9c. Professional development provides extensive follow-up, including, but not limited to, 
classroom demonstrations, feedback on mastery of new knowledge, feedback on 
demonstration of new skills, peer coaching and mentoring, and opportunities for additional 
study. 


 


9d. Professional development relies on information technologies to provide more extensive and 
diverse content, and it also relies on communication technologies to expand access and 
participation and to create virtual professional learning communities. 


 


9e. Professional development recognizes and draws on the knowledge, skills, and dispositions 
of successful teachers by including them as leaders, facilitators, and resources in 
professional learning opportunities. 
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B Y  K I L E Y  W A L S H  S Y M O N D S


“I
never thought about it that way.”


Jan Knight hears that a lot as a literacy coach in Walnut
Creek, Calif. As she models lessons, observes instruction, and
coaches, Knight’s job is to help teachers re-evaluate how
they’re teaching literacy and help them try new strategies.
Districts investing in literacy coaches say Knight and other
coaches are making a difference. 


Literacy coaches — classroom teachers who are released from teaching stu-
dents to model lessons, observe classroom instruction, and coach teachers one-
on-one or in grade-level groups — are a growing trend in the answer to a
national call to focus on improving literacy, despite the fact that no current fed-


RECOMMENDATIONS


TO DISTRICTS


• Make literacy coaching


one of a few high-priority


strategies.


“If I were to talk to other


superintendents about a recommenda-


tion, the biggest thing is to get your


priorities straight,” said Campbell


Union (San Jose, Calif.)


Superintendent Johanna


VanderMolen. “If (literacy coaching) is


not your priority, don’t step into it.


Because what you will have to do is


look at every aspect of the district


and reorganize so that you can have


your emphasis be your coaches. It


doesn’t make sense to have a


coaching perspective and just put it


on top of everything else.”


• Take funding from other


initiatives.


“You reorganize how your money


is allocated,” VanderMolen said. “If


you add coaches, you need to be


prepared to change your organiza-


tion.” Walnut Creek (Calif.)


Superintendent Mike De Sa agreed,


stressing the importance of coaches


“vs. maybe an aide who’s been photo-


copying or working in an area for the


last 10 years when the district doesn’t


really need an aide in that area. ...


You have to fight to align your priori-


ties with your budget.”
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TO FUND 
LITERACY
COACHING


3 ways


KILEY WALSH SYMONDS is the policy director of the Bay Area School Reform Collaborative


(BASRC). You can contact her at BASRC, 181 Fremont Street, 2nd floor, San Francisco, CA


94105, (415) 348-5519, fax (415) 348-1340, email: ksymonds@basrc.org.


fe a t u re / COACHING
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• Ensure the superintendent,


the board, and


community see coaching


as a priority.


“It can’t start from the director of


curriculum, even if the money’s there,


because the superintendent will pull


them off and put them on other


things,” VanderMolen said. “If the


superintendent’s priority is


maintenance, the budget will s tay in


maintenance.” Prioritizing funding also


means developing political support in


the community. “By talking about this


with parents and the governing


board,” De Sa said, “I’m hoping that


when push comes to shove in some


of these tough budget years, their


financial priority is the literacy coach.”


• Change and even eliminate


other district positions. 


“You wind up being very thin in


many departments,” VanderMolen


admitted. “But throw money in where


you know it’s going to make a


difference. And the rest — you’re


going to have to find a way to make


it work. My job has changed. I’m


picking up things that normally a


superintendent wouldn’t do. If we cut


two coaches, we could have another


position in the district office. That’s


really a tough choice to make for


some districts. Do we have two


coaches or do we have two coordina-


tors down here? The answer for us


has to be the coaches.”


eral or California state funding is
specifically designated to support
coaches. In California, districts as
large as San Diego and Los Angeles
are investing in coaches. Nationally,
districts such as Boston, Washington,
D.C., and Districts 2 and 15 in New
York are making coaching an integral
part of their reform strategies. 


Im p roving teachers’ ability to
teach all students to read and write
well is a key leverage point to incre a s-
ing student achievement. This is espe-
cially true because the field of literacy
is changing rapidly, with advances in
re s e a rch providing more information
about which skills children need to
learn and by when, and how teachers


can transfer these skills effective l y. And
re s e a rch shows that when teacher
training is combined with coaching,
the result is a higher transfer of know l-
edge into practice than with any other
method of professional deve l o p m e n t
d e l i ve ry (Joyce & Sh owers, 1995).


“(Hiring coaches) is the most
incredible thing we’ve ever done,”
said Gwynneth Heil, assistant super-
intendent in Campbell Union High
School District, another California
district using literacy coaches.
“Teachers trust the coaches. We’re
now getting veteran teachers who’ve
never done any staff development say-
ing, ‘That’s intriguing. Will you come
into my classroom and model?’ ”


California districts find


creative ways to put


coaching at the forefront
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MAIN BENEFITS


The Bay Area School Reform
Collaborative (BASRC) is a founda-
tion-funded nonprofit organization in
San Francisco that provides regional
grants and support to schools. Nearly
70% of BASRC’s school districts, 18
of 26, support some form of literacy
coaching. In 2001-02, BASRC con-
ducted interviews and focus groups
with teachers, literacy coaches, princi-
pals and district administrators,
observed coaches’ meetings and
coaching sessions, and coached teach-
ers’ classes to learn more about litera-
cy coaching. All those involved
reported that literacy coaching has
helped teachers change their instruc-
tional practices and engage more stu-
dents more effectively. The BASRC
districts cite several benefits of coach-
ing:
• A collaborative culture


Teachers, coaches, and administra-
tors reported in interviews and focus
groups that when teachers meet regu-
larly with coaches, distinct cultural
shifts happen throughout the school,
including increased teacher willing-
ness and ability to collaborate, greater
peer accountability, greater knowledge
about other teachers’ classrooms and
instructional strategies, and better
support for new teachers. This
improved professional community
also affects students’ experiences of
school. Stanford University’s Center
for Research on the Context of
Teaching found that in schools where
there is a high level of collaborative
professional culture, students are more
likely to report having respectful rela-
tionships with teachers and having a
stronger sense of themselves as
engaged and confident learners
(McLaughlin & Talbert, 2002). 
• Greater receptivity to change


Coaches encourage teachers to “go
outside their comfort zone,” as one
Campbell Union High School
District coach put it, since coaches
themselves take a risk demonstrating


lessons in front of peers. Coaches thus
create an environment of mutual
accountability and shared learning. At
the same time, coaches help teachers
access new ideas and provide direct
support, which enhances teachers’
ability to critically examine their own
practices, successfully implement new
strategies, and reduce inconsistencies
and gaps in programs. 
• A focus on equity


In interviews, both teachers and
coaches report that coaches often help
keep at-risk students central to teach-
ers’ instruction and planning, asking
teachers hard questions and offering
strategies to help. As one coach
reflected, “not all teachers are doing
(differentiated instruction). And they
all have an excuse why not — num-
bers, materials. I say, ‘It’s OK if you’re
not using (a particular strategy), but
how are you addressing struggling
readers? It’s hard for them to come up
with an answer to that. ’”
• Increased leadership capacity


Coaches are able to share the
responsibility for instructional leader-
ship with principals and give princi -
pals an expanded support structure
through which to work toward school
goals. Coaches help link instruction
with assessment, coordinating, design-
ing, and conducting professional
development and planning and/or
facilitating teacher collaboration time.
Coaches also develop their own lead-
ership skills, leading some districts to
consider them as future principals.


WALNUT CREEK


Piecing together a patchwork


Each of the 18 BASRC districts
using literacy coaches has implement-
ed the strategy with varying structures
and funding.


In the Walnut Creek School
District, each of the five elementary
schools has a full-time literacy coach.
In the district’s intermediate school,
the 6th- and 7th-grade literacy coor-
dinators receive stipends to work with
teachers after school.


The district was able to fund these
stipends and the full-time coaches, as
well as their classroom replacements,
through a combination of the dis-
trict’s general fund, a BASRC grant,
and funding from a patchwork of
programs such as Title I, Title II, and
California’s School Improvement
Program (SIP). 


To create and fill the coaching
positions in 2000, the district devel -
oped a job description, principals
identified candidates, and the district
made final hiring decisions. Teaching
experience among the six coaches
ranges from just over five years to
more than three decades. 


Literacy coaches work with teach-
ers individually and in grade-level
teams, observe classroom instruction,
demonstrate literacy strategies in
classrooms, help teachers link assess-
ment to instruction, and help teachers
access and use research. Coaches meet
with all the elementary school teach-


Walnut Creek School District


Walnut Creek, Calif.


A suburban district about 25 miles east
of San Francisco
Grades: K-8
Schools: Five elementaries and one
intermediate (grades 6-7)
Enrollment: 3,268
Staff: 185
Racial/ethnic mix:


White: 75.7%
Black: 2.3%
Hispanic: 8.0%
Asian/Pacific Islander: 12.7%
Native American: 0.6%
Other: 0.7%


Limited English proficient: 9.2%
Languages spoken: 26 beyond English,
mainly Spanish, Russian, and Farsi
Free/reduced lunch: 6.3%
Special education: 9.5%
Contact: Leslie Rupley, director of cur-
riculum
960 Ygnacio Valley Road
Walnut Creek, CA 94596
Phone: (925) 944-6850
Fax: (925) 944-1768
E-mail: LRUPLEY@wcsd.k12.ca.us







ers in grade-level teams at each school
twice a month during collaboration
time. Schools provide 21/4 hours of
collaboration time for each grade-level
group every week, and coaches facili-
tate two of these sessions per month.
Literacy coaches set meeting agendas
based on teachers’ input and their
own assessment of what grade levels
need to work on to meet district
goals. During grade-level collabora-
tion time, teachers ask questions and
compare notes about how different
instructional strategies are affecting
student achievement. As they debate
the effectiveness of their techniques,
they also make decisions about alter-
native instructional approaches.


“Collaboration focuses right in on
strategies teachers are using in the
classroom,” said Maureen Fornengo, a
coach at Buena Vista Elementary
School in Walnut Creek, Calif.


The coaches’ own professional
learning occurs in a full-day meeting


every month facilitated by the dis-
trict’s director of curriculum. The
meetings are a balance of peer support
and professional development focused
on a variety of district-supported,
research-based literacy strategies.
Coaches discuss challenges in their
work, share new research and materi-
als, and discuss and select their own
professional development opportuni-
ties. The district also has a literacy
team meeting for a half-day every
month with the coaches, the princi-
pals, the superintendent, the director
of curriculum, and a teacher represen-
tative from every school. This group
focuses on how to lead literacy reform
and align the work and goals of the
coaches, the principals, and the dis-
trict. 


CAMPBELL UNION


HIGH SCHOOL DISTRICT


Pulling from multiple pots


In 2002-03, Campbell had a full-
time coach in each of its 10 elemen-
tary schools and 1.5 FTEs in each of
three middle schools. To find the
money needed, Campbell looked at
every funding source that could possi-
bly be used. “There are pockets of
money all over the place,” Assistant
Superintendent Gwynneth Heil said.
After some investigation, the district
realized that “if we put them together,
we could do it. So we just decided to
do it.”


Each position is funded a little
differently. The district uses funds
linked to specific student populations,
such as Title I and California’s English
Language Acquisition Program
(ELAP), to underwrite coaching posi-
tions at schools serving the designated
student populations. Funds tied to
certain grade levels are used to fund
coaches who work with those grades.
A BASRC grant funded some released
time for training in 2001-02 and a
portion of 2002-03 salaries.


Coaches are interviewed, hired,
and supervised by the Peer Assistance


and Review (PAR) Joint Panel, a dis-
trict-based team formed through a
state program that supports both new
teachers and tenured teachers who
have received an unsatisfactory evalua-
tion. Campbell requires coaches to
have at least five years of classroom
experience to apply and be recom-
mended by their principals. 


The district invests heavily in
coaches’ professional learning. They
receive a full year of training before
they are released as full-time coaches.
During the training year,
they are mentored by expe-
rienced coaches and take
part in sessions with an
outside consultant on
Literacy Connection, a
standards- and research-
based literacy program with
delivery strategies and
assessments. 


“It’s critical that we
have coaches be on the cut-
ting edge of what’s happening in the
research as far as student learning,”
said Superintendent Johanna
VanderMolen. “This is a lot of money
that we’re putting into this program
and the coaches.”


The coaches and the district’s
director of curriculum and profession-
al development meet weekly for a
half- or full-day of professional devel-
opment. Together coaches develop
norms for successful coaching and
hone effective strategies for listening
and questioning. Coaches in
Campbell are part of their schools’
leadership teams and also meet fre-
quently with their principals. The dis-
trict also has principals meet monthly
for half- or full-day professional devel-
opment sessions to be trained in the
same strategies as the coaches. 


Campbell coaches focus on grades
3 through 8, splitting their time even-
ly between new and veteran teachers.
They demonstrate lessons, observe
classes, coach teachers one-on-one
and in groups, provide professional
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Campbell Union 


High School District


San Jose, Calif.


The district covers parts of San Jose,
Campbell, Los Gatos, and Saratoga. 
Grades: K-8
Schools: 10 elementary
and three middle schools (6-8)


Enrollment: 7,587
Staff: 430
Racial/ethnic mix:


White: 46.4%
Black: 5.2%
Hispanic: 31.3%
Asian/Pacific Islander: 16.6%
Native American: 0.5%
Other: 0%


Limited English proficient: 23.9% 
Languages spoken: 37, including
Spanish, Vietnamese, and Korean
Free/reduced lunch: 25.4%
Special education: 8.9%
Contact: Johanna VanderMolen, 
superintendent
155 North Third St.
Campbell, CA 95008
Phone: (408) 341-7211
Fax: (408) 431-7280
E-mail: jvandermolen@
campbellusd.k12.ca.us


At Campbell Union


High School District,


educators receive a


full year of training


before they are


released as full-time


coaches.







development sessions for all staff, help
teachers link instruction to assess-
ment, and teach summer school with
new teachers. Demonstrating lessons
is the cornerstone of the initiative. 


“If you just go to a seminar, the
folder goes on the cabinet,” said
Coach Diane Sanck. “When someone
from outside is able to come in and
demonstrate, you’re more likely to
implement the strategies.” 


The coaches in Campbell return
to the classroom after three years. “It’s
largely to make sure we are current,” a
coach said. “I know a lot of times in
staff development you’ll think, ‘Well,
they haven’t been in a classroom for
20 years. What do they know?’ ”
Cycling the coaches back into the
classroom keeps teachers from per-
ceiving them as outsiders.


EAST SIDE UNION


HIGH SCHOOL DISTRICT


Mixing and matching 


Each one of the East Side Union
High School District’s 10 comprehen-
sive high schools has a full-time litera-
cy coaching position. Most funding is
from Title I, for qualifying schools, as


well as California’s
Economic Impact Aid pro-
gram, Gifted and Talented
Education (GATE), and
the district’s staff develop-
ment funds. The district
also uses state Volunteer
Integration Program
money. A BASRC grant
pays for some professional
development and collabo-
ration time. 


Principals hired the
coaches, most of whom are
former high school English


teachers or have backgrounds as read-
ing specialists or English language
development teachers. The district
required only that coaches have suc-
cessful teaching backgrounds. 


East Side coaches regularly work
one-on-one with teachers. But since


faculty sizes range from about 80 to
220, coaches must choose with whom
they work. In schools the state has
determined are underperforming,
coaches work with teachers who teach
the largest number of at-risk kids. The
definition of “at risk” varies by school. 


The literacy coaches work with
teachers across all subjects, including
subjects not focused on literacy, like
math and science. Teachers in other
subject areas “are concerned with los-
ing their curriculum,” Coach Carol
Hogland said. “But they don’t need to
be. On every social studies quiz, have
an essay question. On every science
true/false test, also ask ‘Why?’ to get
them writing. Math can use word
problems.” 


The coaches’ role in the school’s
leadership team varies. Some have
minimal contact with the leadership
team, while others are the leadership’s
official representatives at regular meet-
ings. In addition to their vast class-
room experience preparing them for
their new roles, the East Side Union


coaches met together once every two
or three weeks during the first year of
the coaching initiative for professional
development sessions. In addition, an
external consultant designed a year-
long curriculum focused on successful
strategies for working with adult
learners. Together they reviewed read-
ing programs, fundamental issues of
reading, how to conduct observations,
and videotapes of their classroom
work with teachers. In the initiative’s
second year, coaches met formally
once a month. Topics included train-
ing on the district’s data system to
look at SAT-9 and district assessment
scores, reciprocal teaching, and how
to read and use a district assessment
that diagnoses students’ reading skill
gaps. 


CONCLUSION


Classroom practice, the most
important component of the educa-
tion system, is the hardest for a dis-
trict to change. District actions are
often superficial — few changes reach
the heart of teaching and learning. Yet
to achieve systemwide improvement
rather than random pieces, district
support is essential. As districts sup-
port teachers in improving their prac-
tices, giving them time to collaborate,
providing professional development,
mentoring, and the coaching teachers
need to hone their craft, districts rede-
fine their role as school-supporting
institutions. 
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East Side Union


High School District 


San Jose, Calif.


Grades: 9-12
Schools: 10 high schools
Enrollment: 23,665
Staff: 1,122 teachers
Racial/ethnic mix:


White: 16.0%
Black: 4.6%
Hispanic: 40.7%
Asian/Pacific Islander: 38.3%
Native American: 0.4%
Other: 0.0%


Limited English proficient: 21.4% 
Languages spoken: 38 languages,
including Spanish, Vietnamese, Khmer
Free/reduced lunch: 18.8%
Special education: 9.8%
Contact: Dan Ordaz, assistant superin-
tendent of instructional services
830 North Capitol Ave.
San Jose, CA 95133-1316
Phone: (408) 347-5060
Fax: (408) 347-5015
E-mail: ordazd@esuhsd.org


At East Side Union


High School District,


the literacy coaches


work with teachers


across all subjects,


including subjects not


focused on literacy,


like math and


science. 












Oregon Reading First Center 


Professional Development: Institutes on Beginning Reading 


Cohort A 


IBR I: Science of Beginning Reading and Student Assessments  
(June 16-20, 2003) 
  • Introduction to IBR and the Schoolwide Model  
  • Evaluating Performance: Schoolwide Assessment of Student Performance 
  • Core Instruction: What Are the Critical Components That Need to Be In Place to Reach Our  
Goals? 
  • Instruction: Time, Scheduling and Grouping, Reading Acton Plans 


IBR II: Enhancing Core Instruction (September 29-October 2, 2003) 
  • Reviewing Assessment Results: Using Data to Improve Outcomes for Each Student 
  • Enhancing the Core: Phonological Awareness 
  • Enhancing the Core: Alphabetic Principle 
  • Enhancing the Core: Fluency 
  • Enhancing the Core: Vocabulary and Comprehension (K/1) 
  • Enhancing the Core: Vocabulary (2/3) 
  • Enhancing the Core: Comprehension (2/3) 
  • Enhancing the Core to Support English Language Learners (K/1) 
  • Enhancing the Core to Support English Language Learners (2/3) 
  • Planning Core/Benchmark, Strategic, and Intensive Interventions from Fall to Winter 
  • Overview of Advanced DIBELS Reports 


IBR III: Differentiating Instruction Through Supplemental and Intervention Programs 
(February 2-3, 2004) 
  • Projectwide Reading Results 
  • Instructional Implications: Interpreting Student Performance Data 
  • Review of Supplemental and Intervention Programs 
  • S & I Breakout Session: Phonemic Awareness 
  • S & I Breakout Session: Phonics 
  • S & I Breakout Session: Fluency 
  • S & I Breakout Session: Vocabulary 
  • S & I Breakout Session: Comprehension 
  • Planning Core/Benchmark, Strategic, and Intensive Interventions from Winter to Spring 


IBR IV: Evaluating and Planning (Spring 2004) 
  • Evaluating and Planning 
  • Breakout Activity: Kindergarten 
  • Breakout Activity: First Grade 
  • Breakout Activity: Second Grade 







  • Breakout Activity: Third Grade 
  • PD Needs Assessment 


IBR V: Various Sessions (October 4-5, 2004) 
     • Aligning Reading Programs to Meet the Needs of All Students 
     • Breakout Activity: Skills Trace (blank) 
     • Breakout Activity: Scope & Sequence Analyses (blank) 
     • Breakout Activity: Strategy & Instruction Analyses (blank) 
     • Classroom Management Strategies for Reading Teachers (Chris Borgmeier) 
     • Classroom Management Checklist 
     • Teaching Behaviors and Social Skills Lesson Plan 
     • Vocabulary Building & Oral Language Instruction: Helping English Language Learners and  
Students with Language Disabilities Learn to Read and Read to Learn (Lupina Vela) 
     • Vocabulary Research 
     • Automaticity and Fluency With the Code: Planning for Instruction (Sarah McDonagh) 
     • Application Activity: Assessing AP with NWF Case Scenarios 
     • Application Activity: Assessing Fluency with Connected Text with ORF Case Scenarios 
     • Application Activity: Using Your Data to Plan Automaticity and Fluency Instruction 
     • Application Activity: Identifying SBRR in Practice 


IBR VI: Various Sessions (February 3-4, 2005) 
     • Automaticity and Fluency With the Code: Planning for Instruction (Beth Harn) 
     • Application Activity: Assessing AP with NWF Case Scenarios 
     • Application Activity: Assessing Fluency with Connected Text with ORF Case Scenarios 
     • Application Activity: Using Your Data to Plan Automaticity and Fluency Instruction 
     • Application Activity: Identifying SBRR in Practice 
     • Behavior and Classroom Management Strategies with Reading Teachers (Chris Borgmeier) 
     • Classroom Management Checklist  
     • Teaching Behaviors and Social Skills Lesson Plan 
     • ELL Strategies (Lupina Vela) 
     • Vocabulary Research Handout 
     • Language and Vocabulary 
     • Reading Fluency (Marcy Stein) 
     • Fluency Handouts 


IBR VII: Evaluating and Planning (Spring 2005) 
  • Evaluating the Effectiveness of Schoolwide Systems Worksheets (K-3) 
  • How Do We Get There? 
  • Grade Level Reading Action Plan 
  • Professional Development Needs Planning Document 


IBR VIII: Evaluating and Planning (Spring 2006) 
  • What Are Our Goals? 
  • How Are We Doing? 
  • How Do We Get There? 
  • Breakout Activity: Kindergarten 







  • Breakout Activity: First Grade 
  • Breakout Activity: Second Grade 
  • Breakout Activity: Third Grade 
  • Grade Level Action Planning Tool 


IBR IX: Grade Level Team and Early Reading Team Meetings  
(Spring 2007) 
  • Spring 2007 IBR Preparation: Preparing for GLT and ERT Meetings 
  • Grade Level Team Worksheet 
  • Grade Level Team Activity Example 
  • Early Reading Team Worksheet 
  • Summary of Effectiveness Cheat Sheet 
  • Summary of Effectiveness Highlighted Cheat Sheet 
  • 2007-2008 School Action Plan 
  • 2007-2008 Sample Action Plan: Middlebury Elementary 
  • Spring 2007 IBR Materials List 


Cohort B 


Cohort B Orientation (November 30, 2004) 
  • Cohort B Orientation 
  • Oregon Reading First and English Language Learners 


Cohort B Grant Writing Workshop (January 19, 2005) 
  • Cohort B Grant Writing Workshop 


IBR I: Selecting a Core Program (June 23, 2005) 
  • Institute on Beginning Reading 1: Selecting a Core Program 
  • Harcourt Overview Session 
  • Houghton Mifflin Overview Session 
  • Houghton Mifflin Deep Session 
  • Open Court Overview Session 
  • Reading Mastery Plus Overview Session 
  • Scott Foresman Deep Session 


IBR I: The Schoolwide Model (August 23-25, 2005) 
     • Day 1: The Schoolwide Beginning Reading Model 
     • Day 2: Five Big Ideas of Reading Instruction 
     • Houghton Mifflin 
     • Lectura 
     • Open Court 
     • Reading Mastery Plus 
     • Scott Foresman 2007 
     • Day 3: Foundation of DIBELS and the 90-Minute Block 
     • Foundation of DIBELS 
     • Foundation of DIBELS and IDEL 







    • Mooberry and the 90-Minute Block 
    • Oak Grove and the 90-Minute Block 
    • Westside and the 90-Minute Block 
    • William Walker and the 90-Minute Block 


IBR II: Identifying Students Who Need Support and Planning Support  
(September 27-29, 2005) 
    • Review of Supplemental and Intervention Programs 
    • Supplemental and Intervention Programs 
    • Usage Guidelines 
    • Early Reading Intervention 
    • Horizons 
    • Language for Learning and Language for Thinking 
    • Phonics for Reading 
    • Reading Mastery Classic 
    • Read Naturally 
    • Read Well 
    • Touchphonics 
    • Identifying Students Who Need Additional Instructional Support and Planning Support 
    • Planning Instructional Groups (Steps 1-3) 
    • Planning Instructional Groups (Step 4) 


IBR III: Achieving Healthy Grade Level Systems in Beginning Reading 
(February 1-2, 2006) 
 • Evaluating the Health of a Grade Level System Using Summary of Effectiveness Reports 
 • Achieving a Healthy Grade Level System 
 • Progress Monitoring: The Link Between Instruction and Reading Proficiency 


IBR IV: Evaluating and Planning (Spring 2006) 
 • What Are Our Goals? 
 • How Are We Doing? 
 • How Do We Get There? 
 • Breakout Activity: Kindergarten 
 • Breakout Activity: First Grade 
 • Breakout Activity: Second Grade 
 • Breakout Activity: Third Grade 
 • Grade Level Action Planning Tool 


IBR V: Coaches and Teachers Working Together to Improve Student Outcomes (October 
5-6, 2006) 
 • Coaches and Teachers Working Together to Improve Student Outcomes 
 • Introduction to Lesson Progress Reports 
 • Nine General Features of Instruction 


 







IBR VI: Dynamic Vocabulary and Comprehension Instruction with Anita Archer 
(February 7-8, 2007) 
 • Dynamic Vocabulary Instruction in the Elementary School 
 • Vocabulary Logs and Practice Activities 
 • Comprehension Strategy Instruction: What Should Instruction Look Like? 
 • Reading Comprehension in the Elementary Grades: Before Passage Reading 
 • Reading Comprehension in the Elementary Grades: During Passage Reading 
 • Reading Comprehension in the Elementary Grades: After Passage Reading 
 • Scaffolding Reading Comprehension in the Elementary School 


IBR VII: Grade Level Team and Early Reading Team Meetings  
(Spring 2007) 
  • Spring 2007 IBR Preparation: Preparing for GLT and ERT Meetings 
  • Grade Level Team Worksheet 
  • Grade Level Team Activity Example 
  • Early Reading Team Worksheet 
  • Summary of Effectiveness Cheat Sheet 
  • Summary of Effectiveness Highlighted Cheat Sheet 
  • 2007-2008 School Action Plan 
  • 2007-2008 Sample Action Plan: Middlebury Elementary 
  • Spring 2007 IBR Materials List 


Cohort B-ELL 


IBR I: Selecting a Core Program (June 24, 2005) 
  • Oregon Reading First: Progress Overall and Progress with English Language Learners 
  • Cross-Linguistic Transfer of Reading Skills for Children Learning to Read in English and 
Spanish: What Does the Evidence Tell Us? 
  • Review of Houghton Mifflin's Lectura Program 


IBR I: IDEL Training (August 26, 2005) 
  • Administration and Scoring of Fluidez en el Nombramiento de las Letras (FNL) 
  • Administration and Scoring of Fluidez en la Segmentación de Fonemas (FSF) 
  • Administration and Scoring of Fluidez en las Palabras sin Sentido (FPS) 
  • Administration and Scoring of Fluidez en la Lectura Oral (FLO) 


IBR II: Identifying Students Who Need Support and Planning Support (September 29, 
2005) 
     • Evaluating Fall Data and Planning Instruction for ELL Students Receiving Spanish and 
English Instruction 
     • ELL Data from Cohort A 
     • Creating Interaction Tables Using DIBELS and IDEL Data 
     • Review of Cross-Linguistic Transfer of Reading Skills for Children Learning to Read in 
English and Spanish 
     • Interpreting the Interaction Between DIBELS and IDEL Fall Data 
     • Creating CSI Maps for ELL Students Receiving Spanish and English Reading Instruction 







 


 
Professional 
Development 


Cohort A 
 
Cohort B 
 
Cohort B-ELL 
 
IBRs 
   Cohort A 
   Cohort B 
   Cohort B-ELL 
 
Leadership Trainings 
 
Coaches' Trainings 
 
New Teacher Training 
 


Oregon Reading First Center 
5292 University of Oregon • Eugene, OR 97403-5292 
Phone: (541) 346-4314 • Fax: (541) 346-4349 
 


This webpage with active hyperlinks to resource materials can be accessed at 
http://oregonreadingfirst.uoregon.edu/pd_ibrs.html.  
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Oregon Reading First Center–Professional Development: Institutes on Beginning Reading. (n.d.).
    Retrieved July 17, 2008 from http://oregonreadingfirst.uoregon.edu/pd_ibrs.html 












 
 
January 29, 2008 


 
 
Letter to Chief State School Officers (individually addressed) 


Dear (name): 


As you may be aware, in December Congress made the unfortunate decision to reject President George W. Bush's request and instead 
decreased funding for the successful Reading First program by approximately 61 percent. This funding cut will mean a decrease of (see 
chart for amount listed in each letter) for (name of State or other area) in fiscal year 2008. I am very disappointed because, as you well 
know, Reading First is making a difference in the lives of our Nation's neediest students by teaching them to read using proven, high-quality 
instruction based on scientifically based reading research.  


In its sixth year of implementation, the Reading First program is demonstrating significant results, based on a variety of indicators, including 
State performance data, the results from the 2007 National Assessment of Educational Progress, studies from nonpartisan organizations like 
the Center on Education Policy (CEP), reports from the Government Accountability Office, the Federal Government's Program Assessment 
Rating Tool, and feedback from teachers, principals, and State administrators. It is also critical to note the effect Reading First has on 
schools that are not directly participating in the program. According to a recent report from the CEP more than half of Reading First districts 
reported using elements of Reading First in non-Reading First schools and in upper grades.  


In light of Congress' dramatic funding cut, I strongly encourage you and your local educational agencies (LEAs) to support the 
implementation of Reading First by continuing to fund high-quality, research-based literacy instruction in grades K-3 to help the neediest 
schools and students in (name of State or other area). Please be aware that there are other Federal funding sources that LEAs may use, 
consistent with statutory requirements, to improve literacy instruction in grades K-3, including the following:  


• Title I, Part A, in schoolwide programs and, in some cases, targeted assistance schools (with support from the Administration, the 
Title I-A program received an increase of more than one billion dollars this year);  


• Title II, Part A, especially for professional development in practices grounded in scientifically based reading research; and  
• Title III, for limited English proficient students in some circumstances.  


In addition, States may want to encourage LEAs to support K-3 literacy instruction using the authority in the Individuals with Disabilities 
Education Act (IDEA) for LEAs to spend a portion of their IDEA funds on early intervening services for students who are not children with 







disabilities, but who need additional academic or behavioral support to succeed in regular education. Of course, LEAs must use funds under 
these programs consistent with existing program requirements.  


In addition to exploring alternative sources of Federal funding, LEAs may use the transferability authority under ESEA Title VI and the 
Rural Education Achievement Program flexibility to support scientifically based reading instruction in their schools. If you have questions 
about any of the options for using other Federal funds to supplement Reading First or using the flexibilities in NCLB, please call the 
Reading First Director, Joe Conaty, at 202/260-8230.  


I understand that implementing a 61 percent reduction in Reading First funding will not be easy or painless, but I encourage you to work 
with the Department to find ways to continue to support high-quality Reading First programs in schools and districts. Please be aware that 
the Department will be providing a more in-depth Frequently Asked Questions document that will provide greater detail about how funds 
can be used.  


Thank you for your continued support of high-quality research-based literacy instruction. I look forward to working with you to help all of 
our Nation's students learn to read by the end of the third grade.  


Sincerely, 


/s/ 


Margaret Spellings 


Enclosure 


 
Last Modified: 01/31/2008  
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Secretary Spellings Letter to Chief State School Officers. (2008). Retrieved July 17, 2008 from
    http://www.ed.gov/print/policy/elsec/guid/secletter/080129.html 
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CONTENT AREA PROFESSIONAL DEVELOPMENT NEEDS ASSESSMENT 


Reading – Grade Three – Professional Development Plan Worksheet 
Teacher professional development needs are defined by student learning needs. Evidence of learning includes disaggregated student 
performance data including state and local assessments, analysis of student work, and teacher observation. The purpose of using a 
variety of data sources is for teachers to know their students well. In turn, teachers should use that knowledge to plan professional 
development that will increase each child’s learning with an intentional focus on closing any achievement gap.  
 
Using available data about your students’ knowledge and skills, complete the appropriate grade level sheet to determine areas for 
inclusion in your professional growth plan. 
 
In third grade, students select and combine skills to read fluently with meaning and purpose. They apply comprehension and 
vocabulary strategies to a wider variety of literary of literary genres and informational text. Students demonstrate comprehension by 
participating in discussions, writing responses, and using evidence from text to support their thinking. They read for pleasure and 
choose books based on personal preference, topic, or author. 
 


Note: Each grade-level expectation assumes the student is reading grade-level text. Since reading is a process, 
some grade-level indicators and evidence of learning apply to multiple grade-levels. What changes is the text 
complexity as students move through the grade levels. 


 


Criteria for  
Positive Impact  


on Student 
Performance in 


Reading – Grade 3 


Grade Level Expectations 
and Evidence  
of Learning 
Students can… 


Based on evidence of student learning, 
including disaggregated results, what is the 
need for professional growth in this area? 


Average boxes to the 
left to determine 
numeric score 


indicating GRADE 
LEVEL 


COMPONENTS on 
which to focus 


professional growth. 


EALR 1: The student understands and uses 
different skills and strategies to read. 


1 
Most 


students 
NOT 


performing 
at standard 


2 
Most 


students 
performing 
at standard 


3 
All students 
performing 
at standard 


Lowest score 
indicates highest 


need for professional 
development 


1.1.4 Apply understanding of 
phonics. 


   


Read words containing complex 
letter patterns and/or word families 
(e.g., -ieve, –eive, -ield) in 
isolation and in context. 


   


Component 1.1 
Use word 
recognition skills 
and strategies to 
read and 
comprehend text. 


Apply multi-syllabic decoding 
when reading words in all text. 


   


 


 


1 
Most 


students 
NOT 


performing 
at standard 


2 
Most 


students 
performing 
at standard 


3 
All students 
performing 
at standard 


Lowest score 
indicates highest 


need for professional 
development 


1.2.1 Apply reference skills to 
determine word meanings. 


   Component 1.2 
Use vocabulary 
(word meaning) 
strategies to 
comprehend text. 


Use glossaries and dictionaries to 
find and confirm word meanings. 
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1.2.2 Apply vocabulary 
strategies in grade-level text. 


   


Use the meanings of prefixes, 
suffixes, and abbreviated words to 
determine the meaning of unknown 
words in grade-level text. 


   


Describe how word meanings 
change as affixes are added to base 
words (e.g., rest/unrest/restful). 


   


Re-read to clarify, read on, ask for 
help, adjust reading rate, and use 
knowledge of print conventions to 
determine meaning of unknown 
words in informational/expository 
text and literary/narrative text. 


   


 


Use prior knowledge, context, 
pictures, illustrations, and diagrams 
to predict, clarify, and/or expand 
word meaning, including multiple-
meaning words. 


   


 


 


1 
Most 


students 
NOT 


performing 
at standard 


2 
Most 


students 
performing 
at standard 


3 
All students 
performing 
at standard 


Lowest score 
indicates highest 


need for professional 
development 


1.3.1 Understand and apply 
new vocabulary. 


   


Use new vocabulary from 
informational/expository text and 
literary/narrative text, including 
text from a variety of cultures and 
communities, in own oral and 
written communication. 


   


 


1.3.2 Understand and apply 
content/academic vocabulary 
critical to the meaning of the 
text.  


   


Define words and concepts 
necessary for understanding math, 
science, social studies, literature, 
and other content area text. 


   


Select, from multiple choices, the 
meaning of words necessary to 
understand content/academic text. 


   


Explain that some words have a 
different meaning in different 
content/academic texts (e.g., area 
in math and geography). 


   


Component 1.3 
Build vocabulary 
through wide 
reading. 
 


Use new vocabulary in oral and 
written communication. 
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1 
Most 


students 
NOT 


performing 
at standard 


2 
Most 


students 
performing 
at standard 


3 
All students 
performing 
at standard 


Lowest score 
indicates highest 


need for professional 
development 


1.4.2 Apply fluency to 
enhance comprehension. 


   


Read aloud familiar grade-level 
informational/expository text and 
literary/narrative text accurately, 
using appropriate pacing, phrasing, 
and expression. 


   


Read aloud unpracticed grade-level 
text with fluency in a range of 
110–120+ words correct per 
minute. 


   


 


1.4.3 Apply different reading 
rates to match text. 


   


Component 1.4 
Apply word 
recognition skills 
and strategies to 
read fluently. 
 


Adjust reading rate to match 
difficulty of texts (e.g., 
content/academic text) and for 
different purposes (e.g., pleasure 
reading vs. reading for 
information). 


   


 


EALR 2: The student understands the 
meaning of what is read. 


1 
Most 


students 
NOT 


performing 
at standard 


2 
Most 


students 
performing 
at standard 


3 
All students 
performing 
at standard 


Lowest score 
indicates highest 


need for professional 
development 


2.1.3 Apply comprehension 
monitoring strategies during 
and after reading: determine 
importance using theme, main 
ideas, and supporting details 
in grade-level 
informational/expository text 
and/or literary/narrative text .  


   


State main idea of an 
informational/expository text 
passage and give two reasons from 
the text supporting the choice. 


   


State the main idea of a 
literary/narrative text passage and 
support with two details from the 
story. 


   


Select, from multiple choices, the 
main idea of a passage, poem, or 
selection. 


   


Component 2.1 
Demonstrate 
evidence of 
reading 
comprehension. 
 


Select, from multiple choices, a 
title that best fits the selection and 
support the choice with text 
evidence/details. 
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State the theme/message in 
culturally relevant 
literary/narrative text and support 
with text-based evidence with 
teacher guidance.  


   


Organize main ideas and 
supporting details in a teacher-
selected graphic organizer to 
enhance comprehension of text. 


   


2.1.4 Apply comprehension 
monitoring strategies before, 
during, and after reading: use 
prior knowledge/schema. 


   


Explain connections between self 
and characters, events, and 
information occurring within 
culturally relevant text or among 
multiple texts. 


   


Call on prior knowledge about a 
topic and organize information into 
a graphic organizer to aid in 
comprehension of text. 


   


 


2.1.5 Apply comprehension 
strategies before, during, and 
after reading: predict and 
infer  from grade-level 
informational/expository text 
and/or literary/narrative text .  


   


Predict or infer about text content 
using prior knowledge, text, and 
text features in both 
literary/narrative text and 
informational/expository. Support 
with evidence from text (e.g., how 
a character will act, why a 
character acts a certain way, why 
an author includes certain 
information, and what might 
happen next). 


   


Use text to make, confirm, or 
revise inferences and predictions in 
both literary/narrative and 
informational/expository text.  


   


Select, from multiple choices, a 
prediction or inference from 
literary/narrative text (e.g., how a 
poet or author feels, how a 
character feels, what a character 
will do, what is likely to happen 
next or at the end of the story or 
poem). 


   


Select, from multiple choices, a 
prediction or inference from 
informational/expository text (e.g., 
what is likely to happen, or what 
will happen next). 
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Organize information that supports 
a prediction or inference in a 
teacher-selected graphic organizer 
to enhance comprehension. 


   


2.1.6 Apply comprehension 
monitoring strategies before, 
during, and after reading: 
monitor for meaning, create 
mental images, and generate 
and answer questions. 


   


Monitor for meaning by 
identifying where and why 
comprehension was lost and use 
comprehension-repair strategies to 
regain meaning. 


   


Generate and answer questions 
before, during, and after reading. 


   


Draw, write about, or verbally 
describe the mental imagery that 
occurs while reading. 


   


Organize images and information 
into a graphic organizer with 
teacher guidance, to enhance 
comprehension of text (e.g., add 
information to a partially 
completed organizer). 


   


 


2.1.7 Apply comprehension 
monitoring strategies during 
and after reading: summarize 
grade-level literary/narrative 
text and 
informational/expository text.  


   


Summarize the events or ideas in 
literary/narrative text, citing text-
based evidence. 


   


Summarize the events, 
information, or ideas in 
informational/expository text (e.g., 
the life cycle of a frog, 
characteristics of a desert, life 
events in a biography), citing text-
based evidence. 


   


Summarize the plot/message in 
culturally relevant 
literary/narrative text. 


   


Select, from multiple choices, a 
sentence that best summarizes the 
story or informational/expository 
selection and support the choice 
with text evidence/details. 


   


Organize summary information in 
a teacher-selected graphic 
organizer to enhance 
comprehension. 
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1 
Most 


students 
NOT 


performing 
at standard 


2 
Most 


students 
performing 
at standard 


3 
All students 
performing 
at standard 


Lowest score 
indicates highest 


need for professional 
development 


2.2.1 Understand sequence in 
informational/expository text 
and literary/narrative text . 


   


Explain story ideas or events in 
sequential order. (Note: 
Differences in story telling order 
exist between cultures. For 
example, in some cultures the end 
of the story is told first.) 


   


Explain steps in a process (e.g., 
problem solving in mathematics, 
life cycle of a butterfly). 


   


Select, from multiple choices, the 
order of ideas, facts, events (e.g., 
what happened first, next, last; the 
order in which ideas or facts were 
introduced).  


   


 


2.2.2 Apply knowledge of 
printed and electronic text 
features to locate and 
comprehend text.  


   


Identify and use grade-level 
appropriate text features. 


   


Explain how certain text features 
help you understand the selection.  


   


Interpret information from graphs, 
charts, diagrams, and tables. 


   


Identify, from multiple choices, 
where certain information/ideas 
might be found in the text. 


   


Use icons, pull-down menus, key 
word searches. 


   


 


2.2.3 Understand story 
elements.  


   


Describe characters’ physical traits 
and infer personality traits by what 
they say and do. 


   


Describe the problem faced by a 
character and how he/she/it solves 
the problem. 


   


Explain how the setting is 
important to the story. 


   


Identify the speaker (narrator) in a 
selection and explain first person 
point of view. 


   


Component 2.2 
Understand and 
apply knowledge 
of text 
components to 
comprehend text. 


Select, from multiple choices, the 
best description of a character or 
setting in a story or poem (e.g., 
character traits, feelings, 
character’s problem, or importance 
of character). 
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2.2.4 Apply understanding of 
simple text organizational 
structures. 


   


Recognize and use previously 
learned text organizational 
structures of simple listing and 
sequential order to aid 
comprehension. 


   


Identify and use text written in the 
text organizational structures of 
description and compare and 
contrast to find and organize 
information and comprehend text. 


   


 


 


1 
Most 


students 
NOT 


performing 
at standard 


2 
Most 


students 
performing 
at standard 


3 
All students 
performing 
at standard 


Lowest score 
indicates highest 


need for professional 
development 


2.3.1 Understand and analyze 
the relationship between and 
among literary/narrative text 
and informational/expository 
text.  


   


Compare and contrast information 
(e.g., facts and details, 
literary/narrative elements, 
different versions of the same 
story, time period, cultures) within 
text and between texts. 


   


Select, from multiple choices, a 
sentence that describes how 
specific literary/narrative elements 
are alike or different in a poem or 
story (e.g., two characters and/or 
their feelings, a character and the 
author, two events, two settings). 


   


Select, from multiple choices, a 
sentence that describes how 
information is alike or different 
(e.g., information from two 
selections). 


   


Recognize and explain cause and 
effect relationships in 
informational/expository and 
literary/narrative text, using 
evidence from the text. 


   


Component 2.3 
Expand 
comprehension by 
analyzing, 
interpreting, and 
synthesizing 
information and 
ideas in literary 
and informational 
text. 


Select, from multiple choices, a 
sentence that explains the cause of 
events or the effects of actions. 
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2.3.2 Apply understanding of 
systems for organizing 
information.   


   


Use alphabetical, numerical, and 
key word/topic systems to locate 
information on a specific topic or 
for a specific purpose in an 
encyclopedia or dictionary. 


   


 


2.3.3 Understand 
literary/narrative devices. 


   


 


Explain similes, metaphors, 
alliterative sentences, and 
onomatopoeia and identify each in 
literary/narrative passages. 


   


 


 1 
Most 


students 
NOT 


performing 
at standard 


2 
Most 


students 
performing 
at standard 


3 
All students 
performing 
at standard 


Lowest score 
indicates highest 


need for professional 
development 


2.4.1 Understand how to draw 
conclusions and give a 
response to 
informational/expository text 
and literary/narrative text . 


   


Generate a personal or text-based 
response to text using a teacher-
generated prompt (e.g., what would 
be the best/worst part of an event 
or situation). 


   


Draw a conclusion from grade-
level text (e.g., how the story or 
information might be useful, to 
whom the story or information 
might be useful) and support with 
evidence from the text. 


   


 


2.4.2 Understand the author’s 
purpose for and style of 
writing in both 
informational/expository text 
and literary/narrative text .  


   


Decide on the author’s purpose for 
writing a selection and support the 
decision with evidence/details from 
the text. 


   


Identify simple elements of style 
(word choice, sentence structure 
and length, literary devices) (with 
teacher guidance). 


   


 


2.4.3 Understand the 
difference between fact and 
opinion. 


   


Component 2.4 
Think critically 
and analyze 
author’s use of 
language, style, 
purpose, and 
perspective in 
literary and 
informational text. 


Identify facts and opinions and 
explain the difference between 
them. 


   


 







CONTENT AREA PROFESSIONAL GROWTH PLOTTING WORKSHEET – Grade 3 


 
9 


Select, from multiple choices, a 
statement that is a fact or an 
opinion. 


   


2.4.4 Evaluate author’s 
effectiveness for a chosen 
audience. 


   


Read an article and explain 
whether the author convinced the 
reader to think or act differently. 


   


 


2.4.5 Understand how to 
generalize from text. 


   


Generalize about common 
characteristics of literary/narrative 
sub-genres. 


   


Generalize by comparing 
characters in similar stories from 
different cultures (e.g., 
Cinderella/The Rough-Faced Girl 
or Little Red Riding Hood/Lon Po 
Po). 


   


 


EALR 3: The student reads different 
materials for a variety of purposes. 


1 
Most 


students 
NOT 


performing 
at standard 


2 
Most 


students 
performing 
at standard 


3 
All students 
performing 
at standard 


Lowest score 
indicates highest 


need for professional 
development 


3.1.1 Understand how to 
select and use appropriate 
resources. 


   Component 3.1 
Read to learn new 
information.  
 Identify two resources and use 


them to answer a question or solve 
a problem. 


   


 


 


1 
Most 


students 
NOT 


performing 
at standard 


2 
Most 


students 
performing 
at standard 


3 
All students 
performing 
at standard 


Lowest score 
indicates highest 


need for professional 
development 


3.2.1 Understand information 
gained from reading to 
perform a specific task. 


   


Use signs, labels, and instructions 
to answer questions or complete a 
task, using grade-level text. 


   


Component 3.2 
Read to perform a 
task. 
 


Interpret information from 
common environmental print to 
solve a problem or perform a task 
(e.g., set up and run a science 
experiment using steps outlined in 
text). 
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3.2.2 Understand a variety of 
functional documents. 


    


Explain the information in 
functional documents that are used 
in a school setting to communicate 
information (e.g., notes home to 
family members, rules, newsletters, 
schedules). 


   


 


 1 
Most 


students 
NOT 


performing 
at standard 


2 
Most 


students 
performing 
at standard 


3 
All students 
performing 
at standard 


Lowest score 
indicates highest 


need for professional 
development 


3.4.1 Understand different 
perspectives of family, 
friendship, culture, and 
traditions found in literature.  


   


Listen to, read, and discuss a 
variety of literature representing 
different perspectives of family, 
friendship, culture, and tradition, 
generating a personal and/or text-
based response. 


   


 


3.4.2 Understand 
contemporary and traditional 
literature written in a variety 
of genres. 


   


Explain the characteristics of a 
variety of genres. 


   


Respond to literature from multiple 
genres using teacher prompts 
appropriate to the text and content. 


   


 


3.4.3 Understand a variety of 
literature representing 
different cultures and 
traditions. 


   


Component 3.4 
Read for literary 
experience in a 
variety of genres. 
 


Discuss the culture and/or 
traditions described in a piece of 
literature and explain how they are 
similar or different from those of 
the reader. 


   


 


EALR 4: The student sets goals and evaluates 
progress to improve reading. 


1 
Most 


students 
NOT 


performing 
at standard 


2 
Most 


students 
performing 
at standard 


3 
All students 
performing 
at standard 


Lowest score 
indicates highest 


need for professional 
development 


4.1.1 Apply strategies to 
monitor reading progress. 


   Component 4.1 
Assess reading 
strengths and need 
for improvement. 
 


Identify reading strengths and 
weaknesses with teacher assistance 
and select targets on which to 
work. 
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Track progress in reading 
achievement with graphs, charts, 
and checklists. 


   


4.1.2 Understand how to set 
grade-level appropriate 
reading goals. 


   


Set two reading goals and create a 
plan to meet those goals with 
teacher assistance. 


   


 


 1 
Most 


students 
NOT 


performing 
at standard 


2 
Most 


students 
performing 
at standard 


3 
All students 
performing 
at standard 


Lowest score 
indicates highest 


need for professional 
development 


4.2.1 Evaluate authors and 
books to select favorites. 


   


Develop a list of favorite authors 
and books, including the reason 
each was selected for the list, and 
share with others. 


   


Component 4.2 
Develop interests 
and share reading 
experiences. 


Self-select books to read at an 
instructional level and an 
independent level. 


   


 


 
 
* Definition for underlined words can be at http://www.k12.wa.us/CurriculumInstruct/reading/pubdocs/GLCE-Reading.doc 
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